Chapter 3: Learning and teaching and the Unisa NPDE

“This is the first class in English spelling and philosophy, Nickleby,"said Squeers, beckoning
Nicholas to stand beside him. “We’ll get up a Latin one, and hand that over to you. Now, then,
where’s the first boy?”

“Please, sir, he’s cleaning the back parlour window,"said the temporary head of the
philosophical class.

“So he is, to be sure,’rejoined Squeers. “We go upon the practical mode of teaching,
Nickleby; the regular education system. C-l-e-a-n, clean, verb active, to make bright, to scour.
W-I-n, win, d-e-r, der, winder, a casement. When the boy knows this out of the book, he goes
and does it. It's just the same principle as the use of the globe. Where’s the second boy?”

“Please, sir, he’s weeding the garden,’replied a small voice.

“To be sure,”said Squeers, by no means disconcerted. “So he is. B-o-t, bot, t-i-n, tin,
bottin,n-e-y, ney, bottiney, noun substantive, a knowledge of plants. When he has learned that
bottiney means a knowledge of plants, he goes and knows ‘em. That's our system Nickleby,
what do you think of it?”

“It's a very useful one, at any rate,"answered Nicholas.

“I believe you,” rejoined Squeers, not remarking the emphasis of his usher. “Third boy,
what's a horse?”

“A beast, sir,” replied the boy.

“So it is,"said Squeers. “Ain’t it, Nickleby?”

“| believe there is no doubt of that, sir, “answered Nicholas.

“Of course there isn't,"said Squeers. “A horse is a quadruped, and quadruped’s Latin for
beast, as every body that's gone through the grammar, knows, or else where’s the use of
having grammars at all?”

“Where, indeed!” said Nicholas abstractedly.

“As you're perfect in that,"resumed Squeers, turning to the boy, “go down and look after my
horse, and rub him down well, or I'll rub you down. The rest of the class go and draw water up,
till somebody tells you to leave off, for it's washing-day to-morrow, and they want the coppers
filled.”

So saying, he dismissed the first class to their experiments in practical philosophy, and
eyed Nicholas with a look, half-cunning and half doubtful, as if he were not altogether certain
what he might think of him by this time.

Charles Dickens, Nicholas Nickleby, 1838-1839

3.1 Curriculum as plan and practice

The above extract from Nicholas Nickleby, reflects Dickens contempt for the many rura schools
st up by unscrupulous people in Victorian England for whom education was not redlly a god, but
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who rather performed the service of kegping unwanted members of families out of Sght and out of
mind.

Squeers self-serving gpproach to the “education” of the children in his care is ad-hoc in nature and
ralses questions about just how a curriculum should be put together even if one€' s motives are

somewhat more atruistic than those of Squeers.

Asadarting point, Luckett (1996:28-9) stresses the wide range of ways in which curriculum has
been defined by different curriculum theorists and offers the following examples:

The word derives from the Latin currere which means ‘to run’ and its associated noun
which has been trandated as ‘a course’ . Hence, the word has been used to refer to
following a cour se of study; but like many other terms, its meaning has been subtly
changed over theyears ... (Jarvis 1995:189)

(Curriculumis) ... the ostensible or official cour se of study made up in our eraof a
series of documents covering various subject areas and grade level s together with
gatements of ‘ams and objectives and sets of syllabi, the whole condtituting, asit were,
the rules, regulations and principles to guide what should be taught ... (G. S. Tomkins
quoted in Goodson and Dowbiggan, 1993:155)

(Curriculumisthe) ... courses and subjects which comprise theintended
outcomes of teaching, the knowledge and skillswhich it is the business of education to
tranamit ... (Griffin, 1983:12)

A curriculum isthe offering of socially valued knowledge, skills and attitudes made
available through avariety of arrangements during the time they are at schoal, college or
university ... (Bell, 1971:9)

Curriculum congruction isan ongoing activity that is shaped by various contextua
influences within and beyond the classroom and is accomplished inter actively,
primarily by teachersand students ... (Cornbleth, 1990:24)

We seem to be confronted by two different views of curriculum on the one hand the
curricullumis seen asintention, plan or prescription, an idea about what one would like to
happen in schools. On the other hand, it is seen as an exigting Sate of affairsin schools, what
does, in fact, happen ...A curriculum is an attempt to communicate the essentid principles
and features of an educationa proposa in such aform that it is open to critical scrutiny and
capable of effective trandation into practice ... (Stenhouse, 1975:4)
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Inavery red sense, curricula ... are the most tangible codification of the objectivesa
society wantsto reach through its education system, and of the skillsand values it
wishestoingtil in future generations ... Vdues such as patriotiam, filid piety, critica
thinking, sharing, compstition, religious orthodoxy, tolerance, obedience, respect for life or
punctudity al loom largein one curricular systlem or another, and not just in the form of
generd abdtract categories, but also, if less easly discernible, in the detail of specific curricular
guiddines, textbooks, teaching materids, and soon ... (Weller, 1993:281)

The curricullum isasite of struggle, conflict and debate ... Though often expressed in
terms of specific disagreements over the knowledge content of syllabuses or the forms of
assessment, such conflicts reflect sharp differences about the kind of society people are trying
to create ... In other wordsthe curriculum is, as dways, a palitica question in every sense and
a every level. Anyone who is serious about trying to change the curriculum in other than
superficia ways cannot avoid grasping its politica nature ... (Young, 1993:17)

Luckett goes on to suggest (following the work of Habermas, who built on Aristotle) thet it is
possible to discern three broad paradigms of curriculum theory as illugtrated in the following table:
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Table 6: Curriculum paradigms

Traditional
(technical interest)

Hermeneutic
(practical interest)

Critical
(emancipatory interest)

Curriculum

Curriculum as product —
teaching inputs, learning
outputs, content-based

Curriculum as practice
— based on teacher’s
professional judgement &
learners’ understanding

Curriculum as praxis—
teacher & learner together
viewed as social agents
transforming institutions
& society; politicisation
via contextualisation

Curriculum development

An empirical-analytic,
value-neutral science

An interpretative/
hermeneutical science
which is value-laden and
context specific

A critical praxisor
ideologically orientated
inquiry which leads to
political & social
emancipation of the
participants and greater
SOCi0-economic equity &
justice in society

Model of education/
academic development

Add-on support
programme to remedy
specific student
deficiencies

An integrated model in
which mainstream teachers
take responsibility for
ensuring that their
teaching is meaningful to
all students; attempts to
ensure that students gain
life skills and general
interdisciplinary knowledge

AD isnot a concern; the
university as awhole is out
of touch with its
community; the university
should be transformed to
serve as a resource for
learning, research &
critical analysisin its
community

Goals of education

To equip students with the
knowledge & skills they
need for the workplace

To produce self-
actualising, reflective
‘educated peopl€e’

Asin hermeneutic, but also
with acriticality which
enables participation in
self-transformation & in
the transformation of

soci ety

Teacher-learner
relationship

An authority figure who
controls the learning
process in a hierarchical
relationship: status =
power

A leader who progressively
yields control of the
learning process to learners
within a mentoring
relationship; status &
power based on merit

A co-ordinator with
emancipatory aims who
emphasises commonality
of concerns within an
open & democratic
relationship; deliberately
aims at power-sharing &
participatory control
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Traditional Hermeneutic Critical
(technical interest) (practical interest) (emancipatory
interest)

Role of the learner

A receiver of transmitted
knowledge who can
reproduce correct
information within the
framework of what is
taught; often
instrumentalist attitude to
learning; tends to adopt a
surface approach to
learning

An active constructor of
his’her own knowledge who
builds it via experiential &
inquiry-based learning
activities; tends to adopt a
deep approach to learning

A co-learner who
participates in socialy
significant collaborative
projects with aview to
furthering social justice
and critiquing &
reconstructing received
knowledge

Learning theory

Behaviourist; deficit model
of the leaner

Constructivist &
interactionist; the learner
builds cognitive structure
through interaction

Social constructionist,
interactionist; the learner
reconstructs his/her
knowledge self-reflexively
in an attempt to move
beyond subjective
understandings

Assessment

Tests the ‘what’,
summative; exams to test
acquisition of prepositional
knowledge & mastery of
skills, feedback often
limited; may encourage a
surface approach to
learning

Test the “how’, summative
& formative; varied
procedures — open book,
projects, orals etc. to
assess learner growth and
effectiveness of teaching,
emphasises feed-back as
part of the learning
process; encourages a deep
approach to learning

Negotiated assessment;
peer assessment, goal-
based assessment —i.e.
learners’ critical response
& contribution to action

Knowledge*

Positivist; objective, public
truth which exists as
information & skills “out
there”; privileges scientific
& rational knowledge
(knowledge for controlling
the environment); usually
a split between researcher
& researched and between
mental & manual skills

Socially constructed;
therefore historically &
culturally specific;
subjective understandings
are important; knowledge
for judgement, deliberation
and refinement; researcher
cannot stand outside of the
researched context; some
integration of mental &
manual skills

Sacially constructed but
also politically interested,;
awareness of the
relationship between
knowledge & power;
explores the dialectic
between structure &
agency; knowledge is
validated in praxisin
specific social & political
contexts

(PP31-3: Thistableis adapted from the Centre for adult Education, UNP’ s Post-graduate Diplomain Adult

education, pp. 45 —50)

L uckett observes that an epistemology or theory of the nature of knowledge is a key assumption that
tends to underpin all the other categories in the table. She aso notes that the table excludes post-
modernist perspectives on the curriculum aswell as feminist curriculum theory, athough much of this

could be categorised within the critical paradigm.

Preedy (1988) notes that definitions of curriculum range from atoo narrow interpretation of

curriculum as syllabus to interpretations that are so wide it is difficult to differentiate between
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curriculum and the meaning and purpose of education asawhole.

Kdly (1989:10-13) pointsto some of the pitfals of the first extreme. He notes that:

...many people still equate a curriculumwith a syllabus and thus limit their

planning to a consideration of the content or the body of knowledge they wish

to transmit ... many teachersin primary schools once regarded issues of

curriculum as of no concern to them, since they have not usually regarded their

task as being to transmit bodies of knowledge in this manner. ... it has tended

to proceed in a piecemeal way within subjects rather than according to some

overall rationale, so that the curriculum can be seen as ‘ the amor phous

product of generations of tinkering’ (Taba, 1962, p. 8) ...

Furthermore ... any definition of curriculum, if it isto be practically effective and
productive, must offer much more than a statement about the knowledge content ...
which schooling isto ‘teach’ or ‘transmit’. It must go far beyond thisto an
explanation, and indeed a justification, of the purposes of such transmission and an
exploration of the effects that exposure to such knowledge and such subjectsislikely
to have ...

... Some educationists speak of the *hidden curriculum’, by which they mean those
things which pupils learn at school because of the way in which the work of the school
is planned and organised but which are not in themselves overtly included in the
planning or even the consciousness of those responsible for the school arrangements

Some would argue that the values implicit in the arrangements made by schools for
their pupils are quite clearly in the consciousness of teachers and planners and are
clearly equally accepted by them as part of what pupils should learn at school, even
though they are not overtly recognised by the pupils themselves. In other words,
teachers deliberately plan the school’ s * expressive culture' . In such instances,
therefore, the curriculumis *hidden’ only to or from the pupils.

Furthermore, we must not lose sight of the fact that curriculum studies must
ultimately be concerned with the relationship between these two views of the
curriculum, between intention and reality, if it isto succeed in linking the theory and
the practice of the curriculum (Stenhouse, 1975).

Kdly (ibid:14) goes on to observe that in light of the above, any discussion about curriculum needs
to take cognizance of

at least four major dimensions of educational planning and practice: the
intentions of the planners, the procedures adopted for the implementation of those
intentions, the actual experiences of the pupils resulting from the teachers' direct
attemptsto carry out their planners' intentions, and the ‘hidden’ learning that
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occurs as a by-product of the organisation of the curriculum, and, indeed, of the
school.

Kely sees curriculum as a process that contributes to the achievement of *education’, which he
percaivesin terms of development based on agreed guiding principles. Thisis not inconsistent with
the definition proposed in Chapter 1.
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Moore (1991:8) summarises some key aspects of what thinking about the curriculum involves which

seem to accord well with Kelly’ s position:

@ The curriculum is not smply a body of knowledge. Because the knowledge has to be
learned, the curriculum isa pr ocess not Smply athing.

(b) This process aimsto produce a desired change (or ‘development’) in the individud.

(© Implicit within any particular organisation of the curriculum isan ideal modd of the type of
per son such an organised programme of knowledge will produce.

(d) Such models are dways condructed from within particular traditions, with their distinctive
vaues and idedls. Hence they areintringcaly ideological.

(e Because these ided outcomes of the curriculum are socid in purpose (devel oping the
attributes desired for a particular type of society), there is aso an associated ideal modd of

social order. [Own emphasis]

Moore (ibid:33-35) identifies three dimensions that need to underpin discussion about curriculum:
epistemologica (about knowledge); psychologica (how people learn); sociologica (how knowledge
Is selected, organised and distributed). He suggests that the following standpoints are currently
dominant:

Position Type Principle Source Institutional base
Liberal Rationalist Knowledge/reason Academics/ the Universities
disciplines
Progressive The child/ ‘growth’ Educationists Colleges/Departments of
education
New right Neo-conservative Social cohesion Tradition/ heritage The state, the market, ‘the
common people’
Modernisers Economic efficiency The needs of The State (MSC),
industry ‘representatives’ of industry

It would seem, in light of the above discussion, thet al of the definitions given at the beginning of this
section are deficient and unhelpful in one respect or ancther. One useful atempt a arriving at a
workable definition is given by Preedy (1988:7) who offers the following from the UK Department
of Education and Science:
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A school’s curriculum consists of all those activities designed or encouraged
within its organisational framework to promote the intellectual, personal,
social and physical development of its pupils.

It includes not only the formal programme of lessons, but also the ‘informal’
programme of so-called extra-curricular activities aswell as all those features
which produce the school’ s * ethos’, such as the quality of relationships, the
concern for equality of opportunity, the values exemplified in the way the
school sets about its task and the way in which it is organised and managed ...
DES 1985a, p.7

This definition seems to touch on most of the ideas discussed earlier. It is, however, specificaly
directed at the schooling sector.

Sparg and Winberg/USWE (1999:3) offer adightly more condensed verson of the above:

curriculum: a plan of a learning process. It implies an integration of the
intentions of the planners, the principles and methods of the implementors, the
entrance requirements of the learners, the learning materials used and the
assessment methods and criteria.

They then ‘unpack’ their definition as follows (ibid:3).

The curriculum frames the entire teaching and learning process. It answers such
guestions as:
- Who teaches whom?

What is taught and learned?

How isit taught? Why?

How isit assessed? Why?

Where does teaching and learning happen?

When does teaching and learning happen?

It is affected by factors such as:
Who decides about all these things?
Whose interests or needs are served by this curriculum?
What kinds of human and practical resources are available to service this
curriculum?”

Wragg (1997) is concerned that the curriculum needs to be explored in alesslinear fashion than is
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implied above.
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He argues that different dimensions of curriculum decison-making impact on one another and

therefore the impact of a decision to be made must be considered smultaneoudy from the

perspective of each dimension. He envisages a smplified “cubic curriculum” in which the key three

dimengonsthat should influence each decison are

Subjects and related issues:

(0]

(0]

(0]

Content and key concepts
Level and sequence

Teacher’s subject knowledge

Cross-curricular issues

(0]

(0]

(0]

(0]

Looking across the curriculum

Language and communication

Thinking — problem-solving, prediction and speculative thinking
Persond and socid development and citizenship

Teaching and learning syles

(0]

Learning — familiarity, associaion, trandfer, observation, imitation, emotions,
motivation, learning styles, feedback
Teaching and learning — telling and explaining, discovery and invention, group and

team work.

Marsh (1992) undertook an extensive review of the literature on curriculum study and identified five,

rather than three, key areas which impact on curriculum decison-making and which suggest areas of

further enquiry (dthough he was writing for school teachers, it is possible see corollariesin other

sectors):

Student perspectives

(0]

(0]

(0]

Learning environments

Hidden curriculum

Curriculum and gender

Students' role in curriculum decison-making

BExaminations
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Teacher perspectives

(0]

(0]

(0]

(0]

Teacher empowerment

Textbooks

L eadership and the school principa
Teacher appraisd

Curriculum planning and development

(0]

(0]

(0]

(0]

(0]

Curriculum frameworks

Stuationd andyssneeds andyss

Aims, gods and objectives

Selection of method

Assessment, grading and testing

Tyler' smodd of planning (linear)

Waker's ddliberative gpproach to planning (naturdigtic)
Teachers as researchers/action research
Centrally-based curriculum devel opment

School-based curriculum devel opment

Curriculum management

(0]

(0]

(0]

(0]

(0]

(0]

Innovation and planned change

Managing the curriculum: the collaborative school
Effective schools and school improvement

School councils and governing bodies

School evauationgreviews

Curriculum implementation

Curriculum ideology.

(0]

(0]

(0]

Curriculum higtory

School subjects

Curriculum theorizing and the reconceptudists
Sociology of knowledge gpproach to curriculum

Curriculum reform.
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It is ds0 necessary to address the extent to which the curriculum fits with current nationd policy
concerns and directives. Saide (2000) point to the Department of Education’s concern with the
changing the nature of the relationship between educators and learners as set out in Table 4 in
Chapter 2, as wdl as with practice being informed by awider vison, so that al education and
training programmes should seek to achieve the critica outcomes that underpin the Curriculum 2005
policy (resffirmed by the Curriculum 2005 review committee in their Curriculum 21 document
published in May 2000).

Taylor (1993) points out that the albosence of a theoretica framework on which to pin curriculum
dudiesis aproblem that South Africa shares with curriculum scholars around the world. He

observes:

The task of reconstructing the school curriculum, both locally and internationally,
isa particularly difficult one during the present period of extreme flux and
contradiction ... One the one hand post-moder nity presses the particular on us,
insisting that we consider carefully the specificity of South Africa in thinking
about inventing a new knowledge tradition to lead us into the future. Parallel to
this, the globalisation of commodity culture, or what Wexler (1990) refersto as
dedifferentiation, flattens the specific and shortens the distance between
differences ... (1993:1-2)

Taylor's solution to the tension is to juxtapose the perspectives of internationa and loca scholars.
He subsequently refers to curriculum as “discursive space’ and quotes (1993:13):

... inthe struggle over knowledge production ... education means the capacity to
control, to generate, refigure, configure and extrapolate the signifier ... (Wexler,
1987:184).

This suggests that issues around what the curriculum is and how it should be implemented and
reviewed are subject to continuing discussion and debate. A particular sanceistherefore likely to be

very time-senditive and subject to continua review.
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Young (in Taylor 1993:17-38) in reporting on A British Baccalaureate: Ending the Division
between Education and Training identifies the key issues that such a curriculum set out to address.
These issues accord well with the South African DOE/NTSI concerns outlined earlier:

The relation between speciadist knowledge and genera education

The relation between compulson and choice

The relation between devel oping theory and practice

The balance between formative and summative assessment

The relation between content and process

The relation between modularity and structure.

Deacon and Parker (also in Taylor, 1993) point to afurther set of congderations with which South
African curriculum developers need to engage in an article entitled The curriculum and power: a
reconceptualisation with a rural dimension (pp. 127 — 142). They suggest that if we wish to
empower rura communities, where alarge number if not most of the NPDE learnerslive, it will be
necessary to engage in a process of:

... moving away from the present formal structure ... The necessary core
curriculum, such as a mathematics syllabus, should be generated at the centre but
taught at the margin in the local language and idiom. Within texts, there should be
a proliferation of different identities and the relations between them biased
towards those previously excluded. ... Within pedagogy, the focus must not fall on
the subjects of the relation (teachers and learners) but on the relation itself, in
order to multiply its possible forms and to displace rationality with local common
sense. ... The focus must ... be on which decisions and functions should be
centralised and decentralised. ...

The necessity for a national core curriculum that promotes nation building and
citizenship, literacy and numeracy should be balanced by the equally necessary
mediation of local knowledge and power relations ...(1993: 140-1)
A cursory review of the curriculum for the Unisa NPDE programme suggests an eclectic
perspective that is most firmly rooted in the hermeneutic and critica paradigms but which is
Stuationaly and context specific and therefore does not rule out the applicability of lessons

from within the traditiona paradigm & times.
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In evauating the UNISA NPDE curriculum as a plan, it is therefore necessary to focus on

gtatements which reflect a sandpoint on each of the following issues:

10.

11.
12.

View of knowledge
Undergtanding of curriculum
A modd (preferably circular and continuous) for how the curriculum is planned,
implemented and reviewed and
Who isinvolved in the process
Opportunities for feedback from learners integrated into the review process
Opportunities for feedback from educators integrated into the curriculum review
process
Intended outcomes and how these were derived
Pedagogy to be employed
Assessment practices and justification thereof
Resources (including learner support materias) to be used and how these are
developed, costed, managed, distributed and reviewed
Relationship between fundamentd, core and eective learning
How the curriculum and materias devel opment processes take cognisance of the
following issues:

Integration

Relevance

Credibility

Coherence

Hexibility

Standards

Legitimacy

Access

Articulation

Progression
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Portability

Recognition of prior learning

Guidance of learners

13. Bdance between centralised and decentraised roles and responsibilities and
management and control of decentralised provison.

All of these issues need to be addressed from the perspective of an informed understanding of
the nature and needs of the targeted learners. Fortunately, the Department of Education and
the Education Trust have been able to provide afairly detailed learner profile based on the
analysis of over 42 000 questionnaires completed by those educators who form the target
market for the NPDE programme.

DOE/ET Report findings 2001:
The main findings of the 42 565 forms received are asfollows

. 67,7% have an REQV 12, 19.0% have an REQV 11, 8,4% have
REQV 10, 2,9% have an REQV9 and about 2.0% unknown,

. 70,7% of the un(der)qudified educators are women;

. 94,3% of the un(der)qudified educators are in permanent positions,

. 85,8% ... of un(der)qualified educators are post level 1 educators, a
total of 36 521 educators, while 5,3% (2 277) educators are heads of
department, 0,8% (375) are deputy principals and 6,9% (2 974) are
principas of schools.

. Most of the un(der)qualified educators teach in the Foundation Phase
(32,8%), followed by the Intermediate Phase (24,8%). A further
19,4% are in the Senior Phase and 7,5% are in the Further Education
and Training (FET) Phase;

. 55,8% (23 744) un(der)quaified educators are upgrading their
qudificaions,

. Almost three-quarters (73,0%) un(der)qualified educators have been

in the teaching profession for 10 to 29 years,
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90% of un(der)qudified educators cite an African language as their
home language; and

A total of 38,7% un(der)qualified educators teach mathematics,
10,9% hiology and 10,0% English.
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Targeting

The largest percentage of educators un(der)qualified that need to be targeted are
KwaZulu-Natal (28,5%), Eastern Cape (19,8%) and Northern Province (15,6%).
Educators need to be upgraded from REQV 12 to 13 (67,7%).

Specid attention needs to be given to the needs of women educators (70,7%) and
post level one educators (85,5%) who are either in the Foundation Phase (32,8%) or
if they are specidist educators are teaching mathematics (50,4%).

Educators according to home language to be targeted are isZulu (30,7%) and

i Xhosa (19,5%). (2001:4)

The profile provided above, suggests severd important guideines for curriculum and materials

development:

the NPDE has mature learners with busy lives so ways must be found of hdping the
learners to manage their time effectively and to be able to focus on what is essentia
learning

NPDE learners are likely to have limited study skills and probable language difficulties
snce most will be sudying in alanguage thet is not their home language — thus the
programme will need to develop learners sKkillsin these areasfairly early on

NPDE learners will have limited access to additiona support e.g. local libraries, peer
role models, technology so the programme materias should be self-contained

NPDE learners need to master conceptua understanding at the leve a which they are
teaching; and

be prepared for further study at REQV 14 level — clearly the NPDE materias cannot
amply re-hash Grade 12, which iswhat hgppened in many teacher training
programmesin the past.
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Broad curriculum outline:

The programme will need to dlow for:

1. Introduction to appropriate learning areas/phases in terms of therevised National
Curriculum Statement

2. Developing knowledge, skills and attitudes for effective learning and teaching in the
pecidist Learning Arealphase

3. Deveoping conceptua understanding & the level being taught; and

4. Deveoping afoundation for further study at NQF leve 6.

The following discusson will consider each of the above key issuesin turn.

3.1.1 View of knowledge in the Unisa NPDE

The Unisa NPDE foregrounds the experience that teacher-learners bring to the programme
with a high emphasis on discussion and reflection on this experience within the framework of
the understandings of more experienced others. All content, including that which is assessed, is
open to contestation. The key function of contact sessions is understood to be to foster such

debate and discussion.

3.1.2  Understanding of curriculum

The curriculum is understood as a set of guideines which need to be continudly reviewed and
contested, within the limitations impaosed by a curriculum framework that has been set
nationaly. It is understood that thereis a digtinction to be made between plan and practice and

hence congtant monitoring is required of tutoring and assessmern.

3.1.3 A model (preferably circular and continuous) for how the curriculum is planned,
implemented and reviewed

In the period 2001 to 2003, the NPDE curriculum as plan has been subject to review and

development, within the broad framework gpproved by Senate, the Committee on Higher

Education and the relevant Standards Generating Body. In the period 2004 - 2006, the
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NPDE will be subject to the same three-year curriculum review cycle as dl other programmes
a Unisa

Thus, unless there is a change to the NPDE curriculum at nationd leve, there are unlikely to
be substantia changes in the Unisa NPDE curriculum. However, some room has been dlowed
for changes of emphags through tutorid letters which are changed annudly.

3.1.4 Who is involved in the process?

The broad curriculum framework has been set outside of Unisa by the bodieslisted in 3.1.3.
Interndly, the Unisainterpretation of the core curriculum was developed in a consultative
process involving representatives of Unisa's Faculty of Education, Sacte and Sacol, with
support from Saide. During 2003, the curriculum as plan and the materias related to this
curriculum were reviewed and in some cases replaced or expanded. Newly-appointed
NPDE-dedicated academic coordinators were at the forefront of this review, with support
from Saide and Unisd s Bureau for Learning Development (BLD). The curriculum review
process was informed by feedback from Department of Education officias (very limited),
programme tutors, teacher-learners on the programme who submit programme evauation
forms a the end of each year as well as changes of emphasesin the broad policy environment.
Any mgor changes to the curriculum have to be ratified through a process involving the Tuition
Committee and Executive Committees of the Faculty of Education, the Faculty Board and
Unisd s Senate. This can be quite alengthy process which militates against responsveness.

3.1.5 Opportunities for feedback from learners integrated into the review process

As noted previoudy, teacher-learners on the programme complete an evaluation form at the
end of each year and this feedsinto the curriculum and materias review process. All teacher-
learners have the right to challenge assessment of their work and apply for remarking if they
believe they have been unfairly treated. Such instances again feed into decisions about the

selection and use of tutors, the wording of assessment and the appropriateness of the content.
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3.1.6  Opportunities for feedback from educators integrated into the curriculum review
process

Regular meetings between academic coordinators and with tutors provide insghts into the

ways in which the curriculum may need to be adjusted. In the Unisa NPDE, currently only

academic coordinator input has been formalised.

3.1.7 Intended outcomes and how these were derived

The overdl outcomes of the NPDE were determined by the relevant standards generating
body, which represents a wide range of stakeholders. The outcomes a module level were
determined by the NPDE programme committee (Unisa, Sacte, Sacol and Saide) through a
process of debate and discussion over several months. These outcomes, together with the

relevant content outlines were subject to the ratification process outlined in 3.1.4 above.

3.1.8 Pedagogy to be employed

The pedagogy (rather andragogy) to be employed on the programme is not Spdlt out in the
curriculum document endorsed by Senate except for the commitment to continuous
assessment and contact support. The Programme Manager has advocated a “practise what
we preach” philosophy. In other words, the way in which the NPDE programme team
engages with tutors should modd the ways in which the tutors engage with their teecher-
learners and this in turn should mode what should happen in classrooms. The broad guidelines
for the gpproach are spelt out in Table 4, Chapter 2.

3.1.9 Assessment practices and justification thereof

The assessment strategy for the programmeis spelt out in Sections 3.3 and 3.4 below.

3.1.10 Resources (including learner support materials) to be used and how these are
developed, costed, managed, distributed and reviewed
The NPDE programme works from an understanding that most of the teacher-learners on the

programme are working in rural and/or under-resourced areas and therefore the course

84



materials should be as sdlf-contained as possble.
Mogt materids were originaly sourced from existing materids and then revised and updated
by NPDE-dedicated staff.

Some modules were bought in while others have been devel oped internally from conception
through a process involving the relevant academic coordinator, the author of this evaluation
report, Unisa's Bureau for Learning Development and Unisa full-time gaff involved in editing
and production. Internal production costs are monitored by Unisa Press and linked directly to
Unisa NPDE budget 129. Completed materials are stock managed and despatched by
Unisa s Department of Despatch.

3.1.11 Relationship between fundamental, core and elective learning
The relationship between these three aspects of the programme are spelt out in the nationd
NPDE qudification guiddines as registered on the NQF. The full qudification can be viewed

at www.saga.co.za.

3.1.12 How the curriculum and materials development processes take cognisance of the

underlying principles of the NQF

Integration

The generd tutorid |etters, the contact sessons and the integrated portfolio development
process atempt to help teacher-learners make connections and see the NPDE as awhole
experience rather than as individua modules.

Relevance

A high emphasisis placed in assessment strategies based on actua classroom and school
experience as a point of departure (discussed with examplesin 3.3 below).

Credibility

The Unisa NPDE curriculum has been submitted to the CHE accreditation process, its
management team has reported quarterly to the Department of Education and the ELRC on
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progress and problems and has participated fully in the national NPDE workshops and
evauation process managed by the Centre for Education Policy Development (CEPD).
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Through Unisa's Department of Student Affairs, an open communication channel has been
kept with the Department of Education’s nationd office.

Coherence

An explicit attempt has been made through both the design and facilitation process to help
teacher-learners see the NPDE programme as an unfolding story and to do away with any
inconsgtencies. One example is the use of agenerd tutorid letter on the design and
interpretation of learning programmes to which al module leve tutorid letters refer when the
assessment task requires work on alearning programme.

Flexibility

A tenson exigts between alowing maximum choice and flexibility and managing a system
competently for over 2000 students a year. The NPDE has negotiated extended registration
deadlines each year, extended assignment deadlines and sets fairly open-ended assessment
tasks (see Section 3.5) to alow for awide variety of responses. However, it has been
necessary to become increasingly rigid about assessment deadlines and to restrict module
choices in order to be able to manage a system of extensive contact support and to for the
programme to fit in with other Unisa systems designed to cater for 250 000 students.
Standards

Broad requirements for the NPDE have been set nationdly and the Unisa NPDE has been
designed to fit within these. All assessment can be challenged. Tutors or markers marking
assgnments are required to submit copies of marked assgnments with their clams for
payment. These copies are moderated by the NPDE academic coordinators. Any teacher-
learner can apply for are-mark. Examination papers are subject to an interna review process
with afirst and second examiner nominated for each paper set, a marking team that goes
through atraining workshop and moderation of the marking by the relevant academic
coordinator. For each examination paper an externd examiner has been appointed. This may
be a member of Faculty or an gppropriatdy qudified externd person not involved in the

origina marking process. It is hoped that these measures ensure that standards are maintained.

87



L egitimacy

The UnisaNPDE isaforma qudlification a Unisa and complies with dl the requirements of

the qualification as registered on the NQF. As noted previoudy, assessment tends to be open-

ended and to dlow for reflection of awide variety of experiences and contexts.

Access

The access requirements for the NPDE have been set nationdly. In order to enter the NPDE

programme, the prospective teacher-learner is required to provide evidence of the following:

. A std 8/Grade 10 or Std 10/Grade 12 school certificate (or equivalent e.g. O-levels)

. A PTC, STC or equivaent e.g. a least 10 modules of an incomplete three-year
teachers diploma

. Proof that the educator is employed at a schoal.

Where students have specid educationa needs, they are requested to indicate these needs on

their gpplication form in order to access additiona help and support.

Articulation

Teacher-learners who successfully complete the Unisa NPDE gain automatic entry to aUnisa

ACE if they wish to continue their sudies. Articulation with the undergraduate BEds is more

problematic as most have not been re-structured to accommodate this articulation easily.

Progression

In order to comply with Unisa's generd requirements for passing a certain number of

academic credits within acertain time, to ensure that there is sufficient groundwork on which

to build the second year programme and to ensure that students do not attempt too many

academic creditsin one year, which would have a detrimentd effect on their classroom

commitments, three of the five first year modules have first to be passed in order to progress

to the second year programme. Thereafter, the preferred progression currently is ACE

followed by BEd (Hons).
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Portability

Since the NPDE isa nationd quaification, and Unisa has been fully accredited by the CHE to
offer the programme, holders of acompleted Unisa NPDE will be recognised as having
obtained REQV 13 and qualified teacher status in terms of The Employment of Educators
Act. The qudification will be recognised anywhere in the RSA.

Recognition of prior learning

Thisis discussed separatdy in Section 3.4 below.

Guidance of learners

Thisisdiscussed in Section 3.1.14 below.

3.1.13 Balance between centralised and decentralised roles and responsibilities and
management and control of decentralised provision

Thisisdiscussed in Section 3.1.14 b ow.

Having outlined the nature of the Unisa NPDE curriculum as plan, the following discussion
congders the evidence available with regard to how the curriculum has been implemented in
practice.

3.1.14 NPDE in practice
This section comprises a case sudy of the NPDE curriculum in practice based upon direct
observation as well as feedback from teacher-learners on the programme. The discussion is

organised around the centrd role of student support within the Unisa NPDE programme.

Learner support in the Unisa NPDE programme

Section 2.7.2 of this dissertation outlines some of the key considerations in an evauation of
learner support within a distance education programme. The following case study will discuss
the learner support offered in the Unisa NPDE programme under the three broad categories
outlined in Section 2.7.2. In each part of the discussion, adistinction will be made between
what was planned and what actualy happened with aview to identifying some useful lessons
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of experience.
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The case study will incorporate feedback from a student evaluation of the programme asa

whole, with a particular emphasis on the effectiveness of the learner support.

1. Support related to learning and teaching processes/needs
Asisdwaysthe case with Unisa, the university calendar eech year contains an overview of the
content of the NPDE programme, with information on entry requirements, duration and credit
weightings as well as the possbilities for Recognition of Prior Learning (RPL). However, some
of the information literature produced for prospective students was confusing in 2002/3 due to
amismatch between the Department of Education’s generd information brochure on the NPDE
and the requirements of the qualification as outlined on the NQF. The Department of Education
NPDE brochure talked about atwo-year programme of part-time study while Unisa s calendar,
based on the qualification as registered on the NQF, talks about a two-year programme of full-
time equivdent study (i.e. 240 credits) and a“minimum’ completion time of two years, with an
expectationthat for part-time distance study it would not be reasonable to expect completion of
more than 60-creditsin any one academic year. Theissue was further confused by the lack of an
agreed nationa policy on RPL for the NPDE and the fact that in some discussons (including in
the Unisa Faculty of Education generd informationbrochure), the REQV statusof the NPDE on
the new qudifications framework for educators was confused and some students were under the
impression that they could get from REQV 11 to REQV 14 in two years of part-time study. The
requirement that senior phase students should specidiseintwo learning aress, oneof which should
be Natural Sciences, Mathematics or Technology created further uncertainty as sudents were
oftenunableto choose between the various options. To addresstheseissues, thefollowing action
was taken:
» The cdendar entry for the 2004 cohort was completely revised so thet first and second
year options, articulation and RPL were more clearly spelt out;
» A discusson of the revised qudifications framework for educators was included in the
first year module NPD052-G and emphasised during the initia contact session;
» Thefind generd tutorid letter for 2003 included guidance to students on how to sdect
options for their following year of study;
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» Thefirgt generd tutorid letter for 2004 includesareview of what students should actudly
have registered for, and have received, in respect of their specidist sudies.

Inrecognition of thefact that many prospective studentswill not have been studying for sometime
and that many students are Foundation Phase teacherswho spend most of thelr timeusing various
indigenous languages rather than English, the language of ingruction in the Unisa NPDE, all
students are required to work through a module called NPD001-4: Language and Learning
ills at the start of the Unisa NPDE programme. On successful completion of the module, it is
hoped that studentswill have refreshed their language and study skillsin English and so be better
empowered to engage with the rest of the programme. The module carries a weighting of 12
credits from Component 1: Foundationd Learning of the NPDE. In arecent survey of NPDE
students, however, only 33/707 students rated NPD001-4 as the most useful module on the
course. Thiswasthelowest rating among thefivefirg-year modules suggesting that sudentseither
have not seen the relevance of the module to their other studies or have smply not found the
module useful in the way that was intended. Thisissue will need to be explored more fully during
2004.

One of the biggest differences between the Unisa NPDE programme and other Unisa
maingtream offerings is the provision of contact sessons as an integrd part of the programme
delivery. Unisa promised that it would offer contact sessons wherever there was an average
of 30 students studying the same modules and these contact sessions would account for at
least 10% of the notiond learning hours of the programmei.e. at least 60 hours of direct face-
to-face contact in atypica 60-credit academic year. Learning from the University of Fort
Hare programme (Saide 2001), the contact sessons were intended to orientate, maintain and
conclude sudents study of each module, with the tutors playing a facilitating/mativating role
rather than teaching the content of the modules. In addition, the tutors were to mark and give
feedback on the two assignments per module which, taken together, counted for 50% of the
find mark for each module.
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It was intended that tutors would complete marking between contact sessons and that in

subsequent sessions there would be the opportunity for afrank discussion of the assessment

feedback and the possihility to challenge the assessment given.

Towards the end of 2003, the 2318 students on the Unisa NPDE programme were invited to

participate in an anonymous eva uation of the programme from various perspectives. Of the

707 (30,5%) who submitted an eva uation form, 661 students provided a ranked response to

an enquiry about the extent to which the contact sessions had hel ped them to be successful on

the programme. On ascale of 1 to 5, with 5 being the highest rating, the weighted average

was 4,84, indicating a high rate of value attached to contact sessons. One student commented

that “Most of us wouldn’t have made it without the tutors” and in an open response section a
the end of the evauation form, 58/707 (8,2%) of studentsindicated that they would have liked

more contact sessions.

However, the provision and management of these contact sessions was not unproblematic and

the following problems arose from time to time:

Data on where centres would be needed was often not available before such centres
needed to be identified and booked. It has proved necessary to art the programme
with centresin projected key regions (using not only Unisalearning centres but also
booking roomsin Technica/FET! colleges, teacher centres, schools and sometimes
even church hals) and to then expand the number of centres as viable new groupings
become clear.

With a one time more than twenty-five centres operating in 5 different provinces, it
was not possible to vigit al the centres for quality assurance purposes. In the second
year of the programme, some tutors were asked to assume an additiona coordinating
role as centre managersin larger centres. This proved to be a useful approach in most
cases (dbat at an added cost for the extra hours and responsibility) but a serious

problem in one centre where the wrong person was chosen as centre manager and
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managed to single-handedly confuse and dienate the students, the other tutors and the
people whose centre was being used.

Occasiondly, tutors failed to turn up to a planned sesson but most of the time the fact
that tutors were required to submit attendance registers with their claims ensured thet it
was rare that a tutor was absent unexpectedly.

Tutors were often good facilitators but not necessarily good assessors or
adminigrators. Although tutors were required to submit mark-sheets by certain
deadlinesin order to claim for marking, and were aso required to submit copies of
marked assignments for moderation, many tutors failed to meet the agreed deadlines
and as aresult students did not always receive assessment feedback timeoudy. In
addition, there have been anumber of irregularities where students have apparently
marked their own assgnments or pressured tutors to accept and mark assgnments
long after the deadline had egpsed. For 2004, the roles of tutor and assessor should
be delinked and students should be required to post dl assgnmentsto Unisafor
centraised marking.

In addition to wesknessesin the adminigtration of the assgnments, areview of marked
assgnments (Saide 2002) indicated that tutors had not been able to make full use of
assignment feedback as a supportive learning strategy.

Clearly, someif not dl of the problems outlined above could be addressed by more intensive

tutor training. In generd, Unisatutors receive 2.5 days of training ayear. In 2002, the

programme manager met with tutors at the beginning of the year to orientate them to the

programme, to their roles as tutors and to the first year modules; and then again in the middle

of the year to reflect on observations of contact sessions, examples of marked assignments

and chdlenges that had arisen; and then again towards the end of the year to prepare tutors

for the guided marking of exam scripts. With some 60 tutors dl offering the same module, it

proved quite cost-effective for the programme manager to conduct such sessionsin three main

locations, viz. Pretoria, Nelspruit and Durban. In the second year, the number of different

modules on the programme had grown to 39 and the number of tutorsto 90, and it was
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necessary to add in additiona training for portfolio development for integrated assessment and
RPL.

With so many different requirements, it was necessary to establish a programme team and
ether bring dl the tutors to a centrd location or for the team to travel to regiona centres.
Either approach would have been quite costly, and in the event the latter was chosen. In order
to contain cogts, it was hot possible to do thistwice in the year and a 2-day workshop was
offered prior to the sart of the programme and a half-day workshop for Gauteng-based tutors
involved in exam marking was held in October/November 2003. Whilst it is clear that tutors
required more training and support, it should be noted that Unisa had been requested to offer
an NPDE programme that was as affordable as possible, and accordingly did so at a student
fee that was less than haf that of most other providers. Thus the Unisa NPDE has been
offered under severdly constrained budget limitations.

Initsorigina proposa, Unisaindicated that whilst classroom- and school-based support was
desirable, it would not be affordable at Unisa's standard fees as charged for the NPDE and
that therefore additional funding would be required for classroom- and school-based support.
However, no additiond funding was made available. Offering a decentraised modd of
provision, meant that Unisa needed to make use of tutors for this purpose. Given that on
average a suitably qudified tutor costs R2000 aday for time and trangport, the extent to which
any form of school visit could be accommodated was severely constrained. However, in order
to provide some feedback on the impact of the programme it was planned that each tutor
would visit one volunteer from their tutoria group on three occasions during the course of the
year to observe, discuss and evauate the cumulative impact of the programme on classroom
practice. In the event, most tutors were unable to organise this since they were aso teaching at
the same time and of those who were able to make such arrangements, few were able to
produce reports of any sgnificant value. In 2004, it is suggested that academic coordinators
should conduct these longitudina studies on 10 students. Attempts to involve didtrict officidsin
a school-based assessment and/or mentorship role for the NPDE, have so far proved

unsuccessul.
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Crucid to students' successful completion of the programme s that they receive study
materias that are appropriate and accessible. The NPDE was launched in the same period
that Unisa had to incorporate Sacte and Sacol, and accreditation for Unisa's NPDE proposal
was received in September 2001 for aprogramme start in 2002. Thus, in servicing the
proposed curriculum in 2002 and 2003, Unisa chose to make use of the best available Unisa,
Sacte and Sacol materias or materids published el sewhere and to develop in 2002 for 2003
only those materias for which no suitable source materid could be found. During 2003,
complementing the national NPDE evauation process, Unisa embarked on its own internd
review of the NPDE study materias. Asaresult of this process, three of the five first year
modules have been replaced for 2004, about 50% of speciadist modules have been
substantiadly revised and eight new modules have been developed so that the UnisaNPDE
now caters for dl three primary school phases and dl eight learning areas in the senior phase.
In the student evauation cited earlier, 15,8% (112/707) of students said that they had found
all of their NPDE modules helpful in improving their practice and an astonishing 42,4%
(300/707) indicated that none of their modules could be classfied as“least” helpful. As one
student commented, “All the modules were useful and brought a greet changein my careser.
The modules are not separable because adl of them they built ateacher in totdity (in dl agpects
of teaching).”

At Unisa, examinations are managed separately by specidised daff in the Examinations
Department. For the Unisa NPDE programme, examinations are open-book since this seemsa
more appropriate way to examine applied competence and the examinations count for 50% of
the find module mark with the other 50% coming from assgnments (thus reinforcing the
programme’s message of finding a baance between formative, continuous assessment and
summative assessment for reporting purposes). Therewere afew problemsin 2002, when some
invigilators were not aware of the open book nature of the NPDE examinations, when NPDE
sudents found that a 2-hour exam did not give them sufficient time (subsequently it was changed
to 3-hours) and when some very mature NPDE students felt offended when asked to be quiet in
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and when leaving the exam room.
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However, snce the January 2003 supplementaries there have been no further problems in this
regard. Students have to get afind mark of at least 45% to qualify for asupplementary exam and
mogt find results that are not good are due ether to the fact that students performed poorly in
both assignments and examinations or that not al assgnmentswere submitted. The UnisaNPDE
team have an open-door policy with regard to querying of find marks. Any assgnment can be

submitted for remarking and any examination paper can be re-marked for afee.

The expectations of the planning phasethat teacher-learnerswoul d belargely under-prepared for
Independent study at tertiary level has, ingenerd, been confirmed. In 2004, tutorswill need to be
able to make more use of the guidelines provided in the NPD001-4 module in helping teecher-
learners to engage meaningfully with their sudy materid and will need to provide much more
guidance and support to teachersin managing their sudy time. The generd tutorid lettersfor the
NPDE programme will be integrd to their process. At the same time, however, it will be
necessary to guard againgt spoon-feeding of content since one of the purposes of the NPDE is
to provide teacher-learners with an aternative path-way for studies at a higher level. Whilst
continuing to provide motivationa support and offering more systematic academic sudy skills
development, the programme needsto retain an explicit agendaof fostering independent studying
by empowering individua teacher-learners and their peer study groups to engage “reflexively”
with the materids provided.

2. Support related to access and information processes/needs

In generd, Unisa s systems are predicated on an individua adult learner, who registers and
pays for him/her salf and who is highly sdf-motivated. Generdly, students are required to pay
haf their sudy fee on enrolment and the balance in August, and students in arrears may be
barred from thair fina examinations and/or may have their results blocked. In most Unisa
programmes, submission of a number of assgnments is a pre-requisite for exam entry and the

find mark for amodule is the exam mark.
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Although, an increasing number of Unisa programmes offer some form of contact support and
Unisa does have a Department of Student Support which offers generd guidance and
counsdlling services and can organise contact classes where significant numbers of sudents
request them and are willing to pay an additiona fee, the NPDE, with the hep of the
Departments of computer services, sudent affairs, assgnments and examinations needed to
establish new systems and procedures for dedling with extensive decentralised support and

assessment and for reporting on groups of students.

For 2002 and 2003, students were registered under three different account codes for Gauteng
and Mpumaanga bursary holders and sdlf-financed students and reports were generated on a
quarterly basis which summarised information on individua assignment submission and

performance in examinaions.

The vagt mgority of students were able to progress through the programme with few
problems, but there were some anomalies, such as.

¢ Students whose results were withhel d because their application process was non-
standard or their registration forms were incomplete so that they were not alocated to
the bursary cohort and their accounts appeared to be in arrears;

» Bursary students who registered for the second year programme before getting their
supplementary results and whose accounts were accordingly reported asin arrears
and whose results were withheld even after they had paid their supplementary exam
fees,

»  Students who did not understand that their bursary did not cover repetitions of any
kind and accordingly left it till very late to pay the outstanding supplementary exam fee
and so access their results,

e Students who assumed that payment of the supplementary exam fee meant thet if they
were not successful that they would automatically be registered to repest the
modul&(s).
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To accommodate these kinds of problems, the registration deadline for the NPDE was
officidly extended until the end of March 2003 (the regigtration period a Unisa usudly closes
at the end of the first week of February) and students who worked through the NPDE office
directly were able to be helped back into the programme until the end of May. After the end
of May 2003 it was no longer possible to accommodate | ate registrations because the student
system needed to be closed for auditing purposes.

In their study packages, Unisa students receive a booklet entitled “Policies and Procedures’
which outlines what to do and whom to contact with respect to issues such as changing an
exam centre. In addition, the genera NPDE |etters contain contact details for all NPDE staff
(including cdll phone numbersin most cases) aswell asfor the support services departments
of regidration, assgnments and examinations. Unfortunately, it has been the UnisaNPDE
experience that many students do not consult these resources and become frustrated
telephoning Unisa generaly for queries that could be better handled by contacting the rlevant
department or authority. Although the first contact sesson each year includes a sesson which
focuses on these issues, some 30% of registered students each year choose not to attend the

contact sessions.

In recognition of the fact that most NPDE students will be teachers working in rura areas with
limited access to information resources, Unisa has tried to make its NPDE programme as self-
contained as possible. All resources required for assessment are supplied as part of the study
package and no NPDE students are required to purchase additiona study material. However,
like dl other Unisa students, NPDE students have complete access to the Unisa library and

Services.
In the generd tutoria letters, NPDE students are provided with atimetable of contact ons

for the year, whilst the module specific tutoria |etters contain assgnment deadlines. Each

dudent a0 recaives an individuaised examination timetable.
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All Unisaregigtration points provide information on fees and Edu-Loan financid support

savices.

Students who vigit the main campus or one of the main satellite campuses have access to
information technologies (in Pretoriathere are regular free training sessons for registered

students on how to use these facilities).

In the NPDE programme, career planning is built into the compulsory first year module
NPD052-G which deds, among other things, with the new qudlifications framework for

educators and guides teacher-learners through the Developmental Appraisal process.

3. Support related to social and per sonal needs:

In generd, Unisarelies on its caendars which are updated annualy, to convey information
about its programmes. In addition, there are saff at al the Unisaregiond offices and learning
centres who have been trained to offer generd guidance on Unisa programmes, thereisa call
centre for genera enquiries and contact numbers and email addresses for the NPDE staff are
fredy available. Within the NPDE offices, there is dways at least one person available for
students who turn up to make enquiries without an gppointment. If the junior programme
adminigrator is unable to assst them, he can facilitate making an appointment to speek to the
Programme Administrator or Coordinator or one of the Academic Coordinators.
Unfortunately, students very often refuse to speak to any one other than the person whose

name they know.

Once students are registered on the NPDE programme they have the option, as noted above,
of attending contact sessions and receiving the guidance of atutor. Students aso receive the
contact details of al the academic coordinators with whom they can discuss issues that they
were not able to address localy with their tutor. Since most staff have aso provided their
persond cell-phone numbers, there should be no problem with contacting NPDE saff and, if
necessary setting up an gppointment for an individua consultation. NPDE staff aso respond to
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individud |etters and enquiries that have been posted, faxed or emailed.

A review of the contact details of UnisaNPDE studentsreved sthat only 2-3 sudentsayear have

an email address and, possibly, easy accessto the internet.

102



Nonetheless, for 2004 dl tutorid |etters have been PDFed and are available on-line asis some
additional support materid for the Intermediate Phase moduleNPD012-8 Numeracy 1. Because
the Unisa NPDE programme uses awide variety of venuesfor contact sessons, the programme
has been designed primarily as a print-based learning experience. However, for 2004, the first
year sudy package will involve avideo. The video will not be supplied to dl students but rather
to their tutors. The tutors will be responsible for either making arrangements for the video to be
shown during a contact session or to manage a process of circulating the video among the study

groups at the centre.

One of the purposes of contact sessionsisto help studentsto form peer support or study groups.
The programme hasfound that these groupsrarely continue outs dethe contact sessions, but there
are some exceptions, and the main reasons seem to be conflict in time commitmentsand transport
problems. This could be addressed if teachers could be encouraged to register in groupsfromthe
same schoal. In the student evaluation cited earlier, severd students said that they vaued the
engagement with their peers, as one student noted:

“| liked and enjoyed the contact session period, whereby our self-esteem
wer e enhanced when we wer etogether sharing ideasin different groupsas
old didactic educators.”

Unisa has a gpecia unit devoted to promoting ease of access to students who need to
overcome various barriers to learning. In 2003, for example, the NPDE had one student on
the programme who was blind and was teaching both blind and partidly-sghted learnersin the
Foundation Phase. For such alearner it isintended that study materias should be supplied
either on audio-cassette or typed into Braille. Although this process was started, the student
concerned did not recelve her converted study materids timeoudy and indeed, with the help of
her colleagues, did much of the work of the conversion hersdlf.
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Despite the challenges she nevertheless managed to complete 9 of the 10 first year
assgnments, to submit both integrated assessment and RPL portfolios and to pass three of the
fivefirg year modules. In recognition of the particular chalenges faced by this student, she
was invited to Pretoriafor aweek and offered the opportunity of an oral examingtion for the
two modules she had not been able to complete successfully on her firgt attempt due to
inadequacies in the materiads supplied. Similar dternative assessment arrangements were made
for other students who had a good case to make for not having been able to meet the normal
requirements of the programme. The Unisa NPDE has demondtrated that even in alarge scale
distance programme, it is dill possible to cater for individua needs when the programmeis
offered by people who share a common commitment and in which learners and gtaff are willing
to meet each other haf-way. As noted previoudy, however, aminority of students will attempt
to exploit what they see asloopholesin a very flexible programme and so each case needs to
be carefully scrutinised before any departures from the norm are sanctioned and create a

precedent for subsequent engagements.

In general, the NPDE has been designed with the understanding that the target audience are
meature people, with many years of practica classroom experience but probably limited
academic dudy skills, that most will be studying in alanguage that is not their firgt language and
that they represent adiverse range of cultures and contexts. In seeking to address these issues,
the Unisa NPDE curriculum has an overt academic language skills development programme
incorporated into the main stream course; in salecting tutors preference is given to mature
people who are able to code-switch when it is useful to do so; contact sessons emphasise the
use of small group discussion (which can be conducted in students mother-tongue/home
language); case studies and scenarios included in the materias try to be broadly representative

and assessment emphasi ses reflection on the teacher-learners: own classroom and context.

Running parale to the stlandard process of assignments and examinations, Unisa NPDE
teacher-learners are dso engaged in the development of professiond portfolios for integrated
assessment and RPL purposes (and to anticipate the DAS and SACE processes). The focus
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of these portfolios islessons that are planned, taught and reflected upon and which are
subjected to sdlf-, peer- and tutor assessment. For some students, the development of a
professond portfolio was a particularly enriching experience, both persondly and
professondly, with one student commenting in her evaluation report:

“ Apart from the structure of Assignments which were so challenging and
Interesting, compiling the integrated assessment portfolio was very
interesting to me. At first | thought it would be simple to do it, but |
found it very challenging and it was really an eye-opener. It was as if |
was a new teacher entering the profession. | would look at the learners
portfolios and selecting their best work was always fascinating. It
inspired them and they would all try their best to write neatly and
correctly.”

Conclusion to case study

In the Unisa NPDE programme, teacher-learners are required to pass three or more of the five
first year modules before entering the second year of the programme. Thisisto ensure thet they
meet the Univerdty’ sgenerd requirementsfor aminimum number of credits passedin aparticular
period, to ensure thet there is sufficient general groundwork done on which to build the second
year specidist programme and to ensure that they do not carry so many modules that they
become overburdened with academic commitmentsduring their second year, which hastheadded
workload of finalisng one or more portfolios. Some 67% of the 2252 NPDE teacher-learners
who registered for ther first year in 2002 successfully met the requirements for entry into the
second year programmein 2003. Whilethefind marksof al sudents have not yet been compiled
for 2003 because some wrote supplementary examinations, it isexpected that some 75% or more
will aso be successful in their second year of sudy. These are throughput figures which would
be considered good even on a full-time, contact-based programme and which are quite

exceptiond internationally for a distance programme.

There are many factors which have contributed to the actua and anticipated high throughput rate
but the way in which learner support has been designed into the curriculum from its inception is
arguably the most significant contributing factor.
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From the experience of the first two years of the Unisa NPDE, it is clear that in 2004 more
atention will need to be given to the sdlection, training and monitoring of tutors; the development
of teecher-learners academic study skills and time management; the selection and management
of centres, the qudlity of feedback on assessment and on srengthening the partnership with the
Depatment of Education 0 that there is increasng synergy between what the Department
expects and what the programme ddlivers and so that learner support functions can be optimised.

The last word isleft for one of the 707 2003 NPDE students who submitted an anonymous

evduation form:

“What | learned is correlated with what | am teaching. I’ ve changed
totally and | feel great.”

It would thus seem that there is a high correation between the Unisa NPDE curriculum as plan
and the curriculum as practice and between the Unisa NPDE curriculum and the overdl

purposes of the NPDE as a nationd qudification.

3.2 Materials review

One of the key characteristics of distance education is the development and supply of study
materids.

Whilgt incressing use is being made of audio-visua and information and communication

technologies, the dominant medium for distance education materials remains print.

Rowntree (1992:134-5) identifies the following common forms which printed distance
education study materia can take:
Reflective action A term coined by Derek Rowntree to describe an gpproach to

guide materias design in which most of the learning takes place in activities
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outsde of the self-ingtructiond package and for which the outcomes
cannot necessarily be pre-determined.
Tutorial-in- A term coined by Derek Rowntree to describe an approach to the
print design of sdf-ingructional materid which emphasisesthe course asa
printed expresson of what would happen in an ided contact tutorid

with the learner.

The following table, adapted from a 1993 workshop run for Saide by Fred Lockwood of the
Open University UK, summarises some of the main differences between traditiona textbooks

and Hf-ingructiona study materias. It isinteresting to note that as resource-based learning

gains ground, so more and more textbooks reflect saf-ingtructiond principles.

Table 7. Comparison between textbooks and self-instructional courses

Some differences between textbooks and

self-instructional materials

Textbooks

Self-instructional courses

Assume interest

Arouse interest

Written for teacher use

Written for learner use

No indication of study time

Give estimates of study time

Designed for a wide market

Designed for a particular audience

Rarely state aims and objectives

Always give aims and objectives

Usually one route through

May be many routes through

Structured for specialists

Structured according to needs of learner

Little or no self-assessment

Major emphasis on self-assessment

Seldom anticipate difficulties

Alert to potential difficulties

Occasionally offer summaries

Always offer summaries

Impersonal style

Personal style

Dense layout

More open layout

Readers views seldom sought

Learner evaluation always conducted

No study skills advice

Provide study skills advice

Can be read passively

Require active response
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Aim at scholarly presentation

Aim at successful learning

Inorder to fulfill theteacher’ sroleinthetext, it isimportant that the writer of adistance education

course establishes an ongoing and persona diadogue with the learner. In the cdlassroom, the

teacher talksto the learners. shewill explain the gods of aparticular lesson, introduce topics, ask

guestions and answer them, guide learners through difficult topics and idess, give feedback, and

moativate and encourage her learners. Distance education learners are as much in need of this

ongoing didogue as the learners gtting in the classroom.

In the table below are some examples of attempts to establish and maintain this sort of didogue

in printed sdlf-ingtructional materia (adapted from Lewis 1981). The setting of objectives or

outcomes and the inclusion of summaries are an important part of this ongoing diaogue.

Table 8: Comparison between classroom talk and DE dialogue

tackling a particular

Function Classroom talk DE dialogue
Indicating what the ‘Go on to Chapter Before starting this unit, you need to be able to ...
learner should be 6 of the book, but Complete the following activity which revises the work
able to do before only if you've you need to know before ...

finished the work |

successfully
reached the

project set last week...."
Stating what should ‘This section deals By the end of this unit, you should be able to:
be learned from a with vertebrates.
particular section When you've discuss the use of dialogue in self-instructional course
finished it you materials ...
should be able to
list four main
characteristics...
Practising so that ‘OK. Now answer This activity should help you to ...
the learners can the questions on
see whether or not the sheet I've Answer each of the questions in the spaces provided
they have given you...

Suggested answers can be found on page ...

objectives

Feedback on the Il hand back the In answering the question you may have thought of the

learner's essays you did last following points ...

performance week ... This assignment was well done and | like ... but you

could have....

Motivation and ‘It's tough going but If you disagree strongly with the commentaries, you

stimulation it's worth struggling can contact your tutor on ... Do not worry if you still feel
over, and it gets a hit uncomfortable with this idea, we will be exploring it
easier lateron ...’ again from a different point of view in Unit 5 ...
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Function Classroom talk DE dialogue
Unpacking the ‘What it means is We must write in such a way that the material always
often difficult this ... makes sense to the learner ...

language of the
textbook so that it
makes sense to the
student

Another way of thinking of this could be to ...

‘You know when
you cut your finger

Relating concepts
to the learner’s
experience...

In the space below, describe a lesson you taught
recently which went particularly well. What
preparations on your part do you think contributed to
the success of the lesson?

Over the course of severd yearsof research into distance education and interaction with distance
education providers, the South African Indtitute for Distance Education (Saide) has developed
suggested criteria for the development of quality distance education study materia. These
guiddines were updated by the author of this dissertation in 2000 and used as the basis for
Quality Courseware Awards processes for the Nationad Association of Distance Education
Organisations of South Africa(Nadeosa) in 2000 and 2002. It isthese criteriawhich will beused
asthe bassfor the review of UnisaNPDE materias.

The key review categories are asfollows:

. Orientation to programme, introductions, ams & learning outcomes
. Selection and coherence of content

. Presentation of content

. View of knowledge and use of learners experience

. Activities, feedback and assessment

. Language

. Layout and accessihility.

As noted previoudy, the full Unisa NPDE curriculum comprises some 79 modules. Since it was
not possibleto include areview of each modulein thisreport, it was necessary to select asample

of the sudy materias for comment.
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The tables on the next three pages outline the Unisa NPDE programme for the year 2003. The
modules markedv” werereviewed by theauthor of thisdissertation and inform the commentsthat
follow. Twenty-five modules were reviewed and eight new modules were co-developed (for
Economic and Management Sciences, EMS, and Arts and Culture, A& C) aspart of thereview

process.
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Table 9: Curriculum for Foundation Phase educators

Compulsory modules

Modules for which RPL can be given

Evidence required

Year one

NPDO01 -4 Language and Learning Skills ¢/

NPD043 - F The Teacher in the Classroom
4

NPD047 - K Continuous Assessment ¢/

NPDO048 - L Understanding OBE ¢/

NPD052 - G School and profession ¢

Year two

NPDO004 - 8 Numeracy 1

NPDO006 - A Introduction to the LLC learning
area

NPD007 - B Teaching and learning LLC in the
Foundation Phase

NPDO009 - D Life Skills 1

NPDO11 - 6 Reception Year

Fundamental learning

NPD002 - 5 Thinking skills and numeracy

NPDO03 - 6 Additional language (second language)

Elective/specialist learning

NPDOO5 - 9 Numeracy 2

NPDO0O0S8 - C Language and Literature: children’s
literature

NPDO010 - 5 Life Skills 2

NPD044 - G Teaching and learning in the
Foundation/Intermediate Phase

Core learning

NPDO046 - J Classroom Management ¢/

NPDO049 - M English communication for education ¢/
NPD050 - E Specialised Education v

NPDO051 - F Educational media v/

Competence test against component 1
outcomes

Portfolio evidence meeting requirements of
component 2 outcomes

Portfolio evidence plus direct classroom
observation meeting requirements of
component 3 outcomes
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Table 10: Curriculum for Intermediate Phase educators

Compulsory modules

Modules for which RPL can be given

Evidence required

Year one

NPDOO01 - 4
NPDO043 - F
NPDO047 - K
NPDO048 - L
NPDO052 - G

Language and Learning Skills
The Teacher in the Classroom
Continuous Assessment

Understanding OBE
School and profession

Fundamental learning

NPDO002 - 5
NPDO0O3 - 6

Thinking skills and numeracy

Additional language (second language)

Elective/specialist learning

NPDO0O0S - C

NPDO13 -9
NPDO16 - C
NPDO044 - G

Core learning
NPDO046 - J
NPD049 - M
NPDO50 - E
NPDO51 - F

Language and Literature: children’s
literature

Numeracy 2

Life Skills 2

Teaching and learning in the
Foundation/Intermediate Phase

Classroom Management

English communication for education
Specialised Education

Educational media

Competence test against component 1
outcomes

Portfolio evidence meeting requirements of
component 2 outcomes

Portfolio evidence plus direct classroom
observation meeting requirements of
component 3 outcomes

Compulsory modules

Modules for which RPL can be given

Evidence required

IP Year two

NPDO006 - A Introduction to the LLC learning
area

NPD012 - 8 Numeracy 1 v/

NPDO014 - A Principles of learning and
language teaching v/

NPDO015 - B Life Skills 1

NPD017 - D Human and Social Sciences in the
Classroom v/

OR

NPD018 - E Natural Sciences in the Classroom
v
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Table 11: Curriculum for Senior Phase educators

Compulsory modules

Modules for which RPL can be given

Evidence required

Year one

NPDO01 -4 Language and Learning Skills
NPD043 - F The Teacher in the Classroom
NPD047 - K Continuous Assessment
NPDO048 - L Understanding OBE

NPD052 - G School and profession

Year two

Any 5 of 8 specialist modules in 21 combinations of
Mathematics ¢, Natural Sciences ¢ or Technology v/
with the learning areas of Languages, Life Orientation
v and Social Sciences ¢/.

Fundamental learning

NPD002 - 5 Thinking skills and numeracy

NPD003 - 6 Additional language (second language)
Elective/specialist learning

Any 3 of 8 specialist modules

Core learning

NPDO046 - J Classroom Management

NPD049 - M English communication for education

NPDO050 - E Specialised Education

NPDO51 - F Educational media

NPDO045 - H Teaching and learning in the Senior
Phase

Competence test against component 1
outcomes

Competence test plus portfolio evidence
meeting requirements of component 2
outcomes

Portfolio evidence plus direct classroom
observation meeting requirements of
component 3 outcomes
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It will be noted from the above tables that a distinction is made between compulsory and RPL-
able modules and that dl students take the same five modules in their first year on the NPDE
programme. What the tables do not indicate is that from 2004, the programme will be extended

to dso include the learning areas of Economic and Management Sciences and Artsand Culture.

The review condgdered the following materias:

. Generdl tutorid lettersdedling with the programme asawhole (Tutoria Letters 301, 302,
303, 304 etc.)

. Module specific tutorid letters (Tutorid Letters 101, 102 etc.)

. Assignment tasks, marked assignments and feedback thereon

. Examination papers

. Study materia supplied to sudents.

3.2.1 Orientation to programme, introductions, aims & learning outcomes

This category for review is about the way that clear and rdevant information can motivate and
direct learners effectively in their study. Learners need to understand from the outset the
requirements of the various components of the course. Aslearners, they need to be motivated by
relevant introductions and overviews within each individua module/unit. They aso need to be
clear about what they have to achieve in each unit and these aims and learning outcomes should
be congstent with the god's of the course.

Detailed criteria
1.0  Introductionsto programmes'modul es/units/sections

1.1  Explan the importance of the topic for the learner and cregte interest in the

materia
1.2 Provide an overview of what isto come

1.3  Forgelinkswith whet the learners already know and what they are expected to

learn
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14 Point out links with other lessong/'sections

15 Provide someindication of intended learning outcomes in ways that are directly

rdevant and useful to the learners

1.6  Giveindicationsof how long thelearner should spend onthe materia inthelesson

so that the learners can pace themsalves.

2.0  Leaning outcomes

21  Aredated dearly and unambiguoudy

2.2 Describe what the learners need to demonstrate in order to show their

competence

2.3 Areconggent with the aims of the course and programme

2.4  The content and teaching approach support learners in achieving the learning

outcomes

Orientationto the NPDE programme beginswith therelevant calendarswhich, asnoted in 3.1.15
above, were not particularly useful for 2003 and were revised for 2004. Once students have
registered they receive a series of generd tutorid letters. In 2003 there were six generd tutorial
letters dedling with issues such as a programme overview, a detailled guide to the assessment
drategy, detalls about content sessons, generd study skills and orientation to exams and
subsequent years of study. Tutorid letter 301 is useful in outlining the overal sructure of the
programme and the expected |earning outcomes of the qualification asregistered on the NQF but
thisisnot carried through into the module specific tutoria letter 101s. In genera thelinks between
the overdl programme, the specific modules and the specific assessment tasks require
grengthening so that teacher-learners are better ableto seethe programme asawhol erather than
asisolated parts. Mogt of the study guides contain advance organisers of somekind but theseare
not aways expressed asintended | earning outcomes. |n some cases (e.g. NPD043-F, NPD0O17-
D, NPD018-E) the terminology is dated and could cause confusion.
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3.2.2 Selection and coherence of content

What isat issue hereisrigour, interest and relevance. The content should be well-researched, up-
to-date and relevant to the South African context. The learners should also be able to see how
the content is related to the learning outcomes and goals of the course. Coherence is adso
important. If the components of acourse are contradictory or unrelated to each other, theimpact

of the course will be congderably lessened.
3.0  Sdection of content
3.1  Content is contemporary and reflects current thinking and recent references

3.2  Content is appropriate both to the intended outcomes of the programme as well

as recognisng prior learning
3.3  Content builds on learners experience where possible
34  Thereisappropriate variety in the sdection of content.

Among the first year modules the material for NPD001-4, NPD047-K, NPD048-L and
NPDO052-G is contemporary and reflects current practice. Thematerial for NPD043-F predates
the introduction of Curriculum 2005 and whilst useful ispotentidly confusing, especidly inthearea
of learning programme design. Much of the materid used in the programme, both in-text and in
asessment (see Section 3.3) provides opportunities for reflection on own practice and
experience. However, the content of NPD012-8 does not seem appropriate for Intermediate
Phase learnersin not being sufficiently chdlenging; the content of NPD031-B seems to assume
too much prior knowledge to be flagged as a recommended genera module for a minor study
option in the senior phase; the content of NPD036-G is dated and didactic in presentation and
the content of NPDO39K and NPD040-C focuses too narrowly on the history of KwaZulu-
Natal.

3.2.3 Presentation of content

Thisisto do with how the content is taught. Thereisno one ‘right’ way to teach content - it will
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vary according to the subject and the audience. However, there are certain pointers for a

reviewer.

These include, clear explanation of concepts and a range of examples, as wdl as sufficient and
appropriate ways for learners to process new concepts, rather than merely learn them off by

heart.

40  Presentation of content
4.1  Concepts are developed logicdly
4.2  Concepts are explained clearly using sufficient and relevant examples
4.3  New concepts are introduced by linking to learners existing knowledge
4.4  ldessare presented in managesble chunks

45 A vaiety of methods are used to present the content and succeed in keeping the

learners interest dive
4.6  Theoriesare not presented as absolute — debate is encouraged

4.7  Thecourse materidsmode the processesand skillsthat the learnersarerequired
to master —i.e. they practise what they preach.

Thereisawide variety of stylesof presentation in the materidsthat were reviewed. In generd in
most modules the materid is presented coherently and in logicaly sequenced chunks. However,
there is no consstent in-house style and some materias lean towards being overly didactic and
closed (e.g. NPD036-G and much of the Senior Phase Mathematics materia) whilst othershave
the form of an ongoing open-ended conversation which requiresfairly sophisticated reading skills
which one would perhaps not expect of learners at NQF Level 4/5 where the NPDE is pegged
(e.g. NPD0O48-L). Some materids begin with an inductive learning approach but then seem to
find themsdves changing style hadf-way through and becoming much more didectic (eg.
NPD043-F).
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3.2.4 View of knowledge and use of learners’ experience

Inthe South African context, whererotelearning and authoritarian views of knowledge have been
the norm, particular attention needs to be paid to the way knowledge is presented.

The perspective we would wish to promote is that knowledge should be presented as open and
constructed in contexts, rather than merely received in a fixed form from authorities. Learners
should be given opportunities to interrogate what they learn, and their prior knowledge and
experience should be vaued and used in the development of new ideas and practices. Frequent
opportunities and motivation for gpplication of knowledge and skills in the workplace, where

relevant, should be provided, but this should be done in areflective rather than mechanica way.

50  View of knowledge and RPL

5.1 Leaners own experiencesand understanding are seen asvaid departure points

for discussion

5.2  Knowledgeis presented as changing and debatable rather than as fixed and not
to be questioned

5.3 Leaners are encouraged to weigh ideas againg thelr own knowledge and
experience and to question ideas/concepts that do not seem to be adequately
Subgtantiated

54  Leaners are heped to contextudise new knowledge appropriately and a

concerted effort is made to empower learners to use theory to inform practice.

Not al of the printed study material seemed to acknowledge that teacher-learners come to the
programme with twenty to thirty years of life and teaching experience (e.g. Senior Phase Life
Orientation; NPD047-K); others seems to expect overly much from students at this level (e.g.
NPDO043-F; NPD031-B, NPD032-C; NPD048-L).
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However, nearly dl of the assessment tasksreviewed in theform of assgnmentsand examinations
acknowledged teacher-learners experience and offered opportunities to reflect on that
experiencein light of the sudy materid.

3.2.5 Activities, feedback and assessment

A mgor drategy for effective teaching in course materiasisthe provison of arange of activities
and drategies to encourage learners to engage with the content.
If the course designer provides feedback or commentary on these activities, then learners will

experience aform of the discussion that takes placein lively classrooms.

Furthermore, because learners work through the materias largely on their own, they need some
means of assessing their own progress. Comments on the activitiesin the materids can help to do
this. The assessment criteria for the programme as awhole should be made clear to learners and

should be appropriate to the intended learning outcomes.

6.0 Adivities

6.1  Theactivities are clearly Sgnposted and learners know where each begins and

ends

6.2  Clear ingructions help the learners to know exactly what they are expected to
do.

6.3  Theactivities are relaed to the learning outcomes.

6.4  Adtvitiesreflect effective learning processes

6.5  Actvitiesare sufficient to give learners enough practice

6.6  Activitiesare didributed at farly frequent intervas throughout a section

6.7  Activitiesshow arange of difficulty

6.8  Activitiesare sufficiently varied in terms of task and purpose
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6.9

Activities are lifelwork rd ated

6.10 Activities are redidtic in terms of time indications and resources available to

learners.

7.0 Feedback to learners

7.1

1.2

7.3

1.4

Feedback to learnersis clearly indicated

Feedback is offered in the form of suggestions and is only prescriptive where
necessary

The learners are adle to identify the errorsthey have made, and they are ableto

assess their progress from ther responses

Where cdculations are required, the stages in the working are displayed and
explained.

8.0 Assessment

8.1

8.2

8.3

8.4

8.5

There is an assessment Srategy for the course asawhole

The assessment tasks are directly related to the learning outcomes

Formative and summative assessment dtrategies are employed

Assessment criteria are made known to learners and feedback is provided on

Interim assessments which helps learners to improve

Mechanisms exit for learners to respond to feedback on assessment and these

are clearly explained in the courseware.

All of the materids reviewed contain activities for learnersto do in-text as they engage with the

sudy materias. Some of the activities are presented as add-ons rather than helping learners to
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engage with the content in a formative way (e.g. NPD047-K) whilst for other materiads the
number of activities and the way in which they have been made essentia to a proper
understanding of the text, raise concerns about the workload in relation to amodule weighting

of 12 credits (= 120 NLH) (e.g. NPD0O01-4; NPD043-F; NPD048-L ; NPD052-G).

Asnotedin 3.1.15 above, useful formative feedback to learnersislimited and the programme has
not yet managed to fully exploit assgnment feedback as a key learning and teaching tool.

The generd assessment drategy isoutlined in tutoria 303 for 2003 and discussed in some detall
inSection 3.3 of thisevaluation. In generd, athough the assessment tasks set seemed appropriate
in level, some of the exam papers perhaps focussed too much on higher leve <kills (eg.
NPDO047-K; NPD048-L) whilst others contained a preponderance of lower level skills (e.g.
NPDO043-F and Foundation Phase exam papers).

3.2.6 Language

Aside from the obvious importance of clear, coherent language a an appropriate level for the
learners, the kind of stylethat isused is crucid. The style can alienate or patronise the reader, or
it can help to create a congructive learning relationship with the reader. Style needsto be judged
interms of specific audience and purpose, and so astandard set of criteriaisnot useful. However,

itisaways hdpful if new concepts and terms are explained and jargon is kept to a minimum.
9.0 Languageleve

9.1  New concepts and terms are explained smply and these explanations are

indicated clearly in the text
9.2  Thelanguage used isfriendly, informa and welcoming
9.3 Leanersarenot patronised or ‘taked down to’
9.4  Thediscourseis appropriate to the learning intended

9.5 Thelanguageis sendtive asfar as gender and culture are concerned
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9.6  Thelanguage takes cognisance of the multilingud redlity of South Africa

9.7  Thelanguageisactive and sufficiently interactive.

In generd, the language level of most of the materid's seems gppropriate to the level and target
audience, especidly given that al teacher-learners work through NPDO001-4 to sharpen their
academic study skillsin English. A review of assgnmentsand exam scripts, aswel asengagement
with teacher-learners who have not understood some tutorid letter materia suggests that
particular care needs to be taken in the wording of assessment tasks. It should be noted thet the
medium of indruction in the programme is English, so al materids are printed in English. Only
NPDO001-4 makes atoken reference to the multi-lingual nature of South African society.

3.2.7 Layout and accessibility

Effective layout of printed materia's maintains a cregtive tendon between consstency and variety.
It isimportant that learners are ableto find their way through the various units and sections by the
provision of contents pages, concept maps, headings, subheadings, statements of aims and
learning outcomes, and other accessdevices. Thetext also needsto be broken up into reasonable

chunks, and the layout should assst the logicd flow of idess.

At the same time, a very predictable format can lead to boredom. A good way of introducing
variety isthrough the use of visual material such asconcept maps, picturesand diagrams. Thishas
the added advantage of catering for learners who learn best through visua representations of
ideas. Where appropriate, concept maps, pictures and diagrams should be included.

Where the course is presented through another medium, or where other media are used to
support printed course materias, Smilar issues of accessibility need to be applied to the other
media employed. The medium chosen, and the way it is used, should be appropriate for the

intended learning outcomes and target audience.

10.0 Leaning kills

10.1 Summaries and revison exercises are included at frequent intervasto assigt the
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11.0

12.0

learnersto learn
10.2  Kills for learning (such as reading, writing, andysing, planning, managing time,
evauationof own learning needs and progress) are appropriate to the outcomes

of the course and integrated into the materids

Accessdevices(intexts, corresponding featureswill belooked for in other materids, eg.

videos)

11.1  The numbering/headings system makes it easy for learners to find ther way
through the text

11.2 Thetext isbroken up into reasonable units

11.3 Headings and sub-headings are used to draw attention to the key points of the
lesson. This makes it easy for the learnersto get an overview of the lesson at a
glance. It dso makesit easy to find parts the learners want to refer to.

11.4 Thereisacontents page

11.5 Pretests are used wherever feasible to help the learners know what skills or
knowledge they need to have before starting the lesson/section

11.6 Linkswith previous knowledge and experience, with other parts of the same

lesson and with other lessons are indicated.

Visud aids (pictures, photographs, diagrams and cartoons) (in texts)

12.1 Thevisud ads used complement the written text

12.2  Linepictures, cartoons are well-drawn and appropriate for target learners. They
are gender and culture sengtive.

12.3  Wheregppropriate, concept mapsand diagramsareincluded to help thelearners
to get an overview of the materid and to assist the learning process.

12.4  Captions and explanations accompanying visud aids are adequate and give the
learners a clear idea of what their purposeis.

12,5 Indructiongexplanaions accompanying diagrams are clear and learners know

what they are expected to do.

124



12.6 Visud adsaewdl placed in the text.

12.7 Visud adsare of suitable sze.

12.8 Where printed materials are supported by other media, use of the other media
is clearly indicated in the materials and appropriate for the intended learning

outcomes.

Although there is no common in-house style, in genera the study materids reviewed were
engaging and provided a variety of ways to engage with the text, including graphics (a notable
exception is the study guides accompanying NPD017-D). Study skills developed in NPD001-4
are not carried across to other modules. Of al the modules reviewed in 2003, dl were print-
based and none made use of any other kind of learning resource such as audio-cassettes, videos,

|aboratory equipment etc.

3.3 Assessment strategy

Both the Unisa NPDE programme outline (Unisa 2001) and the national NPDE programme
outline (SGB05 2001) foreground therole of assessment intheimplementation of theNPDE. This
accords well with internationa recognition of the centra role of assessment in curriculum design,
asreflected in the following oft-quoted assertion from the influentid distance educeation writer,

Derek Rowntree;

If we wish to discover the truth about an educational system, we must ook
intoitsassessment procedur es. What student qualitiesand achievementsare
actively valued and rewarded by the system? How are its purposes and
intentions realised? To what extent are the hopes and ideals, aims and
objectives professed by the system ever truly perceived, valued and striven
for by those who make their way within it? The answers to such questions
are to be found in what the system requires students to do in order to
survive and prosper. The spirit and style of student assessment defines the
de facto curriculum. (Rowntree 1977/87:1)

As Rowntree asserts, the nature of the assessment practice has profound implications for the
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actua nature of the programme that is offered. The kinds of choices made in this regard are
influenced by underpinning educationd beliefs and values, often unarticulated, as well as the
purposes the programme designers had in mind.

This section explores the way in which the implementation of the Unisa NPDE has forced the
programme team to re-think the nature and role of assessment in a programme aimed at

developing the professional competence of teachers at a distance.

This section explores the following issues.

. philosophica and epistemnologica underpinnings

. the impact of OBE on assessment practice
. Unisd s understanding of the role of assessment in the NPDE
. examples of ways in which Unisa has sought to practise what it preaches with regard to

assessment on the NPDE programme.

3.3.1 Philosophical and epistemological underpinnings

In order to be ableto explain and judtify the programme’ s assessment practice, it is necessary to
arti culatetheunderpinning assumptionsabout education and learning. L uckett (1996) offersingght
into the ways in which a particular philosophica perspective can influence choices about
asessment drategies. Building on the work of Habermas, she identifies three dominant
perspectives. The table below isolates from Luckett’ s own those aspects of her thinking which

seem germane to the current discussion:

Table 12: Perspectives on assessment choices

Critical
(emancipatory
interest)

Traditional Hermeneutic
(technical (practical interest)
interest)
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Teacher-learner
relationship

An authority figure
who controls the
learning process in
a hierarchical
relationship: status =
power

i A leader who

| progressively yields
control of the

I learning process to
learners within a

| mentoring

| relationship; status

| and power based

| on merit

i A co-ordinator with
emancipatory aims
who emphasises

I commonality of
concerns within an

| open and

| democratic

| relationship;

| deliberately aims at

I power-sharing and

I participatory control

Dominant theory

Behavioural

| . .
l Social constructivist

Role of learners

A receiver of
transmitted
knowledge who can
produce correct
information within the
framework of what is
taught; often
instrumentalist
attitude to learning;
tends to adopt a
surface approach to
learning

l Constructivist
1

| An active constructor
of his/her knowledge
who builds it via

| experiential and
enquiry-based

I learning activities;
tends to adopt a

| deep approach to

| learning

1
| A co-learner who

participates in
socially significant

| collaborative
projects with a view

I to furthering social
justice and critiquing

| and reconstructing

| received knowledge

I

I

]

Assessment strategy
favoured

Tests the ‘what’;
summative; exams to
test acquisition of
prepositional
knowledge and
mastery of skills;
feedback often
limited

| Tests the ‘how’;

| summative and

| formative; varied

| procedures —open

| book, projects, orals,
etc. to assess
learner growth and
effectiveness of

I teaching;

| emphasises

| feedback as part of

| the leamning

| process;

| encourages a deep

| approach to learning

| Negotiated

| assessment; peer

| assessment; goal-

| based assessment -
| ie. learners’ critical
response and
contribution to action

The above table represents a useful and salutary framework of reference. In practice the three
dominant pogitions are not mutudly exclusive and any curriculum offering, both in planning and
implementation, will draw on the different perspectives at different times, which is why broken
rather than solid lines have been used in making the digtinctions suggested by L uckett.

Thevdue of the table liesin forcing the reader to think about what is believed about learning and
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how this should manifest itself in practice, particularly with regard to assessment practice. A
‘truth’, if such exigts, probably lies somewhere in an eclectic/plurdist consderation of the range
of human thought and experience but a particular stlance will likely dominate the thinking
underpinning any particular programme.

After reflection on these issues, it is possible to conclude that the Unisa NPDE is probably
positioned somewheretowardstheright of centre of thetable and thishasinfluenced thedecisons
made about how to assess the Unisa NPDE programme. There are clearly times when it is
necessary to lead the learning process in the NPDE, and to share a body of knowledge that
appearsto have stood thetest of time; a so inaprogrammedirected towardsimproved classroom
practice there are certain skills which can usefully be developed and where repetition of smilar
activities reinforced by feedback and reflection can guide teacher-learners through a Brunerian
spird of increasingly higher levels of competence.

However, learningismorelikely to be effective and bring about changeif thelearner ishim/hersdf
involved in the congtruction thereof (as was discussed in Chapter 2).

In addition, the congtruction of knowledge can be facilitated through engagement with structured
activitiesin printed text (and other media) but finds its culmination only in the direct exchange of
Ideas between people. Hence the fact that the NPDE is built around regular contact sessons,
during which assessment practices and feedback, and their underpinning assumptions can be

guestioned — and sometimes changed.

In addition to the influence of the dominant educationd philosophy, which will impact on dl
educational choices, decisons about assessment will be further influenced by the particular
purposes identified a a particular time and in a particular context. Raggeatt (1994) neetly

summarises the possible nature and purposes of an assessment practice as follows:
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[ Assessment] may be formative, enabling a learner or you to check the
response againgt criteria; it may be diagnostic, enabling at least an initial
Identification of strengths and potential areas of learning difficulty; it will
be used to provide guidance and feedback; it may be summative, providing
a grade which contributes to the final award; and it may be the source of
necessary external discipline without which a learner would fall too far
behind in hisor her studies. Assessment can al so motivate lear nersthrough
the admission of personal experience as a relevant source of learning and
of data for assignments and through the feedback from which you can help
learners to develop self-esteem and confidence in their development.
(Raggatt in Lockwood 1994:138).

Given the centrdity of assessment practice in the NPDE, any evauation of the programme will
necessxily entall examining the design, implementation and impact of its assessment policy. The
folowing genera criteria againgt which to evauate an assessment Strategy, were suggested by
participation in the year 2000 conference of the Association for the Study of Evauation in
Educationin South Africa (ASEESA). At this conference, many speakers put forward the same
kinds of criteriafor quality assessment practice and these have influenced the decisonsthat have
been made in the UnisaNPDE:

. Outcomes-oriented: assessment should measure the sgnificant learning thet learners
should actudly be able to demonstrate

. Standards: detailed descriptions of the quality of learning that is to be demondtrated
should be made clear and shared between educators and learners. This will include
descriptions of the content, context and competence that have to be considered when
demondtration of an outcome is being judged.

. Validity: the assessment procedures should assess what they are designed to assess.

. Reliability: the assessment procedures should alow standards of achievement to be
interpreted cons stently from learner to learner and over time (even when the judgements
are made by different assessors).

. Fairness:. the assessment procedures should not disadvantage any particular learners.
For example, they should not beinfluenced by any irrdlevant factorssuch asthelearner’s
cultural background.
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Comprehensiveness: assessment should cover the content, contexts and outcomes
adequately.

Practicality: assessment processesshoul d becost-effective, adminigtratively efficientand
alow for maximum ease of scoring where appropriate.

I nter pretation: the resultsof assessment should bemeaningful for theintended audience.
Authenticity: assessment should require demondration of learning in congruent red-life
contexts. (Mays 2000)
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AsKenyonet d. (2000) note, teacher-educators need to ensure that they can practise what they
preach with regard to their assessment practices, if they wish to bring about real change. In order
to bring about such change, it will be necessary to help the teacher-learners on the programme
reflect on their and Unisa s practices and underpinning assumptions. That isthe programme needs
to address educator’ s* sense of plaughility” (Prabhu 1990) if it wishestoinfluence changefor the
better. If the programme' s own assessment practice contradicts the gpproaches it is asking
educatorsto adopt in the classroom, thenit should come asno surpriseif the programme haslittle

or no impact on classroom assessment practice.

The centrd focus of the NPDE on changing classroom practice in generd would, in terms of the
kinds of criteria outlined above, agppear to militate againg the exclusve use of traditiona
examinations asan assessment strategy. Kenyon's(et al., 2000) assertion al so speaksto the need
for avariety of assessment processes 0 that the way the NPDE is ddivered moddsthe kind of

practice that should be seen in classrooms.

However, moving awhole or part of the assessment practice away from acontrolled examination
environment, inevitably raises questions about the reliability and authenticity of these dternative
forms of assessment. On thisissue, the following observetions are useful:

To bring balance to thisissueit isworth remembering that we are working
largely with adult open and distance learners whose reasons and
motivations for study are such that cheating is anathema to them. We need
to examine our own thinking and values regarding students and cheating,
and whether they continue to apply in ODL contexts. In the process of
providing for authentication, are we limiting or undermining the learning
experiences of the vast majority? What balances should be struck?

Benson (1996) offers some practical suggestions to minimise the problems

of authentication:

. Link assignments so that each one builds upon the former,
preferably with some application to individual student
circumstances.

. Individualise topics as far as possible with use of students' own
workplaces, lives and values as the source of discussion.

. Use self-directed forms of learning such as learning contracts.

. Use work-based mentors, supervisors or assessors to report on
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wor k-based learning projects and performance-based assessments.

. UseVvideo- and audio-based presentationsasan alter nativeto print.

. Undertake oral assessments by use of the telephone.

. Adapt or change assignment topicsregularly (but without losing the
alignment between objectives, content, teaching and learning
activities).

.. If ... we come to know our students by assessmentsthat engage us with
their worlds, then authentication is far lesslikely to be a problem.”

(Morgan & O’ Reilly 1999:80)
Interestingly, having assessed severd thousand assgnments for NPDE candidates, Unisa tutors
have encountered very few cases where teacher-learners have blatantly copied, or at least
submitted the same assignment, despite the fact that there are multiple opportunities for this to
happen. In discussions with teacher-learners on the programme, a ddliberate attempt has been
made to articulate the purpose of each assgnment and module and to distinguish between
exploring an assgnment together (one of the key purposes of contact sessions) and submitting the
same work, since there are currently no group projects in the Unisa NPDE programme. In the
few instances where tutors have encountered this problem, they have reminded the teacher-
learners of these discussions and have invited the teacher-learners concerned to resubmit their
assignments; separately and differently. To date, therefore, the Unisa NPDE experience would
appear to support the assertion made by Morgan & O’ Relilly.

Coats (1998) sums up the current debate on assessment practice as follows. “The overdl
message would seem to be that assessment is now more about learning than testing; assessment

for the benefit of the learner and their teacher rather than for accountability to some outside body

or programme.”

3.3.2 The impact of OBE on assessment practice

The NPDE is registered on the NQF and is directed at classroom-based educators who are at
the forefront of implementing new curriculum gpproaches.
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The movetowards outcomes-based education hastherefore had aprofound impact on the design
of the NPDE programme and in particular its assessment practices.

Geyser (2000) outlines some of the ways in which the move to outcomes-based assessment

practices has required changes. He presents his perceptionsin the form of a dichotomy between

‘conventional’ and outcomes-based practices.
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Table 13: Assessment paradigms

Conventional assessment

OBET assessment

Single attribute assessment: isolated knowledge or
discrete skills

Multi-dimensional assessments: knowledge, abilities,
thinking processes, meta-cognition and affective
factors

Behavioural approach to learning and assessment;
accumulation of isolated facts and skills; assessment
activity separate from learning; discrete, isolated
knowledge and skills

Cognitive approach to learning and teaching;
application and use of knowledge, assessment
integrated with learning and training; integrated and
cross-disciplinary assessment

Assessment focuses on retention of knowledge

Assessment is broad, covering a number of
assessment criteria that include skills, knowledge,
understanding, attitudes, values and disposition

Assessment by teachers/trainers and external
examiners who mark work and calculate the final
result in numerical terms

Assessment includes assessment by the teacher, self-
assessment, peer-assessment, resulting in a
descriptive statement of what the learner has
achieved

Major assessment is individual assessment: learners
are assessed individually with much secrecy
surrounding the test

Assessment criteria are discussed with the learners;
group, peer- and self-assessment; co-operative
learning and products; collaborative skills

A largely predefined curriculum structure with an
assessment and accreditation system in place

Training programmes, instruction and assessment
are viewed as flexible and alterable means for
accomplishing clearly defined learning outcomes

Curriculum and assessment systems are treated as
ends in themselves

Assessment based on clearly defined framework of
performance outcomes

Comparative (norm-referenced); test/exam driven

Criterion-referenced assessment; continuous
assessment

Assessment by a test or an example determines the
amount that the learner remembers

Assessment/evaluation over time, includes practical
demonstration of what learners know and can apply

Permanent records

Performance profiles

Single case assessments

Samples over time, e.g. portfolios

Marks as achievement

Performance as achievement

Time-based credits

Performance-based credits

Pen-and-paper testing; textbook based knowledge,
academic exercise, and implicit criteria

Authentic testing: use of knowledge in real life;
meaningful contexts, explicit criteria for assessment

Testing and grading every step of the way. Al
mistakes become part of a permanent record that
accumulates and constantly reminds of past errors

Mistakes are treated as inevitable steps along the
way when learners develop, internalize and
demonstrate high-level competencies.

(Mda & Mothata 2000:29-30)
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Although it is possble to have reservations about the notion of a dichotomy, the thinking
summarised in Table 13 provides auseful framework for the design of assessment practice on the

NPDE programme.

Underpinning many of the ideas in the table is a sense of the need to guard againgt an atomigtic
approach to outcomes-based assessment and to ensure that there will be opportunities for
integrated and holistic assessment in which groups of related, inter-dependent competences are
consdered smultaneoudy (Lubis et a 1998g) .

3.3.3 The role of assessment in the Unisa NPDE
It is through the programme's approach to assessment thet it will have the greatest chance of
forging a change in teacher’ s practice.

The approach to assessment in the NPDE should model the practices the programme is seeking
to have teecher-learnersimplement in their own classrooms: in other words the programme must

Seek to practise what it preaches.

The assessment strategy must be cons stent with outcomes-based approaches and hence should
be directed towards empowering the teacher-learners and affirming them through the provison
of formative feedback (including the opportunity to re-submit on occasion).

Lubis (1999:17) contends that assessment in education

entailsmaking sense of alearner’ sknowledge, skillsand valuesin a process
of direct or indirect human interaction.

The Department of Education (1996) sees assessment as an integrated and essentia part of any
learning programme and that the assessment system will, of necessity, comprisethree overlgpping
eements

. forma summeative assessment
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. ongoing forma continuous assessment

. ongoing informa formative assessmernt.

Fndly, the assessment approach must berigorous enough to stand thetest of externa moderation
so that successful graduates from the programme are assured that their qudification will be
recognised and portable.

3.3.4 Examples of ways in which Unisa has sought to practise what it preaches with regard

to assessment on the NPDE programme

Overall structure of the programme

Ongoing formal continuous assessment

Teacher-learners complete two assgnments for each of the five modules taken in one yeer (i.e.
10 assgnments during the year). These assignments count for 50% of the final mark for the
module and thereforeit is essentia that teacher-learners complete them. Usudly, they will hand
in the assgnments during contact sessions. If they cannot attend a contact session, they are
expected to make arrangements to get the assgnments to their tutor by the time of the contact
session or failing that to post them to Unisa. Assignment deadlines are staggered so that feedback

from one assgnment can be used to improve performance on the next.

Formal summative assessment

At the end of the year, teacher-learners write an open-book exam for each module (i.e. five
exams of 2-3 hours each). The exams count for 50% towards the find mark for each module.
Teacher-learners are entered for the examinaion automdicaly. The examinations follow the
modd set by the assgnments and serve an important purpose in assuring both teacher-learners
and externd moderators of the integrity of the programme.

By the end of the year, teacher-learnerswill therefore have accumulated marks for five modules.

The minimum mark for apassis 50%.
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I ntegrated assessment

Teacher-learners complete their formal assessment by submitting a portfolio.
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A portfolio is a sdection of their own work, and some of the work completed by their learners,
during the course of the year. Tutors have akey roleto play in advising teacher-learners on how

to compile their portfolios.

As noted below, assessment involves various participants and dthough assessment is eventudly
reduced to percentagesfor recording-keeping purposes, assessment isusually againgt descriptive

criteriaasillugrated baow.

Ongoing informal for mative assessment

A key purpose of regular contact sessionsisto facilitate discussion around questions such asthe
fallowing:

. What progress have we made since we |last met?

. What have we learned in this process?

. To what extent does our own experience confirm or contradict the ideas we have
discussed and read about?

. To what extent are contradictions generdisable?

. What problems, if any, are we having and how can we overcome them?

Central to these discussions is that teacher-learners receive ongoing feedback from their peers

and their tutor and are guided towards reflecting on their own practices and beliefs.

3.3.5 Portfolio assessment
As noted above, al teacher-learners on the NPDE programme are required to compile a

portfalio.
What isa portfolio?

A portfolio is a collection of work that is organised and presented as evidence of learning

achievements over aperiod of time,
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Why include a portfolio?

Assgnments and examinations by their very nature cannot reved everything that the teacher-
learners know and can do. Although, as noted above, many of the assgnments are classroom-
focussed, each focuses on a particular issue connected with a particular module. In order to get
a better picture of teacher-learners overdl achievements, it is necessary to offer additiona

opportunities for them to demonstrate what they can do.

In addition, the NPDE qualification, as recognised in the National Qudlifications Framework
(NQF), requires the inclusion of some “integrated assessment”. Thisisin recognition of the fact
that there has often been a big difference between the work that teacher-learners submit for
assgnments and examinations and what actually happens in the classroom. In the classroom
educators have to use their understanding of how learners learn, their classroom management

ills, their assessment dtrategies etc. within the same lesson in an integrated way.

Provided it contains appropriate evidence, a portfolio should help to meet this requirement.

Overdl, it is hoped that an appropriate portfolio will:

. encourage = f-reflection and self-assessment

. encourage the application of gpplied competence (an issue explored in detail in the
School and Profession module)

. offer an opportunity to demondtrate the depth and breadth of learning

. demondtrate growth in educators competence over the duration of the programme

. and, with some additions, possibly provide evidence for additional RPL (TL303).

What should go into the portfolio?
The focus of the NPDE is improved classroom practice. Teacher-learners portfolios should

therefore primarily consist of evidence of what is actualy happening in their classrooms.

The fird item in the portfolio is some evidence of alesson that the teacher-learners taught just
before starting the NPDE programme.
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They are asked to think back to what they were teaching earlier in the year. They are then asked

to sdect alesson that went well, and then include the following in their portfolio:

their lesson plan/notes and adescription of what actually happened (including wherethey
departed from their plan and why)

any materidsthat they prepared for the lesson

examples of work that their learners did during this lesson

detalls of their assessment Strategy and examples of their marking and record-keeping;
and findly but most importantly

a written discusson of why they think this lesson went well, explanations for any
departures from what they had planned and their ideas for teaching this lesson more
effectivdly if they repeat it again in future. As they progress through the NPDE
programme, we will expect them increasingly to be able to justify their decison-making
and evduation in terms of the theory presented during the programme.

Teacher-learners are then required to repesat this exercise for each module during the course of

the programme. Thiswill mean that by the time of the contact sesson in September of tharr first

year, their portfolio will consst of Sx sets of evidence:

1.
2.

A lesson they taught prior to or right at the start of the NPDE programme

A lesson they taught that was influenced by their work on the module Language and
Learning ills (NPD001-4)

A lesson they taught that was dso influenced by their work on the module The Teacher
in the Classroom (NPD043-F)

A lesson that they taught that was also influenced by their work on the module
Understanding OBE (NPD048-L)

A lesson that they taught that was dso influenced by their work on the module School
and Profession (NPD052-G)

A lesson that they taught that was dso influenced by their work on the module
Continuous Assessment (NPD047-K).
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Thustherr find set of evidence should demongtrate what they have learned cumulatively across
the entire first year of the NPDE.

During the course of their second year on the programme, teacher-learners are asked to compile

amilar sets of evidence for the modules that they will complete in their specidist area.

Thus by the end of the second year, when most teacher-learners will be completing their NPDE
programme, their portfolio will comprise even sats of evidence (plus anything additiona which
the teacher-learners themsaves fed is necessary to demondrate their competence).

How will the portfolio be assessed?
Asnoted previoudy, the integrated assessment portfolio is a requirement for qudification — it is
therefore essentid that teacher-learners complete the portfalio.

Teacher-learners will notice during the course of the programme that assessment issues come up
againand again. Thisisan indication of thecentral importance of transforming assessment practice
In seeking to transform and improve the qudity of the education sysem as awhole.

They will have read how the trend is towards involving other people, including the learners
themsdlves, in the assessment process. This hel ps the programme to avoid any bias and offersa
better overdl picture of what learners are cgpable of. It could be argued that the intention is to
practise what is preached on this programme.

The portfolio assessment therefore involves four levels of assessment:

. el f-assessment

. peer assessment

. tutor assessment

. externa moderation.
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Self-assessment
Teacher-learners are asked to assess their own portfolio againgt the criteria prior to presenting

it to others.

Peer assessment

Teacher-learners are then be asked to present their portfolio to their peers who will also assess
them againg the criteria. In their presentation they use the evidence in their portfolio to
demongtrate how their classroom competence has devel oped over the course of the programme.
They must negotiate with their peers so that both the teacher-learners themsalves and they are
satisfied with the overal assessment.

Tutor assessment

Once the teacher-learners and their peer group have agreed on an assessment category, their
tutor will award afind mark from within that category. The tutor can award a mark only within
the category they have agreed; however they must be prepared to justify their decisons. Thetutor
must play a mediating where consensus has not been reached.

External moder ation
Experts from outsde the norma tutorid group are asked to moderate the qudlity of the

asessments made. Moderators: comments can influence the find assessment grades globally.

Peer and portfolio assessment are key components of the University of Fort Hare B.Prim.Ed
programme, which has had a profound impact on the classroom practice of teacher-learnersin
the Eastern Cape (Mays 2001; SAIDE 2001). The UnisaNPDE programme draws on the Fort
Hare experience in implementing the NPDE programme.

What ar e the assessment criteria?
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The assessment criteria are as set out below.

1.

The portfolio contains Six sets of evidence at the end of 2002 and eleven sets of evidence

a the end of 2003 which contain dl the dements sat out above.

The portfolio is presented in an organised and systematic way and the educator is able

to usetheevidenceintheportfolio to demonstrate his’her applied classroom competence.

Takenasawhole, the portfolio must demonstrate evidence of applied competenceinthe

fallowing seven roles outlined in the Norms and Standards for Educators (DoE 2000)

policy document:

31

3.2

3.3

Learning mediator

The portfolio presentation provides evidence of the educator’ s ability to mediate
learning in amanner which is sengitive to the diverse needs of learners, including
those with barriers to learning; to construct learning environments that are
appropriately contextudised and inspirationd; to communicate effectively
showing recognition of and respect for the differences of others; to demonstrate
sound knowledge of subject content and various principles, strategies and

resources appropriate to teaching in a South African context.

Interpreter and designer of learning programmes and materials

The portfolio presentation provides evidence that the educator can understand
and interpret provided learning programmes, desgn origind learning
programmes, identify the requirementsfor aspecific context of learning and sdlect
and prepare appropriate suitable textua and visua resourcesfor learning; sdlect,
sequence and pace the learning in amanner sendtiveto the differing needs of the

subject/learning area and learners.

Leader, administrator and manager
The portfolio presentation provides evidence that the educator can make

decisons appropriate to the leve; manage learning in the classroom; carry out
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34

35

3.6

classroom adminigrative duties efficiently; participate in school decision-making
sructures (e.g. lessons that result from a group planning process). This
competence will be performed in ways which are democratic, which support
learners and colleagues, and which demonstrate responsiveness to changing

circumstances and needs.

Scholar, researcher and lifelong learner

The portfolio presentation provides evidence of the educator’ s ability to achieve
ongoing persona, academic, occupationd and professonal growth through
pursuing reflective study and research in their learning area, in broader
professona and educationa matters, and in other related fields.

Community, citizenship and pastoral role

The portfolio presentation provides evidence that the educator practises and
promotes a critical, committed and ethica attitude towards developing a sense
of respect and responsibility towards others, upholds the condtitution and
promotes democratic vaues and practicesin schoolsand society; isableto build
supportive relationshipswith other role players and addresses critica community
and environment development issuesincluding HIV/AIDS.

Assessor

The portfolio presentation provides evidence that the educator understands that
assessment isan essentia feature of theteaching and learning process and knows
how to integrate it into this process, has an understanding of the purposes,
methods and effects of assessment and is able to provide helpful feedback to
learners, can design and manage both formative and summative assessment in
ways that are appropriate to the level and purpose of the learning and meet the
requirements of accrediting bodies; keeps detailed and diagnostic records of

assessment; understands how to interpret and use assessment resultsto feed into
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3.7

processes for the improvement of learning programmes.

Learning area/subject/discipline/phase specialist

The portfolio presentation provides evidence that the educator iswell grounded

in the knowledge, skills, vaues, principles, methods, and procedures relevant to

the discipline or occupationd practice; knows about different approaches to

teaching and learning and how these may be used in ways which are appropriate

to the learners and context; has a well-developed understanding of the

knowledge appropriate to the speciaism.

Clearly, in planning how to present their portfolios, teacher-learner will need to draw attention to

thair achievements in these seven areas.

Table 14: Assessment grading

Excdlent Very good Good Fair Weak
Surpasses Meetsall Meetsall Just meets Does not
the minimum the criteria the criteria most of the yet meet the
criteriain well andis well. criteriaina minimum
every excdlentin minimum criteria

respect Some areas way
76-100% 61-75% 51-60% 26 - 50% 0-25%

When will the portfolio presentations happen?

Time is made available during the final contact session for teacher-learners to present their

portfolios to their peers and ther tutor. They should therefore bring their portfolio to the fina

contact session.

Portfolio presentations have been scheduled in the last contact session for the first year of the

programme for formative purposes only and do not contribute to teacher-learners find mark.
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The purposeisto ensure that everybody fully understands the criteria and process so that during
the ensuing year, teacher-learnerswill have achance to augment their portfolios where necessary

in order to make a more convincing case for the competence they have acquired.

3.3.6  Ensuring rigour in the assessment process

Designing appropriate assessment tasks

Ensuring rigour in the assessment process begins with designing tasks that promote applied
competence in line with the overdl purpose of the qudification. Beow are three examples of
wherethe UnisaNPDE programme has attempted to devise tasks of avaried and authentic nature

in order to meet these requirements.

Assgnment tasksare discussed during contact sessonsprior to teacher-learners: attempting them

and again when tutors provide feedback on the marked assgnments.

Table 15: Reflection on practice: example of an open-ended assessment task

NPDO048-L Assignment 2: Question 3

In this question, we want you to reflect upon your own practice.

3.1 Inyour assgnment, paste in the lesson plan for one of the lessons you taught this week.
The lesson plan should cover at least one hour of teaching time (possibly covering more
than one period).

3.2  Now number each step in your lesson plan.

3.3  For each step you have numbered, answer the following questions:
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331

3.3.2

34

35

3.6

3.7

3.8

How did you expect this step to contribute to the outcomes you had planned for

this lesson?

Why did you choose to teach in thisway? 4
What factors influenced your choice of outcomes for this lesson? 2
Did you achieve the outcomes you had planned? Explain how you know. 3

Now write down a description of what actually happenedin the lesson. Try to be as

honest and as detailed as possible. 4

Now answer the following questions:

3.7.1 Didthe actud lesson depart from what you had planned in any way?If yes, why
do you think this was s0? 2
3.7.2 Did your learners learn anything in this lesson additional to what you had
planned.
If yes, why do you think thiswas s0? 2
3.7.3 Havingtaught thislesson, will you do anything differ ently the next timeyou teach
thistopic? If yes, say what you will change and try to explain why. ()]

Briefly describe the ways in which your participation in this module has influenced your
classroom practice, if a al. Try to explain how or why thiswas so. 4

[23]
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Table 16: Response to a case study/scenario

NPD052-G Assignment 2: Question 4

As an education partnership, the organised teaching profession consists of teaching councils,
teachers associaionsand teachers' unions, dl of which promotethe professiond interestsof their

members in a structured way. In this question we explore why there needs to be such &

partnership.

It is Monday morning at the beginning of October. Seven days previously, salary
negotiations between public service unionsand the Ministry have deadlocked and SADTU,

NAPTOSA and SAOU have called for a strike.

Not surprisingly, therefore, when Mr Sbande, the principal, arrives at the school at 10am
on Monday morning (having first gone to the traffic department to pay a speeding fine),
there seem to be few educatorsin attendance and learners are wandering around all over

the place.

Mr Sbande arrives at his office to be confronted by a group of very angry learners from
the college’ s LRC, who complain that missing any classes at thislate stagein the year will
impact badly on learners’ preparations for the coming examinations. They threaten that
If the teachers are not back at the school by the afternoon, the learners will trash the

grounds and will refuse to write examinations if they are not postponed.

Oncein his office Mr Sbande finds several letters and memoranda on his desk:

. a circular from the Department requesting his attendance that afternoon at g
symposium on the new curriculum framework

. a letter of resignation from the Head of the HSS department which takes the

principal completely by surprise

. aletter froma female member of staff accusing her HoD of sexual harassment and
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As Mr
door. |

Science

threatening legal action

a memorandum from two of the Maths educators saying they will not be at the
college all week because they are attending an AMESA (Association for Maths

Educatorsin SA) conference.

S bande finishes reading this pile of papers, there is sudden frantic knocking at the
appearsthat some learners, excited by the lack of supervision, have gone into the

laboratory and begun experimenting with some chemicals they have found on the

desk oyitside the locked store room. One of the |earners has been badly burned by acid. Mr

Shand
what h

41

4.2

One h3

P calls an ambulance and then phones the chair person of the SGB to inform her of

As happened ...

n acase like the above, whom would you say is at fault regarding the injury to the

learner? Why do you say this? 2

You will notice that severd different levels of management and governance are festured
in the case study and together comprise what could be caled the organised teaching

profession.

Make atable like the one below in which you try to identify:

. the different role players

. ther functions within the sysem

. how they have contributed, if at dl, to the Stuation outlined in the case study.
5 been done as an example.
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Role-player Function Contribution to situation

Government Sets out a policy and legislative Inability to come to an agreement, has
framework, as well as funding and resulted in union action which in turn is
provisioning the education system. responsible for the lack of adequate

supervision in the school.

Unions 421 422
Associations 423 424
SGB 425 426
SMT 4.2.7 428
429 4.2.10 4211

Any one other

(22)

Table 17: Response to a newspaper article/real-life event etc.

NPD052-G Assignment 2: Question 2

In this question we want you to think about what you understand to be the characteristics of a

professiona educator.

Onthelast page of the assgnment isan advertisement that was placed by the national Department
of Education in the nationa media

We would like you to write a motivation for someone you know, or someone you would like to

know, to recelve a‘nationa teacher award'.

Y ou must be able to describe the kind of professiond behaviour that the person demonstratesin

order to be able to justify your nomination.
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Establishing criteria for assessment

Having attempted to design authentic assessment tasks, it is necessary to provide appropriate
assessment criteriaand to discussthese. The necessity for trangparent assessment criteriaisakey
aspect of outcomes-based assessment practices. An example of assessment criteria directed to
learnersis provided in the discussion of the portfolio above. However, it is equaly important to
develop criteriaagainst which to assess other aspects of the programme. For example, feedback
on assgnmentsisacrucia aspect of the learning and teaching processin the NPDE programme.
Therefore, UnisaNPDE tutorsareintroduced to thefollowing criteriafor marking during therr first

traning sesson.

In a subsequent training session, tutors were invited to evauate some of their own marked

assgnments againg these criteria

Assignment marking criteria derived from SAIDE, 1998.

Look for evidence of the following in assgnments and assgnment feedback:

Do the assgnments and feedback help to:

1 Consolidete the learning?

2. Provide a progress check (for learners and tutors)?

3. Provide academic support (i.e. guidance on writing, editing, pacing themselves,
accessng/using/acknowledging information ...)?

4, Moativate the learner (even if he/she has not done very well)?

Look at the comments made and try to find evidence of:

5. a system for giving feedback that is consstent across dl the assgnments and easy to
understand

6. commentsthat demongtrate that the tutor hasread the ass gnment and that establishesand

maintains an empathetic/supportive didogue

152



10.
11.
12.

13.

14.
15.
16.
17.
18.
19.

comments that indicate errors or Smple misunderstandings with reference to course
meaterid, so that the learners can check and make their own corrections

comments about the relevance or gppropriateness of the content and approachused by
the learner in answering the assgnment

comments which offer support and encouragement

commentson assgnment writing skillsand advice on sudy skillstechniquesand srategies
comments that explain the grade/mark they have been given

agenerd summative comment on the assgnment at the beginning or end which indicates
whether the intended outcomes were achieved, as well as specific comments next to
relevant sections of the assgnment itself

a conggtent system for providing useful formative feedback on language issues rdating
to meaning, coherence, cohesion, language of discourse/discipline, generd accuracy ...
reference skills

comments which extend outstanding learners

asysem for flagging at risk learners

efficient record keeping

provison of model answers

benchmarking (Assessment criterial norm referencing?)

respect for adult learners

Look for agtructure in the feedback such as the following:

20.1

20.2

Start with pogtive comments on the assgnment, and build on the drengths of the
assgnment
Follow thiswith congtructive criticism, giving examples of wesknesses and possibleway's

to overcome them.

20.3 End off with encouragement to motivate the learners

20.4 Comment on accuracy in caculation of marks.

Sampling and feedback
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Unisa sNPDE tutors have been encouraged to mark assgnmentsin teamsagaingt guiding criteria

and suggested memoranda.
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However, in 2002 and again in 2003, team marking was not dways financidly feasble due to
the distances involved between some centres (36 centres in 5 provinces in 2002). Tutors are
therefore required to submit samples of marked assgnmentswith their marksheetsand claimsand

receive feedback from the Faculty if there are any problems.

Discussion during contact sessions

Tutorsfacilitate discuss on on the marked ass gnments during subsequent contact ons. During
these sessionsteacher-learners areinvited to compare ass gnments and marking and to chalenge
the assessment againgt the agreed criteria. In one or two cases, these discussons have led to

assignment marks being changed.

Exam setting and marking

As noted previoudy, exams form part of the assessment Strategy, primarily to assure teacher-
learners and externd moderators of the rigour of the programme but aso to help motivate and
direct learning (Ebd 1979 in Gultig et a 1998b:43- 48). Each exam paper is developed by an
expert in the field and reviewed by a second examiner. As with assgnments, exam tasks are
designed to try to yield evidence of applied competence rather than regurgitation of factua
content. Due to the different kind of task set in keeping with an attempt to assess applied

competence, the examinations are open book sessions.

In order to ensure rigour during the exam-marking, the following processis followed.

Exam marking process

11 Examiner(s) prepare draft memoranda and team review dl papers.
1.2 Team meets to discuss memos:
1.2.1 Examiner(s) lead discusson through draft memo
1.2.2 Team contribute posshbilities around differing interpretations and responses.

1.3 After exam has been written, markers receive copies of paper to review.
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14

15

1.6

17

Examiners collect exam scripts, mark a sample, revise memorandum if necessary,

make 12 copies of 10 scripts for training purposes.

Examiners conduct atraining session:

151

1.5.2

153
154
1.5.5

1.5.6
1.5.7
1.5.8

Examiners lead discusson through draft memorandum and marking team
contribute possibilities around differing interpretations and responses.
Marking team mark the 10 prepared scripts according to the memo and then
discuss and resolve any differences.

Examiner dlocates 100 - 125 scripts to each marker (who signsfor same).
Each examiner marksfirst 5 scripts from higher batch.

One script is moderated by another member of the team. Any differences
must be resolved, with the help of the examiner if necessary, before
proceeding.

Another 5 scripts are marked and moderated (by another team member).
This process continues until the examiner is stisfied.

A scheduleis agreed for the following Saturday when markers meet with the
examiner on aone-to-one basis to return scripts and mark schedules and for

moderation purposes.

Examiners conduct moderation session 1;

16.1
1.6.2
1.6.3

1.6.4

Examiners meet with each marker on a1 to 1 basisfor 30 - 45 minutes.
Anomadiesidentified by the marker are first discussed and resolved.

Some scripts are moderated by the examiner and differences discussed and
resolved.

A second and find batch of scriptsis taken by the marker (and signed for).

Examiners conduct moderation session 2;

1.7.1
1.7.2
1.7.3

Examiners meet with al markers for 1-2 hours.

Anomdies identified by markers are first discussed and resolved.
Scripts are collected in and claim forms submitted:

1.7.3.1 Markers claim for R15/ script marked (200 - 250/marker)
1.7.3.2 Three return vists to/from the marking centre.
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3.3.7 Portfolio for RPL purposes

In addition to the use of the portfolio for integrated summative (and formative) assessment
purposes, Unisa has needed to respond to the Department of Education’s desire for RPL for
REQV 11 candidatesby extending theexisting programme portfolio with additiond evidence. This
IS discussed in section 3.4.

34 RPL strategy

The NPDE qualification as registered on the NQF is a 240-cedit programme at NQF Level 5.
However, the qudification dipulates a minimum of 120-credits of new learning and dlows that

up to 120-credits may be offered in the form of Recognition of Prior Learning (RPL).

InJune 2002, the Department of Education hosted anational workshop on RPL for stakeholders
involved in the implementation of the NPDE programme.

During thisworkshop it was made clear that providerswere expected to develop RPL processes
that would alow both REQV11 and REQV 12 educators to receive the maximum 120-credit
recognition so that al educators currently enrolled would have the opportunity to complete the
qudificationin two years of distance education study. It was argued by various interest groups
at this workshop that:

 thereisno professond difference between an REQV 11 and an REQV 12 educator

» holding amatricislargdy irrdlevant to dlassroom practice a the level of GET

« that blanket recognition should be given for dl informa in-house DoE training e.g. for OBE
« that sudents should be assessed against the programme outcomes not against their completion

of acertain number of modules or credits.

157



In addition, it was made clear that apart from some possible support from the Department of
Educationfor theinitid training of RPL assessors, the cost of the RPL process should be borne
by the providers themselves.

During the workshop it further emerged that there was a nationd consensus on dlowing an
exemption of 120-creditsto al REQV 12 educators and that the proposed new RPL processes
would therefore apply only to REQV 11 educators.

The workshop and the ensuing discussions raised the following questions about RPL paliciesin
generd and Unisa practices in particular:

*  What exactly is meant by RPL?

* What isRPL offered for?

» What evidence will be required and what processes need to be followed?

»  What are the implications for existing practice?

* How does Unisa attempt to meet the challenge?

3.4.1 What exactly is meant by RPL?

According to the National Standards Bodies Regulations No. 18787 of 28 March 1998
(quoted in SAQA 2002:6):

recognition of prior learning means the comparison of the previous learning and
experience of alearner howsoever obtained against the learning outcomesrequired
for a specified qualification, and the acceptance for purposes of qualification of that
which meets the requirements ...

... which concept includes but is not limited to learning outcomes achieved through
formal, informal and non-formal learning and work experience.

From this definition RPL can be seen as a centrd pillar of the NQF in seeking to give redity to
notions of equity, access, redress and lifelong learning through affirmation of learning that has

takenplaceinavariety of contextsand Stuations. However, questionsarise about the equivalence
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of these different learning experiences and RPL processes in Higher Education may then be
contested.

It can be argued that experientia learning is characterised by subjectivity and a very narrow
contextual focusin contrast to an academic learning experiencewhich, idedlly, providesabroader

and more objective perspective. However, as Osman and Castle observe:

As university educators, we accept that experiential knowledge is distinct from
academic ways of knowing, and that learning that occursin a variety of contextsis
not alwaystransferable, but we believe the epistemol ogical challengesin RPL relate
to whose knowledge is valued and privileged, and whether knowledge outside
disciplinary boundaries can be recognised by those within the discipline. Different
kinds of knowledge and learning may complement each other. They may be
independent rather than exclusive. Furthermore, we suggest that the university can
beboth a sitewhich definesand constr ucts knowledge and a site which examinesand
engages critically with different contexts of knowledge creation. (2002: 65)

SAQA arguesthat RPL isaprocess

requiringahigh degreeof flexibility, sensitivity and specialisation, giving asmuch weight
to the provision for learner support and preparation as it does to the preparation of
assessment methods, instrumentsand administrative systems to record and protect the
integrity of the results (SAQA 2002:8).

The Committee of Technical Principas (CTP) outline the following ten standards based on
internationally accepted benchmarks for RPL assessment, in particular the work of the Council for
Adult and Experientid Learning (CAEL):

. Credit should be awarded only for the learning which has occurred and not for
experience alone.

. Credit should be awarded only for relevant levels of learning.

. Credit should be awarded only for learning that has a balance, appropriate only
to the subject, between theory and practical application.

. The determination of competence levels and of credit awards must be made by
appropriate subject matter and academic experts.

. Credit should be appropriate to the academic context in which it is accepted.
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. Credit awards should be monitored to avoid giving credit twice for the same
learning.

. Policies and procedures applied to assessment, including provision for appeal,
should be fully disclosed and prominently available.

. Fees charged for assessment should be based on the services performed in the
process and not determined by the amount of credit awarded.

. All personnel involved in the assessment of learning should receive adequate
training for the functions they perform, and there should be provision for their
continued professional development.

. Assessment programmesshould beregularly monitored, reviewed, eval uated and
revised as needed to reflect changesin the needs being served and in the state of
the assessment arts. (Du Pré & Pretorius Eds 2001:14-16)

SA QA further arguesfor aholistic gpproach to RPL based on thefollowing principles (SAQA 2002:9
-10):

» subscription to the principles and values of human development and lifelong learning and
in particular the need for access, equity and redress

» learner centred support systems that address contextual factor s affecting the RPL process

» astandpoint of critical theory which challenges current practice and the assumptions on
which it is based

 flexibility in the use of assessment methods and instruments

» maintenance of the integrity and standards of the NQF as a whole

» alearner-centred and developmental approach

* RPL asthefirst step into a learning programme

» therecognition of different purposes for RPL assessment

» aprocessthat benefits all stakeholders.
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There would seem to be congruence between SAQA’s standpoint, the CTP guiddines and that of
Unisa as articulated in its Policy Document on Assessment and Accreditation of Experiential
Learning. Unisa s policy document distinguishes between two forms of RPL (Unisa 2001: 4):

 transfer of academic credit (i.e. recognition of studies completed at another institution)

« experiential learning assessment and recognition (i.e. recognition of learning acquired
through work/life experiences against intended |earning outcomes).

Osman& Cadtle (2001:55 - following the classification of Butterworth and McK evey (1997)) equate

the latter gpproach with a developmental model of RPL and suggest the following comparison:

The developmental model of RPL is valuable because it stimulates personal reflection
which contributes to personal and professional development. It has the potential to
advance students' perceptions of past experiences to a new level, enabling them to
declare their reasons for study and also enhancing their sense of self-worth. This
contrasts sharply with the credit exchange model which requires no reflection on the
significance of these experiences and no emphasis on personal or professional
development (Butterworth & Mckelvey 1997; Harris 1999).
Bothformsof RPL gpply to the NPDE and herein lies a problem regarding the question of what RPL

is offered for.

3.4.2 What is RPL offered for?

Asnoted previoudy, the NPDE catersfor the needs of underqualified classroom-based educators at
REQV11 or REQV12.

The digtinction between REQV 11 and REQV 12 restsin the fact that the latter have completed matric
and the former have not. In order to access the NPDE programme, REQV 11 and 12 educatorswill
both have undertaken the same duration and level of professond development eg. PTC, STC etc.
However, REQV 12 candidates, with matric plus PTC or equivaent, receive exemption from 120
credits of the NPDE programme by national consensus, whereas REQV 11s, with the same degree

of professona development, do not.

If the programme evolved an RPL strategy geared towards recognising Level 4 (FETC equivaence)

learning acquired fromwork or life experience, it would create a just means of comparison between
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REQV 11 and 12 educators, but undermine the professiona deve opment focus of the NPDE which
isprimarily concerned with improving classroom practice. It a so raises questions about what remedia
programme should be offered if the candidate for RPL is found to be not yet competent in one or

more areas.

If, on the other hand, the programme developed an RPL drategy linked to the intended learning
outcomes of the NPDE, it would remain faithful to the intent of the qualification but would not redly
offer comparable learning pathways to both types of candidate. In Unisa s case thismeansthat there
would be an anomdous stuation in which the programme would require evidence from an REQV 11
candidate that he/she can demongtrate applied competence with respect to specialised educeation and
overcoming barriers to learning and development (NPDO50-E), but would have exempted an
REQV 12 candidate from this module on the basis of having completed a matric!

In fact, both REQV 11 and REQV 12 educatorswould probably benefit from completing most of the

ful NPDE programme as the concerns raised by research emanating from the President’ s Education

Initiative apply equally to both categories of educator. The PEI research found that:

» there was generdly not a culture of reading among South Africa s educators

« many educators had themsdlves not mastered the conceptua understandings of the learning areas
they were required to teach; and

» may educators were ill locked into a didactic, transmisson style of teaching (Taylor and
Vinjevold 1999).

However, it is necessary to be pragmeatic and accept that it will not be possible to require educators
to complete afull 20-module programme (or provide detailed evidence of prior learning thereof): it
Is surely better to try to make a small difference than to make no attempt to improve classroom

practice at all.

A further tension exists between acommitment to RPL in policy and the practice of offering acontact-
supported mode of delivery. A commitment to RPL suggests that teacher-learners should be ableto
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goply for RPL againgt any component of the programme, subject to completing a minimum of 120

credits of new learning:

Institutionswill need to find ways of becoming moreflexiblein design and delivery of the
curriculumto allowfor learner participationinthefinal selection of coursesand modules
in a qualification (SAQA 2002:18).

On the other hand, the logistica arrangements involved in offering a contact supported programme
favour the notion of a compulsory core curriculum and limited options. For example, the NPDE
curriculum offered by Unisa a present involves 24 different sudy options in an atempt to meet the
variety of needsidentified by the Department of Education (and that iswithout offering coursesin two
learning areas in 2002/3). The result of greater choice is that decentraised contact support will no
longer be economically viable in 2003 in most centres that have been used to support a core
programme in 2002. If it is accepted that each learner might in fact follow hisher own individua
learning pathway then either it will be necessary to centraise provison or the programme will need
to substantialy raise fees. Thus an RPL process aimed at overcoming one et of barriers to access

can result in others being raised.

Currently, Unisaoffersacurriculum within which thereis some choice and some opportunity for RPL
but which aso involves modules considered compulsory and not subject to RPL.

This means that for each specidisation offered, currently there are only some modules for which
educators may apply for RPL.

3.4.3 What evidence will be required and what processes need to be followed?

Thereiscongruence between Unisal s(2001) RPL policy and SAQA’s(2002) draft policy document
onRPL with regard to thefact that |earning needsto be demongtrated through the provision of suitable
evidenceto thiseffect. The Unisapolicy document (Unisa2001:5) arguesthat “ Creditisawarded only
for learning, and not for experience [aone].” The need to provide quality evidence for what hasbeen
learned is dso emphasised by SAQA, but with some provisos:
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Quality of evidencerelatestoreliability, validity, authenticity, sufficiency and currency.
Particularlyin RPL assessment, thelatter two issuesof quality areimportant. Inthe case
of sufficiency, it is not only a question of whether enough evidence has been gathered.
Sometimes, in an attempt to ensure rigour, assessors require too much evidence (e.g.
extensive triangulation) and thus make the assessment process very onerous for
candidates. (SAQA 2002:16)

There are four components to the NPDE curriculum with exit level outcomes attached to each:

. Component 1: Fundamental learning
. Component 2: Specialist roles
. Component 3: General learning and teaching processes

. Component 4. School and professional issues (SGB05: 2001).

Clearly, evidence will need to be gathered which demondtrates that learning has happened against
those outcomes of the programme which are not addressed as part of the compulsory curriculum (if

such exists).

A review of theliterature on RPL practicein genera and in teacher programmesin particular suggests
that such evidence might include:

» Portfolios

 Lesson observations

» Micro teaching

» Interviewseg. ord exam, one-to-one didogue, pand interviews, leaderless group discussions
» Reflective accounts of experience

o Journds

* Work samples

« Simulations e.g. role plays, responses to case studies etc.

» Controlled written responses e.g. essays, chalenge exams, basic literacy/numeracy tests

» Freewritten responses e.g. logs, reports, diaries, assgnments, CVs

o Tedimonidd letters of vaidation.
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Of these various kinds of evidence, portfolios are the most widely favoured for RPL practice.
According to Unisa sstandard RPL policy document, “ Portfolios require the submission of evidence
of skills and knowledge clamed by the gpplicant. Such evidence might include:

» Certificates from previous education and training courses

» Licences

» Annotated bibliographies

» Challenge examinations

* Sandardized tests

» Written tests and assignments

* Products of any nature relevant to the courses offered at the university: art portfolios,
publications

» Samples of completed work such as copies of documents or reports

» Employment related documents such as resumés, performance appraisals, business books
efc.

» A statutory declaration outlining previous types of work and experience

» References from current and past employers, supervisors and colleagues

» Testimonials from persons holding relevant qualifications in the area being assessed

» Photographs of completed work certified by a referee or accompanied by a statutory
declaration

» If self-employed in the past, evidence of running a business using the skills and knowledge
being claimed” . (Unisa 2001:12)

The question thus arises as to what kinds of evidence are best suited to demonstrate competence

agang different kinds of outcome?

As noted above, the NPDE comprises four components. For the Unisa NPDE programme,
component 4 isaddressed as part of acompulsory core programme. However, it isnecessary to offer
RPL opportunities for each of the other three components.

Component 1. Competences relating to fundamental learning

This component is concerned with the educator’ s own basic language and numeracy skills. The exit

level outcomes related to this component are as follows.

Exit level outcome 1.1
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Candidates demongtrate competence in reading, writing and speaking the language/s of ingtruction in
ways that facilitete their own academic learning and their ability to facilitate learning in the classroom.

Competence is evident when candidates are able to:

» usether main language of ingruction to explain, describe and discuss key concepts in thelr area
of specidisaion;

» Uuse asecond language to explain, describe and discuss key conceptsin aconversationd style;

» read and interpret with understanding written and graphic materials relating to their area of
Specidisation;

« read academic and professiond textscriticaly, in order to integrate and use the knowledgein their
own studies and in thelr teaching;

» convey the content of their area of pecidisation in written, graphic and other forms which are
appropriate to the development level/s and language ability of the learnersin their care;

 usebascinformation and communication technology to further their own learning and facilitate the
learning of others;

» sdect and use study methods appropriate to their own needs as well as the demands of the
Specidisation.

Most of the above outcomes have been built into Unisa's core NPDE programme through an

introductory module on Language and learning skills (primarily in English, the language of

ingruction). However, a process needed to be developed to assess competence in using another

language to explore classroom and professiona issues in a conversational way. The language of the

qudification isambiguous in this area and the Unisa programme has assumed that if English isteken

as the medium of indtruction, then it would need to provide opportunities for educators to try to

engage with the issues raised by the programme using their mother tongue (i.e. their first language in

redity, but their second language for the purposes of the programme).

Exit level outcome 1.2

Candidates demondrate competence in interpreting and using numerical and dementary Satistica
information to facilitate their own academic learning and their ability to administer teaching, learning
and assessment.

Competence is evident when candidates are able to:

« goply their undergtanding of numerica and satigtical information to educationd issues, cross-
curricular activities and their own learning

« goply their understanding of numeracy and statistics to manage classroom resources and monitor
learner attendance;

o goply their understanding of numeracy and datistics to record, interpret and report on the
academic progress and achievement of their learners.
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For both the conversationa use of a second language and for demondration of the above
competencesin the area of numeracy, development of portfolio evidence seemslikely to prove both
difficult and more onerous than actualy taking the relevant modules. It would therefore seem more
appropriate initidly to offer candidates the opportunity to attempt a challenge test. In the event that
the chdlenge test suggeststhey are not yet competent, the candidates should then be given the choice
of trying to put together rlevant evidence for a portfolio or enralling for the rdlevant module. It is
assumed that some students will come to the programme with the expected language and numeracy
skillsrequired at Level 4 and that a competence test to provide evidence of these skills will provide
aufficdent evidence in order for learners to be exempted from fundamenta learning modules. The
competencetests, which will need to involve acombination of both ora (which could be donethrough
informa observation by peers and tutors during discusson sessions, portfolio presentations and
classroom observations) and written assessment will need to provide evidence that the student has
achieved alevel of competence equivaent to the exit level outcomes 1.1 and 1.2 of the NPDE
qudification as set out above.

Component 2: Competences relating to subject and content of teaching

The focus of this component is on the role of interpreter and designer of learning programmes and

materids, the role of learning mediation aswell as on the specidist role. Unisabelievesthat ingght in

these areas can, to alarge extent, be deduced from the waysin which educators plan and reflect upon

their classroom interactions. All sudents on the Unisa NPDE programme are required to develop a

portfolio of classroom-based evidence during their two years on the programme (see NPDE tutorial

letter 303). It is felt that REQV 11 educators should be encouraged to supplement the basic

compulsory portfolio with the following additiona evidence of achievement:

 |esson plans and materials developed during the year prior to the programme which exemplify the
depth and range of the educator’s specidist role

» certificates of attendance at departmenta and other workshops together with a brief description
and some evidence of how participation in these workshops has influenced their teaching
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» copiesof any reports emanating from any development gppraisa that the educator may have been
involved in
 tedimonias to the educators competence from peers and line managers e.g. aletter thanking the

educator for playing aleading role in a curriculum development inititive, etc.

Itisfelt that the onusrests on the RPL candidate to provide sufficient evidence to satisfy the assessor

that the necessary competence exigts.

Sufficient evidence must be produced that the candidate has achieved the degree of competence as
st out in the exit level outcomes of the quaification below.

Exit level outcome 2.1

Intheir areal/sof speciaisation (phaseand subject/learning area), candidates demonstrate competence
in planning, designing, and reflecting on learning programmes appropriate for ther learners and
learning context.

Competence is evident when candidates are able to:

» evauae, sdlect and adapt learning programmes appropriate for the learners, context and
pecidisation;

» sdect and use appropriate materials and resources in the design of learning programmes and
lessons;

 plan lessons within teaching programmes, selecting appropriate teaching and learning strategies,

 judify sdlection and designinwayswhich show knowledge and understanding of the specidisation,
teaching and learning strategies, child development and curriculum design.

Component 3: Competences relating to teaching and learning processes
The focus in this component is on the roles of the specidis, the learning mediator, assessor,
manager/administrator/leader, interpreter and designer of learning programmes and materias, aswell

as on the pastord role.

It is assumed that considerable indgght into the candidate’ s competence in the above areas can be
deduced from the candidate’ s portfolio and the ways in which the candidate speaks and/or writes
about the evidence presented therein.
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However, it may be necessary, especidly with borderline educators whose performance in other
aspects of the NPDE programme casts doubt on their overall classroom competence, to augment the
portfolio presentationswith some direct classroom observation. Idedly, these observationswould be
undertaken by the candidate’ stutor with whom are ationship of trust and mutual respect has hopefully
already been established, however, the sheer number of NPDE students may militate againgt thisand
it may be necessary in some casesto del egate some classroom observationsto departmentd officias.

Whatever the case, the observation criteria and purpose must be made clear from the beginning and
the educator must be reassured that they cannot “fall” the classroom observation. The observation
mug be seen within the Education Labour Relations Council’ s broader Developmenta Appraisa
policy (ELRC, undated) which identifies the following five broad areas of expected competence:

* curriculum development

 cregtion of alearning environment

* |esson presentation and methodology

» classroom management

e |earner assessment.

The observation must consider the context in which the educator is working and how this limits or
supports higher teaching. A discussion of the observed lesson(s) should hep the educator to see
where he/she might benefit from completing additiona modulesin the programmein specificareassand
wherehe/she clearly hasthe necessary competencesand so can be exempted from pursuing additional
modules and given RPL credit for them.

Together, the candidate’ s portfolio and, where necessary, the guided observation of the educator in
hisher classsoom must provide evidence that the candidate has satisfied the following exit level
outcomes of the NPDE qualification.

Exit level outcome 3.1
In their area of specidisation, candidates demonstrate competence in selecting, using and adjusting
teaching and learning strategies in ways which meet the needs of the learners and the context.
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Competence is evident when candidates are able to:

select and useteaching and | earning Strategies which motivate learnersand encourage them to take
intigtive;

in the planning and use of teaching and learning srategies, accommodate differences in learning
Syle, pace and ability;

identify and assist learners with specia needs and barriers to learning and devel opment;
facilitate occasons where learners are taught in groups, pairs and asindividuas,

meake judgements on the effect that language has on learning and make the necessary adjustments
to the teaching and learning Srategies,

use teaching and learning support materids to facilitate learner progress and development;
asess the teaching and learning strategies used in a particular context in the light of the extent to
which the objectives of the learning experience have been achieved;

explain the success or otherwise of teaching and learning Strategies with reference to key
educationd concepts, the needs and abilities of the learners and demands of the speciaisation.

Exit level outcome 3.2
Candidates demonstrate competence in managing and adminigrating their learning environmentsand
learnersin ways that are senditive, stimulating, democratic and well-organized.

Competence is evident when candidates are able to:

cregte and maintain learning environments which are safe as well as conducive to learning;
manage learning environments democraticaly and in waysthat foster creetive and critica thinking;
discipline learnersin ways that are firm, growth-promoting but farr;

create alearning environment that is sendtive to culturd, linguistic and gender differences;
resolve conflict Stuations within dlassrooms in an ethical and sengtive way;

perform adminigrative duties required for the effective management of the learning environmert;
ass g learners to manage themselves, their time, physica space and resources,

take gppropriate action to assst learnersin the solution of persona or socid problems;

evauate and, where necessary, adjust their own actions in ways that show knowledge and
understanding of management and adminigtration.

Exit level outcome 3.3
Candidates demonstrate competence in monitoring and assessing learner progress and achievement
in their specidisation.

Competence is evident when candidates are able to:

select, adapt and/or design assessment tasks and strategies appropriate to the speciaisation and
learning context;

explain the link between the method of assessment, the overdl assessment purpose and the
outcomes being assessed;

use a range of assessment drategies to accommodate differences in learning style, pace and
context;

judtify choice and design of assessment strategies, methods and procedures in ways which show
knowledge and understanding of valid, reliable and fair assessment practice;
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» Use assessment results to provide feedback on learner progress and achievement;

» Use assessment results to inform teaching, learning and assessment drategies.

Unisa (2001), the CTP (2001) and SAQA (2002) al point to the need for ongoing learner support
during the RPL process. Comparing the three documents, it is possible to deduce the following key
sepsin this process.

* Preentry: traning of gaff involved in the RPL process and natification to potential learners that
an RPL process exists and what steps need to be followed to apply

» Entry: trained advisors offer guidance to learners on what to request RPL for, how to apply for
it and what to do if the application is unsuccessful

* During: learners require ongoing support throughout the programme - some may find that they
could in fact benefit from taking a module they have received RPL for; others may find that they
in fact have the competences required for aparticular module for which they have not yet applied
for RPL; many (in aprogramme like the UnisaNPDE which currently has* compulsory” modules)
will be putting together evidence, perhapsin the form of a portfolio, of their learning experiences
and will need support and guidance on how to select and present appropriate evidence

» After: providing guidance for planning of future career and learning pathways.
Inherent in this notion of a negotiated processis the training of staff to:

e quide

e assess and

e moderate.

Idedlly, these would be three different sets of people, but economic congtraints suggest that the first
two roles may need to be conflated in some instances.

344 What are the implications for existing practice?
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Van Rooy (2002) observes that committing to an RPL strategy and then implementing a suitable
process involves changes not only to the ways in which higher education conceptuaise and offer
curricula but aso ongoing reflection on the RPL mode itsdlf:

Adopting the principleof RPL representsa shift of emphasisfromtheinstructional inputs
of institutions and teaching staff to the learning process, the outcomes of learning and
the outputs of learners ... (2002: 76)
...and ... model s of RPL would need to be conceptualised and implemented that cater for
theparticular relationshipsbetweenfield, policy, institution, curriculum, programmeand
learners—in context (Harris 1999: 38 in van Rooy 2002:78).
Although there would seem to be broad agreement between the approach to RPL adopted by Unisa
and SAQA, there are a number of areas in which the standard Unisa policy document does not

address the particular needs of the NPDE and where flexibility and adaptation has been required.

The broad Unisa policy has needed to be adapted with respect to the following issues:
* Centralised processes

 Focus on module outcomes

*  Amount of evidence required

» Focuson university leve learning

« Codt.

Centralised processes

The standard policy document requires learners to submit their portfolios and other evidence to a
centralised point. The process is then generdly handled interndly and involves anumber of different

inputs. While rigorousin approach, centralising the process does not Sit well with the scale of the need
within the NPDE programme nor does it take cognisance of the fact that the NPDE is a contact-

supported programme. Loca tutors are better placed to understand the context within which
educators on the programme are learning (there is an enormous amount of difference in putting
together copies of documentation and then getting it dl to a centra point if teecher-learnersarein a
wdll-equipped ex-modd C schoal in Pretoriaand if they arein a severely under-resourced school in
rurd KwaZulu-Natd, divorced from the context there is area danger in the assessment being of the
school rather than theindividua educator). Moreimportantly, the focus of the NPDE ison improving
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classroom practice. Centralisng the process denies educators the opportunity to defend their
portfolios of evidenceto their peersand assessors: thiswould involvetheminasocid learning practice
whichwe hope they would find val uable enough to subsequently implement in their own classrooms.
As Osman and Castle (2001:56) observe after reflecting on their own practice:

Thevalue of group processfor RPL iscorroborated by Fraser who assertsthat “ learning
operates at the interface between the individual and the social ... and it is a group
process [which enables us] to unravel the ‘cliches upon which our sense of our
experienceis based” (1995:144).

Opportunitiesto give an ord defence of one's competence would seemto be particularly necessary

in a context in which the mgority of learners are required to learn in a language other than their firgt
or homelanguage and whose competenceinwriting in the language of learning may therefore bemore
limited. The achievements of the University of Fort Hare distance education BPrimEd programmeare
atestament to the impact that face-to-face negotiation of assessment can have (Kenyon et d 2000;
Mays 2001).

Focus on module outcomes

The standard Unisa policy document foregrounds RPL against module outcomes. For the NPDE this
is problematic in a number of respects. Firg there is the sheer scale of thework involved. Educators
engaged on the NPDE programme will aready, during the course of the year for which the RPL
process will be running, be studying 5 modules, completing 10 assgnments, writing 5 exams, adding
5 more sets of evidence to complete a 2-year portfolio comprising 11 sets of evidencefor integrated
assessment purposes and attending 8 full-day dasses whilst teaching full-time and managing atypica
adult life. Second, each of the providers offering the NPDE has interpreted the qudification dightly
differently in practice and uses different modules, combining outcomes in different ways. A module-
based form of assessment militates againgt the key NQF notion of portability of credits. In addition,
certain outcomes occur again and again throughout the programme e.g. the ability to demondrate
applied competence in the role of assessor recursto agrester or lesser extent in every modulewithin
the UnisaNPDE programme. For these reasons, it seems more gppropriate to assess againgt the exit

level outcomes of the programme rather than againgt specific module outcomes.

Amount of evidence required
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On p.6 of the standard Unisa RPL palicy, reference is made to the need for sufficient breadth of the
evidence provided: eg. “ayear’swork of writing, number of types of samples of writing”. For the
kinds of reasons outlined above, it was fdt that for the NPDE it would be necessary to place less
emphadis on quantity and more on the quality of evidence and whether or not a convincing case had
been made that the programme outcomes had been achieved. In addition, the possibility exists that
evidence collected for the standard portfolio and assessed againgt the particular assessment criteria
for this, might also provide evidencefor RPL purposesaswell. Asnotedinthe CTP/CAEL guideines
presented earlier, there is potentia herefor double counting: onthe other hand it issurely possiblefor
the same materid to provide evidence againgt two different sets of criteria and preparing evidence
againg oneset of criteriamay well involve demonstration of competence againgt another set of criteria
For example, the very act of completing a portfolio of largely written evidence againgt the outcomes
for components 2 and 3 of the qudification will surely require demonsgtration of competence against
component 1 outcomes for fundamentd learning.

Focuson university leve learning

Unisa' s standard RPL policy document was premised on students applying for RPL againgt normdl
university courses, whereas 108 credits of the 240 credit NPDE programme can be offered at Level
4, which is pre-university level. Thisis particularly the case with respect to the fundamenta learning

componen.

Cost

Unisa s standard RPL policy attaches a cost to the RPL process which reflects the amount of work
involved. The cost isgpproximately b of the standard course fee for the portfolio course and then a
for theactud assessment for each module: for ten modulesthisamountsto asignificant sum. However,
asindicated above, the Department of Education had warned that providers would need to absorb
the cogt of the RPL processes themsalves since the funding made available in the form of nationd
bursaries would not cover more than two years of tuition per educator. Given that the ingtitution
receives no subsdy for modules that students do not take as aresult of getting RPL nor for the RPL
processitsdf, and given that the NPDE is amed at underqudified educators who, by virtue of both
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thair profession and lack of quaified status earn very little, it was therefore necessary to consider a
model for managing the RPL process that would be equaly rigorous but less costly.
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3.45 How does Unisa attempt to meet the challenge?

For the short-term, it has been recommended to Faculty that the Unisa NPDE should be treated as

agpecid target for RPL purposes and that the following principles should apply for RPL of REQV 11

candidates:

RPL againgt programmeoutcomes (with modul eoutcomesref| ected agai nst programmeoutcomes)
that RPL be in the form of an extenson of the existing integrated NPDE portfolio and that the
extended portfolio will provide sufficient evidence of competence in the areas covered by the
modules being RPLed

that direct classroom observation and interviews be used for borderline cases only

that the RPL assessment process should be decentralised and completed by the NPDE tutors;
NPDE tutorswill (1) in therole of RPL advisors give guidance to RPL candidates and (2) inthe
role of RPL assessors do RPL assessment subject to the understanding that:

the Faculty of Education hasto (1) verify the selection of candidatesfor the RPL NDPE modules,
(2) ensure that assessors will be trained through the Office for Experientid Learning and that (3)
Faculty will moderate at least 15% of the RPL Portfolio assgnments (during the portfolio
presentation process): and

that the Office for Experientid Learning will verify the process asimplemented by the NPDE staff
(e.0: sudent guiddines, criteria, assessment report format) and aso

that the Officefor Experiential Learningwill do the RPL registration and the processing of the RPL
results.

findly, that there be no additiona cost to teacher-learners for the RPL process.

Inthe medium term to long term, it will be necessary to give thought to the structure of the curriculum
itsdlf. Between CHE, the HEQC, the SGB, SAQA, the ELRC, SACE, the DoE and providers, it will

be necessary to resolve the confusion between professiona devel opment and academic achievement

a FET levd.
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It might beintheinterestsof dl stakeholdersto consider an NPDE curriculum comprising 120 credits
of new learning and acompul sory portfolio development programme, weighted at 120 credits, which
all educators complete over atwo-year period. Thought will so need to be given to the needs of
candidates, especidly nationa bursary holders, who arejudged not yet competent. Such ajudgement
implies the need for remedia support, but there does not seem to be funding available to cover the

cost of this further study.

35 Portfolio development

As noted above, dl teacher-learners on the NPDE programme are required to develop an integrated
assessment portfolio and some students need to compile an additional RPL portfolio. While tutoria
letters 303 and 305 for 2003 contain some guideines, there are only two sessonsformally built into
the NPDE programme to assst with portfolio development. This comes at the end of year one with
amock review process and again a the end of year two when completed portfolios are submitted
for asdf-, peer- and tutor assessment process for final marks. The programme needs to offer more
explidt guidance with regard to the development of learner portfolios and to ensure that these are
linked with the DAS and SA CE processes so that the resulting product will have adua purpose and
teacher-learners will be more likely to commit time and effort to the task.

3.6 Tutor recruitment, training and development

All tutors for the NPDE programme are required to mest the following criteria

» professond and academic qudifications of REV 14 or above

« teacher training, ABET or previous tutoring experience or be in a position in which they provide
a professond leadership rolefor other educators whether formal e.g. HoD, Principa or informal
eg. leading an in-school curriculum development team

« mug bemobile
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»  must have some experience of OBE

» preference given to tutors able to code-switch appropriately.

Tutors for the NPDE were recruited from ex-Sacte, Sacol and Promat Colleges, persona contacts
and through advertisements placed in the nationd press.

Asnoted in 3.1.15, some tutor training, moderation and development is costed into the programme
but this is consdered insufficient. On the other hand, in 2003 many tutors were in their second year
of tutoring and so would have recelved on average 5 days of training over thetwo-year period. There
is an obvious tenson between training and monitoring tutors adequately and containing costs to keep
the programme affordable. Appendix D contains a sample of an observation report on an NPDE
contact sesson led by atutor.

Ingenerd, itisfdt that tutors play an essentia motivationa and guidanceroleinthe NPDE programme
but are not necessarily appropriate assessors. Stricter selection and moderation issuggested for 2004
and beyond.

3.7 Conclusion

Thereis aufficient evidence to conclude that in terms of both design and ddlivery, the Unisa NPDE
programme has sought to provide a learning and teaching experience that takes cognisance of the
broad underpinningissuesdiscussed in Chapter 2 of thisdissertation. However, thereareclearly some
tensions between the policy in theory and the practice in redity. Cogt is clearly a condraining issue,
but nonetheessit seems clear that some materids require re-thinking and that tutors, who are integral
to the quality of delivery of the programme, need more systematic training, ongoing support and

monitoring.
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Inaddition, portfoliosplay acentra rolein the assessment of teacher-learner’ sperformanceand it will
be necessary both to monitor carefully the processes of portfolio evaluation as they unfold and to
provide teacher-learners with more structured support in the compilation of their portfolios.
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