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MUSTER is a collaborative ressarch project co-ordinaed from the Centre for
International Education & the Univerdty of Sussex Inditute of Education. It has been
developed in partnership with:

The Indtitute of Education, University of Cgpe Coast, Ghana.
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The Centre for Educationd Research and Training, Universty of Mdawi.
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Fnancid support has been provided for three years by the British Depatment for
International Development (DFID).

MUSTER is focused on generaing new underdandings of teacher education before,
during and after the point of initid qudification as a teacher. Its concerns indude
exploring how new teechers ae identified and sdected for training programmes, how
they acquire the kills they need to teach effectivdy, and how they experience training
and induction into the teeching professon. The research indudes andyticd concerns with
the dructure and organisation of teacher education, the form and substance of tescher
educaion curriculum, the identity, roles and culturd experience of trainee teachers, and
the cogts and probable benefits of different types of initid teecher training.

MUSTER is desgned to provide opportunities to build research and evaudion capacity
in teacher education in deveoping countries through active engagement with the research
process from desgn, through data collection, to andyds and joint publication. Principd
reseerchers lead teams in each country and are supported by three Sussex faculty and
three graduate researchers.

This saies of discusson papers has been created to provide an early opportunity to share
output from sub-sudies generated within MUSTER for comment and condructive
criticiam. Each paper takes a theme within or across countries and offers a view of work

in progess.

MUSTER South Africa

Revised versons of the South African papers in this series can be found in the book
Changing Patterns of Teacher Education in South Africa — Policy Practice and
Progpects, edited by K.M.Lewin, M.Samuel and Y. Sayed, (Henemann R ess 2003).
The book explores policy and practice in Teacher Education in South Africa and their
implicetions for the future, representing one of few empiricaly grounded, policy
orientated studies of teacher education in South Africa The research presented covers
critica topics of interest to those who prepare teachers and study teeching: the evolving
higories of teecher educaion policy, shifting teacher identities teecher supply and
demand, contrasting modds of teacher educaion ddivery, college mergers and
rationdisation, and the impact of HIV/AIDS on teechers and on teacher provisoning.
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ABSTRACT

Frdly, the purpose of this report is to describe and discuss the Further Diploma in
Education (heresfter FDE) in Education Management, as developed by the Department of
Education Management and Policy Studies of the Universty of Pretoria (herediter UP).
The Universty issues thee diplomas while Nationd Private College (now cdled
Education Digance Learning) manages the adminidration such as the reproduction of
devedloped materids, digpatch and redigribution. The universty is dso respongble for the
content and learning materid development, as wdl as the assessment and grading
procedures.

Secondly, this report investigetes teacher educators responses to the FDE and how this
might relate to ther educationd practices, paticularly within diverse, complex and often
chdlenging contexts This was done by conducting both interviews and focus group
discussons, usng quedionnares, and andysng the content of curriculum documents. In
one focus group interview we spoke to teachers currently involved in the FDE course, i.e.
second year dudents. In the other focus group we interviewed teachers who have
completed the FDE, a least one year or more ago.

Ladtly, we present an andytica description of the FDE from the perspectives of teschers,
both from a quantitative and quditaive sance, which is linked to the andyds of the
curriculum documents. In essence, this will show the drengths and weeknesses of the
programme and will ded with probable implications for teacher education palicy.



1 INTRODUCTION AND CONTEXT

This report forms pat of the South Africen dimendon of the Multi-Ste Teecher
Education Research (MUSTER) project,! which focuses on the modds methods, and
prectices of training teschers  Quality assurance forms the focus of this investigation, due
to the many questions and doubts rdaing to the qudity of distance education courses,
particularly Education Management. Such doubts were recently expressed by Sdeem
Badat, chief executive officer of the Council on Higher Edwcation (Vergnani 2000:46-

47):

...if you suddenly enrol 30000 students, how do you quality assure your courses?
[...] Good distance education is not necessarily chegp in terms of developing
curricula and maerids.  It's not a mater of teking exiding lecture materid and
tuning it into a correspondence course [...] Do we need 25000 people in
Education Management in the country? Isthis redly a priority?

Of the 30,000 students enrolled for dl the FDE courses presented by the Universty of
Pretoria, the mgarity are enrolled in the FDE Education Management: 25,207 in 1999,
and 24,161 in January 2001 (Bureau for Inditutiond Research and Planning, 2001).
Thee numbers raise important questions for the Pretoria Universty and for EDL which
lie & the heart of this andyds. For whom is the course intended and are the needs of the
people redly met? The course has been very successful in terms of capturing a large
niche market of modly rurd teachers It is targeted a teechers who ae currently in
managerid postions. However, our research indicates that many ordinary teechers enrol
for Education Management, ressoning that they might be promoted if they obtan this
qudification. Nevertheless, as Sdeem Badat critically comments:

If the qudity of disance education was poor then we are back to the problem of
the disadvantaged students getting short-changed.

To avoid this problem he suggeded that resdentid universties should hire more
employees for curriculum deveopment as wel as for tutorids with distance students and
that correspondence should be supplemented with multimedia materids and face-to-face
sessons (p46). Wedch and van Voore (1999) dso noted that the learners officidly
targeted for the course might not dway's be the ones taking the course:

! The MUSTER (Mullti-Site Teacher Education Research) Project is a research project funded by DFID. It
is based on collaboration between educational research institutes in Ghana, Lesotho, Malawi, South Africa,
Trinidad and Tobago and the University of Sussex Institute of Education. There were four main strands to
the research: the costs of teacher education, the college context, curriculum issues, and the process of
becoming ateacher.



The initid regidration reguirements for the course were not determined by the
SAQA requirements and therefore it was not a redriction for sudents to enrol
even if they were only a& a post levd one (teacher). The course equips the
gudents with generd management skills and competencies which can be usad in
the dassoom to improve dassoom management, hence it will not only be
teachersin promotiona pogtsthat will benefit from the course.

Teachers who regiger for this programme come from dl over the country - Umtata,
Boksourg, Bloemfontein, Cape Town, Venda, Kwa Zulu-Nata. However, mog of the
sudents appear to come from the Northern Province, Transkel and the Northern Cape i.e.
the former homdlands

The following quotaion gives some indght into the people who ae taking the Pretoria
distance course:

Most of the sudents are black teechers trying to upgrade their qudifications, in
pursuit of promotions and raises. Many such teachers are poorly trained because
they were forced to atend inferior, segregated schools and colleges, the only
fecilities open to black people during the gpartheld era Many are seeking to earn
a further diploma in education, a credentid that supplements a teaching diploma
earned after three years of ingruction. (Vergnani, 2000: p.46)

Nobody anticipaied the immense increese in sudent enrolments as Prof. Louis Cditz
from the Depatment of Education Management a the Universty of Pretoria (interview
18/8/00) explains

When the course was st up in the early 1990s they anticipated about 300
dudents, but got 700. The enrolment increeses every year and has continued to
grow exponentialy and it exceeded dl expectations. Word of mouth is regarded
as akey marketing tool by the course lecturers.

Thus, the key quedtions that guided this invedtigation atempted to explore some of these
issues in gregter depth and were asfollows

Does the course deal with issues of management in disadvantaged school contexts
and acknowledge the highly differentiated experiences of many teachers under
apartheid?

Does the course target the particular needs of ESOL speakers, studying at a
distance in rural areas without easy access to the kind of resources available in
urban areas?

How does the FDE deal with practical issues and theoretical requirements when
addressing the quality of the courses?



2 OVERVIEW OF PROGRAMME

21 Courserationale

The Further Diploma in Education Management (FDE) was developed because a need
was identified in the education sysem. Teeches and especidly teachers a a
management levd in schools like heads of departments, deputy principals and principds,
had school subject training but they did not have any management training. The result
was a lack of sills and knowledge to improve the educationd environment where they
were teeching. The changing legidation dso had a mgor influence on ther working
conditions and therefore there was a need to equip the teachers with knowledge about the
relevant education laws.

2.2  Thehigory and structure of the course

199 saw the FDE inauguration, as a digance education programme, which was run as a
partnership between Success College and the Universty of Pretoria The Success College
changed to Lyceum (Nationd Private Colleges), and to date has again undergone a name
change to Education Distance Leamning®. In practice, this partnership was based on
academic and managerid grounds. Academic responshbility and accountability rest with
the universty in the sense that academic daff are resonsble for the course maerid
development and assessment. In turn, the College is responsble for the reproduction of
these materids, their digpatch, and other adminidrative support deemed necessary.

The programme has two legs as it were: one is the pure distance educaiond leg, which is
avalable to dudents across the country. These dudents have the opportunity to vist
“dudy centres’ once per year, where tutoring sessons are offered by the universty. The
other leg of this programme is presented a Hammanskrad, which is a type of sadlite
campus of the Universty of Pretoria Whils the course maerid is the same students
attend lectures and tutoring sesson a this venue, for one week, twice per year.

The focus of this FDE is on practisng teechers who ae in possesson of ather a
recognised diploma in education or a bachdor's degree. The duration of the course is
between 18 and 24 months, but sudents have 4 years to complete their sudy. The vison
of the FDE is to contribute to the development and capacity building of teachers from
managerid, practica and theoretica perspectives.

As daed ealier, the FDE dated in 1994 a the Hammanskrad campus of the Univerdty

of Pretoria At the end of 1994 the firs students wrote the examination for the firg year
course.  The mode of ddivery can be cdled a mixed mode of ddivery because there is

2 To avoid confusion, the non-university partner will be referred to in this paper as ‘the College’ or the
‘franchise partner’.



lengthy contact with lecturers during block lecturing sessons but the students are dso on
ther own for the mgority of the year. This Diploma was extended as a paper-based
digance education mode with contact sessons during the July school holidays during
1994, with the fird examination in 1995. For the purpose of this report the
Hammanskrad group will be cdled the contact group while the students who did not
attend the block sessons & Hammanskrad will be called the distance education group.

2.3  Entrancerequirements

The programme is amed a practisng teachers who have ether a recognised diploma in
education (M+3), or a bachdor's degree and diploma in educetion, or an integrated
degree in educaion BA (Ed). After the diploma students can be admitted for a B.Ed
degree if they dready have a firg degree. If not, they need to complete Education 2 and
Education 3 before entering the B.Ed. A further entry requirement is three years teaching
experience (Welch and van Voore, 1999:7).

On regidration, dudents recave lecture notes in booklet form with sdf-study
assgnments, a lig of compulsory prescribed textbooks, and practicd mateid such as
sudy letters, contact lectures and handling of assgnments.

24  Aimsand Objectives

The vison of the Depatment of Education Manegemett a the Universty of
Pretoriais:

To make a contribution to the development of Education Management
cgoacity within the context of change and the democraisaion of
educaion in South Africa. The department will dso drive to become a
centre of excdlence by means of providing quality education, research
and community savice within Education  Policy, Educdtion
Management and Law of Educaion (Cited in Welch and van Voore,
1999:9).

This can be connected to two other key dated objectives securing a grounding in
management practices, and optimising and promoting a secure working environment.

Theams of the course are expressed as follows in the Sudent Guide (1999:7):

The am of this Diploma is to improve the teacher’s management <kills. The
management dyle of every education manager is reflected in the way helshe
handles the teachinglearning process We bdieve that this course will hdp
prepae the educaion manager in hishe manegement tak and assg in
devdoping a democraic management gyle This means that open
communication channds between the manager, teecher and pupils will be



edablished. He/she builds a group culture in the school and regards conflict
Stuations as education opportunities



3 RESEARCH METHODS

3.1  Population and sample

Conddering the sze of the population we intended to use a representaive sample.
However, dl the sudents (first and second year) & Hammanskrad were included in order
to get a full pergpective from them and to collect enough data in order to fadlitate some
comparison with the distance education group.

For the disance education group the sample was sdected as follows. Three provinces
were sdected to be representative of the whole country. In each province one
examination centre was sdected in collaboration with Nationd Privaie Colleges, the body
then respongble for the examination verues. The three centres were specificaly sdected
because there were many students registered to write examingtions a these centres and
this would ensure enough respondents for the comparison between the contact group and
the digance group as wel as posshle comparisons between the different groups of
distance education. The three provinces and the examination centres were as follows:

Gauteng - Pretoria. This represents an urban area with abig city area as centre.

Eastern Cape — Butterworth.  This represents rurd aress but the centre is a farly big
rurd town.
Kwa Zulu Natd — Nkandla This represents a rurd area and the centre is a amdler
rurd town.

3.2  Analyssof curriculum documents

The contet of the curriculum was andysed in the fird indance in teems of factud
information about the courses, induding a condderation of the ams and objectives, and
the organisation of the course handbooks. In light of the information about the students
taking the course reveded in this sudy, some further issues rdating to the content of the
curriculum and its users are dso discussed later in the paper.

3.3 Interviewsand focus groups

Structured interviews and focus groups were conducted with teacher sudents, as wel as
with univergty gaff and adminidrators, in addition to the questionnaires that were sent to
teechers. Two focus group interviews were conducted with sudents who were currently
(“current”) in this programme, as well as with those who have completed (“completed”)
the course a year or two ago. The Hammanskraal students were interviewed because they
were readily avaldble for the duration in which they datended the lectures The other
group was Hected from dudents who were currently continuing thelr dudies in



Education Management on an honours levd. The two different focus groups were
soecificaly sdected in order to edtablish if the course did have an influence on ther
education and on the persond life of the dudents. The time condrant was the mogt
important reason why the specific groups of students were used for the focus groups. The
fact that the Sudents were sdected from a smdl number in the totd population may have
influenced thelr views, which may not be representative of the population of this research
prgect. We dructured the quedions in the following format. The fird st of questions
related to the content, the second st related to self-devdopment issues and lagly we
aked about future issues. The subtle differences between “current” and “completed”
interview questions related to developmenta and promotiona issues.

34  Quedionnaires

In addition to the interviews, we a0 sent out quesionnares to a variety of leaning
centres. We distributed them to these centres to ensure a high percentage d returns. We
had to implement some rigid draegies for this process, paticulaly within a context
where questionnaires often disgopear or are Smply not responded to. The andyss of the
questionnaires was used to add some depth to the interview data, highlighting Smilaities
aswedl as some contradictions.

In deveoping the quedionnaire we used as a dating point a quedionnaire that was
adminigered by Sussex Universty and the Universty of Western Cgpe for the evauation
of a pre-gradudion qudification. The quedionnaire was adgpted to the needs of our

paticular inquiry.

The purpose of the gquestionnaire was to determine the perception of the sudents in the
FDE Education Management course about:

The effectiveness of the course
Theinfluence of the course on their professond deve opment
Problems rd ated to the course

Reasons why the students enrolled for the course

The digribution and implementation of the quegtionnaires proved to be complex a times.
We therefore wish to describe this process in some detall. The Hammanskrad group
completed the quesionnaire during the week that they atended the lectures The
questionnaires were handed out after some explanation of the reason and importance of
the research project. The respondents completed the questionnaires in ther own time
aiter the lectures The researcher collected the quedtionnares from the respondents.
Severd atempts were necessty to collect the mgority of the quedtionnaires.  The
advantage of this method was that a high percentage of questionnaires were received and
the reseercher was available to answver questions from the respondents if they were unsure
about certain quedions. There were only a few quedions from the respondents. The
disadvantege of this method was that the respondents could discuss the questions and that
might have an influence on the reults



The quedtionnaires for the distance education students proved more complex. There was
limited time avalable to collect the data The option to post the questionnaires was
quickly ruled out as a possibility due to the low leve of return and the time condraints. It
would have dso been difficult to sdect the sample from the address lig of Nationd
Private Colleges. Another problem with posiing the questionnaires was that Nationd
Private Colleges had dready experienced problems with the postd addresses of the
dudents in the past and this could have had a negdive effect on the number of
guestionnaires that were returned.

Findly, it was decided to snd the quedtionnaires to the sdected examination centres so
that the dudents were adle to complete the quedionnares while they were a the
examination centre.  An advantage of this process was that it ensured a high response
rate. We experienced some problemsin this process:

The dudents came to the centres to write examindion and not to complete
questionnaires.
There could be dudents who objected to completing the questionnaire before the
examindion sesson offiddly dated because it might interfere with their focus on
the examination.

If one dudent faled and complaned that the questionnaire disracted hisher
concentration, it could cause problems for the academic daff as wdl as for the
researcher.

Anocther issue we had to ded with was te timing of handing out these questionnaires
before or after the examingions If you hand it out with the examination question
paper dudents may get confused and dart to complete the questionnaire firgt and then
they will not have enough time to complete the question paper.

If the questionnaire was given to sudents after they handed in the examination paper
they might not be motivated to complete the questionnaire because normdly students
ae uxd to going home immediady &ter they completed the examingion. This is
especidly true for sudents who depend on public transport.

Students did not have prior warning that they would have to complete a questionnaire
and tha it could take them about twenty minutes to complete it.  This might irritate
the sudents which might have a negdive effect on ther objective responses to the
questionsin the questionnaire.

It was decided to inform the students about the questionnaire before they darted the
examination and indicate the importance of the quesionnare and the research project.
The students were asked to spend extra minutes completing the questionnaire because
the results of the research project could improve the standard of the course. The
invigilators handed out the quedionnares thity minutes after the udents darted
with the examination pgper. Now the sudents did have the questionnaire with them
and they could complete the quedtionnaire after they completed the examindion
paper.

The ressarcher contacted the invigilators persondly to emphasse the importance of
the procedures and the research project. The researcher dso atended one of the



sessons to asess the process. At this venue dl the dudents completed the
questionnaire without any problems.

10



4 BACKGROUND OF THE LEARNERS

4.1. Therespondents

The totd number of respondents was 457. As Table 1 shows, a third of the respondents
came from Hammeanskrad and two-thirds were dassfied as Disance Education sudents.

For every question there were respondents who did not answer the questions and
therefore dl the tables will only indicate percentages.

Table 1. Respondents

Group %
Hammanskraal B57
Distanceeducation 66.43

Table 2: The percentage of sudents using the examination centres

Centres %

Hammanskraal 207
Butterworth A5
Nkandla 2049
Pretoria 1269

According to the initid planning there were supposed to be the same number of
repondents a every centre. The numbers of Students who actudly atended the
examination sessons were less than the number who enrolled for the examination.
Therefore there were not the planned number of about 150 respondents a every centre.
However the number of regpondents was dgill adequate to make the required
interpretations.

4.2  Courselevel and age

Table 3: Courselevd of the respondents

CourseLeve %
First year 68.28
Second year 3L72

The mgority of the respondents are currently in their first year of sudy.

11



Table 4: Age of therespondents

Agerange %

20-24 1.0t
2529 1324
30-3A4 2187
35-39 2091
40-44 16.72
45-49 1568
50-54 31
55+ 1.3¢

The mgority of the respondents (48.78%) are between 30 — 39 years of age, while there
is a subgtantid number of respondents (32.4%) who are between 40 — 49 years. This
indicates that a dgnificant number of teachers have many years of experience This may
influence their ability to sudy, because of the many years of absence of study. Usudly
the firda year of gudy is more difficult, until they are disciplined again to dudy &fter
hours.

4.3  Current post and exerience

Table5: Current post of therespondents

Post held %

Teacher 8180
Head of department 7.81
Deputy principal 3.8z
Principal 5.84
Other: 0.67

We expected teachers to be in the mgority, Smply because they do the teaching and they
are the mgority in numbers in any school. Although the courses were not developed with
the specific am of training teachers in management podts, the 17.% of the respondents in
management pods is much lower than might be expected. However, it can be assumed
that there must be a higher percentage of the management group because they did not
have any offida management traning before accepting the promotiond podt. Teechers
do not recave any subdantid financid remuneration after they have completed the
dipjoma Tha sdd, it is therefore a pogtive tendency tha so many teachers will have a
management qudification because it may assg them to be better managers which may
have a pogdtive influence on the teaching environment. The fact tha o many of the
cohort are teachers without management experience suggests a need to redructure the
curriculum with thet in mind, a point we return to in the andys's section.

During our discussons the dudents a the Hammanskrad campus provided possble

reasons why there are not more teechers from the management group, i.e. head of
departments and headteechers.  The management group feds that they are dready in a

12



management post and therefore they do not need management training More importantly,
the managers, especidly the principds, do not want to be in the same course with the

teechers because if the teachers do better than the principas in the examinaion, the
principas will fed threstened and embarrassed in such a stuation.  Although this is not a
valid reason it crestes problems because the managers do not paticipate in the
management training that they actudly need.

Ancther problem with teachers with management qudifications rdaes to principas who
fed threastened in the school and do not wat to accept the assgtance of the better-

qudified teachers. This crestes tenson between teechers and principas teechers fed
that their efforts are not recognised and therefore become demoativated.

Table 6: Experience of working in education at any level

Years %

1-5 1928
6-10 A3
11-15 1627
16-20 1536
21-25 8.74
26-30 421
31-35 1.21
35+ 0.6C

The mgority of the respondents (53.61%) have a maximum of 10 years experience in
education. This corrdates with the information from the previous table namdy that the
magority of the respondents are teachers, and that may be why the mgority of the
respondents are dill reatively inexperienced. This is a pogtive indication because these
teechers will dready have a manegement qudification when they ae promoted in the
future to amanagement podt. This might improve effective management of schools.

Table 7: Experiencein my current post

Years %

1-5 28.75
6-10 3BA
11-15 16.62
16-20 9.9C
21-25 351
26-30 2.24
31-A 0.64

The mgority of respondents (67.09%) have ten years or less experience in their current
pods This implies that many of the people in management pods do not have much
experience in their pods This factor combined with little or no management traning may
meake it difficult for the management groupsin schools to manage schools effectively.

13



Table 8: Highest professonal qualification

Qualification %

A two-year teacher diploma 24.39
A three-year teacher diploma R79
A four-year teacher diploma 2385
A post-graduate teaching diploma 1789
Technical Diploma 1.0¢

The teachers who say they only have a two-year teacher diploma, probably have an
additiond qudification, dse they will not be ale to enral for this course.  The mgority
of the respondents have a lesst three or four years of training, which is acceptable,

especidly for the primary and junior secondary phases.

4.4  Gender, language and racial classfication

Table 9: Gender of therespondents

Gender %
Femde 7720
Mde 2280

The mgority of the sudents are women, which reflects the normd trend in schools, that
there are more women than men teeching.

Table 10: Gender according to post levels

Post held Female % Male %

Teacher 7944 2056
Head of department 67.65 235
Deputy principd 5294 47.06
Principal 69.23 0.77

The data in Table 10 indicates a direct comparison between the number of women and
men a the diffeeent post levds  Although the respondents in the sample are not
representative of the whole population of teachers in the country, the results are
interesting.  In contradiction to some bdiefs, it does not seem that women ae severdy
under-represented a the management levels in schools While dmost 80% of the sample
were women, nearly 70% of the principas were dso women, as were two-thirds of the
heads of depatment. By contradt, there were rdaively more men holding deputy

principaships
Although dl the respondents in the sample were Africans, there are a few dudents of the

other race groups in the course. They are by far the minority, especidly the Afrikaans-
poesking, white sudents. The reason may be that the course is marketed in the rurd

14



aress a schools that were previoudy only targeted for African learners. It is here where
the biggest need isfor teechers to up grade their qudification.

Table 11: Language of the respondents

Language %

English 3.9¢
Afrikaans 0
Xhosa 4956
Zulu 2401
Tswana 2214
Sotho 9.32
Tsonga 4.9C
Swazi 0.2=
Ndebele 047

As Table 11 shows, the mgority of the respondents are Zulu, Tswana and Xhosa
pesking because of the geogrephicd area for the sample.  This language didribution is
not representative of the population. According to this sample there are no Afrikaans
pesking sudents but there isavery smal number in the course

45  Location of therespondents schools

Table 12: L ocation of the schools

L ocation %
Urban e.g. Pietersburg 3.4
Township eg. Mameodi or 1332
Sheshego

Rural eg. not in atown or in a| g3g
township

The representation of the schools fits the normd digribution of schools in South Africa,
namey the mgority of schools are in the rurd aees  Thexe ae normdly not well
equipped with resources and do not have sufficent funds avalable to improve the
learning environment in schools.

Although the centres where the dudents completed the quedtionnaires ae not in big
centres like Cgpe Town or Durban, in Pretoria, which is a big city, only 57 sudents were
present a that centre. The current mode of ddivery of the Further Diploma in Educaion
Management is therefore important because the students enrolled for this course do not
live neer big dties where the tatiary traning inditutions are dtuated. They will therefore
not be able to aitend full-time courses presented at these training inditutions and thus it is
important  to cregte dternative opportunities Didance educetion, which indudes
interactive support, is an ided opportunity for these sudents. The students studying at
the Hammanskrad campus may dso be identified as disance education learners, because
they only attend lectures for a short period of time and for the rest of the time they are on
their own with the norma support of the lecturers.
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4.6 Socio-economic Situation

Table 13: Socio-economic Stuation of the respondents

. s Frequency

Accessiblefacilities %

> ! (out of 457) °
A computer in your house 19 4.1F
A computer near your house, eg. a 28 6.1
community centre )
A computer with internet facilities 7 15:
The library of the Universty of 31

. 6.7¢
Pretoria
Any library with academic books and 61
. 1334
journals
Electricity in your house 255 5579
Electricity in your school 182 3326
A telephone 248 54.26

Table 13 shows that most dudents do not have access to libraries and computers,
epedidly with Internet facilities.  Libraries and computers are supposed to be important
resources of information for sudents but in this case it has many limitations Due to the
inadequate and low-gandard trangport and postal system, access to these resources is
modly impossble This has serious implications for the mode of ddivery of the course
The lack of trangport, dectricity and the rdated dectronic equipment like tdevisons,
computers and internet will make it even more difficult for the dudents to access
additiond information beyond whet they currently recelve as part of the course content.

The lack of dectricdty dso has a negdive influence on the access to information and

communication that may influence the ability of the dudetts to improve thar sudy
environment. In sum one can describe this environment as one of deprived studying
circumgtances for the sudents.
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5 THE CURRICULUM

51  Organisation

There are three subjects in the course, divided into five modules, namdly:

Education Management OWB 401 (first year) and OWB 402 (second year)
Organisational Management OBT 401 and OBT 402
Law of Education OWR 401

For the contact sessons a Hammanskrad, one lecturer from the department of Education
Management is responsble for eech subjed. Every lecturer is respongible for the contact
sesson as wdl as the adminigration of the subject and the examinaion in the subject.
The same lecturers who ae regponsble for a subject & Hammanskrad ae dso
responsble for the same subject for the digance education group. In this mode of
ddivery, the lecturer is responsble for setting and marking the assgnments and the
examination pagpers.  Furthermore, every lecturer has a team to as3gt with the marking of
the assgnments and the examindion papes  During the July school holidays the
lecturers with assgant lecturers vidted Sixteen venues in the country for two-day contact
sessSons a every venue.  The assding lecturers are normaly the same people who asss
with the marking of the assgnments and examination papers. The venues are determined

by the College.

According to the College g&ff, an atempt is made to contact each sudent 3 or 4 times
eech year informally, but sructured meetings take place twice a year a the contact and
problem solving sessons. In other cases the information is sent by post. Students can dso
phone in and vist the College. The man structures provided for sudent support in the
programme are therefore the contact sesson (2 days in the July holidays - 6 hours per
ubject); the problem solving session (before the contact sesson); telephone support (the
channd of communication is the College); tutorid letters and examination guidance
letters.

When asked about the “integration” of the courses, the adminigtrators admitted thet it was
“implicdt” and informa raher than “ddiberate’ (Welch and van Voore, 1999:12).
Students are required to complete one assgnment for each of the five subject courses in
order to qudify for exam entrance.  This was the initid arangement with the students
when the course sarted but the compulsory assgnment was later changed to an optiond
assgnment because it was not required any more for examinatiion exemption. There is
one two-hour examination covering dl five subject courses. In addition, a the end of
eech module, sudents are provided with “sdf-study” questions and assgnments as a
means of assessng whether they have achieved the dated leaning outcomes, athough
these are not normally submitted for assessment

Students ae given extenson work in tems of suggeted “Recommended reeding” in
addition to “Prescribed reading’. Students need to purchase certain textbooks in addition
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to the handbooks. Furthermore, the College experimented with interactive TV as an
dtandive to contact sessons with lecturers, but found thet the available centres could
not cope with the large numbers of students who wanted to attend these sessons (up to
500), and that it was too expendve to run the sessions in more than one gtting. They dso
found that dudents like to actudly see the lecturer in the flesh. The two-day contact
sesson, provided once ayear, is seen in terms of academic support

5.2 The Content and theLearners

The theories of learning are discussed here because it will be important thet the sudents
use efective sudy methods to prepare them for the examinaion. The underlying theory
of learning, as expressad in the Students Guide (p.19) is tha learners should understand
things by organigng thar natesin the fallowing way:.

Coretheme =» Main ideas =» Main facts = Essentid concepts =» Appropriate words

Sudents are given a number of drategies to hep them develop ther sdf-gudy kills
such as “indexing”, “sdf-critidam” and “time management”, and they ae given notes to
guide thelr writing, but as assgnments are not compulsory and opportunities for feedback
are limited, it could be sad that dready disadvantaged students are further disadvantaged
through a lack of mediation and support from lecturers. This can be seen if one examines
some examples from the assgnments.  When issues like “innovation” are discussed in the
firda module there is a lack of concrete examples (which a lecturer teaching the class
might give) so when learners are asked quedtions like “Take a change you wish to
implement through the Eight Step Innovative Change Modd” the type of change could be
misnterpreted or  misunderstood. On page 19 leanes ae aked to explan
“organisationd management” after having the two words explained separately.  This task
aguably invoves sgynthessng linguisic  explandtions raher than memory o
underganding and favours those who spesk English as a firg language. Laer in module 3
they are invited to “evduae’ the “bureaucraic modd”, though the criteria they are to use
are not made explicit. In the same module they are asked to explain certain concepts,
such as policy-meking, professond control, zone of acceptance, professond pride,
professond action, conaultation, and sharing in policy-meking, even though some of
these terms and ther meanings were not made explicitly clear in the previous chapter.
This is ds0 likdy to favour those with better language kills and more culturd capitd.
There are plenty of other examples.

Perhaps questions need to be asked about how the materids can work for disance and
ESOL learners in a way that synthesises and mediates abstract theories, persond theories,
persond experiences and concrete examples. At present there is too much rdiance on the
abilities of the learner to Snk or svim.

Although mogt of the respondents indicated they were hgppy with the content of the

curriculum and its gppropriacy to ther working lives, a number of issues reding to
curriculum desgn ae worthy of further corsderdtion, paticulaly in redion to the
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digance dudents who have less opportunity for the curricllum to be mediaed by
lecturers.  In the Student Guide (1999:8) which seems to be the only additiond
information given to disance sudents, the advantages of distance education are noted as
being: convenience (dudying a home & on€s own pace); practicd contents (enriching
ones professond knowledge through the practicd contents of the management
ubjects); open regidretion; affordability (as compared to formad modes of education);
and universty qudity (the different courses are developed by various depatments in the
Faculty of Education a the Universty of Pretorid). However, digance students do
cealy fed they have some needs that ae not being met by the course and it is not clear
that ther experience of education is being placed a the centre of the dudies they are
embarking on. The issues discussed bdow are firdly, the references drawvn on for the
curriculum  documents, secondly, the gpproach taken to the issue of multi-culturd
education; thirdly, the reationship between theory and practice and fourthly, the issue of
language use.

A survey of the references in the handbooks reveds that references are predominantly
from the US, Canada and the UK, with a minority from SA. No references could be
found from other African or developing countries or ASa  The only exception to this is
the fourth handbook, Law of Education, which is oriented around issues in education in
the South African context in reaion to South African lav. Thus, the South African
context and issues of trandformation are much more foregrounded in this handbook while
they are less obvious in the other handbooks  This perhgps suggests that transformation
is viewed as a legdidic change, rather than a change which chalenges established modes
of thinking in rdation to organisation and management, lagdy informed by Weden
writers.  Furthermore there is gpparently no reference to African theories of organisation,
such as Ubuntu, or post-modern theories which might encourege chdlenges to
edablished ways of thinking. When learners are presented with theories of motivation,
Madow is presented as unproblemdic and universa, when the work of writers like
Hofstede has cdled into question the gppropriacy of universa theories of mativation. In
a diverse sodety like SA this could be a more efective sarting point for engaging with
the redities of learners lives

British, American and South African (white) culture is presented as the norm throughout
the handbooks. The catoons and illudrations throughout (with a few exceptions eg.
black pupils in the US) are of white people and white culture® African South African
experience gets its highes profile in the handbook on the law and education. Norma
schodl environments in assgnments are therefore presented as being well-resourced (ex
modd C) as in the example (pages 208-209) with an aguarium, sofas, bean bags, and
computers.  There is another example on page 182 where a (presumably Modd C) school
is hdd up as an example in advertisng a post. In each of the handbooks there were only
afew examples of African school contexts.

Smilaly, in the discusson about punishment in Organistiond  Management, caning is
not discussed or problematised, though it is likely to be an issue in many of the teachers

3 (See, for example, Organisational Management 401: eg. p.23, p.114, p.127, p.151, p.168, p.170, p.171,
p.172, p.207, p.211, p.213, p.218, p.244, p.254, p.260, p.262, p.263, p.265, p.266).
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schools, though perhgps not in the higoricadly white schools. In some of the other
handbooks it is discussed and condoned in certain crcumdances. It is noted that Section
11(2) of Act 200 of 1993 is thought to prohibit corpord punishment, but if its use is
acceptable to a community then it is thought to be acceptable.  The example of Zimbabwe
IS given as a country where an attempt to ban corpord punishmert was reversed and it is
noted that corporal punishment should not be seen as child abuse.  Thus it is engaged
with asalegd métter rather than a dassroom management issue.

Compared to the other handbooks, there is condderadle atention given in Law of
Education to the redlities of different school contexts in South Africa and to issues such
a HIV/AIDS, corpord punishment, and crime, which may be more prevdent in
higoricdly disadvantaged schools. However, this focus on red school contexts is framed
by the lav and when other issues such as management-dyles and organisationd
goproaches are conddered in the other handbooks, there is little atempt to problematise
the “dyles’ and “goproaches’ themsdves (particulaly in hidoricaly disadvantaged
contexts), but rather, a rationad gpproach is taken whereby problems and experiences of
teechers are assumed to be solvable by the rationd gpplication of largdy Euro-centric
models.

For example, in Organisational Management 401, module 8 (Classsoom nanagement for
multi-culturd  education) is framed in terms of universdly appropriate approaches to
classroom management, which can be gpplied to South African dassooms  The title is a
misnomer as there is dmogt no reference to actud South African school contexts and the
complexity of “multi-culturdism” in South Africa (or the fact that many African teechers
in rurd aeas would teach only African pupils). Furthermore, dl the cartoons in this
module represent white people or white children. This module does not seem to have
been adepted in any way to take account of the needs and experiences of digtance
education sudents in South Africa

Ancther reveding ingance of underlying assumptions in the curriculum can be found in
Organisational Management 401, in the module on maneging parentd involvement
(p.259). There is the heading “Ethnic minority families’, which makes particular
assumptions about sthoals in SA.  This is dearly highly inagppropriaie for the mgority of
digance learners as the tam has rdevance for gspecific school contexts. Many case
dudies draw from UK and US examples and this can lead to potentid confuson. For
example, a case dudy in Organisational Management (p.30) notes an influx of “foreign”
(ESOL) pupils in what seems to be an English school and one has to wonder why a
rlevant South African example was not given.

In generd, goace is given (in assgnments) for learners to provide their own examples and
write about their own experiences, but the links between the largely theoretica content of
much of the handbooks and teschers own experience is skeichy.  Organisational
Management 402 has more of a practicad focus than Organisational Management 401 and
Education Management 402, paticulaly in the laer modules on Information
Management, Fnandd Management, Budgeting, School Fnences and Fadlities and
Ast Management. The ggp throughout the handbooks ssems to be in terms of
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mediating theoreticad and conceptud gpproaches to the issues of education management
with teachers own experiences. For resdentid dudents, with plenty of interaction and
shared culturd capitd with lecturers, that would put them a a condderable advantage in
comparison to distance sudents, working in rurd parts of South Africa.

In terms of language, despite the lack of a glossary, the presentation in the handbooks is
reasonably accessble and jargonfree, though there are some difficult words, phrases and

forms of expresson (given that many of the learmmers may not be fluent in English) (eg.
“behaviourd implementation”, “meanagement-gyle continuum”, and in thisexample:

This definition [of an organisation] explores the reaionships and bond between
components of the organisation, and embraces the concept of professond
solidarity by suggesting that there is a unit of will and interes — a commondity —
that pervades the willingness and centrd obedience to the task issued by the

leadership (Organisational Management 402, p.5)

The presentation in dl the handbooks is not the same and not dl give the same amount of
gpace to learners to complete thelr assgnments.
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6 STUDENTS VIEWS ON ASPECTS OF THE COURSE

The firg section focuses on sudents perceptions of the organisation of the courses. This
is to evauate the forma of the contact sessons and the preparation of the lecturers. The

codes next to the name of the subject, eg. 401, refer to a first year course while 402 will
be a second year course.

6.1  Theteachingin the different subjects

In the fird question the respondents were asked to evauate every subject by ticking the
provided daements accordingly. Only one example for a subject will be incduded to
indicate the factors rdated to the question. Since mogt responses were quite Smilar, we
have decided only include one set of examples.

Table 14: Teaching methods and preparation in Education Management 401
(OWB 401)

Never Sometimes [ Often Very often

% % % %
Lectureswith Lecturersdictating notes 4099 2387 272 1441
Lectures with large groups (more than 2430 1402 664 505
50) \ y 1 i
Small Group Teaching (less than 15) 64.61 1629 LR 6.1¢
Group activities 2857 2593 24.87 2063
Come prepared to the lecture or group 1409 1591 o5 A5 M3
sessions

For dl the subjects the lecturers used the lecturing method and dictating notes for most of
the time.  This is mogly done in groups larger than 50 students per lecturer. Smdl group
activities are not used vey frequently. The mgority of the Students agree tha the
lecturers are well prepared for the lectures. This is an important indicator because the
dudents did experience in the pagt that lecturers a some teecher training inditutions were
not wel prepaed for the dass There is dso a Studion in African schools where
teechers dill tend to come unprepared to the dass dthough this is a trend tha is
diminishing & the mgority of the schools With such a podtive example set by the
lecturers, it might be hoped thet they would influence ther Sudents

Lack of group work can be ascribed to the fact that the facilities a Hammanskrad are
inaufficent for such purposes. In addition, lecturers experience lack of support from
tutors, for example, who could faclitate the group work. Furthermore, lack of time
catanly pepetuaes this dtuation. That is why it is often argued that lecturers can
achieve more in bigger groups than working in sndl groups  The dudents want
informetion about the examinatiion and the lecturers try to provide an overview of the
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most important work for the examingtion. To achieve this god the lecturing method is
arguably more gppropriate than smadl group work.

However, the second year sudents a the Hammanskrad campus are doing more group
work activities than the first year sudents. The second year students are more used to the

methods, to working on ther own and are more aware of taking responshility for ther
own studies

6.2  Students perceptionsof how the cour seimproves management in schools

In this section we focus on how the course atempts to improve the management
knowledge, skills, and competencies of the Sudents.

Table 15: Perceptions of the usefulness of subject content related to the
improvement of school and classroom management

Very Quite | Some | Not
useful | Useful | use Useful
% % % %
Education Management OWB 401 and | Tt 7893 1667 314 1.2¢
402
Ham 8433 1268 1.4¢ 1.4¢
Dist 7442 19.77 468 1.1¢
Organisation Management OBT 401 | 1ot 7627 2168 1.3¢ 0.6¢
and 402
Ham 86.15 1308 0.77 0.0C
Dist 68.15 2.3C 127 1.27
Law of Education OWR401and402 | Tot 7816 | 1672 | 37¢ 137
Ham 8720 104C 24C 0.0C
Dist 7044 201 5.0z 252

The information in Table 15 indicates the respective perceptions of two groups and does
not serve as a direct comparison between them. The mgority of the respondents agree
that dl the subjects are vary useful to improve ther dbility to be better managers in the
classoom as wdl as in the school. These pogtive responses ae the same as the
responses in the discusson groups, where the respondents indicated thet they are even
able to use the new skills and knowledge in areas outdde the school like in community
activities or even in ther family Stuation.

The Hammanskradl group is a little more postive about the usefulness of the subject in
improving their ability to be better managers  This may be because the dudents at
Hammanskraal have more contact with the lecturers and therefore there is more
opportunity to do more practical work in groups and they have more interaction with their
colleagues. Also they learn more practicd skills during the contact sessions.
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It is cdear that the vast mgority of sudents condder the aress of the course rdating to
dassoom management very useful, which reflects wdl on the curriculum desgnes
However, there remain questions about the content of the sudy materid, specificaly that
it is lacking an African focus and being too wesernised in its goproach, which ae
discussed further in the andlysis section.

While resdentid dudents on the universty campus ae lectured in Afrikaens and
English, digance dudents are taught only in English. Offering digance education in
English broadens the potential audience for the course, to include black Africans and non
Afrikaans-gpesking white South Africans (Vergnani, 2000: p46). The medium for the
FDE is English and Afrikeens  English is used predominantly because of the
compodtion of the dudent population but the dudy mateid, assgnments and
examindion papers are dl avalable in both languages.

Table 16: Factors in the course that may improve management in schools and
classrooms (ranked in order of importance)

yery Important .NOt vy N o
important | o important | important
% % %
1. More contact teaching 7086 2450 331 132
2. More help preparing for find 69.09 2400 5,45 445
examinations ' ' ) '
3. More time to prepae for 6301 2316 6.2 257
examinations
4. Making the language of the study
guide more accessible by using 62.27 2344 9.9¢ 44C
simpler English
5. More examples and practica 6054 3180 57¢ 10
exercisesduring the lectures ’ ’ o '
6. More examples and practica 5824 2148 6.51 077
exercisesin the study guide | ' ' '
7. Better references in the study 5693 3146 074 787¢
guide to resources ) : ' '
8. Moregroup work activity 441 36.76 6.6z 221
9. Morecontent duringt he lectures 2962 4084 6.87 261
10. Moretimeto study on my own 4919 A5 1179 44
11. More student-friendly  study 4880 2000 1400 5
guides ) : ' '
12. More notes from Lecturers 4474 459 1391 6.71
13. Smadller teaching groups 431 4.9 1301 1.7z
14. Trandated the study guides in my 1245 1012 1479 6265
mother tongue

The factors that can improve the management in schools and dassooms as liged in
Table 16 are organised in priority order according to the firs column (very important).
The firg four factars are dl reated to the improvement of the examination results and not
to improve the management skills and knowledge for improved management in schools
and dassooms  Although the quedtion was not about improving examination results, the
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dudents indicated it as the most important factor. It may indicate dso that the Students
are thinking more about the examinaion than about improving ther management <ills
and knowledge to improve the practicad Stuation in schools as questioned.

Factors that may improve the management gStudion in schools like more precticd
examples in the dudy guide and during lectures are fifth and sxth in the priority order.
Factors like group work (eighth) and smdler group teaching (thirteenth) can redly
improve the practicd <kills and knowledge of teachers but the respondents place it low in
priority order. This is a further indication that the regpondents are more concerned about
their examination resuts.

The mogt important issue for both groups is directly rdaed to the examination, dthough
they highlight different items in the lig in Table 16. The digance group nesds more
assdance with the preparaion for the examindion. This rdaes to the need for more
tutors and assstance as indicated earlier.  Both the groups need contact with the lecturers,
which is underdandable because they are both pat of digance education where the
contact islessthan for full time Sudents

The issue where the two groups differ dgnificantly relaies to ther need of more notes
from the lecturers. This factor figures eighth for the disance group and thirteenth for
Hammeanskradl.

The only other two factors where they differ with three places on the priority ligt are

More examples and practicd exercises in the sudy guide.  This is fifth for the
distance group and eighth for Hammanskradl.

More time to sudy on my own. This factor is ninth for Hammanskrad and twelfth
for the distance group.

In a direct comparison between the Hammanskraal and distance education group, these
are the only factors where the Hammanskrad and distance education group differ with a
high percentage margin if the fird column “very important” is teken as the criteria (Table
17). At the rest of the factors the differences vary between 15% to 3%. The smdler
differences cannot be consdered to be educationdly sgnificant.
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Table 17: Comparisons between Hammanskraal and distance education group:
Factorsin the cour se that may improve management in schools and classrooms

Veryimportant - %
Total Ham Dist (I;Oifference
1. More contact teaching 70.86 4216 5784 1568
2. More help preparing for final examinations 69.08 4324 56.7€ 1352
3. Moretimeto preparefor examinations 63.01 4802 5198 3.9¢
4. Making the language of the study guide more 6227 45.78 542 8.4
accessible by using simpler English
5. More examples and practical exercises during 60.A 4968 50.32 0.6£
the lectures
6. More examples and practical exercises in the 5324 2497 55.03 100€
study guide
7. Better referencesin the study guide to resources 56.93 4595 5.0E 8.1(
8. Moregroup work activity 5441 4828 5172 34
9. More content during the lectures 4962 24.08 5591 1182
10. Moretimeto study on my own 4919 47C 521C 4.
11. More student friendly study guides 4880 4500 55.0C 10.0C
12. Morenotesfrom Lecturers 4474 3217 67.83 3Hee
13. Smadller teaching groups 1431 4808 5192 3&
14. Trandated the study guides in my mother 1245 2063 7037 40.74
tongue

Table 17 shows that the Digance Educaion group are more likdy to rate dl the factors as
important. However, there were some driking differences  the distance group needs
more contact and assgance with the preparation for the examination, more notes from
lecturers, and they fed it would be very important to trandate the study guides into ther
mother tongue.

Although the two factors where the two groups differ the mogt, are last and third from last
in the priority order it is important to take notice of the difference between the opinions
of the two groups. It can be expected that the sudent in the distance education mode will
need more detaled notes because they have less contact during lectures where the
lecturers can explain the content in detall. The notes can be linked to the examination
focus of the sudents because the students are more interested in examingion questions
and information during the contact sessons then in information that can enhance ther
management kills and knowledge. The academic gaff mugt ensure that the study guides
and handbooks are aufficient for the distance education students to enable them to prepare
for the examinaion but dso to gan enough knowledge and <kills to improve ther
management activitiesin dass and schoal.

The trandation of the sudy guides into the mother tongue may be more important for the

digance educatiion dudents because they ae not usng English as frequently as the
Sudents a Hammanskraa, because in Hammanskrad the lectures are through the
medium of English. The trandation may be an important Sep to develop other African
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languages as academic languages A possble problem may be that it will have cogt
implications and then the course may become even more expensive for the sudents.

6.3  Quality of teaching

In this section, the perception of the respondents about the qudity of the teaching in
specific subjects is under the spotlight.  This is linked with factors that describe the
effectiveness of the lecturers Here it is espedidly important to take the factor into

condderation that there are different lecturers responsible for the subjects for the disance
education group.

Table 18: Quality of teaching per subject

Excdlent | Good | Average | Poor
% % % %
Ham 5052 | 349R2 397 159
Dist 3836 | 49.32 8.2z 411
Education Management OWB 402 Tot 3846 | 4560 1200 385
Ham 4286 | 4821 7.14 179
Dist 3»83| 4583 1333 5.00
Organisation Management OBT 401 Tot nes| 427w 11.90 372
Ham 533 | 3386 6.3C 551
Dist 3111 | 4963 1704 2.22
Organisaiona ManagementOBT 402 Tot 209 | 4971 1696 234
Ham 3617 | 4894 1277 213
Dist 2041 | 4958 1849 252
Law of Education OWR 401 Tot 4679 | 3L70 1849 | 302
Ham 5760 | 3040 1120 0.80
Dist 3731 | 334 2463 522

Table 18 shows that the myority of the sudents are stisfied with the qudity of teaching
in dl the subjects. It corrdates with the information in Table 14 where the respondents
indicated that the lecturers come wdl prepared to the class. However, the digance
education group is less saidfied with the qudity of teeching. They have far less contact
teeching than the Hammanskrad group and they have different lecturers than the
Hammanskrad group. The high volume and the speed of the lectures may be important
factors that make the disance education group less stisfied with the teeching.  Although
al the supporting lecturers are sdected through a careful process, it may be that they are
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a dgermining factor in the teaching process thet is meking the disance group less
sidfied.

Table 19: Students perception of the lecturersasregards effective teaching

Strongly . Strongly
agree f/:)gree ([)/)(:sagree disagree
% %
1 Motivate the students to| 1o 5508 945 301 156
participate and prepare
Ham 68.18 3L06 0.76 0.00
Dist 41.67 4833 6.67 3.33
2 Know the subject content well Tot 5251 4440 1.93 116
Ham 6343 632 0.00 0.75
Dist 4202 5210 420 1.68
3 Often link theory to practice in | Tt 4959 421 537 0.338
schools
Ham 6165 3690 0.75 150
Dist 3495 5340 1165 0.00
4 Respond positively to student’s | 1ot 4841 286 476 3.97
requests
Ham 6136 36.36 152 0.76
Dist 34.78 5043 6.96 7.83
5  Always mark and return students | Tot 4646 3308 9.84 472
work promptly
Ham 61.65 3459 150 2.26
Dist 2870 44.35 1913 7.83
6  Assessstudent work fairly Tot 4110 | 5127 593 1.69
Ham 4884 4884 2.33 0.00
Dist 3301 54.37 9.71 291
7 Teachtheory and practical work | Tot 00| 4837 1057 2.03
Ham 44.27 50.38 458 0.76
Dist k64 4636 1636 3.64
8 Encourage smal group work | 1ot 3680 5238 9.09 173
activity
Ham 4320 46.40 8.80 160
Dist 2970 5842 9.90 198
9  Present lectures that are easy to | Tot %633 5306 9.39 1.22
understand
Ham B3 54.9% 534 0.76
Dist 3455 5000 1364 182
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Table 19 suggeds that the respondents are postive about the contribution of the lecturers.
If the “strongly agree and agreg’ responses are taken as the criterion, nearly 90% of the
respondents are very postive about the lecturers. The firgt four factors can be linked to
the subject knowledge and persond atitude of the lecturers.  This is a very positive sign
because motivaied gaff who are wel qudified may hep the sudents to achieve the best
results and achieve the ams of the course. The lecturers have a postive attitude towards
the students and are willing to help them. The lagt five factors according to the priority
lig in this table refers to methodology in the dass and the Sudents are less postive about
these characteridics of the lecturers  The lecturers may pay more dtention to the
previoudy mentioned factors o0 as to improve the teaching qudity of the course.

The digance education group is agan less pogtive aout the teaching effectiveness of the
lecturers.  The fird two factors may be the most important and dthough the digance
education group is less saified than the Hammanskraa group most “srongly agreg’ and
“agreg’ with these factors. A problem for the distance education group is that theory and
practice are less effectively linked. This is because there is not enough time during the
ghort contact sessons.  In the sudy manuds are many examples of practicd Stuaions
but it is redly in the contact sessons with the lecturers and with colleegues (fdlow
sudents) that it is possible to link the theory and practice effectively. We will refer to this
later in the document discussion.

The process of marking of assgnments is the biggest problem for the disance education
group. A combination of adminidraive problems and time and personnd problems may
result in these negative fedings.

The presentation of lectures gppears to be the least satisfactory aspect on this ligt. Factors
that nead dtention here may be language as a communication medium, the time thet is
avalable for the lecturesand aso the leve and examplesthat the lecturers use.

6.4  Asxssment and Examinations

Here the focus was on the effectiveness of the assessment process, namdy the
assgnments and the find examinaions  This is the officid assessment process for the
dudents. At Hammanskrad the students do one assgnment, which is pat of therr year
mark, and which dso gives them access to the examination.

The policy about assgnments for the disance education group has changed a few times
over the years. hitidly the assgnment was compulsory and the sudent had to pass it a
leest with 50% to gat exemption for the examinaion. The policy changed and the
dudents were not obliged to hand in an assgnment because the 50% pass in the
assgnment is not compusory anymore. Some sudents however gill opt to submit an
assignment, which is indeed aso maked and assessed by the lecturer. Students ae

currently strongly advised and encouraged to submit these assgnment in order to monitor
their learning and to bendfit from the comments
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Furthermore, the assgnment is pat of the preparation for the examinaion and sdf-
asessmatt of the dudent. The assgnments are dructured in such a manner to assgt
udents to work through the sudy materid. This forms part of the preparation for the
examindion. There are many sdf-assessment exercises and practical case dudies in the
Sudy materid, which will asss sudents to acquire the necessary kills and knowledge if
they work sydemaicdly through the dudy maerid. The making of assgnments
includes remarks and feedback and/or correct answers. The lecturers will discuss typicd
problems a the contact sessons with the group of dudents. In one interview (NPC) it
was confirmed that assgnments were dropped as mandatory but the universty was
congdering changing this practice.

For the Organisational Management 402 course the criteria for the assessment of
assgnments ae made explidt to dudents The citeria liged ae logicd reasoning;
formulation of contents topic cohesvenessredisng ams and objectives ovedl
impresson of assgnment; and the ability to rdae content to practice by supplying
examples from the education environment. Students are dso informed that the purpose
of this assgnmert is to inculcate <kills of andysang, interpretation and gpplication of
knowledge with a view to deveop independent, reflective managers. Therefore
assgnments are formulated in such a way that dudents mus fird sudy and understand
the rdevant chepters in the manud before they can do the assgnments (Assgnments
1997/98).

In the Law of Education module the assgnments differ from those in the other courses in
that the questions primarily reguire short answersin which sudents darify concepts.
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Table 20: Student views on the assessment process

Strongly Agree Disagree SFroneg
agree % % disagree
% %
Ham 48] 38 2081 6154
Dist 1707 1788 227 40.74
2 One compulsory assignments only as | Total 1620 239 535 3H56
entrance requirement for examination
but t.he .mark does not count for the | Ham 6.40 1840 2880 4660
examination Dist 25| %8% 28 2619
3 One compulsory assignments as | Total 5327 27.78 9.80 9.15
entrance requirement for examination
and the mark counts as part of the year | Ham 56.15 2769 9.23 6.92
mark for the examination
Dist 5119 27198 1012 10.71
4 More than one assignment per subject to | Total 3B56 3797 1661 1186
provide more assessment opportunities to
determine your own undergtanding of Ham D23 4385 1538 .4
the subject Dist B2 | B2 1656 10
5 More that one assgnment per subject | Total 4113 243 1773 1170
to provide more assessment opportunities
aspart of your year mark Ham 3053 3101 1938 1008
Dist 4138 2897 15.86 1397

Both groups are opposng the idea of no assgnments, while the Hammanskrad group
opposes the idea that the mark for the assgnment must not be part of the year mark. For
the rest of the factors the two groups agree that there must be a least one assgnment and
that the marks of the assgnment mugt be part of the year mark for the examination.

It is not acceptable to have no assgnments as some of the disance education group
Uggests a number one in this table. Both groups are more postive about more than one
assignment and think it does not metter if it is part of the year mark or not. 82.24% of the
regpondents agree that their find marks reflect their effort for the course.
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Table21: Problemsrdated to examinations

ST [ [ [ Sy,
1 Lack of timeto study the subject Total %610 3863 1841 6.86
Ham 2937 310 2302 952
Dist 419 3846 1469 490
2 Study materidsarrivelate Total 3405 2.9 24.01 2115
Ham 1825 1429 37.30 30.16
Dist 4552 2621 1379 1448
3 Not enough contact with lecturers Total 3309 420 2082 1190
Ham 144 3719 3719 1818
Digt 5290 3261 797 6.52
4 Large teaching groups Total 3308 577 2885 D3
Ham 2661 1855 3710 1774
Dist 3828 3203 21838 7.81
5 Student does not have enough | Total 2092 24.62 2841 1706
support from tutors or lecturers e D 00 =500 575D
Dist P2 3852 1111 815
6 Do not start in timeto study Total 2857 40.08 2183 952
Ham 2131 3B52 2869 1148
Disgt b7 4065 1545 813
7 Lack of study facilities Total 531 269 3143 1633
Ham 1111 1966 4530 2393
Dist BB BB 1917 917
8 Have to study on my own without | Total 2342 3346 2862 1450
peer SUpport or assistance Ham 813 520 4472 2195
Digt 3407 4148 16.30 815
9 Language level of the study material | Total 2169 2651 3036 1245
Ham 1271 1695 5339 1695
Dist 2027 4% 2846 1.32
10 Low student motivation Total 1849 33235 3361 1555
Ham 1597 2173 38.66 1765
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Dist 2124 36.28 2832 14.16

11 Low academic entrance level of | Total 1144 2034 47.03 2119
students
Ham 8.33 1167 5583 24.17
Digt 1545 2818 39.09 1727

Examinations take place in May and Octaber, and are the main form of assessment, one
for each course.  There is a four-year time limit on taking exams.  The number of sudents
receiving diplomas after completion of the course increased from 741 in 1996 to 4,024 in
1999.

The factors in Table 21 were sorted in priority order according to the figures for the totas
in the “grongly agreg’ column. The rows for Hammanskraa and the distance education
group are separate sets of figures for the specific groups and are not a direct comparison
between the two groups.

The fird aght items of this particular question rate to issues over which sudents have
no influence Such isues petan to externd influences The dudents indicate thet
externd factors could play an important role in improving their examinaion results. The
internd fectors in the dudents are placed in the lagt three podtions with the implication
tha they ae rddivdy less important in improving the examindion results of the
Sudents

The digance education group hes higher pecentages of agreement than the
Hammenskrad group for al the factors  The implication is that they fed more drongly
than the Hammenskrad group that these factors have a negdive influence on ther
examination results  Furthermore, the digance education group experiences the four

most important factors that have a negative influence on ther examination asfollows

Not enough contact with the lecturers (52.90%)

Study materids arrive late (45.52%)

Does not have enough support from tutors or lecturers (42.22%)
Lack of timeto study (41.96%)

We can deduce from the andyss that lecturers and the adminidraive support service
must provide better sarvice and support especidly for the distance education students,
This support, especidly the academic support, will increase the cods of the course. The
complexity of kesping a baance between cogt-effective education and the qudity of such
tuition becomesincreaangly problemetic.
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6.5 Theinfluence of the FDE on the sudents future plans

How can the FDE influence the career plans of the gudents? The am is to determine if
the students have the vison that the FDE will assst them to obtain a better job or to
improve their opportunities for further gudies.

Table 22: Future plans because of the FDE

Frequency %
Max: 457
1 | want to study for another qualification at the 205 M8
University of Pretoria '
2 1 will be promoted because did study further 131 2866
3 | want to study for another management 109 R
qualification )
4 | want to work for the Department of Education for %5 2078
example at adistrict or regional or the central office '
5 | want to study for another qualification like a 88 1925
subject related course |
6 I will still beteaching in my same post 63 1378
7 | want to move to another better and well resourced 62 1356
school |
8 | want to study for another qualification at any other
institution 9 1072
9 If I canfind another job | will leave teaching 47 1028
10 | want to move to a school in an urban area evenif it 17 371
is at the same post level '

According to the information in Table 22, it is very important for the respondents to sudy
further. The reason for the drive for further sudies may be the posshility of promation
(the second reason) or to get ancther job like in the department or didtrict office (fourth
reason). In Table 23 (bedow) concerning the influence of the course on the life of the
dudent, the promation factor is seventh out of fourteen with the implication thet it is not
the mogt important factor why the students enrolled for the course.  The respondents
prefer to dudy further in a management-related course rather than for a subject-related
qudification. Mog of the respondents think that they would rather remain in the same
post than moving to another school. It is a podtive indication that the respondents do not
want to leave the education professon and they do not plan to move to a schoal in an
urban area. It is noteworthy that the respondents place the trandfer to an urban school as
thar lest priofity. The last resson is veay important because the mgority of the
respondents are in schools in rurd aress where the mgority of schools are not well-
equipped. There is ds0 generdly a shortage of teechers in rurd aess, 0 it is
encouraging that the teachers do not want to leave the area where they work just for
better equipped schools or schoolsin urban aress.

The fallowing paragraphs provide information about how the FDE has influenced the life

of the students in the work or otherwise. They dso look a some negative aspects of the
FDE.
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Table 23: The mativation for sudying the FDE course and the influence of the FDE
on students life

Strongly . Strongly
agree ,OAgree (|)3|sagree disagree
% o o %
1 1 thiqk it will improve my 6329 %36 0.3 0.0C
professional devel opment
2 | think it will improve my classroom
management 61.15 363 1.0¢ 144
3 Ithink it will assist meto be a better
manager in the school e.g. as chair 60.23 3H23 2.65 1.8¢
in acommittee
4 | think it will result to improve the
culture of teaching and learning 56.98 38387 34C 0.75
(COLT)
5 | think it will improve my persona 5662 2081 291 037
development
6 | think it will have more advantages
for me to study a management
course than to improve my subject 4386 3789 12%8 5.2
knowledge
7 lthinkit wlll improve my chance to 3712 5189 6.06 490
get promotion in the school
8 Tut'ors an_d lecturers are avallable to 2000 046 1731 193
assist meif | have aproblem
9 | receive administrative information
for example about the examination 2540 4597 258 6.05
intime
10 I think it will improve my chance to
get work in the department of x21| w4 1318 8.14
education, e. g. in area or regional
offices
11 My friends or colleagues motivated
meto doit 234 3810 2381 1468
12 ;I;hgoﬁ?urse marketers motivated me 2024 BB 2897 1746
13 It wasthe only available opportunity
to improve my qualifications 120 2480 3480 2120
14 1 think it is easy to pass the subjects 7.66 25 3015 3064

The factors were arranged in priority order according to the percentages in the “strongly
agreg’ column. The gatements in this table were trying to determine what mativated the

respondents to enrol for the course and whet benefits do they think will they get when
they enral for the course.

The fird five reasons indicated that the respondents choose the Further Diploma in
Education Management because they want to improve ther own devdopment but aso
their management abilities in the dassoom, which may have a pogtive influence on the
improvement of the culture of learning and teeching. The teachers did not enral for this
course because they think they will get easer promotion or to get work in the department
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of education, which is percelved to be better work or easer work than as a teacher in a
school.  This corrdaes with the information in the Table 22 where further dudies
(development) is more important than the god of promoation.

Nether the influence of friends nor the marketing abilities of Nationd Privae Colleges
were the mos important motivating factors why the respondents enrolled for the course
It is a pogtive indication for the sandard of the course and popularity of the course that

reasons such as “it was the only available course and it is easy to pass the course’ were
placed lag on the priority list for the respondents when they decided to choose to enrol

for acourse.

Table 24: Negative aspects of the FDE

Strongly Agree | Disagree SFroneg
agree % % disagree
% %
The marketers of the course (Lyceum) are only | Total 219 1093 3543 3146
interested in making money and not in providing
Dist 33R93 1488 0.36 2083
The course will not benefit students becausethere | Total 1336 1661 41.16 2888
are not enough promotional posts
Ham 484 1048 4597 3RB71
Dist 2095 2095 3649 2162
It istaking too long to complete the course Total 1314 1168 4854 2664
Ham 492 9.02 474 3852
Dist 1918 1438 4863 1781
Too many students fail and do not complete the | Total 1607 1786 4179 24.29
course
Ham 248 744 5207 3802
Dist 2680 2549 3333 1438

In this table the different pergpectives of the Hammanskrad and disance education
groups ae reflected.  The information is not a comparison between the perceptions of the
two groups.

The daements in Table 24 focused on the negative perspectives about the Further
Diploma in Education Management. The mgority of the Hammanskrad respondents
indicated thet they disagree or even strongly disagree with dl four Satements.

The digance education group indicates with a amadl mgority that too many udents fall
the examinations and do not complete the course.  This can be expected because the pass

rate for the disance education group is normaly lower than for groups that have more
contact with lecturers. This group appears to have a generadly more negative perception.
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6.6  Interview findings

The quedtions that we asked related firdly to the matter of content of the courses, with
paticular emphass on drengths and weeknesses. More specificdly, we asked whether
Sudents gained any vauable skills and what they thought they had leamt so far in this
course. Secondly, we raised questions regarding sdlf-development issues, where sudents
reflected soedificaly on teaching drategies and atitudind changes they experienced due
to thar FDE learning. In addition, we asked those who had completed the course whether
they had been promoted since ther completion of this course Fndly, we questioned
sudents whether they would recommend this course to fdlow d&ff, and if they intended
to continue their education with the University of Pretoria

The firg theme we discuss rdates to the curriculum content and skills which were seen
as rdevant and hdpful in their education practice. The cases illudrated in the curriculum
review need some revison in order to meet the contextud particularities of the South
African environment. While this course is of a managerid naure, some Sudents did
express some need for more teeching-rdated content, such as the new curriculum,
Curriculum 2005.

Student dso0 expressad their satisfaction with the skills they developed. In fact they found
these to be mogt vdudbdle. Skills such communication skills, time management, drategic
planning, finendad school management, co-operative <kills and negotiation skills were
highlighted as most useful. With the complexities and countless chalenges in their school
environment, dudents found the problemsolving <kills and agenda planning most
beneficid. On a more peasond levd, interparsond  skills improved, which fadlitetes
collaborative decison-making processes. Needless to add that many Students used ther
manageria kills outdde ther schools in church and & home Teamwork dso improved.
Students conception as to who should have these skills changed dramaticdly. In the past
their thinking was that only headteachers were cdled upon to have manageid ills
whils now they redise that dl teachers should be granted the opportunity to acquire
these <ills They dso expressed their concans of how daff were promoted to
headteacher without the necessary skills to manage and lead a school. One Sudent
expressed this doquently: "That is why the FDE could be the yardstick" for education in
South Africa

Another shared his view: "The department should make FDE compulsory for all
teachers.” Although these may be the wishes of some, the unfortunate dilemma gppears
in schools where some students have expressed ther reuctance to share their new
learning, particulaly when they are not headteachers. It would gppear tha headteechers
would fed threstened by tescher-dudents in ther school who ae sudying FDE. In
addition to skills development, students mentioned how they could follow the example of

the professond conduct of lecturers, with regard to how they trested the udents as
adultsaswell their punctudity: 'Lecturers are role models.”
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The second theme we discuss covers attitudinal and personal change issues Most
dudents said that indeed they have changed, both as a person and as a teacher. Some said
they are far more postive, accept differences more eesly, face chdlenges, accommodate
mistakes and problems and lagtly can ded better with such problems. Not only have
some sudents changed, but they noticed that their colleegues attitudes towards them
have ds0 changed. One dudent explained how in her persond life she became more
postive, accepting and less dressed. Another recognised that Snce she enrolled for the
FDE, he enjoyed the teaching more. One student appropriately summed it up: "To learn
means you are more open to change."

Concerning a change in teaching drategies, some sudents talked about how they are able
to plan better for ther lessons Building rdaionships with ther pupils dso improved.
Communicating and ligening to pupils benefited a great ded. Some students aso redised
that they are not the cudodians of knowledge and tha they can involve pupils to
paticipate in the dasssoom. As such tis sudent can now ded with the process if a pupil
guegtions him in dass. In the pagt that would thresten him. Now pupils may differ from
hm

The third theme entals issues of the future and promotion. Due to this acquired
qudification some dudents indeed were promoted, some to head of department, while
others became headteachers. One student was granted an interview for a promotion pos.
Surprisngly, one dudent explaned how he used his FDE background in his interview.
He was ale to ded with many difficult issues such as educdiond lawv and conflict
management. Mot dudents expressed ther hope that the FDE course would be
introduced a undergraduate level in order to improve the levd and qudity of teaching.
Mogt students saw fit to recommend this course to felow saff and friends.
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7 KEY THEMES EMERGING FROM THE RESEARCH DATA

71 Quality assurance

Resarch into the FDEM programme rases quedions about the process of qudlity
assurance and the qudity of teeching and learning. Interviews conducted by one of the
authors in August 2000 with both the franchise partner and UP daff indicate an absence
of adeguate and robugt qudity assurance mechaniams, which is manifest in a number of
ways.

A key condition for successful learner engagement in the programme is the qudity of the
assgnments that sudents complete and the feedback they receve. The interviews with
the franchise partner and UP gaff suggest that this has not happened and that, in fact, the
franchise partner has indicated that students should not submit assgnments for feedback,
dthough the respondents noted that they were bringing back this reguirement. In other
words, sudents could proceed to the examindion dage for each module without
completing any leaning exerdsglassgnments for feedback. The man reason cited for
this was the cost and amount of work required to provide feedback to students for esch
assgnment/exercise.

It was ds0 evident in the interviews that Students were not in regular contact with UP
lecturers for the course (such contact would not be feasble given the number of Students
enrolled®) and had to rely on routing their queries through the private franchise partner.
This is condgent with the findings of Welch and Van Voore (1999) who noted thet, in
generd, there was a tendency to discourage learners from contacting university daff for
academic and adminigraive queies While redricting adminidraive queries to the
franchise partner is reasonable, it is less acceptable that Students cannot interact with
those respongble for providing the text and academic rigour in a context where the
franchise partner lacks the cgpacity to assst students academicdly. Furthermore, during
the interview it became apparent that it was only very recently (i.e in August 1999) that
the franchise patner had edablished what is refered to as a “cdl centré’ to handle
student queries®

The key qudity assurance mechaniams identified in the interviews were:

4 The total number of UP full-time staff involved in the programme is seven, which on a crude count would
£g);ive alecturer: learner ratio of about 1:3000 (assuming 25,000 students)

During the interviews with one of the representatives from the NPC, it emerged that he was previously
Director of Studies and that he had only recently been appointed to anew post as quality assurance director,
in response to the criticism from various quarters, such as the CHE, of quality assurance mechanisms and
procedures in the college. In other words, at the franchise partner level, a rigorous process of quality
assurance was not in place prior to theinterview.
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» Co-making of assgnments a UP. Markers include teachers, saff a& UP and other
univerdties Lecturers & UP pointed out during the interviews that dl assgant
markers were provided with support and training.

» Lecturers @& UP were responsble for moderating the marking by the other
markers.

> BExtend examinersmoderated examination papers and scripts

While these indicate that there is a sysem of quality assurance in place, there remains the
issue of whether this is done rigoroudy enough, given the number of students involved.
The issue of qudlity is thus a key concern in judging the success of the programme and its
efficacy interms of its objectives.

7.2  Shifting notions of professonal competence

The earlier discusson has indicated that one of the issues rdding to the FDEM s that
teacher education prioritiesin South Africa have not yet been dearly determined.

From an educationd management perspective, the FDEM provides a useful gpproach to
deveoping skills and competencies associated with the devolution of educationd control
and authority. However, the case study of the programme reveds tha those enrolled see
it as a route to further qudification (Table 22). This is linked to the dedre for promoation,
which reflects the fact that, in the school sysem under gparthed, the acquistion of higher
and additiona qualifications was aroute to enhance career progresson.

This shows how teachers in pod-goatheid South Africa ill condruct notions of
professond competence as the acquistion of higher and additiond qudifications which
IS undergandable given the number of teschers not yet professondly qudified in South
Africa, currently standing a about 80,000 (Parker, 2002). However, the new policy
framework assumes tha, beyond a badc qudification, there is no direct assodiation
between teaching qudity and higher or additiond qudifications and the new framework
no longer provides incremental incresses for qudifications. While this is a reasoncble
argument, it ignores the redity that teacher sdaries are racidly digorted. White teachers
dill earn more because, under gpathed, they were rewarded for additiond and higher
qudifications, which the mgority of black teachers did not and il do not have.

It is worrying that enrolments in educaion programmes like FDEM are 4ill perceived by
many as an access route to higher and additiond degrees, which, for many, will provide a
route out of the teeching professon. The one unintended consequence of not rewarding
teechers with incrementd sday increases is that teachers now use futher dudy in
education as an exit route to other career opportunities. While it is beyond the remit of
higher education inditutions to ded with this problem, it does suggest that a crucd
dement in the emeging policy framework should be approprite and relevant
professona development opportunities for teachers so that they remain within the schoal
Sector.
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8 CONCLUDING REMARKS

In conduding the report sx key themes are explored, reflecting on the difficulties of
trandating teacher education policy into practice.

Fird, the devdopment of the teacher education policy framework has centred on
esablishing a regulatory governance framework. As such, much energy and effort haes
been expended on deveoping the reevant and appropriste datutory structures and
committees such as the South African Qudlifications Authority (SAQA) and the Council
for Higher Education (CHE). This is an important fird sep in creding a regulaory
framework within which priorities can be determined and qudity assurance achieved.
Pat of this process, as Parker (2002) notes, involved condderation about the role and
locations of the colleges of educeation.

The datus of the colleges of educaion has had a chequered policy hisgory snce most
reports, as Parker notes, avoided meking cdear and decisve choices, with the man
decison only being made by “policy default” in 1999/2000. What has emerged from this
process is the effective phasng out of colleges of educaion due to their incorporaion
into the universty sector and, consequently, universties becoming the man providers of
both initid primary and secondary teecher education. As noted above, this reflects a
direct reversa of about 90 years of apartheid teacher education policy. This shift has been
mativated not only on grounds of comparative cost between univerdties and colleges of
education, but dso sgnds a bdief that what is required in teacher education in South
Africa is a drong focus on “subject/learning area content knowledge” and a research
culture which univerdties rather than colleges are seen to provide It can dso be
condrued as an atempt to inject into the universty sector a longer-term commitment to
teecher provison, rather than the conventiona one-year diploma Samud’'s andyss of
UDW (Samud and Fillay 2002) reflects on the process of a higher education ingitution
responding to this policy shift by devdoping its BAGET (Bachdor of Generd Education
and Training) course, which isafour-year integrated teacher education programme.

Second, the focus on a regulatory governance framework has not directly consdered
what the key priorities and needs are. These are now beginning to emerge, but reactions
to the FDEM programme a UP can only be condgdered in rdaion to needs. As such,
inditutional responses have predated and been quicker to pick up on key issues than
emerging policy, which has been reective and in a default mode.

Third, the curriculum of teacher education has received very limited attention in the post-
goatheid educationd policy framework. The discusson has been lagdy a the macro

leve, focusng on issues such as expectations of an ided educator or the types of
programmes thet should be recognised. Where curriculum issues have been addressed,
these have been in response to the curriculum changes in schooling. As such, the pecific
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content and pedagogies of initid and continuing teecher education have not been
aufficiently discussed and problematised (see Stuart & Tatto, 2000).

Fourth, the key critique of the emergng policy framework has centred on the extent to
which it provides a vidble and sound change management drategy. Usng Johnson and
Scholes (1993) notion of drategic management, it can be agued that the policy
framework in South Africa has privileged strategic andyds and, more recently, Strategy
choice, and consequently not foregrounded quedtions of drategy implementation. At the
sane time wha is absent in debates about the emerging teacher education policy
framework is a robus citique of the undelying conceptud and philosophica
frameworks. The rdevance of a condructivis and outcomes-based episemology needs,
as Chrigtie and Jansen (1999) note, to be subject to rigorous scrutiny.

Hfth, the andyss of the FDEM programme rases questions about the process of qudity
assurance and accreditation in South African higher education. The recognition of the
FDEM programme preceded the edablishment of qudity assurance and accreditation
Sructures and proceses. Yet there is an important question about the extent to which
dructures such as SAQA and HEQC (Higher Education Qudity Committee) are dble to
accredit  effectively dl programmes, given ther capacity and other condrants. A
moratorium in enrolment on al digance education programmes, such as the FDEM,
provides a short-term response to a longer-term dilemma about whether the established
quaity assurance dautory dructures are able effectivdy, efficently, and speedily, to
determine the qudity of programmes.

Fndly, the andyds suggeds that another key policy concern is the growth of the private
education sector. Emerging andyses (Sayed and Jansen, 2001) note that this sector is
rgoidy growing in South Africa and that there is a need for additiond research. The
growth of this sector raises important quesions about the sysem of governance and
qudity assurance in higher education more generdly. As indicated earlier, the increased
enrolment in teecher education programmes in South Africa hes lagdy been in
programmes offered by public universties in patnership with private sector education
companies. Approximately 37% of teecher education sudents a the beginning of 2000
were envdlled in programmes offered in public-private distance education partnerships,
with about 100 private providers involved in teacher education (Parker, 2002). These
indude UP with NPC, Universty of Port Elizabeth with Azdiah and Universty of Nata
a Durben with the South African College of Teacher Educaion. An issue highlighted in
this paper is the extet to which this growth reflects ndtiond priorities and needs in
teecher education. While there are serious quedtions about whether, for example, South
Africa needs about 25000 “managers’, there is no dear policy framework which
indicates what the needs actudly ae This is a cudd paicy planing issue patly
addressed by the publication of the new higher education plan, though that plan Hill tends
to ignore the specificity of teacher education.

More importantly, the increesed enrolment in “digance education” programmes in

public-private partnerships raises doubts about qudity. There is a pressing need for more
rigorous efforts a monitoring the qudity of such programmes This is tied to the ralling
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out of the new qudity framework, for which the HEQC of the CHE is responsble. The
paper highlights the need for a sysematic and dear governance framework for regulating
the operation of private educaion providers In the interregnum following the dections of
1994, it is dear that many private sector education providers have emerged, capitdisng

on the policy gap in legidation.

This report has provided an andyss of teecher education provison in pos-agparthed
South Africa with a spedific focus on the FDEM, which is a patnership programme
between a public provider and a private education concern. It is evident that both parties
have benefited from such an arangement, though the moratorium on enrolment raises
doubt about the future of the programme. In chating the response of the UP to the
changing teecher educaion policy framework, this pgper has highlighted how inditutions
have drategicdly responded to change in a context of trangtion. It has dso drawn
atention to the diguncture between policy intention and outcome. Part of the reason for
this, the paper suggedts, is the focus on “governance’ and “regulation” issues, which has
not sufficdently conddered how polices should be implemented and deered & the
provider leve. (Sayed & Jansen, 2001).
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APPENDICES

Appendix 1. List of coursesthat comprisethe programme

Education Management 1 & 2

Organisation Management 1 & 2
Law of Education 1 & 2

Appendix 2: Content of selected cour setopics

Orgamsatlonal Management 1 & 2
Introduction to Organisational Management
Characterigtics of the School as an Organisation
Schoal Palicy, Classroom Palicy, Rules and Regulations
Management Styles for a Productive School Climate
Motivation Theories and Job Satisfaction
Group Dynamics and Participative Decison making
Team Management and Management by Objectives
Classroom Management for Multi-cultural Education
Managing Human Resources
Pupil Management
Strategic Management and Marketing
Managing Parent Involvement
The School as Organisation
Classcd and Modern Organisationa Theory
Process Modelling and Organisationa Change
Office and Adminigration Management
Introduction to Information Management
Information Systems in Education
Introduction to Financid Management in Education
Budgeting
Adminigering the School Finances
Fadilities Management
Asst Management in Education
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