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EXECUTIVE SUMMARY

The aim of this research report is to develop a framewaork for organising student on-coutse
support that relates specifically to the FET college sector and the nature of the programmes
offered at these institutions.

Research methads

Methodology for the research took the form of two Hierature reviews, four FET college case
studies, and synthesis of data from the reviews and case studies. The two Hterature reviews
are of a) student academic development practices in South Africe kigher education institutions

{Boughey 2005a); and b) student academic suppért practices in the indernational vocational or

FET college sector (Harrls 2005).

The case study colleges comprise four Support o Education and Skills Development (SESD)
Programme colleges spread across three provinces. Data collection for the case studies took
place during the period 8-20 February 2006 and included four activities: lesson observations;
post-lesson interviews with lecturers; focus group interviews with students; and focus group
interviews with college leadership. Data analysis entailed making generalisations from
aggregated data on the case study colleges.

Synthesised data feom the literature reviews and the case stuclies was then used to answer
the main research questions: What framework could best serve: for organising student
academic support at FET colleges? What are key recommendations or criteria for organising
academic support in FET colleges? What are the main implications or requirements for this?

Structure of the report

Chaptet 1 iniroduces the context, scope and aim of the report. Pari 1, Chapters 24,
comprises perspectives on student academic support in the South African higher education
and intemational FET college sectors. Part 2, Chapters § and 6, describe the empirical work
and findings from the student academic support case studies of FET colieges. Part 3, Chapter
7, presents the study’s conclusions and recommendations.

Main findings

Main student academic support concerns identified at the FET case study colleges are:

¢ shudents’ low levels of foundational knowledge and understanding of particular
subject areas, including their lack of general knowledge;

» students’ proficency in the language of instruction and assessment or examination;

s issues related to the development of ‘academic’ literacy, particularly reading and

writing, and the development of concepts and the conceptual Janguage to talk about
the way things work in particular technical or vocational areas of study;

HERC Reyxyrchh hl.pun



issues related to practical applications of theery. Concerns that students are not
being given opportunities to apply what they have learnt because of lack of ime and
facitities, and because this is not necessarily ‘part of the curriculum’;

the development of problem-solving thinking skills in particular areas of study.

Students experience difficulties with solving unpredictable or unfamiliar problems
independently; '

students’ learning histories, The view is that student "success’ is constrained by
attitudes to leamning formed through their prior school leamning experiences;

student absenteeism. ‘Lack of motivation” is seen to contribute to student
absenteeism. This is largely attributed to a) lack of post-course employment
oppostunities and the fact that performance 13 ‘not tied to employment prospects’ or
work contracts; and b} poor initial career guidance and inadequate pre-course
asslstance with programme and course selection;

lecturer knowledge and workplace experience. In particular, concerns about
lectuters who do not exhibit sound content knowledge, appointees with trade and
industry backgrounds and experience who do not have formal teaching
qualifications, and staff who lack workplace experience in the technical areas they
teach;

curticulum and examination alignment and coherence. In particular, concernz about
‘big gaps’ between different levels of syllabi, and ‘poorly concelved and worded
examination papers’; and

availability of textbooks, equipment and study rescurces for students such as
libraries and study centres.

Five main models of incorporating academic support are identifiable in the literature:

1
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foundational models which provide a ‘gateway’ into mainstream courses by
developing the necessary subject knowledge base and conceptual or ‘vocational
language for coping with mainstream courses;

‘catch-up’ models - features include course-based targets of improving average
performance, pace setters with bullt-in assessment points, and compulsory ‘catch-
up’ sessions;

‘slower stream’ models - features are similaz to the “catch-tap” model , however,
students cover the curriculum at a slower pace over an extended period of time;

literacy ‘in context’ models where language and literacy development is located in
the context of the subjects. Support focuses an assisting lecturers in better
understanding the relationship between language and learming; and

‘separate’ literacy models which focus on developing students’ language
proficiency, communication, reading and writing skills separately from course
content.
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Additional models identified in the case studies as relevant in the South African FET college
context are student ‘extension or enrichment’ models. These are models which provide
students with opportunities to acquire necessary background and practical experiences as
well as peneral knowledge,

Six key recommendations for a framework for organising academic suppott at the FET
colleges are derived from data synthesis. These are:

1.

Student support to promote academic success entails the institutionalisation of
academic development efforts and changes in institutions as a whole. Student
academic suppart should be part of overall institutional development {improving
institutional functioning and systems) and planned within the context of a concern
for overall institutional quality. Student support programmes should be integrated
into mainstream curricula provision. Support structures such as student support
units, and strategies such as foundational modules, and tutorials should be viewed
as resources for institutional development rather than student development.
College environments that are not characterised by order and effectiveness do not
lend themselves to managing and implementing academic development and
curticulum improvement,

Student academic support should be theoretically grounded and not deployed in
commonsense, ad hoc or faddish ways. The idea that students need 1o gain access to
occupational identities which characterise the worlds of work they will interact
with is of importance in conceptuatising student support. This means that students
need to access necessary knowledge and skills, the values and attitudes that give rise
to exemplary practices, and the language cr discourse for the specialisation of their
occupational identities.

Student academic support, such as literacy and language development, should be
integrated into mainstream teaching with vocational education content
knowledge. The overall problem to ba faced, it seems, is the issue of ime and the
practicability of incorporating components of academic support into the
mainstrearn curriculum.

Mo one generic model for incorporating student support should be considered
appropriate in all study fields and subjects and at all levels at FET cotleges.
Different models are appropriate for different subjects and at different levels.
Foundational models are appropriate for addressing the issue of fundamentals in
terms of subject knowledge: “calch-up’ models are appropriate for students “whose
performance is lagging’; ‘slower stream’ models are appropriate for providing “extra
time’ for lecturers to spend more time on sectiona which students find difficult;
literacy ‘in context’ models are appropriate for developing subject specific language
and literacy; ‘separate’ literacy models are appropriate for preparatory literacy
provision where intensive literacy learning to reach a certain threshold or for
‘interfaculty’ language and literacy support. An eclectic approach, combining
features or dimensions of different models, is also a viable approach.

HSRC Aqsearch Nepork
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5. Pre-course guidance and placement of stwdents shouid be an important component
of student academic support. Course selection should be linked to employment
prospecis. This entails programme and enrolment planning with industry and
business parimers that is linked to or increases students” work opportunities or
chanees of being offered jobs when they finish their studies. Placement should entail
selecting stadents on the basis of career interest assessment and alternative
admissions tests, Students’ entry-level abilities, knowledge and language proficiency
should be used to feed into curriculum development.

& Student academic support interventions should be empirically-validated and
tested through research. The impact of academic support efforts on student
achievement needs to be tracked and evaluated in terms of cost per successful
student.

Maln Implications of the framework are that:

1. Dominant constructions of what it means to offer student academic support will
probably need to be challenged and shifted towards a more embracing
understanding of the notion of academic support as taking place through work in
the mainstream. Adjunct student support prograrnmes do not address poor
teaching on the part of academics, or poor course design which does not take into
account students’ learning histories and academic needs.

2. Policy frameworks, the support and authority of the national and provincial
education departments, and the ability to sustain funding systemically are crucial in
order to maximise the opportunities for institutionalising and ‘mainstreaming”
student support work. For example, in terms of offering more responsive
programmes, accountability and incentives, and funds to cover research and
monitoring of support efforts.

3, Additional human and infrastructural resources will be neaded. For example, the
availability of welil- and relevantly- stocked libraries, resource and study centres at
each campus.

4.  Professional development for mainstream teaching staff will be required. The FET
college case study classtoom observations showed evidence of good expository
teaching by those lecturers who exhibited sound discipline knowledge, however,
there is scope for vocational educators to become much more aware of strategies for:

o developing thinking skills with content knowledge and engaging students
with content at different levels of cognitive demand. For example, students
need to access rules and procedures as well as the underlying principles and
reasons for them; ‘

o integrating language and/or literacy development with vocational
educational content by using a wider variety of strategies a) for assisting
students to develop independent reading and writing skills; and b) for

HYNC Pgpgoreh Rapart
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developing conceptual and technical language, particularly in an additional
language;

o providing adequate opportunities for practical consolidation of applications
of theory through sufficient opportunities for independent, individual
practice work; and

o deploying a mixed pedagogy which includes routine and open-ended tasks
to stimulate problem-solving thinking skills. Students need to develap
acceptable habits as well as to practise making theoretically informed
judgements in the face of uncertainty in real world situations.

With the proviso that:

attention to these areas enhances rather than detracts from the lkearning of specialist
content or vocational knowledge; and

teaching practices are theoretically grounded and are not deployed in inappropriate,
ad hor and instrumental ways.

With regard 1o responsibility for the various academic support needs (planning,
structuring, staffing, etc.) the view of college leadership is that:

overall responsibility should reside with the person in charge of academic affairs,
and be located and implemented through academic structures;

appropriate models for incorporating academic support should be based on ongoing
tracking data of student and course results, and decided on in consultation with
academic staff. These should be implemented through academic support and
programme managers and through campus-based academic heads and campus
heads;

the Student Support division could take responsibility for aspects such as intake
testing and guidance, pre-course suppoert and advice as well as generic academic
support needs with regard to study skills, the provisioning and running of resource
centres, simulation facilities and student study areas;

the Linkages and Marketing divisions could be drawn on in respect of partnerships
and programme planning with business and industry partners, institutional capacity
ko organise practice-based experience and improve employment prospects, and any
necessary revisions of college recruitment and admission materials.

HERC Kavrerdh Ripins
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Chapter 1

INTRODUCTION: CONTEXT, SCOPE AND AIM

INTRODUCTION

The focus of this research report is on organising support for students’ academic success in
FET colleges. Chapter 1 provides:

*  the context and rationale;

+ scope and purpose;

» research approach used; and
» aim of the report.

It concludes with an outline of the structure of the report and its chapters.

CONTEXT AND RATIONALE

The Support to Education and Skills Development Programme

The research for this report takes place within the context of the Support to Education and
Skills Development (SESD) Programme. The SESD Programme is an intervention that seeks
to develop replicable good practices in a selection of seven Further Education and Training
(FET) colleges in the three province of North West, KwaZulu-Natal and the Westarn Cape.
The Programme is funded by the development division of the Danish Ministry of Foreign
Affairs (Danida) in cooperation with the Department of Education {DoE). The development
aim of the Programmae is to Increase employability in South Aftica by supporting the
development of a high quality delivery of labour market orientated education and skills -
training, predominantly through the FET sector.

To date, HSRC research focused on the identification of good practices in three areas of
student support, namely academic support programanes, HIV/Aids awareness interventions

HIALC Masaarchlligeat



and guidance and counselling systems, at a sampte of four of the seven SESD Programme’s
FET college sites. Whilst this research produced a wealth of data on the area of student
support, it was decided that, instead of focusing on all three elements, the phase of the
tesearch reported here should limit its focus to academric support. This is as opposed to
economic or extra-curricular support such as social/cultural support, or health education.
Academic suppont should be the focus, as:

s the area of student support that has a pervasive influence on the quality of all
programmes; and '

«  an activity which is undertaken by all staff and not necessarily by academic support
gpecialists.

Restricting the research focus to this one area of student support is not intended to imply
that the other two areas are rot impoertant. Indeed, the contention is that colleges are already
making strong interventions iri the two other areas and that many of these innovations are
already being shared in ‘best practice’ forums, specialist conferences and other knowledge
sharing events at provincia) level. Rather, a weakness identified is that there is less in the
way of ‘best practice’ available from the colleges in terms of academic support, as this has
not as yet been as much of a priority. '

The curtent South African context

A focus on supporting student academic success is considered to be a priority area in the
current South African context, patticularly in terms of building FET colleges that are

responsive to:
= students’ teaching and learning needs,

» the needs of the world of work; and

. -:urriruh-:m change.

The majority of students now entering South African colleges are not first language speakers
of the language of tuition and, because of the legacy of apartheid, are more likely to have
had poor formal schooling. Most students ate Hkely to have specific teaching and learning
support needs regarding language issues and forms of under-preparedness, particularly in
relation to mathematics and science. As Harria (2005:3) observes in her review of
international EET student support literature, given that the majority of students are likely to
need the sorts of things traditionally defined as characterising academic support, itis
difficult to draw boundaries between academic support and teaching and learning more
generally.

HSAC Rasaanch Nagon
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However, available evidence is that educators and lecturers themselves are alzo often
inadequately prepared and supported to cope with the linguistic needs and leamning
histories of students, and make unrealistic demands on them which results in both patties
becoming discouraged {Olivier-Shaw 1994}, Yet it is often assumed that “problems’ are only
located in the students; primarily manifest m commmunicative, cognitive and subject
deficiencies and can be “cured’ through separate academic support or bridging programmaes
{Olivier-Shaw 1994). Hence lacturers too need to be supported in adapting to and catering
for the learning needs of students who are at risk,

Colleges themselves have new support needs, The primary aim of vocational college tuition
is “employability’ and ‘work preparedness’. Indeed, a distinctive feature of the FET college
curriculum has traditionally been the link between theory, practice and workplace
experience, of the world of work. However, because there are now fewer traditional
apprenticeships offering opportunities for structured on-the-job workplace learning, new
needs have arisen in colleges to relate theory and practice and to get students ‘work ready”.
Colleges need to find innovative ways to expose students within the college and classroom

seling to workplace applications of the theory and skills they have learnt,

Expectations are that colleges will be respongive to the needs of the labour-market and the
economy for a professional, knowledgeable workforce capable of higher order thinking,
problem solving and decision-making. They are being encouraged > open routes [or lifelong
learning and for students to progress to higher tertiary study and qualifications through the
educational or academic development of ‘core skills for life and work' (McGrath 2004:168}.
Both of the above not only require strengthening leamers’ general disciplinary knowledge,
in particular their ‘English, mathematics, science and technology capabilities” (McGrath:162),
but also represent a broadening and deepening of the FET curriculum across all fields of
occupationally-related study. Moreover, as a result of policy teform and the different kinds
of work opportunities available, there is potentially a much wider range of FET programmes
and curricula that can be offered in terms of tields of shudy, modes and levet of study. FET
colleges and lecturers are likely to encounter many challenges as they respond to new
developments and move into new curriculum areas.

Yet, in South Africa as in many other countries, student support has traditionally been
concemed with guidance and counselling, the administration of bursaries, tutorfals, study
skills and life skills, In other words, student support strategies have mainly remained
outside academic (and vocational) qualifications (Young 1992). There is, thus, a growing
realisation that academic support and development are comnplex areas, which most
institutlons and individua)l lecturers are under-equipped to handle. There is also increasing
understanding that the relation between theory and practice cannot be taken for granted and
that ‘academic support’ is aritical to bridging the gap between the two.

HSAC Rassasdy Report



Finally, this research takes place [h a context where Vocational Ediication and Training
(VET) iz being prioritised in South Aftica as is evidenced by the Government's re-
capilatisation of the FET colleges in 2006-2009. An emphasis in this process has been placed
on the importance of student support, including staff development for improving retention
and pass rates for the sector.

SCOPE AND PURPOSE

Essentially the report focuses on developing a framework for student academic support that
will assist collegea and lecturers in meeting the challenge of ensuring the educational
‘success” of students:

+  with poor educational preparedness for college courses; and

s whose home language is not the official language of ingtruction and assessment (as
opposed to support specific to, for example, the needs of studenis with physical
disabilities).

Indicators of student success are achievement, pass, progression and cormpletion rates that
exceed expectations in ‘high risk’ course subjects. ‘High risk’ subjects are those where
student pass, progression and completion rates ate low, that is, subjects that students
evidently find difficult.}

Earlier research findings in SESD-suppoarted colleges pointed, fixstly, to a need for the
colleges to extend the depth of their current academic support activitles. A main finding was
that there is, at this time, little variation in the form that academic support {as one form of
student support) takes, with the inclusion of & “tutorial’ session in the timetable undoubtedly
the most widely used remedy. Tutorials are usually treated as opportunities for one-to-one
contact between students and lecturers, and they serve a diagnostic rather than a remedial or
academic extension purpose.

Secondly, despite variations in the functions performed by student support units found in
SESD-supported colleges and their respective campuses, evidence from the earlier research
was that existing academic support practices are predominantly targeted at full-time
students in the Grade 10 to post-matric category. While support available to students has
incteased in both quantity and guality, provision does not yet extend to the full range of
students (for eample, those in leamerships which have replaced the apprenticeship model;

* Incremsing prrticipution rates in FET college courses la w pre-antry access Lot not covired in this research, Similarly,
incrensing the number of college shudenbs that obtaln employment or stazt Bhweit cown busiomes in the flald for which the
Byt trwdeiad tham, and the number of such sdents who continue with higher acedemic educetion |5 & post-counse exit

issus not covered {n the reseanch.
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students undertaking skills programmes in skills centres that cater mostly for adult leamers;
and students undertaking part-time or full-time evening class tuition). Findings from the
research pointed to the passible need to extend the scope of student academic support
services to the full cohort of callege students.

This research seeks to facilitate a better understanding of the on-course academic support
challenges that FET college staff are currently encounteting in the maln areas of college
provision. These are the areas of Business Studies and Engineering Studies, both
predominantly formal theory-driven programmes with course subjects requiring bigh levels
of conceptual understanding. However, the pimary purpose is to begin to develop a
conceptual model 1o serve as a framework for organising student on~-course support that
focuses on improving student ‘success’ in all “high risk’ course subjects. Thus:

= thescope of empirical reséarch includes academic support needs in relation to both
‘initial’ and ‘non-initial’ college students. ‘Initial’ students are those on courses such
as National Intermediate Certificate (NIC), National Senior Certificate {N5C) and
Mational Certificate Orientation (NCOR) or N1. ‘Non-initial” stucents are those
taking more senior courses; and

= thereport attempts to develop a conceptual framewaork that informs student
academic support that applies for "high risk’ course subjects for both general
vocational (Mational Technical Education/NATED) modes of curriculum, where
standards are defined in terms of content/knowledge to be leamt as well as
occupationally directed (National Qualifications Framework/NQF-aligned) modes of
curriculum, where standards are defined in terms of learning outcomes.

Finally, the research focuses on student academic support that relales specifically to the FET
college sector and to the nature of the programmes cffered at these institutions, as opposed
to ordinary school and other types of more academically orientated post-school educational
institutions, such as universities, The links between theory, practice and workplace
experience in the vocational education and training context requires that the term ‘academic
support’ should be applied in both a broad and more specialised sense than is usually the
case because, for somne of the reagons already outlined, FET students need to be pravided
with disciplinary and theoretical knowledge as well as practical knowledge and skills and
workplace training,

THE RESEARCH APPROACH

The research includes an external as well a5 an iniernal college-directed research focus.
Methodology takes the form of:

*  two literahure reviews;

HIRC Rigadrch Raper



» four college case studies; and

»  synthesis of data from the reviews and the case studies.

‘The external focus: literature reviews

The ‘external’ empirical focus of the research exarnines what can be leamt through two
commissioned literature reviews of the experiences of:

» student academic development practices in South Africa higher education
institutions (with reference to universities of technology and comprehensive
universities) {Boughey 2005a); and

s student academic support practices in the intemational vocational or FET college
sector (Harris 2005). ’

The reviews were undertaken to ascertain the Kind of difficulties students encounter in both
pectors, as well as the lessons learnt from the local Academic Development (AD) movement
and the intermational FET sector. A second set of questions for the reviews related to
approaches and practices found to be beneficial In addressing recognised obstacles and
barriers to learning with regard lo, for instance, concept formation and language (especdially
where the language of tultion may not be a first spoken and written language). The rationale
fot adopting this particular research approach is that, while FET colleges in South Africa do
not yet have strong expertise in academic support and academic development, many South
African higher education institutions (HEIs} and FET colleges internationally have
established track records in this regard, from which valuable guidelines can be obtained.

Indeed, key questions addressed through this review process are:

1. What are the main themes or areas of concern? What obstacles and barriers to
learning are identified as requiring leaming suppoct at South African higher
education institutions and internationally at FET/VET level?

7. What approaches fo student support are recommended? What are the key
theoretical debates underpinning approaches to student academic support? What
evidence or arguments are there to support the adoption of particular positions on
student support in relation to FET?

3. What crucial lessons can be learnt from South African higher education institutions
and the international FET college sectot?

4. Which teaching practices from both reviews appear to hold promise for on-course
student academic support purposes in relation to vocational education and training
in South Africa?

HERC Resanrch Raport



5. What main models of student academic support are evident?

The internal college-directed focue: four college case studies

The ‘intermal” empirical focus of the research entailed using findings from both literature
reviews to develop a set of structured questionnaires and an observation schedule for use
with FET college staff and students on fieldwork visits to 2 sample of four of the SESD-
supported colleges spread across three provinces. However, rather than focusing on current
academic support practices in the colleges, the aims of the casa study research were to
investigate:

1. What are the main areas of concern at the FET colleges? Which areas of concern,
identified as obstacles to student ‘success’ at South Africa higher education
institutions and ai FET/VET level internationally, are confirmed by staff and
students at the case studies colleges as areas in need of academic support in the
South African FET college context? What additional factors emerge from the data
collected as possible barriers to leaming in the South African FET college context?
What, if anything, appears to differ?

2. What mainstream teaching academic support needs are evident? What is the extent
to which some of the classtoom practices that seem to hold promise for student
academic support purpases in FET are evident In classroom observations in the
South African colleges?

3. What modeis for academic support seem viable for the FET college sector? Which
maodels for academic support are perceived by college leadership at the case study
colleges as viable for addressing obstacles to student ‘success’? Which features or
dimensions of these models alreédy exist? What alternative models emerge or are
proposed? What support and resources are needed to offer the kind of support
required? Where should responsibility for the various academic support needs be
located within college structures?

In order to collect relatively comparable data, the focus at all four colleges is on the two main
areas of provision, Business Studies and Engineering Studies.

Data collection for the case studies comprised four activities, each of which used a spexific
instrument based on a common set of dimensions and charactetistics. The four activities at
each college comprised:

=+ lesson observations;
=  post-lesson interviews with lecturers;

s focus inlerviews with students; and
HERG Renaareiy Rapon



focus interviews with college Jeadecship.

These took the form of:

1.

HEAC Paswanch Sagiant

Eight direct lesson pbaervations of classes in eight different subjects considered to
be ‘high risk’ in the two main areas of provision at each college. Researchers were
required to observe four Engineering and four Pusiness Studies courses.
Identification of “high risk’ subjects In each study field was left to the colleges who
were asked to identify course subjects in erms of evidence of poor results and low
pass rates. Although, ultimately it did not particularly matter If the courses ware
NATED ot Non-NATED, the idea was to try to ensure the inclusion of variations in
termns of curriculum structure and programme organisation in the sample. Ideally,
four of the courses were to be with shudents at the “initial’ level and four with
students at the ‘non-initial’ level. Researchers were provided with an observation
protecol for each observation

Eight post-lesson interviews with each of the lecturers in the classes observed.
Lecturers were asked to indicate which difficulties or blockages to learning they
encounter on a regular basis in relation to the different study fields. Here researchers
used a structured interview schedule provided.

Atleast four interviews with three students from each of the observed classes with
non-initial’ or senior students, ‘Non-initial’ or ‘senior’ studenty were targeted for
the focus group discussions on the understanding that they would be better able to
comment on student suppott needs than ‘initial’ students. The plan was to interview
three students from each of the four ‘non-initlal’ classes obsarved, giving a total of
twelve students at each college. However, if fewer than three of the classes observed
had ‘non-initial’ students, then students from other ‘high risk” classes were
identified and interviewed, Studéents were asked to indicate which concerns they
encounter on a regular basis in relation to “difficult’ course subjects in different
study fields. Rescarchers used a structured interview instrument provided.

A focus group interview with as many as possible of the college leadership or
seniot management (rectors, heads of departments, programme managers) at
campus or head office level, including the head of student support. As far as was
possible, this focus group interview was conducted on the first day of the research
so that college leadership could be asked to identify ‘high-risk’ courses within
Business Studies and Engineering at their college, Staff at each college was then
asked to respond to specific models of student academic support drawn from the
literature reviews. A secondary activity of the interview was to establish i) what
support and resources are needed; and i) which organisational structure is
considered most effective for the academic support requirements of their colleges.
Here reference was made to the functions of the Linkages and Programmes Unit
(LPUJ), Student Support Unit (SSU) and Marketing and Communications Unit




(MCU} established in each SESD-supported college.t Once again researchers used a
structured inberview schedule provided. However, in order to provide the academic
leadership with an opportunity to consider the maodels of incotporating student
academic support, the descriptions of the modets were emailed to the relevant staff
at the college in advance. Where it was not possible to get everybody together

(largely because of multi-site camypuses of merged colleges), focus interviews were
conducted more than once.

Pacticipation in the research was voluntary for all participants. Data analysis for this internal
dimension of the research entailed aggregating data obtained at the four colleges to make
- generalisations for the sample as a whole.

Data synthesis

Availabla evidence from literature reviews together with data generated from the four FET
college case studies was then analysed and synthesised to answer the following key research
question:

What conceptual framework conld best serve for organising student academic
support at FET colleges? What are key recommendations or criteria for a framework
for organising academic support in FET colleges? What are the implications of this
framework?

AIM

Essentially, the aims of the report are to begin to:
« disseminate a more nuanced understanding of the term ‘academic support’;

+ develop a conceptual framework for Organising student academic support at the
FET college level; and

« build 2 typology of academic support models and practices that are fit for the
purpose’ in the South African FET college sector.

The report provides empirical information and recommendations that cover the full
academic suppart spectrum as the basis for:

1 Work dore s far has shown that, although exch of the SESD-suppoced colleges in the sample has astablished # LFU, 2
5510 nnd & MCU, thesa unlls are often positioned in different place in e college structure and they also fulfill different
Fnwctions. These functions are all undergoing costinume change. The research activity for thia report coincides with

complation of the ofher two sub-components of the rsearch programme, which deal specifically with LW::‘I‘-:I MCUs.
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» - lecturer development;

» the formulation of academic‘suppon pelicies;
» funding and staffing decisions; a:;u:i

v  further tracking of developments.

In doing this, the report draws on:
» carlier HSRC research reports of current student support practices;
» the proposal for this rescarch;
s  SESD summative impact assessments and literature;
= fhe two literature reviews of the South African higher education and intemational
FET expetiences;
» the four FET college case studies of student support; and

s other research reporis relevant to understanding and supporting leaming at FET
level.

OUTLINE OF CHAFTERS

Chapter 1 frames the rest of the report which comprises three parts.

Part 1: Perspectives from the South African higher education and intemational FET
college sectors

Most of the text included in Part 1 {Chapters 2—£) draws on the two commissioned literature
reviews (Harris 2005 and Boughey 2005a). The substance and tone of these three chapters is
thus academic, This is considered important for developing a vocabulary for thinking about
academic support and in terms of introducing concepts and ways in which spedalists in the
area talk about the subject. These chapters are intended as a resource for policy makers,
researchers, college leadership and senior management (rectors, heads of departments, and
programme managers), including heads of student support units.

Chapter 2 draws on the reviews to establish commonly identified obstacles to student
‘success’ in“high risk’ courses. It outlines theoretical debates underpinning most approaches
w student academic support and points to ressarch evidence chaljenging ot supporting the
adoption of particular approaches in relation to further education and training in South
Africa.

HIRC Fnsaanch Niport
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Chapter 3 identifies some of the main lessons learnt from the AD movement in South
African higher education as well as the internationat vocationat and FET college sector. [t
identifies particular concerns in the South African context.

Chapter 4 identifies practices from both reviews that appear to hold promise for on-course

student academic support purposes in relation to further education and training in South
Africa, Professional development implications for lecturing staff are considered. The chapter
goes on to describe the student academic support models prevalent at the higher education
level for addressing obstacles and barriers most conapicuous in the South African context.

Part 2: FET College case studies

Part 2 (Chaplers § and 6) describes the empirical work for the case studies and is not as
academic in style as Part 1. However, the design and findings of the case study research are
underpinned by theoretical understandings developed in Part 1 and reference is made to
ideas discussed in Chapters 21

Chapter 5 elaborates on the case study rasearch process. It then looks at the extent to which
areas of concermn ot difficulty, identified as obstacles to student ‘success” in “high sk’ courses
at South Africa higher education institutions and FET/VET level internationally, are
confirmed as areas in need of support in the South African FET <ollege context. {t describes
the degree to which some of the classroom practices advocated for different types of
academic support concerns are evident in FET college classrooms. This is done by providing
data on the expetiences of lecturers and students and direct classroom observations of “high
risk’ course classes in Engineering and Business Studies at the four case study colleges,

Chapter 6 concludes the external research focus. It provides models of academic support
that are perceived by college leadership at the case study colleges as feasible, practicable and
appropriate for ‘high risk’ subjects at FET culleges. It considers the support and resources
required and college leaderships’ views on where the various responsibilities for different
dimensions of academic support should reside.

Part 3: Comclusions and recommendations

Chapter 7 draws on both the external and the internal research findings. It concludes the
report by making recommendations for a framework for academic support in FET colleges
and outlines implications.

HSAC Apsyarch Ragort



PART 1: PERSPECTIVES FROM STUDENT ACADEMIC
SUPPORT IN THE SOUTH AFRICAN HIGHER EDUCATION
AND INTERNATIONAL FET COLLEGE SECTORS
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Chapter 2

|

CONCERNS. DEBATES AND APPROACHES

INTRODUCTION

The main purpose of this chapter is to:

» identfy the areas of concern or difficulty commenly recognised as requiring
academic support in the literature on academic suppert in the interational
vocational or FET college sector, as well as in the literature on academic
development practices South Africa higher education institutions;

»  explicate key philosophical and theoretical debates undetpinning approaches to
student academic support in relation to the areas of concern identified in the
literature; and '

» discuss evidence or recommendations from the international FET literature to
support the adoption of particular approaches to supporting student learning in
PET colleges in South Africa.

As already acknowledged in Chapter 1, much of the text for this chapter is drawn directly or
adapted from the external research focus. Chapter 2 draws predominantly from the review
of the international FET literature (Harris 2003), although some extracts from the review of
the South African Academic Development movement have been incorporated (Boughey
2005a). The chapter is intended as a useful resource for researchers, policy makers, college
leadership and senior management {rectors, heads of departments, and programme
managers), including heads of student support units. As indicated in the intreduction to the
report, the substance and tone of Chapters 2, 3 and 4 are academic by nature. This is
considered important if the intention is to enhance debates, discussions and thinking about
academic support at the FET college level.

AREAS IDENTIFIED AS REQUIRING SUFPORT

Areas of conoem o-r difficulty commonly identified in both reviews 2s requiring support in
relation to further education and training are:

HSAC Repzrehlaport
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» the development of thinking or cognitive skills including conceptual
understanding and problem solving in particular technical or vocational areas of
study;

« practical applications of theory, in particular technical or vocational areas of study;

+ ‘academic’ literacy, particularly reading and writing in the language of tyition,
assessment and examination; and

¢ language proficiency in the language of instruction and the development of the
concepiual or technical language to discuss the way things work in particular areas
of study.

Each of these four concens is briefly elaborated on below.

Thinking skills

{n the international further education literature, this concern is often addressed under the
rubric of key skills, core skills, generic skills or employability skills. In the United Kingdom,
‘key skills’ are communication, application of number, information technology, working
with others, improving own leaming and performance and problem solving.? As well as
aspiring to be the vehicle for improving students” skills, key skills are also seen as 2 way to
broaden the base of vocational education as a whole by making it more ‘general’ ! In this
way, they are deemed capable of increasing linkages and pathways to higher academic
education, and of raising the status of further education generally.

However, many theorists argue that ‘thinking skills’ are a more educational concept than key
skills and more worthy of analysis as a more reasoned basis for student support in further
education. For this reason the focus in this report is on the thinking skills literature. The idea
that the use of more effective thinking skills could bring about improved leaming became
fairly widespread thanks to the work of popular authors such as Edward de Bono (1970,
1971) and Tony Buzan (1974, 1984).

It very broad and self-evident terms, thinking skitls are about helping people to think
well. The skills are generally taken to include cognition (cognitive skill, style, process,
development, ability), problem solving, decision-making, critical thinking, creative thinking
and domain/subject-specific thinking (understanding the role of content knowledge). These

3Ty fiesl thres are cilied Rard” or ‘main’ key sidlls (Kelly 2001:22). The second thene sre calied ‘scft’ o “wide” hary ukdlls
and are o be found n Madem Apprenticeships. Separate exyminations wdst for the hard key kills.

+ Hamowand (2001:8) argues that fhe concept of Libersl eduration for vocadonal shudmis has inetamorphosed through
Libaral Studies, General Studies, Common Skills and Key Skills. Yet...the problems of siudents seeing the relevance of telr

gereeral education stwdizs k= atll prevalent’.
HORC Masaarch Raport
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particular skills are defined in varying ways, depending on the orlentation of the thinking
skills framework of which they form a part. Also influential on thinking skills frameworks iz
research into ‘metalearning’ defined as the “activity of a Jearner who Is aware of his leamning
process and who can intentionally plan, execute, monitor and evaluate his learning’
(Slabbert 1994:39).

There is a growing body of research which suggests that thinking skills and cognitive
challenge approaches can be effective in creating powerful learning envirenments and in
helping individuals to maximise their potential. In this vein, Livingston, Soden and
Kitkwood (2004:i) refer to there being ‘sound evidence’ that through such interventions
‘Jearners became more competent at cognitively complex course tasks’,

Theory and practice

As stated in Chapter 1, the links between theory, practice and workplace experience isa
distinctive feature of the FET college curriculum. The key difficulty identified here is that
students and teachem do not easily relate theory to practice and vice versa. In the
international FET literature, two main theory-praciice options emergs for integrating
theoretical knowledge and practical skills. One is to construct theoty from practice (practice-
led approaches). The other is to acquire theory before putting it into practice (theory-led
approaches). These will be elaborated on further later in this chapter.

Literacy

The academic suppott challenge here is finding the most productive ways of supporting the
development of students’ lileracy and language skilis within vocational education. The
further education literature tends to be advocatory when there is little evidence of empirical
research into what actually works. For example, one systematic international review of
controlled trials velevant to adult literacy and numeracy was undertaken in the United
Kingdom by the recently created National Research and Development Centre for Adult
Literacy and Numeracy (NRDC), as part of its work in support of a government initiative
called Skills for Life.* The aim was to provide complementary answers to two questions:
“What is known from research about effective pedagogy?” (for adult literacy) and ‘What
factots in teaching cause adult leamers to make progress in adult literacy...? The review
concluded that ‘there were very few studies which provided quantitative evidence to answer
these questions.” (NRDC 2003:1).

5 The NRDC was founded in 2002 as the comerstone of govemmani’s Skifls for Life strategy bor England. 1t consists of m
corsortium of 12 parinery, led by the Institute of Education at the University of London.

HARC Russarch Raport



Language

Compared to the literacy literature, the international literature concerning language
development is wide-ranging - emanating from different configurations of theoreticel
positions. This perspective is echoed by Barton and Pitt (2000:19)

...Jileracy teachers draw on more adult leaming theory and on what they call the
whole language approach, which is said to include process writing; ESOL teachers, on
the other hand, have more knowledge of linguistics, drawing on genre theory,
including systemic linguistics and text analysis.

In several countries, second language teaching and learning (for adults) has been subsumed
within literacy considerations and some of the complexity of the former has been erased as a
result. Although the difficulties involved in leaming to read ina language not known well
are acknowledged (because the student is learning two systems at once - a system of written
symbols and a system of expressing meaning), there is little actual research on this.

Ultimately, much hinges on the level of literacy in the first language. If students are nol
{functionally) literate in the first language, then pedagogical issues revolve around the
efficacy of teaching flrst literacy in a second language. For example, it can be difficult to
diagnose whether reading difficulties in a second language are the result of poor reading
strategies In the fizst language, or lack of ‘oracy’ skills in the second language, or whether
they point to a Iack of more general prior knowledge * For students who are literate in their
ivst language, issues revolve around the relationships between the two (or more) written

languages.

DEBATING APPROACHES - EVIDENCE AND RECOMMENDATIONS

What is clear from both literature reviews is that the above four components of the remit of
student academic support all seem to hinge on understandings of and positions on
knowledge ‘transfer’ - a notoriously contested concept. In other waords, "transfer’ and issues
pertaining to it (its possibility, efficacy, ete.) run through all four areas considered in need of
support in one way or another and through key theoretical debates underpinning most
approaches to student academic support. By implication, understanding theories of
knowledge ‘transfer’ provides a general understanding of approaches to student academic

support.

+ Oracy ia 3 widely-used e to refer 1o ‘listening” and ‘speaking’ skills.
HBE Rasunach R puint
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Knowledge transfer

Stokes and Baer (in Comford 2002¢} offer a useful working definition of ‘transfer’ as: ‘the use
of previous knowledge differing in terms of “subjects, setting, people, behaviours, and/or
time”. Examples are the use of theoretical knowledge in practical situations, or the transfer
of leaming from context-rich real world situations to abstract context-reduced situations.
Some notion of knowledge transfer is assumed in education, as Cornford (2002¢:86) reminds
us, “even young children can be observed consistently trying to apply previously learned
words and termsg to new situations™.

Types of transfer

Some helpful distinctions are drawn between fypes of transfer in the FET literature review:

*  Application transfer, near transfer or domain transfer ‘refers to the situation where
students leam something...and apply this leaming’ within a subject domain
{Livingston et al, 2004:19); and

« Conbext transfer or far transfer refers to, for example, applying educational
knowledge generically across subjects or domains of knowledge.

Schools of theught on ‘transfer’

The literature further suggests two schools of thought on transfer, which, for the purpases of
this repott, are termed ‘aniversalist’ and ‘non-universalist’ (Harris 2003). Put crudely, one
school is more psychological and one more philosophical andfor sociological in orientation.
In order to explicate key theoretical debates undérpinning most student academic support
practices, each school is discussed in relation to positions on ‘transfer’ in relation to the four
student support concerns, ‘thinking skills’, ‘theory and practice’, ‘literacy’, and “language’.
The universalist school and universalist positions on transfer in relation to the four areas of
concern are discussed first.

The universalist school

This achool or what Bonnet {1995) calls the ‘metacognitive movement’ upholds the
possibility and efficacy of both forms of near/spplication transfer and far/context fansfer.
Theorists are often {(but not exclusively) drawn from cug:\it{ve psychology. Universalists
endorse near and far transfer. Although it is generally accepted that application transfer

HRE Rasnarch fmport
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within a subject domain iz more likely than transfer frem one domain to another {across
domains), universalists differ in the extent to which they endorse application and/or far
transfer.

Thinking skills

Proponents of key skills see thinking skills as unequivocally tranaferable, both witiin
domains (application transfer) and arross them (far transfer). Kelly (2001:21) for example,
defines them as ‘generic, transferable skills that people can learn and develop in a wide
variety of sihuations, whether in education or in the workplace’. However, from a non-
universalist position claims made by proponent of key skills regarding transferability, see
key skills as ‘a wasteful “chimera hunt” in pursuit of spuricus transferability’ (Kelly:21). As
thinking skills frameworks are considered a more sducationally sound set of interventions
than those pertaining to key skills, a universallst position on addressing the question of
thinking skills rather ihan key skills will be discussed. The universalist student support
strategy is that of teaching thinking skills separately from content.

Teaching thinking skills separately from conitent

The strategy of teaching thinking skills separately involves developing discrete ‘pedagogic
approaches through which specific strategies and procedures may be taught and used by
leamnars in a controlled, conscious way to make their thinking more effective’ (Moseley et al,
2004:7). The pedagogic goal is to teach generic deeper (and quicker) levels of thinking skills.
One of four key studies discussed in detail by Livingston et al. (2004) iz useful to illustrate
this strategy. The researchers cite Butler (1998) who developed a discrete programme
focusing on goal setting and self-regulation: ‘helping students to get a sense of what they are
trying to achieve, and in gulding students to consider options and make strategic decisions
for themselves’ (Livingston et al. 2004:6). Butler's infervention was conducted in North
America with post-16 leamers with no (or low-grade) formal academic qualifications at
entry and ‘who struggled 1o complete tasks’. She referced to them as ‘actively inefficient’
leamners.

Another of Livingston et al."s lour studies concerned “process workshops’ designed for
teaching chemisiry at a university in the USA. These discrete workshops took a
‘constructivist’ approach to working with students who were having difficulty ‘applying
concepts when solving problems’. Students were given opportunities to actively exercise
process skills. Although no attempts were made 1o measure any transfer effects in terms of
learning outcomes, ‘dear evidence emerged...that process workshops were of benefit to
studenty’ learning of generat chemistry and had a positive effect on their motivation.”
(Livingston et al. 2004:9, cur italics).

HARE Ramsarch Mapar
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However, unless there is a short-teten need for intensive and directed provision, there is little
hard evidence of improved outcomes (as opposed to motivation) in the literature to supportt
the teaching of thinking skills in isolation from content. The evidence is that one needs
subyect knowledge (i the FET context, technical concepts) to think with. Thus, focusing on
thinking skills separately from content knowledge is not considered advisable for the FET
sector, This relates particularly to the potential deployment of specially trained student
support workers to deal with thinking skill separately.

Theory and practice

As ix the case with the relationships between thinking skills and content knowledge.
universalist arguments apply again in the relationships between theoretical knowledge and
practical knowledge. Essentially the relationships between thinking skills and content
knowledge and between theory and practice hinge on philosophical premises regarding how
knowiedge is understood. For the universalists, knowledge difference is not an issue. An
example of this view is Boud (2001:56) who states that: ‘It is profoundly misleading to regard
work-based Jearning as an entirely pragmatic and operational endeavour. It is as potentally
theoretically complex and intellectually demanding as any form of education’, The
universalist strategy is that of constructing theory from practice (practice-led approaches).

Proactice-led approaches

Practiceded approaches are apparently gaining ground in contemporary further {and
higher) education, as evidenced in the many programmes where the majority of leamning,
support and assessment takes place in the workplace, for example, new forms of
apprenticeship and programines where work forms the basis of the individually negotiated
curricula. The arguments for these kinds of programmes are usvalty couched in
‘progressive’ terms emphasising their contribution to democratising knowledge and to
encouraging more leamers ko partake of learning opportunities. The philosophicai
antecedent for this learning-by-doing approach iz found in Dewey.

1t is also interesling to note the position of the situated learing theorists (Lave & Wenger
1991} in relakion lo the relationships between theory and practice. Practice-led approaches
may also be grounded in situated learning theory which takes the position that transfer is
difficult rather than in a universalist view (which upholda the possibility of both
near/application transfer and far/context transfer). Key to situated leaming theory is the idea
of leaming in practice as parficipation in a ‘community of practice’, As Beckett (2004:504)
puts it, "what it means to be a lawyer, or a mason, is largely to be immersed in socio-cultural
experiences’. In the FET context such a position may, however, counter-privilege informal
learning at work over formal leaning.

HEAC Mossavih Raport
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Clarke and Winch (2004:510) argue that apprenticeships have long been predicated on such a
view, that is: ‘initistion into occupations by observation, imitation and gradually growing
participation”. However, Clarke and Winch further contend that initiation into a ‘comnmunity
of practice’ through situated learning alone iz ne longer enough as: ‘modern work processes
can only be leamed like this with the greatest of difficulty, because they centrally involve
theory — normative, scientific or both, which informs the techniques employed.” The
argument is that, counter-privileging informal learning at work over forrnal learning may
rernove this problem from view, but does not necessarily solve it. Furthermore, other
commantators (for example, Fuller & Unwin 2004) suggast that, in practiée_. many
workplaces are ‘restrictive’ rather than ‘expansive’ leaming environments.

Clarke and Winch's (2004} detailed criique of practice-led or practice-flrst approaches is
miade on the basis that practice-led approaches assume an inductive approach lo the

_ relationship between theory and practica. Induction refers to forms of argument which

assume, from past evidence of regular associations that such associations will continue into
the future. Whilst this is not logically the case in everyday, practical life, it is {frequently
assumed to be 50 (including in some forms of scientific enquiry). For example, practice is
theorised through developing an understanding of the principles and theoretical
foundations of various work processes.

Achieving an inductive theorisation of practice implies the need to develop an adequate
empitical base upon which to induce theoretical properties and from which te form
generalisations. Clarke and Winch (2004:516) point to some of the paradoxes of this. They
argue that ‘one cannot form a generalisation that presupposes grasp of technical concepts
unless one first has a grasp of the techmical concepts’. The argument is similar to that
advanced earlier in the section on thinking skills: that one needs subject knowledge (in this
case technical concepts) to think with. Clarke and Winch also point out that the ability to
reason inductively is context-dependent rathet than context-independent. Context {s taken to
form the empirical base for theorising, but it may well be that particular contexts place
constrainls on the type of theory or generalisation that can be detived from them. For
example, a context may not produce enough evidence, or too narow an evidence base, for
generalisation

Furthermore, different contexts support different levels of risk regarding generalising from
past associations, Dealing with contingencies or life-threatening situations may, for example,
tequire mare than inductive generalisations drawn from an empirical base of past
experience. These issues lead Clarke and Winch {2004:516) to conclude that “[ijnduction of
theoretical properties from practical experience seems, then, $o be fatally flawed for the
soquisiion of spplied theoretical ’nowledge”. Certainlty the FET Htersture suggests that
{ransfer between theory and practice happens by default in much workshop and simulated
teaching in FET.

HEAC Ramandy Mol
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Liberacy

Universalist strategies for addressing the question of literacy “transfer” are {) teaching literacy
separately; and i) teaching separate, but linked, literacy.

Teaching literacy separately

The international FET literature suggests that separate literacy classes are a thing of the past,
although the reascns for this are not made clear (Falk & Miller 2001:59). Indeed, it is argued
that tutorial type models of literacy worked reasonably well, but have simply became
outmoded. Where functional literacy is taught separately as basic skills, the assumption is
that the skills acquired can be ‘applied in those functional tasks that rely on them’ (Falk &
Miller:1). Basy (or universalistic) notions of transfer have proved diificult to uphold
empirically. Falk and Miller cite some evidence that separate tuition works when intensive
learning of literacy is indicated, for example to facilitate initial access to vocationai
education and training. Overall, separate literacy provision is not recommended in the
literahure, except in cases where intensive literacy leaming to reach a certain thresheld is
indicated.

Separate, but linked, literacy

These approaches are increasingly deployed to support studenta prior to enrolment on a
mainstream vocational programme. There is evidence that students welcome the explicit
vocational links and the reduced emphasis on literacy itself. Powell et al, (2004:15) evaluated
separate basic skills provision for Big Issue workers, finding it to be of limited success for
throe reasons: ‘basic skills were not seen as a priority; the benefits of obtaining better skills
was an abstract idea for most; and some potential leamners feared being stigmatised as
illiterate if they participated’. However, when basic skills were embedded into a publishing
course, the outcome was more positive. The writers clalm that the reduction of emphasis on
basic skills and the focus on vocational content was perceived as relevant, interesting and
motivating.

Staht (1991:1) reports on an interesting conceptual and philosophical reorientation in
preparatory literacy provision. The term ‘learning specialist’ ig coined, rather than “basic skills
specialist’. The goal was to imptove “college reading instruction’ using an academic not a
‘rernedial/developmental’ approach. Stahl argues that an academic approach ‘operates from
a philosophical perspective stressing strategic approaches to reading-to-leamn as driven by
the cognitive sciences and recent research in reading pedagogy. The more traditional skills
approach [as in basic education or functional Hteracy] reflects a deficit model dtawn from
the diagnostic-compensatory movement (in spite of claims to the conurary). In the academic
case, the instructor looks upon his/her mission as teaching students specific skills that have
not been mastered’. Within this philosophical framework, preparatory and highly-focused
HSAC Michpdarch Auprort
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activities were undertaken with students, They tended to be high-utility strategies with
immediate application transfer potential.

It would seemn from the literature that vocationally-linked (discrete) literacy does have more
to recommend it than discrete literacy classes, especially if the focus is on high-utility
literacy practices and the language of subjects and of classroom learning, involving for
example, a trial-run with authentic subject-specific materials and approaches.

Language

Universalist strategies or approaches for addressing the question of language ‘transfer’ are i)
teaching language separately; or i) no language teaching; and iii) teaching separate, but
linked, language.

Teaching language separstely

The literature on Janguage teaching and leaming is similar to the literacy literature in this
regard. Separate language provision is not recommended, except in cases where inbensive
language learning to reach a certain threshold is indicated.

No language teaching

This refers to Krashen's (1982) influential work where he proposed that at a certain level of
proficiency, that is, if the interaction in the classroom is comprehensible to the learner, then
‘s/he will leam language by participating in it, without needing direct mstruction” {in Ivanic
& Ming-12005:24). However, in the South African context, this is generally rot the case and
the majority of students have different needs.

Separate, but linked, language

These are the fields of ‘linked skills’, English for Academic Purposes (EAP) and English for
Special Purposes (ESP). They tend 10 be preparatory programmes where a language teacher
focuses on the specific language demands of particular academic or vocational areas. The
literature reflects ongoing debates among EAP teachers and tesearchers about the issue of
gkills transferable from EAP classes to contend classes, As with literacy, there seems to be
some merit in intensive vocationally-oriented, discrete provision.

The non-universalist school
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This school is mare cautious and critical about claims to transferability than the universalist
school. Rather than a single position, there i3 a continuum of positions, At the one end of the
continuum, are thecrists who problematise application transfer and far transfer. Some of
Basil Bernstein's work on “vertical discourses’ supports these arguments, as does the work of
Muller (2001) and Young (2002). Further along the continuum, are positions which hold
that tvear or application transfer is more tenable than far transfer (whatever the nature of
the knowledge structure), and should therefore be focused on. In other words, as stated
earfier, application transfer within a subject domali 1s far less contested than transfer from
one domain to another (across demaing).

What follows are ‘non-universalist’ positions on addressing questions of transfer for the four
areas of concern,

Thinking skills

Non-universalist approaches identifiable for addressing the question of thinking skills
‘transfer’ are i) relying solely on domain knowiedge; and ii) teaching thinking skills with
content knowledge.

Relying solely on domain nowledge

This position aligns to the more philosophical end of non-universalism. Bonnet (1995), for
example, argues for the ‘sanctity of content’, that thinking skills can only develop within the
context of domain knowledge.” For Bernstein, thinking skills would be seen as part and
parcel of the structure and rule system of vertical knowledge structure. The deeper the
domain knowledge, the deeper the thinking, It is the domain knowledge that leads the
thinking, not the other way around. This hypothesis accounts for students’ vneven levels of
thinking skills in particular subjects. As Fithers and Soden (1999:34) put it, ‘it is important lo
be clear that the level of a person’s “skills” ....may differ depending on that person's grasp of
the knowledge with which the “skills” are to be combined'".

Likewise, Glaser (1985) argues that “experts have examined knowledge-rich tagks...in
knowledge-rich domains’ and have shown “strong interactions between structures of
knowledge and cognitive processes”. Likewise, Soden and Pithers (2001b:207) refer to expert-
novice studies, which imply that ‘to think well in knowledge-rich domains, people need to
achieve 2 deep understanding of significant ideas in their digcipline, of how these ideas are
related, of the ways of thinking which enable them to use this knowledge to think through

7 Thin i a position Gamble (20063 adopts In relation to vocational sducation Hhat is besed on contaxkindependent theory,
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complex discipline-related tasks and of ways of regulating themselves as they try to do so'.
The key element in this strategy s to ‘teach mare subject knowledge’ and teach it better.

A further key element in this strategy might be to consider maths and science as central
vehicles for increasing levels of thinking skills. Moseley et al. (2004) mapped thinking skills
against UK National Curticulum learning objectives at key stage 4 (14-16 years) firuling that
maths and science make most specified references to demands made on general thinking
skills. Champagne (1986) notes that some states in the USA mandated ‘increased science and
mathematics for all students for high school graduation’ on the basis that ‘reasoning,
problem solving and learning skills are best taught in these courses’, On the science side,
according to Livingston et al. (2004:13), hypothetical-deductive thinking was considered to
be central in thinking about biology and physlcs, whereas thinking in engineering courses
was described as mainly oriented to problem solving. Students also tend to see domain
knowledge as necessary to thinking. In a counter-intuitive way, the corollary suggestion
might be that under-prepared students need more content knowledge and that interventions
should be designed to deepen students’ understanding of the diaciplinary knowledgeas a
means to improve their thinking.

Thomas (1992) coins the terms ‘high-road transfer’ and ‘low-road transfer’. She argues that
most traditional vocational education focuses on low road transfer, a point borne out by
Bhala (1995:29) who claims that ‘[n]arrow specialisations are chosen which are then taught at
a level of concreteness which makes transfer [particularly) difficult’. Thomas (1992:xiii)
foregrounds the need for high-road transfer if vocational and academic education are to be
brought inta greater proximity and, on the basis of empirical testing in five sites, argues for
‘the importance of a deep understanding of the knowledge domain and of research’
{Thomas:xii). Her view is that at lawer levels, knowledge is less domain-related than at
higher levels. Essentially the argument is that the best way to deepen thinking skills is to
deepen subject knowledge.

Teaching tinking skills with content knowledge

There are a tange of non-universalist positions which hold that although thinking and
domain knowledge are infimately bound up, pedagogic attention can {and should} be
paid to both. There is evidence that ‘students perform better on a variety of cogni tively
complex course tasks within their subject area’ when exposed to integrated support. As
Soden and Pithers {20015:207) chserve, any attempt to teach strategic thinking is unlikely to
have significant impact on problem-solving ability, unless itis accompanied by attempts bo
deepen understanding of basic principles in relevant disciplines and their inter-connections.
On the basis of their meta-analysis, Livingston et al. (2004:75) recommend domain-specific
interventions that are ‘characterised by a good balance between discovery learning and
perscnal exploration on the one hand, and systematic ... instruction on the other".

HEAC Rurvaichy Raport

- T T




25

‘These views are botne out by some of the more developmental psychologiste involved in
devising thinking skill frameworks (such as Entwistle & McCune), who argue that domain
knowledge should not be downgraded in favour of process skills. They also argue (along
with Bernstein) that different disciplines require different teaching, learning and assessment
methods and that any pedagogic approach to thinking skills has to be redefined for each
discipline, ‘to ensure they Include the leaming processes necessary for conceptual
understanding of that area of study’ (Entwistle, McCune & Walker in Coffield, Moseley, Hall
& Eoclestone 2004:143), This line of enquiry seems to hold promise for student support
purposes. .

Thinking skills fratneworks can be used to give purpose and structure to student support
endeavours, by providing taxonomies, models and frameworks for understanding the
processes and experiences of thinking. However, some frameworlks are better than others for
particular things. For example, Anderson and Krathwehi (2001 in Moseley et al. 2004) have
created a mattix whereby cognitive processes interact with different types of knowledge.
Such a framework is particularly useful for drawing attention to the frequency and overuse
of instruction that focuses on “factual knowledge’ (knowledge of terminclogy and
knowledge of specific details and elements) and learner responses that do not progress
beyond memorisation and ‘recalling’. Their taxonomy and others like it provide a language
and a resoutce for extending teaching and leamning repertoires.

“Thinking skills’ taxonomies are also singled out for thelr relevance to eritica] thinking and
metacogmition. Empirical research suggests that the particutar skills of critical thinking and
metacognilion are also worthy of focus in student suppott. Critical thinking genetally
implies ‘evaluative thinking’ and, for theorists of a more philosophical persuasion, ‘value'.
Moseley et al. (2004) recommend Ha Ipern’s work, as an in-depth psychological perspective
on critical thinking. Halpern provides a general-purpose framework designed to help people
to become more knowledgeable about their own thinking, She adopts a broad and
metacognitive definition of critical thinking, as ‘thinking that is purposeful, reasoned, and
goal directed...and effective for the particular context and type of thinking task’ (Moseley et
al. 2004:26). She calls this ‘mindful thinking”.

Metacognition also appears to be an important concept in the thinking skills armoury. For
some theorists it performs an overarching function. It is generally talcen to be a process af
gelf-regulation’, In further education, the use of reflection and concepts such as the reflective
practitioner (Schon 1993) can be seen as exercises in metacognition. Moseley et al. (2004:8)
present a range of well-known elements within such a strategy, such as: ‘setting goals for
leamning’, ‘using effective strategies to arganise, code and rehearse information b be
remembeyed’, ‘establishing a productive work enviromment, ‘using resources effectively’,
“monitoring performance’, ‘seeking assistance when needed’, “holding positive beliefs...’,
and “experiencing pride and satisfaction with one's efforts.’
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" However, ideally thinking skills frameworks should be designed to be a heuristic device to

organise pedagogical interveniions to ensure that shudents are engaged with content at
different (Jower and higher) levels of cognitive demand. Perhaps the most realistic approach
is for lecturers to have a simple framework of cognitive chaltenge in mind during teaching,
as a means of monitoring the kind of thinking and cognitive demand expected of students
when covering a topic. The simple four~category system developed by Moseley et al. (2004)
is an example suitable for this purpose. It is a synthetic model accommedating sevaral of the
taxonomies they reviewed. It is also all-embracing {covering conative and affective and
metacognitive dimensions). Briefly, the framework comprises ~ the iollowing three
‘cognitive skills’, namely, i) information gathering (recalling); H) building understanding
(concept formation); iii) productive thinking (reasoning; problem solving and creative
thinking); as well as iv) strategic and reflective thinking (which is supported by value-
grounded thinking and includes critically reflective thinking).

It is important to bear in mind, however, that most of thinking skills theorists do not make
overarching claims regarding transferability. Moseley et al. {2004:7) use the term
‘translatable’ rather than ‘transferable’. The former ‘“does not imply that exactly the same
process is used in different contexts. It suggests that although the process or processes are
adaptable, they still retain a “family resemblance” across situations, so that the meaning of 2
process such as “summarising” or “evaluating” is preserved’. Generally, more modest
claims are made, that transfer within domains is possible but that empirical evidence
strongly challenges claims about cross-domain transfer. Even where thinking skills can be
taught successfully with content knowledge, there is no evidence of transfer beyond the
domain concerned. However, as Cornford (2002c:89) remarks; “Successfully attaining near
transfer is enough of a challenge'.

Focusing on the development of thinking skills with content knowledge would thus appear
to be the most efficacions approach in the FET context, bearing in mind that thinking skills
vary between subjects and levels. However, although cases have clearly been made for the
efficacy of teaching thinking skills within the context of content knowledge, there are, as
previously noted, philosophical arguments that this is unnecessary in knowledge-rich
domaing such as maths and science and this idea could be further explored at the FET/VET
level,

Thinking skills frameworks do, nevertheless, offer generative taxonomies, models and
frameworks for understanding, planning and executing teaching and learning. The
deployment of thinking skills or cognitive challenge frameworks is thus considered worthy
of consideration in the South African FET condext. This vast literature has only recently
entered further education debates (even in higher-level courses leading to degress).
Ullimately the idea is that even a well-developed and planned curziculum, incorporating the
development of thinking skills or cognitive challenge, is likely to require added attention
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and support. In view of the contemporary importance giwn to ‘thinking workforees’, it is
valid to argue that more understanding of integrating thinking skills with content is
required in vocational education

Theory and practice

As was the case with the relationships between thinking skills and content knowledge, the
relationships between theory and practice also hinge on philosophical premises regarding
how knowledge is understood, The non-universalist arguments apply again. Bernstein’s
arguments regarding the Jifferential structuring of forms of knowledge are also pertinent
here. Non-universalists advocate theory-led approaches.

Theory-led approaches

From a non-universalist point of view, the issue becomes, as philosophers Clarke and Winch
{2004:510) put it: ‘How does one apply theory? After all, a theory is an intellectual
construction and technical operations involve manipulation of the physical environment. 5o,
how do they connect with each other?’ Likewise, for Eraut (2000:259):

We have shown that learning in the wotrkplace is very different in kind from leamning
in school or college. Thus leamning in one context will not easily transfer to the other.
Nor will knowledge and skill transfer without being resituated in the new context,
which will require significant further learning [...| The attributes and dispositions
required for lifelong learning in the workp lace cannot be acquired autside the
workplace; and a significant amount of preparation for wark can anly be undertaken
in employment, To pretend otherwise would be to deceive the public and limit the
quality of the outcomes of both general and vocational education.

As already noled, cross-domain transfer of learning is regarded as more difficult to secure
than intra-domain transfer. Regarding theory and practice, although the subject domain is
constant, the change from formal setting to practice setting (or vice versa) renders this type
of transfer more complex than, say, the application of theory to a task within the classroom
setting. Yet, as Comnford (2000¢:87) rerninds us: ‘[tthe whole rafson d'etre of vocational
education is for skills and learning to be established ir such ways that they transfer more
generally and specifically to the wider enviconment’, The goal is to achieve a situation where
theoretical knowledge becomes, to somne extent, embedded in practical skills.

Theory-led approaches are traditional modes where acquisition of different forms of
knowledge is separated. Propositional knowledge is acquired formally and process
knowledge is acquired through placement or practicum, for example. For most

commentators, such approaches maximise the likelihood of successful theory-practice
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tranafer. For Clarke and Winch (2004:510-11), theory-led approaches require a deductios
relationship between theory and prictice. This involves drawing conclusions from premises:
‘the relevant part of the physical theory has to be first entertained in the mind of the worker’.
Clarke and Winch recommend this approach because of the nature of theory itself, as,
‘interconnected badies of propaositions or norms that have a more or less general application
30 that they do not simply apply to particular cases but to classes of cases”,

Non-universalist literature thus argues that theory should be taught separately from practice
mitially, and later cross-referenced with practice - in a graduated and ‘scaffolded’ way, in
simulated work environments and probationary practice, {The Vygostkian term
‘scaffolding’, at its broadest, refers to providing timely assistance contingent on students’
progress). Although such theory-led, deductive approaches are recommended as more in
keeping with an “educational’ approach to student support, much of what has been
discussed has not been empirically tested, particularly in the vocational context, It is futther
acknowledged that choice between the two approaches to theuf}r-practice relationships,
practice-led and theory-led, also depends on level and subject. One could argue that forms of
theory-led and practice-ted approaches will be required at different stages of a learmer-
worker's career. Some workplace learning requires acquiring more practical or technical
skills, practice or know-how, whilst other occupational learning requires the acquisition of
more theoretical understanding (knowing why). This implies phases of theoretical input
followed by phases of practical consolidation or opportunities to use theory deliberately
in practical work.

Finally, although the non-universalist school has things in common with situated learning
theorists in that they both argue that transfer is difficult, an important distinction is that
proponents of situated learning tend to focus on workplaces and informal contexts, As
implied eatlier, the danger is that this position can lead proponents to eschew the notion of
knowledge difference and the need for any formal learning at all.

Literacy

The non-universalist strategy for addressing the question of literacy ‘transfer” is that of
tezaching literacy with content knowledge,

Teuching literacy with content imguladge
Mosi arguments in the literature point to the deployment of embedded and integrated
approaches to literacy in vocational education wherever practicable (for mample, Stasz,
Hayward, Oh & Wright 2004; Falk & Miller 2001; McKenna & Fltzpatrick 2004). The main
rationale is increased transfer. '
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As Faik & Miller (2001:54) put it:

There is an equatly convincing set of research that shows that basic skills, like most
learning, do not transfer easily to othér tasks and contexts...without additional on-site
learning to aid the transfer-of-learning process [ther: is a] need for a bridge of some
kind between decontextualised learning....and the vocational contexts of use....in
which those skills are expected to be applied.

The embedding of literacy also applies to practice-based and simulated leaming
environments: the general principle being that learners are assisted with a new literacy
demand at the point where it occurs, that is, during the leaming of vocational theory ot
whilst engaged in a vocational task: ‘literacy and numeracy are operationalised as integrated
or embedded competencies within applied tasks” (Falk & Miller 2001:54).

A new angle on embedded literacy is currently being explored under the auspices of a UK
research project entitled ‘Literacy Practices in Further Education’ (Mannion & Tvanic 2004},
Taking a social practice starting point, the alm of the first part is “to research the interface
between the literacy practices which might lead students to success...and the literacy
practices in other domains of their lives and to mobilise the latter to enhance leaming on
college courses’, This involves the research team in mapping of literacy demands associated
with student learning across a wide range of further educatlon courses. Although teaching
literacy with content knowledge i seen as most likely to increase the likelihood of transfer,
clearly this approach carries particular staffing and staff development implications which
will be discussed in Chapter 4.

Language

The non-universalist strategies for addressing the question of language ‘transfer’ is that of i)
teaching language with content knowledge; and i) subject-specific integrated language
teaching.

Teaching language with content knowledge

In the language literature, theoretical underpinnings seem to shift according to the kind of
language proficiency being addressed. Cummins’s (1979, 1981) differentiated between basic
interpersonal communication skills/BICS (requiring a communicative approach) and
cognitive academic language profidency/CALP (requiring a cognitive approach) (in Reilly
1988:2). This Is explained by drawing directly from Boughey (2005a:7). Using research with
bilinguals, Cummins and Swain posit a mode] of language proficiency consisting of two
intersecting axes. The horizontal axis attempts to describe the amount of contextual support

available for making meaning in language use. In some language use gituations, contextual
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support is rich, In a face-to-face conversalion, for example, speakers can use intonation and
other linguistic features as well as gesture and facial expression to support meanlng making.
Support for meaning is alse often avallable in the physical situation. A conversation which
takes place in & Kitchen, for eample, would allow a speaker to pick up a kettle and ask ‘Do
you want a cup of tea?’ with the result that physical objects in the immediate surcoundings
provide support for meaning making. Cummins and Swain term this sort of language use
‘context embedded’.

At the other end of the continuum exist situations with no support for meaning making. A
student writing an academic assignment, for example, needs to convey what she or he wants
to say using only the symbola on the paper, and anyone reading an academic paper is
similarly deprived of support for meaning making. For Cummins and Swain, language use
in this sort of situation is "context reduced’. Distinctions in the amount of contextual suppott
available lsad to differences in the language use itself. [n context embedded situations,
language need not be explicit. In context reduced situations, language needs to be highly
explicit aa there is no other support for the making of meaning, Students whe have
experience only of meaning making in context embecdded situations often do not appreciate
the need to be explicit in context reduced situations involving writing. Thus, as a feature of
poor wriling, inexplicitness can be attributed to a lack of familiarity with language use in
some situations and not with a lack of facility with the language per s2.

The vertical axis of Cumimins and Swain's model relates to the cognitive demand of any task
involving language. Tasks can be cognitively demanding or cognitively undemanding.
When these two axes are related in a figure (see Figure 2.1 on page 44) then it becomes
possible to plot four different areas of language competence. Language events focated in
quadrant ‘A’ of the model are rich in support for meaning and cognitively undemanding (a
conversation between two old friends which takes place in a kitchen wouid typically be
located here), while events located in quadrant ‘DY have a high cognitive load and any
meanings need to be conveyed without paralinguistic or other forms of support. The need to
write an academic essay or read a journal article would typically fall into this quadrant.®

[*]

# Thie mode] has polniial for undenstanding language use in work-based leamning, [n & work situation, lor exampls, It could
e the case that cognitively demanding language use takes place in a contaxt which |2 rich in support for meaning (in
quadrant B).
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Figues 2.1: Ringe of contexciust support and degres of cognifve imvolvement In communicative activities
(Cunsmirs & Svmin 1gliy)

Cognitively undemanding
A L
Context- Context-
smbedded reduced
B D
Cognitively demanding

Cummins’ and Swain’s modet has allowed practitioners working in the field of student
acadermic support to make sense of 2 number of observations. Some students, for example,
appeared to have greater facility in using English in face-to-face situations (when talking to
lecturers or when involved in group work, for example) than in writing ot reading,
However, as a result of their research into bilingualism, by 1984, Cummins and Swain
posited a further model of ‘common underlying proficiency’ leading to a ‘dual iceberg’
representation of bilingual proficiency (see Figure 2.2),

Figury z.2: The ‘dwsl icaberg’ reprasentation of billngual preficency (Cumming & Swwaln 1984}

Surface featurcs
of L2

Surface features
of L1

In developing both the model of language proficiency and ‘dual iceberg’ representation,
Cummins and Swain make a distinction between the "surface features’ of the language {what
we see and hear in terms of linguistic structure or ‘gtammar’, intonation, elc.y and the
underlying proficiency. This underlying proficiency refers to the ability to use language for
different ‘Functions” and in different kinds of situations (involving context embedded or
cantext reduced language use and different levels of cognitive demand). Language, for
axample, can be used to describe, to define, to classify and to evaluate, Development of the
ability to work with what might be termed ‘higher order’ linguistic functipns does not
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_occur naturally but is dependent on the sort of linguistic experiences available o leamers
as they acquire the home language. Some of these experiences will be schooled experiences,
others will ke place in the home or other social contexts.? The distinction between “surface
features” and ‘underlying proficiency” is important in accounting for what we see and hear
in language use. Learners need to understand the function of, say, classifying or defining, at
a ‘deep’ level if they are going to be able to produce ‘surface features’ which are meaningful.

Using their research with bilinguals, Clinming and Swain po on to argue that underlying
proficiency developed through using the first or ‘home language’ becomes available for
secomd or additional languages (hence the “dual iceberg’ representation). Indeed, in her
review of the intemational FET literature, Harris (2005:53) argues that the rationale for
teaching language with content is less about the direct transfer of language skills to content
knowledge than about language development supporting the development of thinking skills
in relation to content know!edge and ‘higher order’ linguistic functions. As Platt (1996:3)
puts it, the alin is to ‘promote higher-order thinking skills such as evaluation, synthesis and
analysis in traditionally hands-on environments’. Teaching second langnage with content
knowledge is seen 2s enhancing the acquisiion and development of thinking skills as
well as language skills,

Although there is little evidence in the literature of articulated, theorised relationships
between Hieracy and thinking skills, in practice it seems that many approaches to literacy
development de also include attention to thinking skills, This is especially the case with
approaches that adopt a more cognitive, ‘performance” (Bevnstein 1996) philosophy and
pedagogy that is closer to formal education. However, prevalling ‘competence’ orientations
and discourses of adult literacy and basic skills do not explicitly foreground thinking skills.
Theorists invelved in thinking skills see the potential for greater connection. However, it
does seem as if opportunities for linkages with thinking skills have been missed. As
Livingston et al. (2004:56) observe: ‘Language and literacy are powerful resources for
supporting the development of thinking, for example, specific words carry within them
patierns of thinking — such as “claim” which calls for evidence — and writing ideas down
enables them to be examined, critiqued and revised. Furthetmore, as Moseley et al. (2004:59)
argue: ‘Because strategic thinking and reflection are of value in all kinds of learning and at
all levels, they should form part of all education and training (including work in basic skills
and programmes addressing the needs of all students who find leaming difficuit)’. Looked
at in this way, the judicious integration of thinking skills with basic (literacy and numeracy)
skills could be an efficacious way of enhancing the likelihood of future educational success.

* Although Cummins and Swain refer o Vygotky's (1962) work, they do not specificalty refer o the notion of “socia
madistion” in language leming, Claarly, thez idwy that tha developrment of 50 called higher order Enguintic functions is
fucilitated theongh social interaction would apply here however,
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However, as Baughey (2002:301) argues ‘much language use defies the use of logical
reasoning, as its Inexplicit nature requires the use of prior or contextual knowledge in order
for pretises to be interpreted or conclusions evaluated'. She goes on to point out that the
teaching of critical thinking 1s related to the construct of the ‘autonomons text” (Olsen 1977)

or the idea that the words which construe the text ‘carry’ meaning which then has to be
retrieved by the reader or insetted by the writer. Understandings of language {Halliday

1973, 1978) show how meaning is constructed using the confext as well as the text. If readers
and writers o not have access to the context which informs a writben text or will informa -
text they are abont bo write, then the construction of meaning is impeded.

Harris (2005:54) points out that a significant advantage of embedded approaches is the
subsuming of language development into the leamners” overall vocational objectives (Roberts
et al. 2005:9). As such, the focus shifts from the aoquisition of language to using language as
2 medium to do something else - mechanical engineering, mathematics, science, social
studies, and so on. Reilly (1988:22) refers to Krashen and his view that language acquisition is
most efficacious when based on ‘input that is meaningful and understandable fo the learnes’.
Roberts et al. (2005:8) hold that embedded approaches also allow for better evaluation of
students’ language leamning needs, as ‘the gap between, carrying out the particular task and
the leamner’'s existing...knowledge may only become apparent ko the learner and the teacher
as the learner carries out the practical task.’ :

Vocational classrooms are viewed as being exceptionally good places for language
acquisition purposes because of the hands-on nature of many of the teaching and leaming
processes. As Platt puts it:

The hands-on component, characterised by work in pairs or small groups, highlights
authentic learning through the use of a variety of fools, materials, and equipment in
the production of concrete products and services...In their manipulation of tools and
equipment, they talk with one anather and with their teachers about the work at hand,
discussing and reviewing processes and procedures as a riormal part of the vocational
activity (1996:4).

The recommendation emanating from both reviews is thus that literacy and language
development shauld be as integrated with vocational content ag circumstances, subjects and

level permit.

Subject-specific ietegrated kanguage beaching

Finally, different subjects are deemed to provide particular resources for particular forms
of language development The physical sciences are held o be » particularly good “source of
meaningful and relevant language input’ (Reilly 1988:3). There tends to be an abundance of

“texts with extralinguistic devices (diagrams, charts, pictures)’ which can help to clarify
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meanings. The social sclences are seen as having the potential o ‘promote the development
of critical concepts” and to support leamers in how to perceive relztionships and integrate
information and concepts within the context of a main idea or topic’ (Reilly 1988:4-5).

CONCLUSION — AN APPROACH TO STUDENT ACADEMIC SUPPORT

Four areas of concern are identifiable in the literature;

»  the development of thinking skills;

‘academic’ Jiteracy:

s  language and

the theory-practice relationshig.

Ultimately, the review of the international literature on student support in the FET college
sector found evidence to support the adoption of a position on student support that is
knowledge-dependent and non-universalist in its approach to “ransfer’ with reference to
these four cdmpunents. This position is one where the concept of knowledge ‘ransfer’ is
treated in educational, rather than advocabory terms, that is, with caution. A non-
universalist approach holds that near or application transfer {within a subject domain) is
more tenable than far transfer (across subject or knowledge-domaina} whatever the nature
of the knowledge structure, and should therefore be focused on.

Non-universalist strategies for addressing the question of knowledge tranafer in the four
components of the remit of student academic support are those of:

+ developing thinking skills with content;
¢ integrating literacy andfor language with vocational educational content; and

» phases of theoretical input followed by phases of practical consolidation or
opportunities to use theory deliberately in practical work.

Overall, separate language and literacy provision is not recommended in the literature,
except in cages where intensive literacy and language learning Lo reach a certain threshold is
indicated. Clearly, in the South African context, language adds a very important level of
transfer. However, the overall problem to be faced, it seems, is the practicability of so
many skilla all being linked to the vorational curriculum. There is a danger of overload
and confusion of (thinking, practical/application, literacy, language) skills. A balance is
required so that attention io these aveas of student academic support does not detract from
the learning of specialist content knowledge.
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Chapter 4 discusses the teaching processes considered relevant to transfer situations and
teaching for knowledge transfer within a subject domain. Before doing this, Chapter 3 draws
on valuable lessons glémed from the Academic Development movement in South African
higher education institutions. It also (lluminates on other factors considered pertinent to
student ‘success’ in the South African higher education context.
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Chapter 3

LESSONS LEARNT IN THE SOUTH AFRICAN CONTEXT

INTRODUCTION

This chapter:

» provides an hisorical perspective on the rise and subsequent development of the
Academic Devetopment (AD) movement in South African higher education
institutions;

» affers some of the main lessons learnt from student support in higher education in
the South African context; anc

» identifies further areas of concern requiring student support relevant in the South
African context.

As with previous chapters, much of the text is drawn directly and deliberately from both
commissioned literature reviews, in this case predominantly the review of the South Africa
AD movement (Boughey 20052). The chapter is considered particularly relevant for policy
makers, college leadership, programme managers and heads of student support.

THE ACADEMIC DEVELOPMENT MOVEMENT IN SOUTH AFRICAN HIGHER
EDUCATION

In it relatively short history, the AD movement in higher education has gone through a
number of theoretical and ideological shifts which have contributed to the camplexity of the
forma in which student support initiatives now manifest themselves at an institutional lavel.
Boughey (2003) and Volbrecht & Boughey (2004) identify three phases in the history of the
AD movement in South African higher education, These phases are broadly termed:

1. ‘Academic Support’ (the first phase);
2. ‘Academic Development {the second/'infusion’ phase); and
3. ‘Institutional Development’ {the third phase).

HERC Rassarchieport



—tl e

—

37

Howaever, before proceeding with an abridged account of the AD movement, it is important
to note that in reality these three phases are not distinct from each other, and are indicative
of more of dominant discursive formulations than actual periods of time, Fulhwing
Chouliariki and Fairclough {1999), the formulations are understood to give rise to
‘conjunctures’ or relatively stable seis of social practices around specific projects (in this case,
student support), This is an important point as, in many respects, the student support
practices which have characterised each phase (or each discursive formulation) have co-
existed in many cases and, in some, continue to do so alongside dominant practices.

The definition of AD as ‘an open set of practices concemed with improving the quality of
teaching and leaming in higher education” offered by Volbrecht and Boughey (2004:58)
attempts to capture this phenomenon with the word ‘open’ signaling that the student
support practices which partly constitute contemporary AL work often stem from very
different ideological and discursive positions. Thus, the assumption is that the identification
and interrogation of these discursive formulations is important since it allows the potential
of the practices they give rise 1o, to be evaluated more thoroughly far the context of the FET
college sector.

The aceount of the higher education AD movement which follows offers a number of
important lessons for student support. In tracking shifts in the development of the AD
movement & identlfy lessons relevant to the FET college sector, the following account
attempis to: ‘

¢ sketch the wider political and educational policy context of each of the three phases;

* explicate some of the dominant ideological and discursive positions,
‘sommonsense’; understandings and theoretical underpinnings and developments
that charactetised each phase and informed the structure and form of student

supporl;
o describe the dominant structure and forms of student support these gave rise to; and

«  illustrate the impact of all of the above on funding and AD staff profiles.

Phase 1: Academic Support

Phuse 1: Comtext

The first phase of the AD movement grew out of the attempts of the historically whike Hberal
universities to admit small numbers of black students through ‘relaxed state apartheid

policies’ (Pavlich & Orkin 1993) from the early 1980s onwards.In 1983, the apartheid

# Hurnker (1989), fior axample, dates the orlgin of the Academic Suppart Programme at Wils to the firgh semaster of 1961
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government passed the University Amendment Act (Act 83 of 1983), also known as the
‘Quota Act’, In an attempt to control the number of black students admitted to the liberal
English speaking universities. The universities resisted the Act vociferously maintaining
their right to admit whomever they chose on the basis of academic merit and not any other
criteria. In the face of this opposition the government backed down (Behr 1987) although the
Act remained on the Statute Book to be applied if the compasition of the universities was
deemed to be ‘getting out of hand’.

Given thiz policy ontext, it is not surprising that the early student support initiatives ware
infused with a concern for non-discrimination and equality. When the socio-economic
context of the early 1980s is considered, this is even less surprising. A state of emergency had
been declared and the townships were rife with unrest. South Africa was also in the throes of
an economic recession with obvious repercussions for those at the lower end of the social
economic spectrum. The early efforts of those working in the field of student support were
therefore directed at shzdents who were affected personally and academically by political
events (Hawarden 1985; Agar & Mashishi 1986).

Phase 1: Dominant positions, understandings and theoretical developments

On the one hand, widely held conceptions of ‘disadvantage’ o ‘underpreparedness” at this
time tended to rely on commonsense assumptions in constructing students as 1) lacking
skills; ii) experiencing gaps in conceptual knowiedge areas; i#) in need of language
development; and iv) lacking the ability to think "critically’. On the other hand, early
academic support initiatives drew heavily and, in some cases, unquestioningly on theory
and practice generated in places such as Britain, the United States and Australia, particularly
in termna of language devélopment.

However, commonsense assumptions in instructing students are open to theoretical
challenge. The idea, for example, that students’ difficulties are related to their status as
speakers of English as an additional language is open to theoretical challenge in terms of the
nature of the ‘language problem’ itself, Is the problem simply that of students not having
mastery of the ‘surface forms’ of the language, or is the problem much deeper and related to
cognition and learning itself? Furthermore, as Starfield (1990a) and others began to point
out, approaches and methods generated overseas are not always appropriate to the South
African context because the students they address have qualitatively different needs.

For example, Cummins and Swain’s (1984) basic interpersonal communication skills and
cognitive academic language proficiency distinction and ‘dual iceberg representation of
bilingual proficiency’ (see Chapter 2) had an influence on thinking at all levels of research
and educational practice in South Africa at thia time, ot only the field of AD. However, as a
result of research conducted in primary school claszrooms in the late 19803, Macdonald
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(3990a, 1990b) concluded that the early shift into the use of an additional language as a
medium of instruction in most South African primary schools meant that the majority of
children had not consolidated development in their home language before the shift was
made. This meant that the undetlying proficiency necessary to support language use in the
additional language had not developed.

This was an important observation with huge implications for language development work
in South Africa at the time, as dominant language teaching approaches ‘imported’ from
overseas in the form of textbooks and other learning materials were developed on the
assumptlon that common underiying proficiency had been developed through the home
language. Thus, in places such as Britain and the United States, materfals had been
developed at lertiary level, for example, for students who had come to places such as Britain
and the United States and who had been relative ‘high flyers’ in their home countries. These
students had developed understandings of language use in context reduced and cognitively
demanding situations and had command of higher order functions such as classifying,
defining, etc. They thetefore needed only 1o learn the way these language uses and functions
wete externatised through the surface forms of the additional language. This was a
qualitatively different need to that of the majority of South African students.

The significance of Cummins and Swain’s and Macdonald’s work was appreciated by many
of those working in Academic Support programmes in the early phase of the AD movement.
By 1990, for example, Starfield was problemetising dominant understandings of students’
problema as being related to the ‘surface features’ of the language and to their status as
speakers of English as an additional language. Citing Widdowson (1979), Starfield goes on to
note that dominant approaches based on the teaching of ‘English for Special Purposes” (ESF),
developed in places such as Brifain, are problematic as they involve ‘translating’ functions
presumed to have been developed in the home language related to, for example, the
construction of scientific knowledge, into the additional language, In South Africa, the
problem was qualitatively different as the functions were not necessatily available for
"ransiation’. Students’ ‘language problems’ therefore began to be reconceptualised as
involving cognition and this had implications for the way language development would
need to be addressed. The idea, for example, that students’ language needs could be
addressed in general language classes focusing on the teaching of the surface features of the
language, began to be questioned and this resulted in a growth of initiatives which began to
work with language in specific disciplinary areas such as science and engineering, and
which related language development to that of cognition.

Other theory which informed the practice of those working in the area of language was
derived from the work of the composition theorists — researchers with a special interest in
studying writing. A wealth of work from other researchers who had studied the writing
process such as Emig {1977); Raimes (1885) and Zame! {1952) and from theorists such as
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Flowers and Hayes (1980) who studied writing as a cognitive process was also used to
inform practice, The observation that students who appeared to be able to use English
relatively well orally but then fioundered in academic writing was explained by the basic
interpersonal communication skills and copnitive academic language proficiency
(BICS/CALP) distinction. Attempts to develop students’ language proficiency therefore came
to embody a special focus on developing CALP, and thus on developing writing, rather than
simply teaching ‘general’ English.

The issue of language has long been key to thinking and opinion in the AD movement. As
Bruenfit (1987:1) notes, *“Language” and “Education” share two disadvantagea that many
other areaz of study avoid: they are both too familiar’. The familtarity of language and the
fact that everyone has learnt at least one language in their lives (their home language) meant
that language development in the initial efforts of the AD movement was often based on
commonsgense and unexamined assumptions, The theories cutlined above challenged much
of this commonsense and shifted language development practices substantially. These
understandings were to be developed substantially in the next phase of the AD movement,
although commonsense assumptions continued (and continue) to exist (Boughey 2002).

Also taken up during this first phase of the AD movement, in terms of theories of learning, is
the distinction between deep and surface approaches to learning (Marton & 5iljo 1976;
Entwistle & Ramsden 1963; Biggs 1987). Deep approaches to learhing are often azsociated
with attempts to understand, rather than merely remember, and with intrinsic motivation
(Fourie 2003) in that the student seeks to satisfy his or her own curiosity and learn for
learning's sake. ‘Surface’ approaches, on the other hand, focus on remembering without
necessarily understanding and integrating new knowledge with existing or new schematic
frameworks.

Once these two approaches to learning had been identified, the strategies or behaviours
associated with them could also be observed. Students adopting a surface approach to
leamninig, for example, tended to simply try to remember words or formulae and then to
apply these to problems in a mechanical fashion. A deep approach, on the cther hand,
would be more likely to result in behaviours intent on integrating new leaming into a
coherent schema. Related to these two approaches are descriptions of students as “active’ or
“passive’ learners {see, for example, Grayson 1991). ‘Active’ learning is related to the
construction and internalisation of new understandings and schema through interactions
with the environment or through activities that challenge existing understandings, and is
associated with a deep approach whilst ‘passive’ learning is associated with the receiving of
information simply to be remembered.
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* Phase 1: Structure and form of student support

For the relatively few black shidents admitted to the historically white English-speaking
universities in this early phase, the most frequently encountered student support inibiatives
were offered under the umbrella of the Academic Support Programme (ASP}. Located in
specialised units, or run by speciatly appointed persormel at departmental level, these
initiatives assumed that it would be possible to addvess the phmammﬁ of stuclent
‘underpreparedness’ In remedial faghion and in isolation from teaching and leaming in the
disciplines. In many respects, the early ASPs were ‘commonsense’ both in their
understandings of phenomenon of student ‘underpreparedness” as well as the measures
intended to address it. Key to early academic support programmes was a deficil assumption
about the students they served in the context of an assurance about the ‘rightness’ of the
practices which characterised the institulons to which they had been admitted. Thus,
academnic support initiatives tended to ‘sit apart’ from the mainstream teaching and learning
activities of the rest of the institution.

This position was ultimately untenable (even though attempts to support students in thia
way exist even today}. The effect of the adjunct nature of programmes on student altendance
and commitment ke developing the gaps the programmes sought to address is something
which plagued the AD movement through this early phase, and was one of the factors in the
call for ‘mainstreaming’ AD which characterised the next phase of the movement’s history.
Problems with low attendance at academic support initiatives (regardless of whether or not
they were credit bearing) was noted as was sorne reseniment displayed by students at
having to enroll for ASP courses and programmes. Associated with this resentment was the
stigma at being singled out as being “different’. Furthermaore, the separation of academic
support from academic subjects meant that many students were not able to perceive the
benefits of academic support initiatives in their mainstream classes because of their
'diffused’ nature. This characteristic came in for heavy criticism in the next phase of the AD
movement, particularly as theoretical positions developed around the nature of ‘becoming
academic’. Although the dominant forms of support have not changed substantially over the
years in fornt in that institutions continue to offer "bridging” programmes, pre-university
courses, foundation courses, tutorial programmes, workshops and language courses, the
theorelical and ideclogical positions informing initiatives have shifted.

While the first phase of the AD movement was about providing suppert to students directly,
the second phase had a much more embracing understanding of the notion of support
constructing it as occurring #hrough the development of curriculum and appropriate teaching
methodologies and, thus, through work ‘in the mainstream’. An element of early AD work
that wes important in initiating areas of this endeavor, and which remains significant for the
provision of student support, is work directed ot identifying the potential of students to
sucoeed in higher education, in spite of their poor scores on the Senior Certficate
examination and in spite of their history of ‘disadvantage’. Many of these initiatives

involved the identification of elements of cognition and affect (motivation, attitudes)
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impacting on academic success (Potter & van der Merwe 1992, van Dyk & van Dyk 1993}
although there was also 2 major focus on correlating scores on the Senior Certificate
eamlnation with performance at first year level (see, for example, Badenhorst, Foster & Lea
1590).

Although the findings of studies conducted in this early phase along with the use of specific
test batteries might not have stood the test of lime, particularly in terms of theoretical
challenges to, for example, the use of psychometric teats [with Wallace & Adams (1989), for
example, making one of the earliest challenges), elements of this work relating to the
admission and placement of students on appropriate programmes of study and the
development of curricula which are responsive to the student needs identified by admission
and placement procedures once they have been enrolled, remain impostant today, Selection
and placement of students is important because students who have been placed in a
programme of study which is conceptually or practically too demanding will not be able to
benefit from it. Information about students’ eﬁtry-level abilities and knowledge, moreover,
has the capacity to feed into curriculum development and beaching methodology, and allow
mainstream lecturers to articulate the curriculurn with students’ needs and address problem
areas once teaching begins.

Phase 1: Funding

Although universities did contribute to the staffing of ASPs in the early phase, a large
number of people working in them were employed on the basis of “soft’ funding offered by
donor agencies. Hunter's (1984) survey of ASPs at the historically white liberal universities
Rhodes, Natal (Durban and Pietermaritzburg), UCT and Wits provides a useful indication of
the way posts were funded. Although ASPs were undoubtedly small in 1984, the rellance on
donor funding is evident with only UCT, of the four universities surveyed, making a
significant commitment to academic support in terms of established posts,

No other detailed data are available in the literature, However, the position regarding the
way posts were funded did not appear to change over the years. By 1997, when Moyo, Denn
and Hounsell conducted their needs assessment and audit of the AD movement, three
hundred and seventy staff were employed in AD units and programmes across South Africa,
with an average of fourteen staff members per institutions, but less than half of all these
appoiniments were permanent (Moyo et al. 1997:52). Itis alzo useful to consider the effect of
funding on the Academic Support staff profile.

Phase 1: Staffing

Staffing of the early ASPs was influenced by the nature of the perceived role of academic
support practitioners and funding. Academic support was largely constructed within the
role of i) developing the academic and study ‘skills’ lacked by students because of their poot
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schooling backgrounds; ii) filling gaps in conceptual knowledge which were also due to
schooling; ili) developing language competence; and iv) contributing to students” ability to
‘think critically’. Academic support personnel were also allocated a pastoral role in terms of
locking after a black minority who were at risk because of problems related to finance, the
places they lived and the unrest in the townships in the 19803 and early 1990s (Harwarden
1965). The majority of staff in the early ASPs were therefore appointed on the basis of their
ability to perform these tasks rather than on the basis of their ability to conduct research and
ko teach in the mainstream disciplinary areas. Many of the early academic support
practitioners were minimally qualified, therefore, holding qualifications only at bachelors or,
at most, honours levels. Some were appointed on the basis of their experience as school
teachers (particularly in mathematics and the sciences). The criteria for appaintment to the
early ASPs were significant in constructing staff as ‘different’ to those employed in the
mainstream academic endeavour and thus to marginalising academic support work. In the
next phase of the AD movement this situation then influenced the ability of AD practitioners
to influence change at a wider level and thus improve student support provision.

Even if the roles allocated to academic support practitioners had been more prestigious in
conbexts which valued research into the disciplines above all else, problems in attracting
better qualified staff would still have remained because of the lack of established posts in
ASPs, Many academic support staif were employed on the basis of short term contracts
{often lasting only one year) because of donor funding and because much of this funding
was aimed at“projects”. Typically, in order to secure funding. a proposal would be written
for a specific project with a given time span. Donors would agree to fund the project and
universities appoint staff for its duration only.

The precarious and short term nature of much early academic suppott work led to staff i)
not committing themselves to a career in the field; and ji) ‘jumping ship’ if better career
oppottunities elsewhere in the university offered themselves. A number of academic
support staff were able to move into junior lectureships in the disciplines having worked in
departments as ASP tutors and proved their worth in this capacity. Although a small cadre
of AD professionals did develop over the years, this was not large and AD has leng suffered
from having to recruit new personnel who set about ‘reinventing the wheel' by relying on
commomsense solutions to the ‘problems’ which confronted them because they were
unfamiliar with the theory informing their work, and because they had not learnt from the
lessons of othets over time.

The reliance on donor funding and the lack of commitment at an institutional lavel to AD
has had profound effects on the AD movement and iis capacity to fill the various roles
allocated to it over time. If Student Support staff canmot be assured of long term employment
with prospects of career advancemend, then their commitment to the AD endeavour is
challenged and the cadre of professionals needed bo take both theory and practice forward is
HSRL Motasech Aaptt



44

threatened. The propensity of AD staff to move into more prestigious areas of employment
in the university sector in the early AD phase was not only due to the nature of their
employment an short term contracts, however, but also to the marginalised nature of AD
work itself. Early student support initiatives were academic in that they were located in the
academy and dealt with teaching and leaming issues. However, they did not have the status
of the malnsiream disciplines and the fact that staff were qualified at relatively low levels
and did not, for the most part, engage with research contributed o their ‘difference’.

Phase 2: Academic¢ Development

Phase 2: Contexi

The origins of the initlal ASPs were attempts to address the problemns of the small number of
black students enrolling at the historically white English-speaking universities in the early
1980s. By the end of the decade, and particularly following the release of Mandela in 1990, it
was apparent that political change was inevitable. With this acknowledgement of political
change came the understanding that univetsities would soon become very different places
with their detnographics representing the more general demographics of the country rather
than those of a white elite,

In terms of the wider policy context, the ¢arly 19908 have been characterised by Kraak
(2001:87) as the ‘pre-taking of power era’ involving the ‘mobilisation of the entire anti-
apartheid movement behind the task of forging new policy propositions across the entire
gamut of human existence’. For Higher Education, the most important policy document
produced during this period was the Nationa) Education Policy Investigation (NEF) Report
(1992b) on post-secondary education. The NEPT has been varlously termed a unique ‘civil
society initiative’ {Badat 2003:6) and a ‘people’s education project’ (Cloete 2002:94). Given
this background, equity was obviously a major issue and is defined in the documents as “the
improved distribution of educational resources to dizadvantaged communities’ (1992:11)
and was constructed largely in quantitative terms. In higher educatiory, this involved the
provision of increased access for black students to institutions which still remained unequal
in terms of resources and capacity. In the face of this overwhelming demand and need for
equity, the relatively small and focused efforts of earlier academic supportt initiatives and the
idea that academic support should catet lo a ‘disadvantaged’ or ‘underprepated’ minority
rather than 2 majority came in for major chatlenge (Mehl 1988; Moulder 1991).

The idea that ‘underpreparedness’” would eventually be a majerity phenomenon was
supparted by the experiences of those working in ASPs which had been set up on
histarically bimck campuses (such as the University of Bophuthatswana) as the 1580k wore
on. Partly as a result of the nature of South African society at that time, but also because of
important theoretical differences, by 1986 those working on historically black campuses had
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established a professional organisation named the South African Assaciation of Academic
Development (SAAAD). SAAAD existed alongsice a group of practitioners from the
historically white liberal campuses whe had run an annual conference and who had
published proceedings from that conference as ASPecks. Other practitioners had become
members of the South African Association for Research and Development in Highey
Education (SAARDHE) and had published in the association’s journal the South African
Journal of Higher Education (SAJHE). SAAAD became a rallying point for what, at that time,
emerged as a vodiferous and apparently radical opposition to dominant student support
practices. Over time, a growing number of practitioners working at the historically white
instifutions came to adopt positions advocated by SAAAD and, eventually, to join the
organisation which later became an overarching professional body for academic
development practitioners.

Phase 2; Dominant positions, understandings and theoretical developments

Key to the positions advocated by 5AAAD was an objection to understandings of ‘deficit’ or
‘disadvantage’. Mehl summarises the positions thus:

The questions which are being addressed have changed from how the
“underdeveloped” are “developed”, to examining the basic underpinning of the
institutions themselves, In the process it is becoming clearer that in relation to the
realiiies of present-day South Africa it is not simply a case of students carrying
various educational deficits onto the campus wikh them becsuse of the socio-economic
and political dispensation, but rather a case of the universities themselves, as
represented by academic and administrative staff, being deficlent, if the vision of a
non-racial, democratic South Adfrica is to be realized (1988:17).

[ many respects, the shift in understanding is indicative of what Gee (1990) terms a ‘social
turr’, involving a movement away from a focus on individual behaviour and individual
minds to a focus on the social and the cultural and the way these are implicated in power
structures. Importantly, it also involves a questioning of the attribution of agency to students
in terms of the determination of their own success. As Mehl (1988:18) himsalf points out, the
idea that change should take place at institutional rather than individual level is linked to
People’s Education, a radical reform movement which aimed to use curricula’ to bring about
change in South African education. However, for Mehl {1983:18) this process had to be
linked to that of Africanisation or of ‘bringing the university more inte contact with the stark
teality which the colonised student represents’.

11 The bervn “coericule’ is wyed in s widest sense here and Is Intencded to embrace the ‘how” us well as the ‘what” of tesching.
Cusmicuin woald dwreiore include lzarhing methodalogy and amesitent practices as wall as a negotialed underatanding of

what should be aoght.
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In the literahure, the second phase of the AD movement in South Africa can reasonably be
dated to the publication of Walker and Badsha's {1993) seminal paper arguing for the
‘infusion’ of AD into the mainstream and describing how this was being achieved at the
University of the Western Cape, The so-called ‘infusion model’ advocated by Walker and
Badsha (1993) was, in many respects the result of long standing critiques of practice and ite
underpinning assumptions in the Academic Support phase which had emerged from the
mid 1980s onwards. These critiques centred on a number of issues including the changing
nahure of South African society as apartheld came to an end; the construct of academic
support itself; and experience gained from nearly a decade of offering academic support
programmes separately from tnainstreamn subjects.

Essentially, the issue of transfer of skills or knowiedge taught in separate academic support
tuborials and special courses to mainstream Jeaming remained a problem that inevitably
rebounded on ASP staff themselves, If students in mainstream classes appeared unable to
perform at the levels of their more ‘prepared” peers after having passed through a support
programme, then the tendency was to blame the ASP and the staff who taught it rather than
to question and theorise the nature of the intervention itself. One of the most frequent
criticisms still made by mainstream staff, for examgple, is that students who had completed
reading courses still cannot read, However, as the shift from Academic Support to Academic
Development continued, theorising around ‘infusion” of AD into the mainstream tock place.

Duminant theory in this phase centred on the idea of the university as a ‘community of
practice’. One of the most influential texts at this time was Literacy by degrees {Taylor, Ballard,
Beasley, Bock, Clanchy & Nightingale 1988) a collection of papers which, as its title suggests,
critiques the idea that students should be ‘prepared” for university study (or academically
‘literate’) at the time they enroll in favour of the idea that the ability to read, write, reason
and argue in ways appropriate to the university should be the goal, or endpoint, of tertiary
study. Drawing on Australian experience, the authors argue for the need for students to
develop what is termed a “cultural understanding’ (Ballard & Clanchy 1988) of the university
itself if they are to be able to reproduce the social practices (in reading, writing, etc.)
appropriate to it.

Gee's (1990) Social linguistics and literacy: ideology in discourse proved to be another semninal
text which built on the idea of 'cultural understanding’. Gee uses the term 'Discourse’
(intentionally capitalised) to refer to the nation of 2 community of practice. The: term
Jiteracy’ is then used to dencte the ability to function within that community. Literacy is
more than 2 matter of a cultural, a social, a political *skill’, however, since the practices in
which it is manifest resutt from the values and attitudes which inform them. In practical
terms, this would mean, for example, that the use of the passive in ‘scientific’ writing results
from valuing objectivity and is thus related bo an ontological position which Is inherentty
positivist. If this argument is accepted, then merely teaching the students the form of the
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passive is unlikely to be successful since they will not necessarily appreciate the values
which sustain its use in scientific discourse and will not see the point of using it. Gee
explicates this point by making a distinction between ‘acquisition’ and ‘leaming'.

Acquisition takes place over time through exposure to a Discourse and through contact with
those who are ‘literate’ in it. Through this exposure and contact, novices not only acquire the
forma ot literacy practices which characterise, sustain and reproduce the Discourse but also
the values which underpin those practices. Learning, which occurs as a result of being
taught, is unlikely to enliterate novices in a Discourse. It is however important, argues Gee,
as it is only through leaming that critique of the Discourse and its practices becomes possible
as learning offers a meta-frame through which it can be analysed. By introducing the idea of
critique, Gee thus offers an alternative to the idea of assimilation into a community of
practice which is not always present in work which understands the university from this
socio-cultural perspective (see, for example, Bartholomae 1985).

Underpinning the work of Gee (1990} and Taylor et al. (1988) is the idea of literacy (ip the
sense of reading and writing related behaviours) as a social practice. Although Gee's
construct of literacy is wider in that it encompasses behaviours other than those related to
printed text, Street’s (1984, 1995, 1996) ‘ideological’ model of literacy can be related to Gee's
position. In contrast to the ‘autonomous” model which constructs literacy as neutral technical
skill involving the decoding and encoding of print, Street’s ‘ideclogical’ model
acknowledges that reading and writing involve values and attitudes to printed text which
then give rise to reading practices. The ability to read ‘critically’, for example, is thus not
only a matter of identifying arguments and evaluating their validity but also involves a
predisposition to challenge, rather than revere, the ‘word’ of the text.

For example, in the FET college seclor, engagement with a workshop manual or other
document would not be dependent only on the ability to decode print but also on a
willingness to engage with printed texts rather than orally. The idea of reading as a value
driven practice rather than a skill thus allows for the “setling aside’ of printed text in favour
of oral communication even when people are technically literate in the sense of being able to
encode and decode to be accounted for (see alsa, Heath, 1983 on this point).

Also significant in this second phase of the AD movement was Geisler's (1994) work on
academic literacy and the nature of expertise. In a wide review of research, Geisler showed
Iow i} schook-based reading and writing practices are qualitatively different to practices
within the university; and ii} how school does not necessarily prepare students for university
study. An example of this phenomenon is the reading comprehension which requires school
students to answer questions using only information contalned ir the text. Students thue
come to understand that the text is a source of knowledge. Higher education, on the other
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hand, requires students to wse information in other texts as well as information stored as
prior knowledge to interrogate the text before coming to any conclusions. This practice is
widely referred to as ‘reading critically’ and is something prized in higher education circles,
yet schoal does not prepare students to do this.

The second phase of the AD movement also drew heavily on the werk of learmning thecrists
such as Feverstein (Fauerstein, Kleln & Tannenbaum 1991) and Vygotsky (1978, 1982) which
took account of society and the role of other more knowledgeable people in explaining
leamning rather than merely locating it as an individual phenomenon. Feuerstein’s
(Feuerstein, Klein & Tannenbaum 1991} construct of the ‘mediated leaming experlence’
(MLE) defined as ‘a special kind of interaction, involving a human being who interposes
himself between the learner and the world of stimuli in order to mediate or give meaning to
the stimuli’ (Mentis & Frelick 1993:104) was attractive to AD practitioners as was Vygotsky's
{1578:86) notion of the Zone of Proximal Development (ZPD) defined as “the distance
between the actual developmental level as determined by independent problem solving and
the level of potential development as determined through problem solving under adult
guidance or more capable peers’. These constructs not only identified a “teaching space’
which could be cognitively substantiated but also constructed a role for AD practitioners
and mainstreamn academic lecturers within that space as mentor, model, coach or mediator of
new forma of understanding and skills through the use of language and other non-language
based tools. The inadequacy or lack of mediated learning experiences (MLE) in many South
African students’ own leaming histories, particularly at school, provided an explanation for
the problems such students experienced upon entering tertiary education.

Ultimately the ‘social tur” which characterised the second phase of AD development
allowed ‘approaches’ to learning to be understood as practices which are socially embedded
and not individually determined. The rote learning characteristic of a surface approach can
be understood as a practice which emerges becanse of values and attitudes. Understanding
students’ learning behaviours in this way allows for the stubbornness of learning
approaches to be accounted for and opens up the possibility of working with students at the
level of values and attitudes both in terms of exploring their own values and attitudes as
well as identifying and critiguing those which characterise the institution.

Essentially, one of the first lessons of the second Academic Development phase of the AD
movement related to the comparatively robust nature of the theoretical understandings of
learning and language developed during the this phase.

Phase 2: Structure and form of student support

Common to all the theories cutlined above was their ability to sustain an “infused’ approach
to student support because of i) theit acknowledgement of academic ways of behaviour as
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social practices; and ii) their shared understanding that these practices are only developed
over time and through contact with those who are already ‘literate’ in Gee's (1990) terms.
This meant that they were available to challenge understandings of academic behaviours as
asodal, acultural ‘skills’ which could be taught in special ‘adjunct’ classes which had
dominated the early Academic Support phase. The ‘social turn” in language theorising also.
allowed language across the curriculum approaches to be rationalised and supported since it
was only within the curriculum, and with the support of malnstream academics, that access
to shared practices could be gained. Thus, from the early 1990s onwaids, the overwhelming
drive within the AD movement at HE level has been o incorporate siudent support within
mainstremm provision.

Clearly a further key feature of the second phase of the AD movement invelved attempts to
draw mainstream staff into AD work. Wailker's work (1994) focusing on the support and
development of staff to research their own practice and drawing on theories of change
explicated by Fullan (1982, 1991) was seminal in this regard, and resulted in a number of
publications (see, for example, van Rensburg 1994) and conference presentations (see, for
example, Bozalek 1993). The number of mainstrcam staff prepared to involve themselves in
providing direct support te students or in curriculum development and other work which
would conttibute to student development was never large however since, as Bond (1992)
points out, commen to universities were “entrenched comron-sense’ understandings of
teaching and leamning with well established roles for academics and support staff which
were not conducive to this sort of collaboration.

Indeed, a lesson to emerge from the second phase of the AD movement relates to the
difficulty of introducing change and more specifically to that of getting mainstream
academics invalved in teaching and curriculumn design and, thus, in “infused’ student
support. Henkel (2000:251) points out that academics draw their primary identity from, and
thus owe theit primary allegiance io, the disciplines. As a result, research is privileged over
teaching as it is key to furthering the discipline, achieving status amongst disciplinary peers
and to accessing institutional rewards such as promotion. In many respects, the second
phase of the AD movement attempted to involve academics in development work by
appealing to a moral and ethical imperative framed within the post-election construct of
‘transformation.’ This was not successful.

Neverthetess, while the ‘infusion model’ of the second phase might not have been successful
in capturing the attention of academics, it did succeed in addressing some of the stigma and
discrimination which had been inherent to the academic support phase. At some
institutions, for example, student mentoring programmes were introduced alongside
tutorials to address personal and other issues (Harwarden 1985) often using senlor studenis
who had managed to bridge the gap between their home backgrounds and the university
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{Moulder 1991}, However, the potential to “other’ students deemed to be in need of academic
support stil} remains. '

Phase 2; Furding

The largest source of funding for AD work In this second phase was the Independent
Development Trust (I0T) which administered more than K70 million worth of grants to
inatitutions on behalf of government. Thit wag the first time that large scale state related
funding had been available for AD work and as such needs to be underatood in the wider
policy context of the Redisiribution and Development Programme (RDF) (ANC 1994). The
funding resulted in an enormons expansion in the fleld of AD. Institutions were able to bid
for funding on a three yearly basis and used their grants o set up AD structures and units at
a scale never before experienced. The funding was still grant based, however, and statf
continued to be appointed on short teen contracts (with the consequences noted in relation
to the first phase of the AD movement).

The replacement of the RDP with the Growth, Employment and Redistribution Programme
(GEAR) in 1998 and the resulting fiscal constraints was to have profound consequences for
AD work. As Fataar (2000) peints out, budgetary re-prioritisation rather than budgetary
increase became the government's main mechanism in funding its commitment to equity in
education following its failure to increase the total education budget in line with inflation in
the three years from 1995 onwards.

One of the most significant results of these constraints was that the ‘redress funding,
anticipated as a means of addressing historical imbalances in the higher education system as
a whole and long awaited by histarically black institutions {HBIs) in particular, never
materialised, The HBIs were then hit by another funding problem. In 1988, the standardized
funding formula which, until then, had only been applied in relation to the historically white
institutions (HWIs) replaced the ‘negotiated’ budgets which had previously been available
to their historically black counterparts, The HBIs were happy to accept the application of the
funding formula as it was linked to student numbers and they were experiencing
considerable growth in this area at the time (Bunting 2002a). When student mimbers began
to plummet from 1995 onwards (Bunting 2002b), many HBIs found themselves in setious
financial difficulties. In the face of these Financial difficultics, AD was hit seriously. As IDT
funded contract posts came to an end, institutions did not pick up their costs and AD unils
and programmes shrank or, in the case of some institutions, were even closed down with
serious implications for student support and other development work.

A second crisis in AD-related funding occurted in 1998 and effectively succeeded in bringing
the second phase of the AD movement to a close, Over the course of the 19903, the South
African Assaciation for Academic Development (SAAAD) had grown into a formidable
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force which lobbied government and which effectively drove the AD endeavour at a
national level, As a member organisation, SAAAD not only produced a journal and ran
national conferences but alsa devoied a lot of Hme and effort to co-ordinating the
development of AD practitioners by convening and funding special interest and other
graups in areas such as curriculum development. SAAAD had received donor funding for
this work and, by 1997, it was apparent that as a professional organisation it did not have the
capacity to work at the levels required, even though a ‘national office’ had been established
in Johannesburg and regional co-ordinators appointed. It was therefore decided to establish
# more stable and overarching body, the [nstitute for Higher Education Development in
South Africa {IHEDSA) with a director and other siructures, IHEDSA was launched in
December 1997 but by September of the following year, a corruption scandal in the IHEDSA
national office resulted in its major funder (USAID) withdrawing and requiring the return of
all remaining monies. As IHEDSA crashed, so too did SAAAD, the professional organisation
which had given birth to it, along with hopes for sustained development work in the higher
education sector.

Phuse 2; Staffing

The second phase of the AD movement was a time of encrmous growth in AD ‘knowledge’
(evidenced In the size of conference proceedings and other publications which appeared
throughout the phase) and expertise, The contribution of SAAAD w0 the development of AD
practitioners through the establishment of special Interest groups, the work of regional co-
ordinators and the running of an annual conference has already been mentioned. Other
initiatives which sought to further the professional development of AD workers also bear
noting, however. The relatively low level of practitioner qualifications was discussed in
relation to the first phase of the AD movement. Many AD workers were qualified only at
honours level and this had implications for their ability to engage with the mainstream
academic staff at the level required by the 'infusion” model.

Over time, AD practiticners who had stayed the course and remained in the field, despite
funding and other constraints, had qualified at master's level and had even begun to qualify
at doctoral level, Glven this expertise, the introduction of master's programmes in Academic
Development therefore presented itself as a solution to the need to upgrade the
qualifications of new entrants to the field. Very few graduates emerged from these
programmes, however, as the number of practitioners working in the field feil due to
funding constraints and the centres and units running the programmes wete faced with
closure as budgetary constraints hit even deeper. Although the second phase of AD work in
South Africa was characterised by an enormous growth in knowledge and expertise, this
was not sustainable in the Jong run and much has been lost in terms of human capacity.
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Phase 3: Institutional development

Phase 3: Comtext

The final phase of the AD movement can be dated from the late 1990s onwards. By the mid
19905, a number of policy initiatives had begun to address the need for systemic change in
the South African education system and, more particularly, the need for “high skills’ (Kraak
2001) In the context of globalisation. The establishment of the South African Cualifications
Authority {SAQA) and the introduction of the National Qualifications Framework {NQF),
for example, made enormous demands on institutions to recurriculate and develop their
learning programmes using the construct of the leaming outcome as an organising principle.
Many [nstitutions went into a process of intemal restructuring at the same time involving
the disbanding of departmenits and their re-organisation into schools which could then
support inter-disciplinary programmes.

The second major policy initiative was the introduction of a quality assurance framework
through the establishment of the Higher Education Quality Committes (HEQC) under the
auspices of the Council on Higher Education. The HEQC uses two main mechanisms to
assure quality: institutional audit and programme accreditation. Instititulonal audit
processes were planned to run it seven-year cycles and in the first cycle would have a
particular focus on teaching and learning, Programme accreditation processes would not
only scrutinise new programmes but would also examine existing programmes across the
country in order to re-accredit them once they had met the criteria. The need to develop
internal quality assurance procedures made enormous demands on instilutions as it was not
only a ratter of needing to develop policy to guide practice, but alse to build the capacity
for academic staff to work within policy guidelines once they had been established.

In many instilutions AD had been decimated due to the funding crises which occurred in the
late 19905, When staff was stiil available they were increasingly called upon to work within
the new qualification and quality assurance framewerks. Many institutions which had
continued to support AD in spite of the funding crises consequently reconstructed their AD
units to become respurces for instititional development. At the University of Cape Town, for
example, the old Academic Development programme was restructured into the Centre for
Higher Education Development (CHED) led by a Dean. Durban Institute of Technology also
has a Centre for Higher Education Development and at other institutions old AD centres or
programmes £ill this role even though their names might not have changed.

Phase 3: Dominant positions, understandings and theoretical developmenis

Social situation accounts of leaming and of language use and of the significance of discourse
still predominate in informing practice in the third phase of the AD movement. The idea that
students need to be provided with access to specialised language and to the ‘rules and
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conventions” (Ballard & Clanchy 1988) of academic discourse rather than the grammatical

structures of the language continues to be important. Some of the most recent work
{Boughey 2005b) accounts for the forrms of students’ language use by using the idea that
students are drawing on contexts (and the values and attitudes which inform those contexts)
which are not those of their lecturers. This then results in a disjuncture and texts which are
yltimately inappropriate when viewed by “expert’ eyes.

Understandings of language in the AD movement have shifted over time from a facus on
students’ status as speakers of English as an additional Janguage and, thus, of their need for
mote tuition in what are widely termed the ‘surface structures’ of the language to an
acknowledgment of 1) of the relationship of language to cognition, manifest, for example, in
Cummins’ (1984) distinction between basic interpersonal communication skills (BIC5) and
cognitive academic language proficiency (CALP); and ii} of the relationship of language to
social context and, thus, of students’ need to gain access to discourse cornmunities. At the
game time however, the construct of ‘academic literacy” continues to be misunderstood with
AD practitioners reconstructing literacy a5 a set of skills which can be taught rather than a
set of socially embedded practices. Vygotskian (1978, 1982) understandings of leaming also
continue to provide an account of the phenomenon of ‘underpreparedness’ and provide 2
theoretical framework with the potential to inform teaching and other forms of support.

Following institutional restructuring and the emergence of ‘comprehensive’ universities and
universities of technology, some work has begun to appear in the literature which attempts
to bridge the theory/practice divide between higher education and the world of work. The
most significant paper to appear to date (Davies & Pillay 2000) uses Kolb's "Experiential
Cycle’ (1984) (elaborated upon in Chapter 4) and the construct of ‘Problem Based Learning/
(Eaking 1997; Boud & Feletti 1991) to contextualise the establishment of 2 Business Clinic at
the Technikon Natal in Durban. The Business Clinic provides students enrolled on business-
related coutses with the opportunity to consult with clients who come for help with
problems associated with selting up or running small, medium and micro-enterprises
(SMMEs).

Other work in this area is still very much in progress as doctoral research (see, for example,
Harran [ongoing], Wright [ongoing]). Both Harran and Wright draw heavily on the idea of a
community of practice in conceptualising their research. Of interest in this area is the
recently established ‘Work Integrated Research Unit’ (WILRU) at the Cape Peninsula
University of Tachnology. In the cantext of this review, it is important to note that the
WILRU appears to be Jocated within the aim of contributing to institational effectiveness.,
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Phase 3: Structure and form of student support

In the higher education sector, the introduction of quality assurance, the need to restructure
curricula following the establishment of the NQF, the new funding frameworks emphasising
throughput and graduation rates and, last but not least, the institutional merger processes
have all acted a5 levers at an institutional level in establishing 4 vole for AD in its capacity for
insEitutional development, of which student support 15 a part.

"The mission and vision statement of the Centre for Higher Education Development (CHED)
at UCT gives a useful indication of the way student support can be embedded within the
construct of institutional rather than student development:

The vision of the Centre for Higher Education Development is to be a cross-faculty
unit that gontributes to continual improvet-mnt in the quatity of Higher Education
through widening access, promoting excellence through equity, developing the
curriculum in parinership with faculties, enhancing the competence of graduates by
ensuring the provision of key skills and abilities, and enabling systernatic
improvement through the research-led devetopment of infoemed policy options.
(www.ched.ac.za

In an ideal situation, therefore, an institution with a CHED-like structure would:

HSNC Rasnards Byport

Select students on the basis of alternative admissions tasts and counsel them into
appropriate programmes on the basis of these tests. One possible choice would bea
programme which had been extended to include a number of foundation modules
taught by CHED staff.

Use an analysis of cohorts’ performance on the tests to inform the curriculum of
both programmes and the foundation modules embedded within them.

Encourage or even require academic staff to engage with ongoing development of
their roles as professional educators. This would include consultation with CHED
staff in order to develop the curricula and the assessment practices.

Offer additional leaming support or enrichment for leaming in web-based learning
formats developed in conjunction with the educational technology specialists also
employed by CHED and in print-based materials developed in a similar way. The
learning environment would thus be resource-rich,

Incorporate a Writing Centre which not only offered one-on-one consultations to
students but which also liaised with academic staff on task design and on sirategies
they could use to develop their students’ writing in mainstream classes.

Use tracking data to identify ‘high risk’ courses at all levels of the curticulum,
research reapons for their risk factor and incorporate additional support for learning
within those courses or build foundation work below them.
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In this scenario, support for leaming is embadded across the curriculum as *best practice’.
While traditional student support structures such as foundation modules and tutorials are
available, they axist within a wider understanding of what it means to address student needs
framed within the context of a concern for overall institutional quality.

Phase 3: Funding

In the higher education sector, very little, if any, donor funding is now available for student
support work. [nstead, CHED-like structures at universities tend to be funded by top-slicing
budgets. Support for organisational development provided by a structure such as a CHED is
perceived to be part of the overall cost of running an institution and is often perceived to be
offset by the increased efficiency (in terms of throughput and graduation rates) which will
result and which will thus result in more funding being drawn down via the standardised
funding formula.

In recent years, however, funding has been available for foundation work from the
Department of Education although strict criteria have been applied in awarding it. These
criteria were established as a result of what is now widely known as the *Scott Document’
{Scott 2001) after its author, Professor lan Scott, of the CHED at UCT. A central premise of
the document i3 that:

... in order to have a fair opporfunity to realise their potential and succeed in HE,
talented but disadvaniaged students require formal educational provision, at HE
level, that is additional to what is provided in standard HE curricula. As well as
requiring more teaching and leaming time, the additional provision may need to take
forms Ehat are more inderactive than standard first-year provision. The additional
provision thus requires resources over and above what is needed for dellvering a
standard curriculum (2001:1).

The document then goes on to argue for the need for the DoE to fund the ‘additional
provision’. The proposals in the ‘Scott document’ were taken up by the DoE which has since
offered two rounds of ‘Foundation Programme Grants' with another round due to be
distributed in 2006.

Phase 3. Slaffing

Practitioners who have ‘stayed the course’ in the AD movement now tend to be highly
qualified (most now have doctaral qualifications or are in the process of completing them)
and oocupy relatively senior positions in institutions, The need to ‘academicise’ AD by
impraving the qualification level and by engaging in research and publishing is something
which is probably unique to unjversities. What is not unique, however, is the need for a high
level of expertise at least at senior levels if appropriate conceptualisation and direction of
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activities is to be achieved. It is alsc impertant for AD staff to be able to engage with senior
levels of management in any institution if the endeavour is to contribute to the process of
institutional development which characterises this third phase.

In many respects, the early academic support initiatives were built on ‘commonsense’
understandings of students’ ‘problems’ and appropriate means of addressing them. Over
time, this ‘commorsense’ has been challenged at both theoretical and practical levels. As
new generations of AD appointments are made, ‘commonsense’ reappears’? and once again
needs to be challenged. The work done by the South African Association of Academic
Development (SAAAD) in building and professionalising AD practitioners camnot be
underestimated and its demise in 1998 has heen tn the long term detriment of the field.
However, in 2000, an AD conference was convened in the usual SAAAD slot at the
beginning of December thanks to the initiative of one institution. The need for a conference
was evidenced in the fact that this was taken up by AD practitioners at other institutions and
an annual conference has been hosted since then.

In 2005 an attempt was planned to launch a new organisalion ‘Higher Education Leamning
and Teaching Association of Southern Africa’ (HELTASA) at the conference. It is envisaged
that the new organisation will inter alia i) support a network of all higher education
practitioners (and not only AD staff) and thus facilitate and encourage ‘collaborative
conversations and ventures concerning policy, developmental practice and educational
research in HET (Higher Education Teaching) actoss the various specialised fields”
(HELTASA 2005); ii) facilitate the professionalisation of HET practitioners in their roles as
educators; and jil) interact with bodies such as the Council on Higher Education (CHE) and
the Higher Education Quality Commlitiee (HEQC) on matters related to capacity bullding
and the recognition of practitioners in their roles as educators. It is thus envisaged that
HELTASA will have a fairly wide ranging role which extends beyond that of a professional
organisation for AD practitioners.

CONCLUSION - LESSONS FROM THE SOUTH AFRICAN HIGHER EDUCATION
SECTOR

AD practices associated with the three phases in the South African AD movement still
prevail over a decade and a half later. If lessons have been drawn, they have not been drawn
across the board or have not been heeded partly because of the transience of staff and AD
units, and also because of the pravalence of dominant discourses in constructing students”
‘problems’ and, thus, approprizte means of student support (Boughey 2002). Hence a

"1 Cornment made by experbenced AL practitionecs on the 2004 annual AD conference hald at Nelson Mandela
Matropolitan. Univesity focused on the *reinvention of the wonky wheel’ phenomenon in many of the presentations.

Unfortunately, conference procesdings ase not avallable ko illusteate thia paint.
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caution for the FET college sector is that dominant corstructions of what it means to offer
student academic sapport will probably first need to be challenged.

A significant lesson leamt from the Academic Support phase of the AD movement relates to
the problematic nature of relying on commonsense assumptions about students’ problems
and ways in which they can be addressed. What is most evident from both the review of the
international literatute on student support in FET college sector and the review of lessons
learnt from the Academic Development movement in South African higher education is that
student academic support strategies and interventions are notorious for relying on
commonsense assumptions about students’ problems and the ways in which they can be
addressed. If a lesson can be stated it is that the ‘commonsense’ needs to be interrogated
Strategies and approaches to student support need to be grounded philosophically and
theoretically, not deployed in a commonsense, ad hoe or ‘faddish” way as Fus often been
the case i intemational FET contexts and academic development in South African higher
education. As Moseley et al. (2004:1) put it: ‘rational approaches to the planning,
implementation and evaluation of education and training become ineffective where there is
a kaleidoscopic array of ad hoc ideas and practices, Influenced by academic or pedagogic
fashion and commercial interest’.

However, student support also needs to be empirically-validated through research. Many
strategies and intetrventions have not been empirically tested, but have become embedded
in the folklore of both sectors (Comford 2002a:225). In the international FET sector, for
example, Cullen, Hadjivassilou, Hamilton, Kelleher, Sommerlad and Stern (2002:10) in an
extensive review of pedagogic research in UK post-compulsory education found ‘a host of
examples of “good practices” that are either grounded in the day to day minwtise of .
*chalkface” learning delivery (and hence undertheorised or ungrounded in theory) or,
conversely, are tied to a particular *grand leaming theory” which are unsubstantiated in
practice’ in terms of hard data on impact on student "success’. This is 2 relevant point to
bear in mind when considering the practices drawn from hoth reviews that seem to hold
promise for student support purposes in the South African FET college sector ou thined in the
next chapter.

Another significant lesson learnt from the AD movement relates 1o the adjunct nature of the
structure and form of much support work. The history of the AD movement in higher
education shows that conceptualising student support as an “add on’ to existing tuition has
implications for the marginalisation of both the students and staff whao are engaged in these
adjunct programmes. A crucial Jesson for the FET sector is that student academic suppart
needs to be encompassed into the framework of mainstream teaching and curriculum
delivery 50 that support units become resources for institutional development and qualivy
rather than student development. The implication is that student support to promote
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academic success entails the instihitionalisation of academic development efforts and
changes in FET institutions as a whole.

However, this does not mean that support ‘structures’ such as tutorial programmes or
writing centres should not exist but rather that thedr work should be seen as part of a more
overall strategy aimexd at facilitating the success of all students. The critique is that add-on
student support models are not involved In addressing the deficlencies of existing
programmes as well as the deficiencies of students. Adjunct tutorial programmes, for
example, do not address poor teaching on the part of academics or poor course design which
does not take into account students” learning histories, Similarly, poorly designed
assignments often drive students Into writing centres when a better designed task by their
lecturer might have been ensier to ‘decode’ and execute.

In terms of theorising support and development at FET colleges, the idea that students need
to gain access to communitiea of practice and occupational identities which characterise both
the FET colleges and the worlds of work they themselves interact with is of importance in
conceptualising student support. If school-based reading and writing practices do not
prepare students for higher education, then questions about their relevance to further
education have to be asked. Similar questions have to be asked about the relevance of
practices in the college sector to work-based practices and, therefore, what it means to
provide support. It would be pointless, for example, for language development initiatives to
focus on written gentes which are appropriate to school and not to work.

The above has implications for capacity both in terms of mainstream staff and AD
practitioners who could be available to support the curriculum development process. Thus,
another main lesson is that resources need to be put in place o allow staff capacity to be
developed 50 that they can respond to students’ leaming needs aligned to high standards
and achleving the desired outcomes. However, just as the AD movement in higher
education needed to develop and support it own practitioners, s must any initiative in the
FET colleges. For example, it cannot be assumed that staff appointed to do AD work will
arrive with the expertise needed to engage with teaching and leaming related issues at the
level required. This lesson therefore relates to the need to build a cadre of professional staff
who have the kudos and status to be able to deal with those appointed to the
‘maingtream’. AD posts need to be created at levels which are senior rather than junior if i)
sufficiently qualified and experienced staff are to be attracted to those posts: and ii) their
incumbents are to be able to engage effectively and knowledgeably with mainstream
cturers and institutional managers. The imporiance of wider suppart and development
structures st 4 national level as the cadre is built is cruciat. One way of exploring this would
be to Jook at tinks with Higher Education Learning and Teaching Assodation of Southern
Africa (HELTASA).
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This issue is also clearly related to the ability to sustain funding systemically. An
overwhelming lesson to be learnt fromn the AD movement in higher education [s that the
series of organisational and funding ‘crashes’, which have led to the lass of staff and the
disruptions in development work which have characterised the sector, should be avoided at
all cost elsewhere.

A lesson learnt most bitterly from the ‘infusion’/second phase was that attempts to bulld the
critical mass necessary bo bring about wide-scale change at the leve! of curriculum and
teaching methodology by appealing to the reason and ethical and moral sense of mainstream
academics did not work. Policy framewaorks have to be drawn upon in arder to maximise
the opportanities for ‘mainstreaming’ AD work. This also points to the significance of
external accountability and incentives in the institutionalisation of academic development
efforts.

Finally, key obstacles and barriers to student ‘success’ in the South African context that
emerge through the review of literature on the South African AD movement are students”
leaming histories, and issues of time and opportunities for students to acquire prerequisite
knowledge and skills.

Chapter 4 goes on to discuss models for addressing these concems, as well as teaching
strategies for addressing areas of difficulty.
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Chapter 4

PRACTICES AND MODELS

INTRODUCTION

The research literature on student academic support and developmeant both internationaily
and locally strongly advocates integrating student support programmes in the rmainstream
programunes or overall work of lecturers, The literature advocates department or course-
based student support programmes which are integrated into mainstream curricula
provision. '

This chapter:

* hones in on some of the processes and practices advocated by the intemational FET
college sector and AD practitioners in South African Higher Education that i} are
arguably applicable to the South African FET college sector; and ii) could thus be
‘infused’ into mainstream teaching;

s raises professional development implications for mainstream teaching staft;

= provides an account of student academic support models for incorporating student
academic support from the South African AD movement in higher education; and

» concludes with main models emerging from the international FET and South
African higher education sectors.

In line with the approach adopted in preceding chapters that focus on the ‘external’
empirical research, this chapter draws unequivocally from both the literature reviews. The
chapter is potentially a resource for lecturers as well as academic leadership, senior
management and heads of student support. However, in describing some of the practices
and models advocated, reference is made to thearles and ideas already discussed in
Chapters 2 and 3. This is very imporiant, because, as noted in Chapter 3, when theoretical
understandings associated with particular practices are Implicit and not properly
understood, sirategies tend to be deployed in ad hoc and instrumental ways.
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STUDENT SUPPORT PRACTICES

What follows is a range of potential teaching strategies and processes relevant to teaching
for ‘tranafer’. The focus is an processes and practices identified in both reviews that are
believed to be beneficial in addressing students’ learning histories and the four main
components of the remit of student support discussed in Chapter 2: the development of
thinking skills; the theory-practice relationship; literacy; and la.nﬁuageu The proviso being
that this does not detract from the teaching of specialist content knowledge.

As outlined in Chapter 2, both reviews found evidence to support the efficacy of a non-
universalist approach to knowledge/skills ‘transfer, that is, a position which holds that near
or application transfer (within a subject domain) is more tenable than far transfer (across
contexts or subject domains), and should therefore be focused on. Thus, processes and
practices are derived from both reviews for:

s developing thinking skills with vocational education content;
+ the vocational education theory-practice relationships; and

» integrating literacy and/or language with vocational education content.

Developing thinking skills with vocational education content: the intermational FET
literature

The international FET literature suggests a range of general padagogic practices to support
students in the acquisition of thinking skills with content knowledge, irrespective of
particular thinking skills frameworks. Many of these strategies are concerned with the
Vygostkian term “scaffolding’ briefly elaborated on in Chapter 2. Nine such strategies
presented below are:

1. develop a shared cognitive or thinking skills framework across cognate subject
areas;

2. deploy a mixed pedagogy which includes open-ended tasks;

3. use generative questioning techniques;

4. making thinking/reasoning explicit;

model and coach the necessary cognitive skills and mental processes;
provide effective formative feedback;

develop subject-specific concept maps;

deploy peer interaction judiciously; and

@ N g ow
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9. donot rely on information and communications tectinology (1CT).

Develop a shared thinking skills framewark across cognate subject areds

International research indicates that when a thinking skills framework is used consistently
and explicitly across cognate subject areas, it is likety that communication within an
educational or training context will be particularly augmented. As Mozseley et al. (2004:51)
put it, such cognitive demand frameworks can help to provide a ‘necessary lexicon of
thinking and learning, ta develop a common language’ for the development of thinking
skilla, The simple four-category system developed by Moseley et al. (2004) {see Chapter 2} is
an example suitable for the purpose of ensuring that students are engaged with content at
different (lower and higher) levels of cognitive demand. Briefly, the framework comprises
the following four ‘cognitive skills’, namely, i) information gathering (recalling); il} building
understanding (concept formation); iil) productive thinking (reasoning: problem solving and
creative thinking); and iv) strategic and reflective thinking (which is supported by value-
grounded thinking and includes critically reflective thinking).

Deploy a mixed pedagogy which includes routine and open-ended tasks

A comprehensive study by Kitkwood (2000 in Livingsten et al. 2004:72) used a successful
combination of direct instruction, modelling, metacognitive reflection and ongoing
assessment to infuse lower and higher-order thinking and problem solving into content
ingtruction for 14-16 year olds.

The literature also suggests that knowledge needs to be flexible if it is to transfer. Itis
therefore recommended that teaching ‘avoids making knowledge and its application neater
and more regular than they are’ (Thomas 1992:ix). This can be taken to include designing
learning activities that are not only routine, but also have a degrée of open-endadness and
uncertainty, and that permit students to make judgements or to produce muitiple solutions.

Lise genevative guestioning techmiqnes

The literature suggests that approaches to student academic support, such as using cues and
questions, ¢an aid information retrieval and focus attention on higher orders of thinking.
These include: open-ended questions, focusing questions, questions calling for variety,
questions calling for clarification or extension, and questions calling for reasons or support
for ideas.

Muking thinking/reagoning explicit
McGuiness (1999 in Livingston et al. 2004:73) highlights the importance of making thinking

explicit in a curricalum through, for example, not only asking students to provide anawers

or evidence of completed tasks, but also asking them to describe and explain their reasoning:
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. how they have done a task and why they did itin a particular way. Examples are given of
lime planned into evety clasa for this, This can invoive prospective as well as retrospective
reasoning. n the case of the former, lead questions can be asked such as; ‘[tjalk me through
the questions you will think about before you begin/during the task’, ‘[t]ell me how you
think through what to do when...". '

Model and coach the necessary thinking skills and mental procedses

This commonly refers to teachers’ modelling thinking skills using phrases such as: ‘If [ were
you, | would think about..." It can also refer to activities where teacihers present students
with written models of possible thinking steps. Stah] presents the following strategy with
regard to note-taking:

In the initlal modelling the instructor demonstrates the use of a strategy such as a
note-taking system...During the session/s, the instructor employs think-alouds and
salf-report strategies to explain his/her rationale for undertaking various tactics as part
of implementing an overall note-taking strategy. After each session...the instructor
shares with the students retrospective reports of the perceived successes or failures
{1991:304).

There is extensive, widely accepted empirical research supporting the idea that if shudents
are explicitly coached in some of the mental processes described in a thinking skills model,
and given opportunities to practise the abilities extensively on whatever they are stu dying,
they can achieve an increased level of learning transfer within a particular domain.

Provide effective formative feedback
Emplrical evidence points to the beneficial effects of formative assessment and feedback in
the development of thinking skills with content knowledge. Marzano (2003) cites a
substantial body of research evidenxe indicating that academic achievement is considerably
higher in classes where effective formative feedback is provided to students {in Livingston et
al. 2004:42). Black and William undertook an extensive survey of the research literature on
assessiment and found that:

...innovations which include strengthening the practice of formative assessment
produce significant, and often substantial, Jearning gains, These studies range over
ages (from five-year olds to university graduates), across several school subjects, and
over several countries. .. The formative assessment expetiments produce typical effect
sizes of betweum 0.4 and 0.7: such effect sizes are larger than most found for
educational interventions {quoted in Coffield et al. 2004:135).
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In general terms, Tillema (2003:113) calls for formative assesgsment that provides students
with insights ittto their cuerent or actual Jevels of achlevement, as well as into their patentlal
to achieve higher levels.

Develop subfect-specific concept maps

As stated in previous chapters, the relationship between thinking skills and content
knowledge is of great importance. This process can be domain-led and supported by, for
example, the construction of domain-specific concept maps, which draw studants’ attention
to the most significant relationships between impattant concepts in the subject.

Deploy peer interaction judiciously

All researchers and commentators agree that peer interaction is a favourable ingredient in
the development of domain-related thinking skills. For Livingstan et al. (2004:37), ‘there
seems Lo be enough evidence to support the view that some forms of peer interaction should
be at the heart of models for teaching in the post-16 sector’ and ‘there was fairly sound
evidence that peer interaction helped students to think more effectively about the curricula
they were studying’ {2004:68). However, some cautious notes are sounded.

First, little is known about how any specific aspect of peer interaction within approaches to
thinking skills influences performance on particular course and other tasks, Secondly, there
is no conclusive evidence regarding the minimum time that might have to be spent on peer
interaction prictice to reap learning gains, whether gains plateau after limited practice or
whether peer interaction should be spread across programmes (Livingston et al. 2004:32).
Thirdly, there is no evidence of any link between peer interaction and transfer beyond the
domain concerned: ‘None of the studies demonstrated generalisation of the effects of peer
interaction beyond the domain within which the peer interaction took place, although only
one study tested for such transfer’ (Livingston et al. 2004:36). Nonetheless, both Moseley et
al. and Livingston et al. suggest that peer interaction in relation to domain knowledge is
probably worth pursuing, albeit judiciously.

Do not rely on ICT

Technology is a broad term encompassing use of computer, video material, internet and
multimedia. The research cautions against ICT per se being seen as mediating and/for
supporting thinking and leaming. Meta-analyses of studies linking {CT and thinking skills
demonstrate that different views of learning theory underpin the way that technology is
used in this regard, The studies examined fall into two main categories: those that use
technology t support leaming by the active corstruction of meaning (psychological
constructivism); and those that make use of IT to support the building of a deeper
understanding through participation, engagement and collaboration (sccial constructivism).
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The researchers recommend clear understandings of the type of technology being used, the
software design, the quality of the infrastructure, the Jearning theory underpinning its use
and the pedagogic dimensions of usage. Although Livingston et al. (2004:75) acknowledge
that ‘technology also makes new kinds of interactions possible and hence affects theories of
learning’, they surmise that; ‘Technology is unlikely to encourage and develop collaborative
thinking if the students have had no previous experience of collaboration off-line’ (2004:35).

. Daveloping thinking skills with vocational education content: the South African AD
movement

Literature from the South African AD movement also suggests a range of general pedagogic
practices to support students in the acquisition of thinking skills with content knowledge.
These include:

v accessing students’ existing knowledge;

« making the differences between ‘commonsense’ and scientific terms explicit;

» providing opportunities for students to acquire necessary background knowledge;
« allowing space for ‘knowledge’ to be contested; and

« giving students adequate opportunities and time to answer questions.

Access students’ existing knowledge

Schema theory (Rumelhart & Ortony 1984) has provided important insights in terms of
student learning in the AD movement. A schema is broadly understood to be a cognitive
framework which represents existing knowledge. Often conceptualised as mind-maps,
existing schemata have to be extended or reconfigured to incorporate new knowledge if long
term leaming is to take place. An important practice in AD, therefore, has been to try to
explore students’ existing schemata as a basis for proceeding with teaching. Once lecturers
have an idea of what existing knowledge is, then teaching can be planned lo fill the gaps in
and elabotate on existing schemata. Probably the simplest way of accessing and
extamalising students’ existing knowledge to find out what they kowow 15 bo simply ask
questions at the beginning of a lecture in order to stimulate discussion around the topic that
will form the focus of the class or the course.

Make the differences between ‘commonsense’ and scientific terms explicit

Bxamination of students’ existing knowledge has revealed three phenomena i) the existence
of ‘commonsense’ knowledge which is incorrect in scientific terms; ii) the lack of any
background knowledge to a topic; and ill) differences between “schioo] knowledge’ and
‘university knowledge’. As a result of an investigation into students’ understanding of the

concept of energy, for example, Mutimucuio (1995) notea that many students in his study
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thought that heat travels in both directions - from hot to cold and from cold to hot. This sort
of commonsense has profound implications for thelr understanding of the scientific concept
of energy. Similatly, in a first year philosophy class, Boughey (2005b) notes that students’
understandings of construcs such as ‘government’, which were derived from dominant
popular discourses, meant that they could not engage with the construct in an academic
way. For the students, the construct of government was associated with meeting people’s
tweeds. Thiz meant that they could not engage with Hobbes’ and Locke’s ldeas on the nature
of a legitimate governument as their basis for engagement was that all governments should be
broadly Marxiat in intent.

Provide opportunities for students to equire background knowledge

Students’ Jack of background knowledge is a common cbservation in the literature on AD.
Writing in 1995, for example, Downs, Inglis and Akhurst investigated students’ prior
knowledge of the marine environment and found it sorely lacking. Noting that general
biological knowledge is acquired through i) reading; ii) interaction with peers or role models
who are keen observers of nature, and iif) watching educational television, the team go on to
cbserve that, given students’ socio-economic backgrounds, their lack of general knowledge
is not surprising, Downs et al. go on to propose an enrichment programme which allows
students to acquire background knowledge, in thelr case, through engagement with popular
texts and nature programmes on television.

Allow space for knowledoe’ to be contested
spa g

Geisler (1994) vlaborates upon this, noting that at school, knowledge is usually constructed
as ‘fact’ and learners are not inducted into understandings that knowledge is tentative, can
be challenged, and is subject to revision. Geisler contrasts the discourse of an academic
article with another text written for a non-expert audience to illustrate this point in detail
noting that academic texts often contain what she terms ‘metadiscourse’, In the following
text, cited from Fahnstock (1986) examples of metadiscourse oocur in the use of the word
‘appear’, which acknowledges the context in which the observation was made and thus
allows readers to contest the knowledge that the wet appearance of the feading site is due to
hydrolysation:

The bees masticate and consume flesh at the feeding site. They do not carry pieces of
flesh to the nest, but appear o hydrologise it with a secretion produced by either
mandibular or salivary glands, which gives the feeding site a wet appearance {Geisler
1994:283, original emphasis).

In this example, the word ‘appear’ acknowledges the cantext in which the observation was
" made and thus allows readers space to contest the *knowledge’ that the wet appearance of
the feeding site is due bo hydrolysation. I the text written by the same authors for a non-
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expert readership, the metadiscourse is dropped and facts are presented in an uncontested
fashion:

The bees chew flesh after coating it with an enzyme that breaks it down. They
partially digest it, then fly back lo the nest where the substance is regurgitated for
worker bees (Science83 cited in Geisler 1994).

Given observations such as these, the need for students to begin to understand knowledge as
something which can be challenged becomes imperative. Thus, a further sirategy is to allow
studlents space to contest ‘knowledge’.

Another strategy used in the AD movement to address the learning practices students had
experienced at school, which had been developed as a result of authoritarian classrooms
with a focus on chanting fn the lower years (see, for example, Macdonald 1990) and the:
presentation of information which had to be remembered verbatin, is that of creating
interactive learning spaces. In the South African AD movement much of work on this was
done in tutorials, Ogude (1995), for example, describes the introduction of what are termed
rconceptual tutorlals’ at the Soweto campus of Vista University. Interviews with students
revealed that i) shudents attempted to recall textbook definitions rather than to construct
understandings of definitions themselves; and ii) they attempted to do a calculation even
when not necessary. ‘Conceptual’ tatorials attempt to shitt students away from their
preferred spaces involving ‘algorithmic’ leaming, which focused on drill and practice and a
‘correct’ answer to more ‘open’ leaming practices where concepts could be explored through
discussion and problem solving.

Although the intimacy of a tutorial rather than a lecture is probakly the most often cited
space for the development of “deep’ learning at higher education level, the need for this to
happen in lectures has not been ignored, especially once the massification which was likely
to follow the 1994 election was acknowledged (Morrow 1993; Searle & Naidoo 1993).
Cannon and Boughey (2000) provide a detailed explanation of strategies which can promote
interactive learning in the space of a Jarge lecture inchuding the division of the class into
smaller groups for a period of discussion.

Give students adequate opportunities and time o answer questions

Lecturers’ question and answer techniques are a particular focus given the prevalence of
Jecturers asking questions to the class in general and then answering them themselves
almost immediately. Cannon and Boughey (2000) point to the need for lecturers to rmake it
easy for students to respond bo a question in class by belng directive, by posing the question
appropriately and, most importantly, by giving students time to answer, Time to answer
coutd invelve allowing students to discuss a possible response with the person(s) sitiing nexd
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to them or doing a brief freewriting exercise (since freewriting is a means of activating
thought and generating ideas) before volunteering an answer to the class as a whole.

Freewriting involves i) identifying a topic or a specific question which needs to be answered;
ii) setting a time limit to address the topic or angwer the queston (typlealiy three, five or
seven minutes); iii) writing intensively and without stopping within the time Limit; iv)
stopping when the time limit is exhausted, regardless of whether or not the topic has been
addressed completely or the question answered in full; and v} reviewing the ideas generated
as & result of freewriting immediately or later. The short time limit in freewriting is
understood to aid motivation and focus. As a tool to develop learning, freewriting
effectively functions because of its capacity to capture thought so that it can be interrogated
later. Since freewriting occupies a relatively short tite period, ils use has been advocated in
tutorials and in lectures (Boughey 2000) since it is relatively easy to stop a dlass or tutorial,
pose a question as a prompt for freewriting and then proceed allowing students to use the
basis of what they have written for discussion.

Developing thinking skills with vocational education content: Professional
development implications

Clearly the above strategies will require professional development for mainstream teaching
staff with guidance from student support staff. Indeed, all of the above strategies may be
constrained by the following professional development implications which are discussed
below:

¢  demands on mainstream teaching staff and lecturer readiness;
»  Jlecturér resiatance;
» time and space in the curriculum; and

» student readiness.

Demands on mainstream teacking staff and lecturer readiness

Most of the studies reviewed rest on theories which exert high cognitive demands on
mainstream teaching staff and often take more time than their traditional practices. As
Thomas (1992xxiii} puts it, their usage ‘requires an understanding of ntermediate-level
knowledge, deep features, and mental processes relevant to tranafer situations and
knowledge domains, and of how to teach for transfer’. There are obvious staff development
implications. In order to take more control of the pedagogic process, lecturers need to be
able 1o develop, apply and evaluate learning theory and theories of pedagogy, rather than
deploy the pragmatic criteria that frequently characterise teaching in further education and
training. ‘Being able to discuss those constructs within a community of practice and in
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relation to theory-based frameworks makes a teacher not only a learner, but a practitioner-
researcher’ (Maseley et al. 2004:51).

However, it may be the case that lecturers are themselves in need of explicit teaching in
thinking and analytical skills. On the basis that ‘[1}ittle is known about how well vocational
tutors themselves can engage in the “thinking skills” which seem to be vahzed in the
warkplace’, Pithers and Soden (1999:24) deployed a psychometric test [the Smith Whelton
Critical Reasoning Test (CRT)] for assessing vocational tutors® and graduate engineers’
thinking skills in two countries. They found that those who studied mathematics at
advanced Jevels tended to perform better on the CRT verbal scale than those whose
mathematical education was more curtailed. Tutors’ scores in both countries were
significantly lower than thase of the group of graduate engineers whose education included
advanced mathematics.

Lecturer resistince

It may also be the case that any attempt to insert consideration of thinking skills into the
further education curriculum meets with resistance from stafi, Bernstein’s work shows how
abtempts to diffuse or change the insularity of content knowledge often provake more far

reaching identity changes:
...changes in organisational prctices, changes in discursive practices, changes in
transmission practices, changes on psychic defences, changes in the concepts of
teachet, changes in the concepts of the pupils, changes in the concepts of knowledge
itgelf...(1996:30).

Time and space in the curriculum

There may be tensions between the lime allocated or available for a course and some of the
strategies outlined. Clearly the inclusion of thinking skills needs space in the curdiculum. A
recurrent point is whether or not thinking skills can be incorpora ted successfully into
modular curricula becanse of the time factor. As Cornford (2002:228) puts it: “The time
frames of most programmes attempting to develop sophisticated performance and thinking
skills...and change deeply ingrained values and attitudes of novice teachers, are frankly
totally unrealistic’,

Aside from the issue of physical time, is an issue of epistemological Hme. Several references
are made to the ways in which outcomes-tased education works against thinking skills: ‘The
focus on product mdeme and gbservable behaviours is certainly unlikely to encourage
systema of assessment designed to track the development of *habits of mind*’ (Livingston et
al. 2004:66). This leads to berms like “critical thinking’ being adopted and deployed in trivial
and prescribed ways, which is arguably already the case with key skille. Evidence suggests
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that it is debatable (in the UK at least} just how far learners develop thelr abillty to think
about whatever they are studying in the context of unit standard based National Vocational
Qualifications. Livingston et al. argue that:

There ig little point in suggesting that teachers/lecturers and students would do well
to change their conceptions of learning and beaching unless different conceptionis can
be supported by course deslgn and content. An important conclusion from the project
team’s review of sample studies is that their successful implementation depends in
large measure on certain features that are not present in curricula in the current VET

system: (2004:70).

Student readiness

In the South African AD Jiterature, the inadequate mediated learning experiences in
students’ own leaming histories provides an explanation for the problems students
experience upon entering tertlary education (see Chapter 3). A dominant strategy used in the
AD movement to address students’ learning histories revolves around the need Lo take into
account and address the learning practices students had experienced at school. The
international FET literature is inconclusive on the issue of student readiness, apart from to
suggest that student readiness probably involves engaging them in activities that help them
to clarify their understandings of what changing their learning practices and orientation to
knowledge might mean for them.

The theory-practice relalion&hip: The international FET literatare

It was acknowledged in Chapter 2 that i) choices between practice-led and theory-led

approaches depends on level and subject; and ii) forms of theory-led and practice-led

approaches may be required at different stages of a learner-worker's career. Strategies
pertaining to theory-led and practice-led approaches are thus provided.

Bernstein's concept of ‘recontextualisation’ is a useful way of framing the kinds of strategies
that are suggested in the review of international FET literature to support the incremental
development of a deductive theory-practice relationship. Recontextualisation has
epistemological, pedagogical, cognitive and social dimensions and refers to the means by
which discourse is dislocated from one context and relocated in another. As Comford
(2002c:88) argues, ‘transfer’ doesn’t just happen, automatically. Rather, a staged approach to
theory-led, deductive student support is cutlined and recommended for use wherever
subject and level permits, The approach involves the following series of steps as strategles:

1. take time to teach the theory;
2. disembed learners from theory;
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3. nurture informed petception;
4. develop the ability to make judgements; and
5. employ ‘thinking in the field’.

The pedagogical aspects of this approach to helping students to tlink theory and practice
have an affinity with the Vygotksian notion of scatfolded learning discussed in Chapter 2.

Toke time to teack the theory

‘Theorists advocating deductive approaches hold that the applicable theory needs to be
taught in a classroom environment where the key propositions and the logical structure of
the theoty can be clearly laid aut and mastered. As Cornford (2002c93) puts i, ‘transfer is
only likely to accur when individuals have a solid mastery of basic knowledge, skills or
principles’. At this stage, then, the ephasis is on teaching theory and undertaking theory-
related tasks.

Disembed learners from theory

Knowing applicable theory does not by definition imply that a student krows when or how
to apply it. A gradual process of disembedding from theory is therefore presented in the
literature. There is a need to move away from class-based tasks to practice because the latter
does not comprise well-defined probtems but problematic situations characterised by
uncertainty and contingency. The college-based simulated environment is seen to be one of
the best contexts for a range of graduated, relatively risk-free disembedding processes,

Aarkrog (2003:2) presents a model based on two variables which he claims supports theory-
practice transfer. The model was developed for the Danish context, where thearetical and
practical training in vocational colleges alternates with practical traiming in an enterprise or
an organisation. One variable is ‘degree of predictability’. The other is ‘time for thinking in
the practice situation’.13 He argues that simulated practice situations can be adjusted to be
more or less predictable and to give more or less room for thinking.

Nurture informed perception
A commonly accepted initial step in disembedding is noticing or perception. It is here that
the student begins to make preliminary connections between theory and practice by noticing
degrees of sameness between the learning situation and the simulated practice situation.

1 Fls ymondal draws on i work of Hlistrom to massun: digress of unypredictability acd oo Schor's wark on reflection In
amd aftr #cthon 10 calibrase tese, He gives Smur axamples of work cnetaxta: Predictable snd no line (task, method wnd resalt
all given in sdvance); predictable snd time (tmsk, method and cesalt given in advance, pridictability tends bo prechade
the rend for tane for reflection); unpredictsbli and o tme {raguives reflection-in-action — mooe d{ticult); unprediciable arnd

e to Uik (the bast comtext for transferring college-based learning). -
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Aarkrog (2003:1) notes that concrete superficial elements are easier to recognise than
underlying abstract principles: ‘[ajecordingly, transfer of motor skills is easiar than transfer
of knowledge.” In a similar vein, Thomas (1992:ix) refers to ‘surface features’ which relate to
outward appearances and descriptive attributes and details that are perceptible through
direct sensory detection without extenzive interpretation, for example, “activities, materials,
tools and equipment, examples, problems, cases, and situations’. She claims that these
things, if encountered in the trunsfer situation, trigger metnories of inltial learning, and that
recognising them aids low-road transfer.

Develop the ability to make judgements

A further step revolves around recognising the situations in simulated practice where theory
can be applied. It builds on the earlier step, as Clarke and Winch observe:

There is, therefore, a very good case to be made for situlation, prior to engagement in
the workplace, involving the setting up of scenarios whereby the student has the
oppertunity to recognise situations within which the relevant theory [can be)
applied.. allows the novice to recognise a situation, investigate the circumstances and
made a theoretically informed judgement without operational pressures.. (2004:519),

The ability to recognise contexts ta which theory applies and those to which it does not is
seen as a long process of practice in identifying, analysing and interpreting circumstantial
evidence. Hypothetical situations and problems can be posed in a simulated context through
which learners can try out and articulate their reasoning, The movement is towards
supporting learners in making and articulating theoretically-informed judgements (akin to
‘making thinking explicit’ as discussad earlier).

According to Aarkrog (2003:2), the process of identifying sameness continues, but at &
deeper level. It can be seen as a movement towards what Thomas (1992:ix) refers to as high-
road transfer, involving deep, structural, causal features. In the context of complex modern
work processes, this can include pedagogic approaches that involve individuals working as
teams, articulating their knowledge and skill through and explaining and justifying to others
what they are doing and why.

Thinking in the field
Having gained the perceptual, judgemental and manipulative confidence that a simulated
situation beings, the student is ready to work in a ‘controlled operational environment,
where operational pressures are gradually brought into play’ (Clatke & Winch 2004:519).
This can be termed probationary practice, during which time, prdgement-making becomes
more uncoracious. The processes is summarised in Figure 4.1,
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The theory-practice relationship: The South African AD literature

{n Chapter 3 it was noted that, in South African AD work, a major fecus has been the use of
experiential learning involving both practical and theoretical knowledge. Kolb's (1984)
*Expetiential learning cycle’ is often cited as a theoretical basis for the integration of practical
ancl theoretical work. In contrast to strategies for helping studenits to link theory and practice
outlined from the FET literature review where key propositions and the logical structure of
the theory are first clearly laid out, practical strategies in this model entail:

providing concrete experiences;
mediating observations and reflections on these experiences;
deriving abstract concepts or ‘principled’ knowledge; and

testing new concepts and principles in new "concrete’ situations.

The cycle is illustrated in Figure 4.2 below.

Figurs 4.2: Koltr's Expariential lsaming cycle (Kolb 1984}

| /f/ experience [1] \‘
Testing In new Ohbservation and
situations [4] reflection [2]
'\\ Forming abstract //
cancapts (1]
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in the higher education context, the argument made is that, although scientific disciplines have
traditionally attempted to introduce experiential learning through practical sessions, as
Lemnmer, Lemmer and Smit (1996) point out, the objectives of practical work are often very
broad and general. This means that single experiments often have several objectives.
Experimental work also tends to focus on accurate measuremnent skills and mathematical
techniques {(since students typically would be required to perform calculations of some sott)
with the result that very little attention is paid to higher order conceptualisation.

A second problem with practical work relates to the difficuity of co-ordinating practical
sessions with the theory presented in lectures, Generally, practical sessions follow lectures so
that the practical functions as a space to apply or demonstrate theory. Often, if the
curriculum is not particularly well planned, there are also relatively long time gaps between
theory and practical sessions with the result that students appear in practical sesalons with
little understanding of their purpose and move through experiments using the laboratory
manuals much as they might prepare a meal from a recipe book. On the whole, therefore,
practicals do not allow concept or theory to develop from a process of ebserving and
retlecting on experience. Of even more concern is the fact that traditionai practicals do not
function to challetige commonsense notions or conceplts since they allow students to use
algorithmic learning practices which need not be meaningful. Some of the issues identified
are attributed to syllabi which consist of little more than a list of topics to be covered.
Lecturers move through the content of the syllabus and practicals are provided as an"add
on',

As the figure of Kolb's Experiential learning cycle illustrates, the first stage in Kolb’s leaming
cycle involves concrete experience of phenomena or activities, Concrete experience then
allows participants to observe and reflect on this experience, although the process of
observation and reflection needs to be mediated. This is especially the case in higher

. education where students might arrive with conceptions and understandings derived from

previous experiences. As a result of this process of observation and reflection, abstract
concepts or ‘principled knowledge’ (Gamble 2004) is formed. These concepts can then be
tested in new situations. The process of testing principled knowledge then brings the cycle
back into the first stage of immersion in concrete experience,

The argument here is that the introduction of outcomes-based education does have the
potential to challenge many problems and to allow for the use of experiential learning in a
meaningful way. Once learning outcomes have been identified in a cursiculum development
process, staff members need to consider how they can facilitate learning so that the outromes
are mat. A curriculum might thus ihcorporate an experiential learning cycle which begins
with experience and works through observation and reflection to theory and concept
building. The fourth stage of Kolb’s {1984) cycle, ‘testing in new sitvations’, would allow
students to demonstrate learning outcomes. In this sort of curriculum, the oukcomes (which
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are actually the starting point of the curriculum development process) would be embedded
in the fourth (or end) stage of the cycle.

The theory-practice relationship: Implications for professional development

Once again, the above processes catry strong professional development impHcations. In the
FET Iiterature, mention is made of the extent ko which contemporary further education
departs from an ‘ideal’ state of affairs. Johnson for example, offers an account of the teaching
of ‘theory” which suggests inappropriateness, impoverishment and confused theoretical

bases:

It seems as though the field is using cognitive-oriented instructional practices to
achieve motor skill development and the learning of work procedures, goals that
can be addressed through behaviourz] leaming theories. This has resulted in
instruction that is delivered through lectures and demonstrations, emphasises
memorising information, and teaches large skill sets as small discrete
tasks...(1995:11-12).

Johnson 1s also critical of much wotkshop or simulated teaching arguing that leatning and
transfer happen by defaull, because of the richness of the learning environment ‘not
because those skills are explicitly emphaslsed’.

As Boughey points out in her review:

Since curriculum (as opposed to syllabus) is generally conceived as 2 term
agsessment, the idea is that an experiential learning envivonment would be
enriched by considering the way all these elements can contribute to the cycle of
learning identified by Kolb (1984). Learning materials, for example, would need to
be designed to facilitate processes of observation and reflection as well as
processes of theory and concept building. Teacking would also need to facilitate
these processes, The use of assessment as a formalive and developmental toa)
which provides feedback on learning rather than merely measuring it (see, for
example, Luckett & Sutherland 2000) would also need to be incorporated. All this
would have implications for capacity both in terms of mainstream staff and AD
practitioners who could be available to support the curriculum development

process (2005a).
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Integrating literacy skills with vocational education content

This section considers pedagogical sirategies for developing:
=  separate but linked vocational education literacy skilly; and

+  second language literacy skills with vocational education content,

Developing separate but linked vocational education literacy akills: Strategies from the
international FET literature

Strategies for developing separate but Jinked vocational education literacy skills have been
included here as the international FET student support literature suggests that vocationally-
linked (discrete) literacy has something to recommend it. This is especially if the focus is on
preparatory and highly-focused activities undertaken with students that tend to be high-
utility strategies with immediate application transfer potential - for example, in Adult Basic
Fducation and Tralning (ABET). Examples of strategies from the international FET literature
for this include:

1. expanding students’ vocabulaty quickly;

2. using writing to develop reading comprehension and critical thinking;
3, the use of frequent written summarising; and

4, theuse of a simulation model that replicates the tasks and texts of a particular
vocational course,

Expanding students’ vocabulary quickly

Stahl (1951:3) argues that college learning specialists must enable students to expand their
vocabulary quickly by providing experiences that immerse students in ‘i) the “language of
the academy”’; ii) the “language of the educated” or the advanced general vacabulary used
by scholars s they communicate; and iii} the specialised “languages of disciplines” or those
unique terms which permit scholars within a field to communicate effectively and
efficiently . These points tie in with Livingston et al.’s (2004:56) view that a language of
thinking should be mere consciously used in classrooms, for example, ‘theory”, ‘model’,
‘claims’.

Lising writing to develop reading comprehension and critical thinking

A further highly-focused activity is the use of writing to develop reading comprehension
and critical thinking. Stahl (1991:4-5) recommeénds that the leaming specialist, prior to a new
reading assigrment, ask students to free-write on the general subject of the assignment. This

HERE Pty B pacart



77

involves them in writing ‘all the questions the reading passage’s title brings to mind’, It
could also involve students in skimming first and last paragraphs and main headings before
their freewriting. The freewriting should be predictive of what students think the content of
the reading will be. Students can also raise questions about, or objections to, what they think
will appear in the text,

Frequent wrilten summarisimg

The third strategy that Stahl (1991:5) considers 10 be noteworthy is frequent wtitten
summarising. This Is a simple approach, involving pausing at regular intervals during
reading tasks, for students 10 summarise in writing what has been read. The claim is that
such an activity gives students opportunities to monitor their own understanding. ‘Ina
sense, writing about reading material turns the reading process inside out, exposing readers
to the inescapable constructivist activity of creating meaning in and from words’. The
indications are that such an approach develops metacognitive skills as well as literacy skills
in that: ‘writing aids help students in becoming co-creators of the texts they read, m creating
their own articulated understanding of the content material, and in providing a means of
monitoring and revising that understanding’ (Stahl 1991:4).

The use of & simulation model that replicntes the tasks and texts of @ particular vocational course

A more general mode! of preparation for vocational education 1s also presented by Stahl. She
calls this a simulation mode). It has some similarity with the ideas proffered in the previous
section regarding linking theory and practice. Here, the goal is to replicate and model the
tasks atd texts of a particular vocational course:

..students read and study as the learning specialist teaches the domain-specific study
strategies. .. The end point of the simulation experience is the passing of an exam like
that encountered in the regular course. When students exit the simulation course, they
take with them a physical product {marked text and class notes), a cognitive product
{greater prior knowledge and experience), and domain-specific and general study
sirategies (1991:2).

Developing separate but linked vocational education literacy skills: Strategies relating
to the reading process

The following are mote generalised strategies also for developing literacy skills with
vacational education content emerging from the FET literature and the South African AD
literature. These relate specificaily to the reading process and involve:

1.  awareness of the hidden complexities of course material;
2. developing resources to scaffold reading; and
3. modelling key reading activities.
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Awareness of the hidden complexities of course material

There is a lack of consensus about simplifying mainstream course material in the FET
literacy literature, In the context of the “Literacies in Further Education’ project mentioned
above, Mannion and Ivanic (2004:10) found that “highly demanding literacy events were
what [students} expected of being on a “good” course’. Students seem to be motivated by
engaging with authendic and complex materials. This chimes with the argument reflected
carlier in this chapter regarding reflecting the full complexity of knowledge. On the other
hand, Watson, Nicholson and Sharplin (2001:21) note a significant lack of awareness
amongst vocational lecturers of the hidden {to them) complexities of their course materials:
‘the language and struchure of the training materials, and the assessment strategy prescribed,
imposed significant and often unreasonable literacy demands on trainees’. [t seems that
there is often a mismatch between the complexity of written course materials, teaching 2nd
assessment sirategles used and the students’ leve! of vocational competence, leading to
situations where students fail the materials, rather than the course.

Algo, it is generally accepted that self-paced, “flexible” leaming works against students with
literacy needs (see for example, Lauri 2001). Flexible delivery is seen as placing heavy
literacy demands on students because it is usually synonymous whth less face-to-face
contact. As with course materials, the ‘training requirements are more difficuh that the task
requitements of the course’ (Watson et al. 2001:26). Students with excellent content or task
skills may not participats because they have difficulty with the literacy requirements of, for
example, self-paced learning materials.

Developing resources io seaffold reading

A significant area of the South African AD work in this arena has involved the development
of resources to scaffold literacy activities such ag reading. At historically black institutions in
patticular, the course or study ‘guide’ has always been an important element of course
design as studenis i) have not always had access to textbooks; and if) find thern difficult to
read even if they are provided. This meant that the development of learning materials which
suppoct language development and scaffold understandings thus had a ready-made context.
One of the biggest resource development projects of this nature took place at Peninsula
Technikon in the late 1990s/early 2000s. Over a three year period, language and disciplinary
specialists worked in pairs to produce leamning mater ials which attampled to develop
students” language in relaticn to the disciplinary context. The materials were later published
by a commercial publisher.

Modelling key reading actitities

The comprehensive international review of controlled trials relevant to adult literacy in the
UK by the National Research and Development Cenlre for Adult Literacy and Numeracy
(NRDC)} (referred to in Chapler 2) isolated reciprocal teaching as a particularly positive
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strategy for improving reading comprehension. The authors posit that of all the pedagogical
findings in their reviews, this was the best established. It is essentially a modelling
technique: a procedure whereby teacher and student take turns leading a dialogue
concerning sections of a text. Initially, the teacher models the key activities of summarising,
questioning [making up a question on the main idea of a text], clarifying and predicting.
Gradually the leamer takes over, and both the level of comprehension and the ability to self-
monitor §s said to improve (NRDC 2003).

Developing separate but linked vocational education literacy skills: Strategies relating
to the writing process

Given the role of written text in university based assessment practices and, thus, of the
crucial role writing proficiency plays in achieving success, it is not surprising that llterature
from the South African AD movement shows that efforts have mainty focused on
introducing writing activities into mainstream classes supported by AD practitioners. The
identification of writing as a tool for learning was important in persuading statf to
participate in this sort of work (see, for example, Boughey and van Rensburg 1954; Coetzee
and Boughey 1994). Much of the work involving wiiting has focused on the idea of the
writing ‘process” identified by researchers such as Emig (1971), since the practices which
comprise that process were understood to be conducive to the development of learning. The
writing process involves a series of ‘stages’ including pre-writing (or idea genexating),
drafting, reviewing and redrafting (see also White and Amdt 1991), Whilst early stages of
the process are understood to be ‘writer-centred” in that they focus on a process of
discovering what it is the writer wants lo say (Zamel 1982), as the process progresses,
writers are understood to shift from focusing on the meanings they want to make to what
their readers or audience will make of those meanings (see, for eample, Clark and lvanic,
1997). The final stage of the process involves a focus on polishing and editing the document
to ensure that it meets conventional norms. Some of the strategies specifically associated
with each stage of the writing process are discussed below. These are;

1. idea gemeration through concept/mind-mapping;

2. drafting and redeafting through a 'writing respondent’ approach and providing
formative feedback on students” work; and

3. designing ‘staged’ tasks that provide clear guidance as to what is expacted and
include specific assessment criteria.

Iden generation throvgh conceptimind-mapping
In the pre-writing ot idea generation stage, ‘freewriting’ is often advocated (see, for example,
Elbow 1973). However, another strategy advocated for use in the pre-writing stage of the
writing process is concept- or mind-mapping. In reporting on an initiative to introduce
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concept mapping Into the kiea generation stage of a writing process at UCT, Angelil-Carter
(19%4a} cltes Vygotaky in noting that:

.- the most significant moment in the course of intellectual development, which gives
birth to the purely human forms of practical and abstract intelligance, coours when
speech and practical activity, two completely iIndependent lines of develbpmmt,
converge (1978:24).

Angelil-Carter {1994:146) goes on to note some of the advantages of mind-mapping observed
{n her study as i) mapping ‘can be an important vehicle for creative thinking, brainstorming
and bringing prior knowledge to the surface’; ii) ‘[t]he ability to understand, reshape,
synthesise and organise what one reads, to make it one’s own, and then to put that into
writing with one’s own ideas, can be facilitated by mapping’ (1994:146); lil) the conscious
awareness and control required by mapping aids ieamning: iv) as a highly active approach to
learning reading and writing, mapping assists in the retention of knowledge and,
importantly; v) that mapping is an important means of allowing lecturers to access their
students’ thinking at a time when that thinking can be guided, In spite of the obvious
advantages observed in the introduction of mapping, Angelil-Carter does note that learning
to map requires intensive and on-going instruction,

Dyafting and redrafting through a ‘writing respondent’ approach and providing formative feedback on

students’ work
Possibly the most significant strategy advocated as part of the writing process is drafting
and redrafting. Typically, students would be required t¢ submit an initial draft of a writing
assignment for comment by their lecturers (Bozalek 1993; Boughey & Goodman 1994;
Boughey & van Rensburg 1994; Coetzee & Boughey 1994; Amaos & Quinn 1997) although
writing centres alsc had a role to play in this process in that consultants were available to
provide oral comment on drafts of writing in process (see, for example, Leibowitz and
Parkerson 1994). Boughey (1995) argues for the efficacy of what she terms a ‘writing
respondent’ approach as an alternative ko the traditional writing centre. In contrast to the use
of oral consultations in writing centres, the writing respondent approach uses trained
respandents to provide written responses to students” writing, These responses, typically
phrased as questions, prompt students i) to explain and clarify; ii) to think more deeply
about the implications of what they are saying; and lii) be explicit and exact.

Apart from practical considerations such as cost, written responses in the body of the text
have theoretical advantages over oral consultations in that they force writers to remain in the
context reduced environment of the text they have created {Cummins & Swain 1984). In an
oral consultation, consultant and student jointly construct tneaning around the text. In a
writing respundent approach, the student is constrained within the limits of her own text
and to see where it falls short in making meaning and meeting the needs of her reader.

Quinn (2000) explores both the theory and practice of writing responding in mote detail.
HIRL hemardh Rapdn




RIS o

————

81

Evidence of the efficacy of redrafting on improving students’ writing does exist. Boughey
(1997), for example, provides a quantitative indication of improvernent, whilst Quinn (2000)
provides a more in-depth qualitative analysis. There is also evidence, however, that initially
students’ writing may deteriorate (see, for exarople, Bock 1988) as they move into using new
strategies and abandon the writing practices which had previously served them well.

If students are to be encouraged and allowed to submit drafts of an assigrment “in progress’
then dearly the quality of the comment provided to support further development is crucial.
This is especially the case since thete is a body of research which shows that much of the
comment provided on written work by teachers and lecturers is ineffective, either because
students ignote the comments themselves or because they cannot understand them
(Sommers 1982; Zamel 1985; Hounsell 1987}, Indeed, in 2 writing centre 1t is never the
intention that consultants should work with the surface features of the language by editing
students’ work, but rather they should work at the level of ‘meaning’ by facilitating a
discussion about what the client in the centre wanis to say (see, for example, Leibowitz &
Farkerson 1994; Slemming 1995). Comments or feedback which focus only on surface
features are indicative of an understanding of ‘language as a mode of communication’
(Christie 1985; Boughey 2002) or the idea that meaning exists independently of language
which is then used simply to convey it.

From this perspective, ‘getting the vehicle right’ in terms of grammatical and lexical
accuracy is assumed to ensure good writing. This contrasts with an understanding of
"language as a resource’ (Christie 1985; Boughey 2002) which perceives language to be
implicated in meaning making. From this perspective, most problems in the surface
structures of the language are seen to be indicative of deeper problems at the level of
meaning (and mostly that writets do not understand what they are trying to say, or have not
yet worked out what they want o need to say). Correcting grammar, spelling and
punctuation is therefore unlikely to have 2 marked effect on the quality of thought or the
quality of argument in a piece of writing. In spite of observations such as these, the majority
of comments on students’ writing still focus on the ‘medium of communication’ and concern
themselves with relatively trivial features in terms of the larger project of using writing to
develop thought (Paxton 1995).

Civen these cbservations, research into the provision of written comment has been an area
of interest in the AD movement. Paxton’s (1995) work examining tutors’ responses to
student writing is significant in this regard, not merely because tutors are often heavily
involved in assessing writlen work at universities, but because of the insights it provides
into commenting on writing in general. Citing White (1984), Paxton notes that lecturers
belong to an ‘interpretative community’ and that their membership of this community
guicles their reading of students’ texts (cf. also Gee's (1990) notion of a ‘Discourse’ noted [n
Chaptet 3). Her research thus focuses on the extent to which graduate tutor's responses
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gerve to signal the ‘rules and conventions’ (Ballard & Clanchy 1988) of the interpretative
community to students. Paxton's main finding was that students do not have a grasp of the
academic dizcourse underpinning tutor’s comments and thus cannot understand them.,
Comments such as *Your work lacks argument and structure’ or *...keep working at making
everything more precise and relevant’ or ‘ Argue the question more closely and struchure
your essay more systematically’ (Paxton 1995:193) are meaningless to students as they refer
10 ‘abstract rules and principles” and do not *provide students with clear and explicit
strategies for revising the text’.

Specific questions posed in the body of the text are often advocated as a way of overcoming
the problems Paxton (1995) notes (see, for example, Boughey 1995). Such questions can
function much as the way questions in a conversation would function indicating the need to
revise, reconslder or provide more structure at the point that communication is breaking
down. If Paxton's observation that commenting on students’ assignments is driven by
membership of interpretative communities is accepted, then the difficulty of reorienting
lecturars to more appropriate ways of responding to students’ work needs to be
acknowledged. It nevertheless remains a cruclal area of student support and is an
appropriate area for specialist practitioners to provide support and development when
working with mainstream staff.

Designing ‘staged” tasks thet provide clear gutdance as to what is expected and include specific assesgment
cteri

A final area in which AD practitioners have worked in order to facilitate writing
development has been task design. Williams (2005) reports on a piece of research which
looks at the way first year students in a chemistry class intetpreted commaonly used
assessment task verbs and compared these to their lecturers’ understandings of the same
terms. The lecturers in Williams’ study, for example, defined the meaning of the task verb
*discuss’ as ‘provide arguments in support of the staternent as well as against it. Put forward
reasons why you think one argument is stronger than the other’ (2005:164), Students,
however, tended to draw on more commonsense understandings of the term. Williams goes
on to argue that lecturers were drawing on the conventions of a discourse or interpretative
community to which their students did not yet have access, with the result that studenis
may not have had the opportunity to display what they did know. Assessinent was thug
inherently unfair.

Luckett and Sutherland (2000} and Geyser (2004) all stress the importance of task design

along with the development of specific assessment criteria which provide guidance as to

what is expected as a means of getting the best out of students. In doing 80, they draw on a

particular ‘paradigny’ of assessment which is outcomes-based/criterion referenced and which

gives rise to a set of practices outlined In the unit standards for assessors registersd on the

NQF (SAQA 2004). These practices lnwvolve i) developing learning outcomes for a course or
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module (i.e. specifying what students need to be able to do); i) identlfying assessment
criteria for those outcomes (i.e. specifying what the lecturer needs to see to ensure that
students can indeed do those things); and iii) designing a task which will allow students to
demonstrate the criteria. Once a task has been designed., it is communicated to students
along with the assessment criteria which are then intended to guide performance. In terms of
understanding assessment as a practice arising out of a discourse or interpretative
community, the provision of assessment criteria thus becomes a means of facilitating access
to that communlty.

In terms of actual practice, AD staff working in writing centres have long focused on the
impartance of task design. Leibowiiz and Parkerson (1994), for example, note the importance
of working with lecturers who send students to the writing centre at the University of the
Western Cape on the rubric of the assignments they set. Similarly, Boughey and van .
Rensburg (1994) discuss the concept of a ‘many tiered’ task in the context of an intervention
introducing a writing process into a first year occupational therapy clage. In the intervention,
the larger, more overall task, was broken up into a series of smatler tasks, each of which was
submilted in draft form for constructive comment. The task in the class was; ‘Discuss the
development of a typical 2 year old and a typical 5 year old child by comparing various
aspects of development. Please justify the aspects you have chosen by explaining why they
would be important for an occupationa) therapist'.

In staging the task, students were first asked to describe the development of a normal 2 year
old child. They were then able to use feedback to this description not only to develop the
description further, but also to inform the next task, a description of the development ofal
year old child. Having completed both descriptions, students were able to compare both
stages of development and use feedbark to identify observable milestones in development
which would be important for an cccupational therapist, As each stage in the task
progressed, the cognitive load increased in terms of abstract thinking, According to Boughey
and van Rensburg, breaking down the task in this way not only made the tagk more
manageable, but alse motivated students in that it was not perceived as enormous and
feedback at each successive stage informed the development of the next. Davies and Quinn
{1995) take up Boughey and van Rensburg's suggestions in the context of a first year law
course and evaluate the process favourably noting, however, that the process was time
consuming and demanding of lecturers’ effort.
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Developing second language literacy skills with vocational education content: Carlo
and Sylvester's frame

This section on integrating liveracy skills with vocational education content considers
pedagogical strategies for second language literacy skills with vecational education content
as well as strategies for developing separate but linked vocational education [iteracy skills.

One potentially useful example of reliable second language literacy research from the FET
fiterature is Carlo and Sylvester (1996). Their research (on secand language reading) was
undertaken for the United States National Center on Adult Literacy. The researchers are
experts in the field of transfer of reading skills across languages. Thelr research reviewed
about 80 pieces of literature concerning the acquisition of a range of second language
literacies, not only English. )

Carlo and Sylvester's frame links cognition and reading. They see reading as primarily a
cognitive process, not a soclal one. For them, reading promotes essential cognitive
development. As such, they are concemed with the relationships between reading, language,
memory and (metajcognition. Comprehension is the focal point of the reading process
involving relating vocabulary to experience; understanding ideas, concepts and processes;
recognising relationships; making comparisons; drawing inferences; reﬂecting, interpreting
and reading between the lines.

Carlo and Sylvester draw a range of conclusions and present a range of strategies for
developing second language literacy skills that include the:

1. paying attention to accuracy, speed and word decoding;
2. wanslation; and

3. drawing attention to frequently used concepts, vocabulary and grammatical
structures and the communicative functions of graphs, charts, drawings, etc. in the
vocational environment.

Paying attention to accuracy, speed and word decoding

A main recommendation here is the need to “consider both accuracy and speed in the
processing of basic reading skills as indicators of second-language (L2} reading gains’ (Carlo
& Sylvester 1996:iii). The researchers view word decoding and students” development of
flexible strategies for dealing with unfamiliar words as central indicators of cognitive as well
as reading progress. They argue that improvement in ‘low-level processing efficiency” [ie.
letter recognition and word decoding] may signify likely (later) gains in comprehension. The
converse also holds - if students are not making progress in these things then more explicit
attention to them is needed, if overall comprehension levels are to improve (1996:43). They

draw particular attention to the common pedagogical practice of encouraging students to
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skip unfamiliar words when reading ot to decode meanings from the surrounding text and
contextual clues, This practice is intended 1o encourage students to read for the whole
meaning of a text (not just word-for-word reading) and to make the experience of reading
more enjoyable and less laborious. The research that Carlo and Sylvester reviewed Jent
support to that practice, but also pointed to the need to help students develop a wider
vatlety of strategies fot dealing with unfamiliar words in text. They therefore recommend
the imtegration of phonics with ‘meaning-based reading curricula’ (1996:43-4).

Translation
Many of the more communicative orientations to second language and literacy Jearning
view ttansiation as anathema - as interfeting with spontancous communicative processes.
However, Carlo and Sylvester are of the view that ‘access to concepts initially occurs
through a process of Iranslation that Jinks the L2 lexical entry to the L1 Jexical entry which,
in turn, guides access to conceptual memary. As this process repeats itself through repeated
encounters with a word, direct links from the L2 lexicon: to conceptual memory are formed”

{1996:44). Therefore, from a cognitive perspective, translation is a necessary part of particular
stages of L2 reading development.

Drmving students’ attention to repentedly used concepts, oocabulary and grammatical structures and the
cowmmmumicative functions of graphs, charts, elc. in the vocational environment

Carlo and Sylvester recommend the use of authentic reading materials, on the basis that ‘it
may be counterproductive to alter the syntactic complexity of texts to simplify them for L2
Jearners’. In a counter-intuitive way, they found that simplifying texts negatively affected
their comprehensibility for L2 leamers, However, the case is also made for learners’
attention to be drawn to particular concepts and vocabulary, grammatical structures used
repeatedly in a text, for example, passives, complex noun phtases, communicative functions
and particular ways of obtaining information in the vocational environment - tables, graphs,
charts, and so on,

Other strategies outlined earlier such as those for developing thinking skills with vocational
education content could also be deployed in velation to second language literacy guch as
using generative questioning techniques and making thinking/reasoning explicit; modelling
and coaching thinking skills or mental processes; deploying 2 mixed pedagogy; providing
offective formative feedback; not relying on ICT, ete.
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Integrating literacy skills with vocational education content: Implications for
profesgional development '

As in the previous sections, al of the above processes carry professional development
implications. There are three key points:

1. the onerous demands that becoming a litetacy expert places on vocational teachers;

2. the resource implications of ‘team teaching” (although the idea of ‘leamning
specialist’ is potentially more generic, and could encompass all student suppaort
activities); and

3. there is ample scope for vocational lecturers to become more aware of the implicit

{language and) literacy demands of their style of teaching, their handouts, the texts
they use and the agsessment procedures in use.

One of the ideas put forward from the FET literature review is that the vocational
curriculum could be organised o as to allow for modules in which the vacational emphasis
is retained, but there i3 a greater balance of attention to literacy needs. Certainly the
international FET literature would seem to endlorse this as a valid option, as long as the

vocational content element is not lost.

Integrating language with vocational education content

This section considers a range of pedagogic practices tor developing
» language with vorational education content; and

» second language with vocational education content,

Developing language with vocational education content

In the literature on the Seuth African AD movement, acknowledgment of the relationship of
language to cognition and of language to social context has had implications at a practical
level in terms of the way language was developed which, in broad terms, involved a call to
use the mainstream curriculum as a vehicle for Janguage development by integrating
language development with the teaching of content.

Winberg (2000:182) makes a distinction between ‘content based language teaching which
use[s} content merely as a means for communicative language learning ignoring conceptual
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development and discourse specific leaming’ and 'integrated approaches’. In many respects,
‘content based language teaching’ is what takes place in many language courses serving
taculties or specific disclplinary areas. Language specialists teaching these courses take a
piece of disciplinarjr ‘content’ and use it as means for developing language. The content (an-d
in a humanities course, this would typically involve looking at issues such as “culture’ or
‘identity’) thus becomes a vehicle for language learning but is not a focus in itself since the
main aim of the course is language development. Integrated approaches, on the other hand,
always aim ‘beyond second language learning to learning language for academic purposes
sivd beyond language learning to understanding of content’ (Winberg 2000).

Unsurprisingly, a salient feature of integrated approaches to language and content
development identified in the literature on South African AD is the teaching of
vocabularyfterminology in relation to construct formation and development.

Explicit teaching of vocabulary/terminology in relation fo construct formation

Jiya (1993), for example, points out that the words which cause most problems in
conceptualising scientific ideas are not those which are purely technical but those which are
in normal English usage (see also Mutimucuio 1995). Clayton (1995) takes up thia polnt
noting that the links of words such as ‘diffusion’, ‘folk etymology” and *hypercorrection’,
which have very specific meanings in the discipline of linguistics, to ‘everyday concepts” can
be problematic given that students are likely to try to build disciplinary understandinga on
the basis of prior knowledge, A small piece of in-depth research with five students which
Iooks at the development of their understanding of these terms then allowed Clayton to
conclude that i) textbook definitions, even when wtitten in fairly accessible language, do not
ensure that students will be able to elucidate relevant examples or use the terms competently
in convext; and ii) that interaction with the teacher is of paramount importance {(and in some
cages is the only factor) in assisting students ko master the conceptual understandings
associated with lexical items and to use them in an informed manner in disciplinary

discourse.

It would appear, then, that disciplinary specialists have a potentially important role to play
in the development of vocabulary related to paﬁicular areas of study. Although the
literature is not explicit about ways in which this could be done, it is not dificult to posit
some strategies which would be of use in the classroom.

An inittal set of strategies include:

s getting students to master new vocabulary phonemicaily and to recognise itin
writing; and
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*  explaining or exploring the differences between the sclentific/technical and

commonsense meanings {described earlier as a strategy for t=aching thinking skills
with content).

Getling studenis ko master netw vocabulary phonemically and to recognise it in wriking

In introducing a technical item, a lecturer could, for example, invite students to say it aloud
for themseives (this would be a very common strategy in the foreign language classroom).
Similarly, unfamiliar words could be written on the blackboard for students to copy into
notes. A more formal strategy might involve getting studentsa to keep vocabulary notebaoks
or word lists, a common practice in many English for Academic Purposes courses.

Explaining or éxplmfng the differences betweert the scientific/technical and commomsense meanings

At the level of conceptual development, an awareness on the part of lecturers, that a
vocabulary item has both scientific/technical and commonsense meanings which differ from
&ich ather in some way, coupled with 2 willingness to explain or explore the differences
between the two meanings would be crudial. In Clayton's {1995) study (described earlier
under developing language with vocational content), interaction between shedent and lecturer
around the meaning of words was crucial in promoting conceptual development and
appropriate usage.

Developing second language skills with vocational education content: The
international FET literature

This section on integrating language with vocational education content also considers a
range of pedagogic practices for developing second langnage with vocational education
content,

Drawing on the FET Jiterature, several key strategies for teaching second language with
vocational education content are recommended, These are:

1. drawing attention to higher order thinking skills and linguistic functions of the
vocational curriculum;

2. analysing and teaching the language patterns embedded in the language demands
of the classroom; '

3. distinguishing students’ first language from standard English; and
4. maximising opportunities for oral and 'written language development.
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Drawoing attention to kigher order thinking skills and Uinguistic functions of the vocational curriculum

From a cognitive perspective, Platt {1996:8) suggests that vocational and language teachers
highlight the higher order cognitive and metacognitive aspects of a particular curticulum
{particularly comparing and contrasting, analysing and synthesising) when making
adaptations for second language learners :

Analysing and teaching the language patterns embedded in the language demands of the classroom

Ivanic and Ming-i (2005:24) suggest that ‘teachers should be aware of the potential of their
language use to act as a sample of the language to be learned’. In practice, teachers generally
talk too much ‘aliciting brief, predictable responses, rather than engaging leamers in
authenti¢ convetsations about vocational topics.. listening is praised, while talking is
discouraged. Student-initiated questions are still rare.

‘Platt (1996:23) recommends paying particular attention to patterns of interaction in the
classroom. These can be subject related and/or more generalised communication processes.
In terms of the former, some patterns are very commen in vocational education, namely
explaining processes and procedures and trouble-shooting, for example, In terms of the
latter, Barton and Pitt (2003:14) report on an ethnographic study of four mulii-lingual
classrooms in which most of the learners were young adults (16-19). It was found that the
learners needed some “explicit teaching of the specific kind of talk needed for group learning
tasks’.

Distinguishing students’ first language from standard English

Students are reported as having difficulties on mainstream FET courses distinguishing their
first language from standard English when writing. So, ‘language awareness’ for students
and explaining or exploring similarities and differences between the first language and
English terms is considered an approptiate pedagogy here.

Maximising opportunities for oral and written language development

The literature recommends selecting teaching and learning activities that maximise
opportunities for oral and written Janguage development. In multilingual environments
there are particular strategies that can be deployed. Students can be encouraged to discuss
problems in languages other than English, and more proficient learners can translate and
explain things to others. Adopting free use of languages in the classyoom is seen as
important In valuing multilingualism as a resource, rather than seeing it as a problem.
Establishing commonalities and differences between how things are expressed in different
languages is seen as a productive meta-level language activity.

14 Becuitte Bvase skills are desmed to be most transfecable.
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Developing second language skills with vocational education content: The South
African literature review

The AD fiternture review cites research conducted at both University of Cape Town {UCT)
{Overcoming barriers to learning’ cited in Kapp 1996) and the University of Transkei
{(UNITRA) (Mugoya 1991 cited in Kapp 1996) that shows that the use of English as the
language of leaming and teaching has serious implications for students for whom English is
an additlonal language. In the UCT study, black students complained that they were not
willing to ask lecturers for help for fear of being labelled as "problem black students’ or for
fear of receiving patronising responses fromn staff members. Language use was thus
associated with stigma and marginalisation.

Observers also found that i) significantly fewer black students than white students were
taking detailed notes in lectures; ii) fewer black students than white students participated in
class discussions; and iii) that participation correlated strongly with students’ performance.
In the UNITRA study, seventy three percent of students interviewed claimed that they were
afraid to ‘respond in the classroom because they are afraid to make mistakes in English’
{(Mugoya 1991:11 cited in Kapp 1996). However, Kapp {1996) goes on to cite Skehan (1993)
who notes that making errors is an indication that a student is taking risks and risk taking is
associated with success in language Jearning. Given these observations, an argument for the
promotion of multilingual environments which allow students to draw on the resources of
both home and additional languages is powerful. Strategies for teaching second language with
content from the South African AD literature thus focus on the promotion of bi/multilingual
environments through:

1. code-switching;
2. tanslation; and

3, the use of materials in students’ home languages.

Code-s:r..rirchfn I

Peires (1994:175) argues for the use of what is technically termed ‘code-switching’ in the
University of Transkei, noting that code-switching is “typical of the communicative
conventions nsed by bilinguals in their discourse’ and thus pointing to the inauthenticity of
the ‘English only’ discourse cited earlier. She goes on to add that:

...the more students can discuss something — whether in English or in Xhosa (but they
will probably code-switch) — the more they wilt master the topic. Moreover by code-
gwitching, both languages are being used for real communication and the second
language is no longer an “academic abstraction” as is 5o often the case. The fact that
the English phrases can be translated or paraphrased, that English words can be
adapted to the structure of Xhosa (as in code mixing) and that the more familiar word
{(whether 1t be Xhosa or English) can be used to suit the occasion makes the language a

learning tool and an aid to learning, With the focus of “grammatical correctness” both
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the languages are used for their explanatory power and communicative value (Pelves
1994:181).

Following research into code-switching conducted at the Medical University of South Africa
(MEDUNSA), wa Kalonji (1995) affirms Peires’ comments with interview data which shows
that the majority of students in his study claimed that 1} they could not think in English and
therefore need to think in their home languages and then translate into Ehglia}u i) they often
do not have the vocabulary to express concepts and ideas in English and therefore resort to
their home languages; and ii) even when they have the resources to express themselves in
English, they often use home languages in group work to accommodate peers who are

Translation

Clearly, allowing students to code-switch is more problematic if a lecturer does not speak -
the students” home languages. This does not mean that code-switching is not possible,
however, since students can be allowed i) bo use their home languages in group discussion
forused on the clarification and elaboration of conceptual knowledge; and ii) 1o assist each
other in code-switching. A student could, for example, call on a peer for assistance In
translation from the home language to English. These sort of activitics presuppose, however,
a lecturer who 1) understands the use of the home language as a resource in leaming; and ii)
is willing to run a ‘participative’ class where students interact with each other in groups and
also assist each othet in learning.

Kapp {1996) describes a more elaborate system of establishing multilingualism in-learning
environments through the use of tutors who speak students’ home languages in the English
for Academic Purposes course in the Arts and Social Sciences at UCT. Postgraduate students
who are speakers of various African languages are employed lo co-teach with lecturers on
the course. In addition to the benefit of being able to use both home and additional
languages in the class, Kapp lists other advantages of the systems including the fact that 1)
tutors receive in service training; ii) lecturers have access to knowledge about classroom
dynamics from which they would normally be excluded by virtue of the fact that they do not
speak an African language; iili) African tutors act as important role models within the class;
iv) disagreement between tutors allows students to understand that academic knowledge is
about multiple perspectives and debate; and v) the conventional hierarchy of powet is
broken down. Lecturers in the course she describes are, however, AD practitioners and it
would probably be much more difficult to get mainstream lecturera to work in this way
especially given the challenge to traditional power hierarchies,
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Lise of materials in studenits’ hope languages

Strategies to promote multilingualism continue to be an area of inverest in AD with at least
two pieces of doctoral research examining the use of materials in students’ home languages
in the development of leaming, Dalvit (In progress), for example, is examining the effect of
computer-based glossaries in Xhosa on students’ understanding in a Computer Science
course, while Thomson (in progress) is researching students’ lived experiences of an
academic literacy module which incorporates the translation of reading texds into Zuly. Both
promise to be important studies.

Developing second language skills with vocational education content: Implications for
professional development

As with the other areas of concern discussed earlier, considerable professional development
issues are raised by the language question. Certatnly there is scope for lecturers to receive
support in better understanding both the demands inherent in their particular usage of
language, and the particular demands of different subject carrlcula. [t is also suggestive as
a potential FET specialism, which would benefit {rom the creation of PhiD studentships and
bursaries, so that more wide-ranging South African work on Jangoage issues could be
drawn together and oriented to FET, including the work of (ex) NGOs, for example.

Conclusion — A pedagogic balance

The focus of this section has been on pedagogical processes and practices considered to be
effective in addressing student academic support needs (or the development of thinking
skills; the theory-practice relationship; literacy; and language. The literature suggests a range
of non-universalist ‘mainstream’ teaching strategies fo suppott students.

Some examples are:

» developing a shared cognitive or thinking skifls framework across cognate subject
areas;

« deploying a mixed pedagogy which includes open-ended tasks;

» maximising opportunities for oral and written language development;

= designing ‘staged” tasks that provide clear guidance as to what is expected;

+  explicit teaching of vocabulary/terminology in relation to concept formation; and

« making differences between commonsense and scientific terms explicit.
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Clearly, this is likely to have professional development implications for mainstream staff.
There are, however, two key considerations: The first of which is that, when theoretical
understandings associated with particular practices are not properly understood,
strategies tend to be deployed in ad hoc and instrumental ways.

A key argument from the FET litevature review is that, in contemporary ‘managerial’
discourses in the International FET college sector, pedagogy and ‘process” have been
sidelined in favour of ‘outcomes’. On the other hand, it is possible that academic support
work and development will be approached using pedagogies that are humanistically
inclined. For example, learner-centred approaches favoured by Lipman and Paul (in
Moselay et al. 2004), and learner empowerment through social construction of knowledge
which is strongly favoured by Belenky et al. (1986), King and Kitchener (1994), and Jonassen
and Tessner (1996/7) (in Moseley et al. 2004). These theorists emphasise process over content.

Thus, the second consideration is that, there is a danger in the notion that “process’ alone
delivers "quality’ when in fact oo much attention to ‘process’ may detraci attention from
discipline knowledge, to the extent that, as Coffield et al. (2004:126) put it, 'we end up with
content-ftee pedagogy, where process is celebrated at the expense of content’. Therefore, the
recommendation emerging from the review of international FET literature is fora broad and
differentiated view of pedagogy - a ‘mixed’ approach where atiention ta ‘process’ does
not detract Erom the learning of content knowledge.

The next section of this chapter discusses the student support models currently manifested
in institutional development at South African higher education institutions to provide time
and opportunities for students to access necessary knowledge and skills, and language or
discourse for the speciallsation of their occupational identities.

MODELS OF STUDENT ACADEMIC SUFPORT EMERGING FROM THE 50UTH
AFRICAN HIGHER EDUCATION SECTOR

Foundation modules or courses continue to-form a central means of offering support to
students in the current phase of the South African higher education academic development
movement. A distinction between the terms, ‘bridging’ and ‘foundation’ can be made by
explaining 'bridging’ courses as courses which attempt to look back to the Senlor Certificate
syllabus, which is then re-taught in an attempt to improve students’ readiness to engage
with tertiary studies. ‘Foundation’, on the other hand, can be used to refer to courses which
look forward into the university curriculum and which therefore attempt to teach the skills
and conceptual areas which are necessary as a base for further learning. Inherent in this
distinction (which is by no means used consistently) Is the idea that “bridging’ courses

assume that school Jearning (measured by the Senlor Certificate examination) is an
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appropriate preparation for tertiary study, while "foundation’ courses assume that the base
needed toproceed further is not necessarily the same as that ladd at school!®

Bridging and foundation courses can take two forms. Students can be required to enroll for
an additional year of study before they are admitted to the university. Admittance is then
dependent on satisfactory performance in this additional year. Alternatively, bridging ot
foundation work can constitute a year of study which is built into the ‘botbom’ of the
university curticulum. Students are enrolled for a programme leading to a qualification, but
need to complete the bridging or foundation year before they move onto ‘normal” first year
courses. Such foundation and bridging courses are generally non-credit bearing and
students needed to complete the preparatory year before proceeding to engage with first
year courses. '

However, one of the major issues related to foundation and bridging courses has always
been what happens to students once they leave the programme. Writing in 1984, Bradley
notes that the progress of studentz once they have left a chemistry course is not good and
observes ‘the transition from Chemistry [ (non-major) to Chemistry I (major) is another
quantum leap ... Frankly the failure rate of all students in Chemistry Il is alarmingly high
(1984:35Y . Students on such courses were usually taught in small groups with lecturers
using ‘alternative’ teaching methodologies intended to promote the construction of
-meanings rather than simply the transmission of knowledge. While studentz might fare
reasonably well in such ‘nurturing’ envirorunents, once into the mainstream they would
frequently ‘hit the wall’ and begin to fail. This concern is addressed by Kotecha and
Rutherford (1988) amongst others,

In some cases, foundational modules at HEIs currently replace modules which fonn part
of the mainstream curriculzm. This means, for example, that a student might complete a
credit bearing academic literacy module or course which replaces  “content-based’ course
such as sociology or anthropology in a BA progranume, Similarly, a2 computer literacy course
might replace another first year credit bearing course. Indeed, following the introduction of
the National Qualifications Framework (NQF) and at some institutions, it would appear that
relatively large numbers of ‘qualification’” credits have been replaced by ‘development’
credits.

However, Yeld (1986) raises an important issue in relation to assigning a credit value to AD
type courses, and this relates to the notion of ‘credit’ itself. Theoretically, a ‘credit’ is a unit of
learning and students entolled on a three year degree programme immedijately engage with
the units of learning at the ‘appropriate’ level. ‘Underprepared’ students, however, need

1 A digtinction betwwen school-based and university larning Informs somi: of B thinking behind the incrensed use of the

ermn “foundation’ =x well ap the curricalum develapment within foundation courses.
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development and if that developmentat work is credited within the structure of a ‘normal’
qualification by replacing some ‘qualification’ credits with ‘development’ credits then the
overall “value’ or ‘standard’ of the qualification s ultimately lowered. The only way to
overcome this phenomenon is to extend the length of the time taken to complete the
qualification. An alternative, therefore, is to offer foundation courses or modules in addition
to mainstream credit bearing madules. The foundation work is then non-credit bearing as it
is supemumerary to the credits required for the qualification.

One of the most frequent responses to the need to offer additional foundaiion modules or
courses is thus to bulld them into the curriculum in addition to the normal work load. i
SAQA terms, a ‘normal’ year's tuition consists of 120 credits. It is assumed that the average
student will need 1 200 notional Jeaming hours to complete the learning embodied in these
credits (1 credit = 10 notional hours). 1200 hours are then considered to be a reasonable time
to spend on studying in an academic year. If foundation modules are offered in addition to
the 120 “mainstream’ credits, then the f.itudent becomes overburdened and, when
mainstream assignments and tests are due, is likely to start absenting herself from the non-
credit bearing classes and work. The importance of ufferiﬁg foundation work, in addition
to mainstream work, by extending the time taken to complete a programme of study
therefore needs to be recognised if large numbers of foundation credits are deemed to be
required by students considered to be “at risk’.

It iz important to note, thus, that there are two ways of moving students through an
extended curriculum. Students can simply take fewer courses and have more time to devote to
their studies (the so-called ‘slow stream’ model) or students can take fewer courses and be
provided with additional support, The second method is now favoured over the fitst since
students are understood to need support in, for example, reconstructing commonsense
assumptions which, if left unchallenged, would impede the development of more
appropriate conceptual knowledge.

S0, although a common response to the need to provide additional foundation credits is to
combine them into a year-long programune at the bottom of 2 normal progeamme of study,
there are other options which, in theoretical tarms, are more approptiate as they provide
development and support up into the mainstream curriculum. The most common extended
model is to divide a2 ‘normal’ first year credit [oad into two so that the student engages
with half in his or her Eirst yeas of study and the othet half in his or her second year of
study. These ‘mainstream’ credits are then ‘packed around’ with developmental or support
credits. The first year of such a curriculum would consist of 60 ‘mainstream” credits and 60
‘foundation” credits, The second year wouki be the same. vaioﬁnly, it is posaible to play
with credit distribution so that support and development extend into the third year of a four
year extervded curricuhum.
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However, the provision of additional foundation courses or modules is not the only way to
extend a curricuium since it is also possible to use existing courses or modules to provide

development or support. There are two main ways of doing this. The first is to develop what

is commonly known as an ‘augmented course’. In an augmented course the normal tuition
hours are increased. Most commonly they are doubled, alithough they can be increased by
one third, one quarter ar some other praportion. Sapport and development is then built in
to the beaching of the course 8o that it occurs in context. The support and development is
preferably provided by the mainstream [ecturer wha is able to progress through the
syllabus at a shower pace since more tuition hours are available and thus build in additional
activities. It is also possible for academic development staff to work in conjunction with the
lecturer in a team teaching approach. One advantage of offering an augmented course is that
students who are enrolled on it can finish the coume at the same time as students enrolled
on a ‘normal’ course. '

The second way of using existing courses or modules is to run them ag what are known as
“half courses’, Half courses are simply run over an extended period, most commonly double
thie amount of time. This means that a semester long course might be offered over an entire
year with nio reduction in the number of tuition hours per week, Again, half courses can be
taught by the mainstream lecturer alone, or in a team approach in conjunction with support
slaff. In offering augrnented or half courses, a key theoretical consideration needs to be taken
iato account. This is that the support work is not intended to be ‘adjunct” or "add on’ 1o the
mainstream curriculum, but is vather an integral part-of it. This means that support work
does not consist of the teaching of ‘skills’ or remedial content in isolation. Rather, skills are
contextualised within the need to engage with mainstream learning and gaps in knowledge
are filled in relation to the concepts that comprise the mainstream curriculum.

CONCLUSION - MAIN MODELS EMERGING FROM THE LITERATURE

Essentially five main modeis for incorporating academic support are distinguishable in the
international FET literature and the literature on the AD movement in South African higher
education institutions, These are:

» foundational models (providing a ‘gatewny’ into the mainstream course by
developing the necessary subject knowledge base and conceptual or “vocational’
language for coping with the mainsiream course);

s ‘catch-up’ models {features include course-based targets of improving the average
performance of students, pace setters with assessment points, and compulsory
‘catch-up’ sessions);

» ‘slower stream’ models {features are similar 1o the above, however, students cover
the curriculum at a slower pace over an extended perlod of time);
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« [iteracy ‘in context’ models (language and literacy development is located in the
context of the subjects. Support focuses on assisting lecturers in better
understanding the relationship between language and leamning); and

+ ‘separate’ literacy models (focus on developing students’ language proficiency,
communicatlon, reading and writing skills separately from course content, and is
generally applied where intensive leaming to reach & certain threshold is indicated).

In Past 2 of this report, Chapter 6 provides a description of each of the models and outlines
which of the various models are perceived by college leadership as feasible and practicable
for incorporation in different South African FET college contexis. In presenting the findings
frorn the student support case studies of South African colleges, Chapter 5 [dentifies areas
of concem or difficulty requiring academic support. It describes the extent to which some of
the classroom practices that seem 0 hold promise for academic support purposes in South
African higher education institutions and the international FET college sector are evident in
the sample of FET lessons observed.
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Chapter 5

STUDENT SUPPORT CONCERNS AND PRACTICES

INTRODUCTION

“Fhis chapter:

+ elaborates on the research process for case studies conducted in the four FET
colleges which form the internal research focus (see also Chapter 1); and

o presents findings from the case studies related to the research questions outlined in
Chapter 1. These relate specifically to i} identifying areas of concern or difficulty
requiting academic support; and ii) evidence of student academic support classroom
practices and processes in a sample of mainstream FET college lessons.

FOUR FET COLLEGE CASE STUDIES

Sites and samples

The case study colleges

The sample of four SESD-supported colleges is spread across the three provinces of North-
West, KwaZulu-Natal and the Western Cape. For the purposes of this report, the identities
of the participating colleges, their staff and students are confidential. However, lo highlight
the range of features manifest in the sample, a brief background description of each case
study college and its campuses or delivery sites is provided.

College A consists of five campuses. Four campuses are urban: one is in town with the
corporate centre across the road; one is in a township on the outskirts of town; another is in a
predominantly white suburb; and the fourth is a skills-training campus that used to belong
to a minirg house. The fifth campus is located in a rural area and is quite removed rom the
other campuses. Although the majority of stucents at the college are African, the college still

AR Ml puurt



attracts white, mainly Afrikazns-speaking students. Whilst many of the African students
have matriculation certificates (although not always in maths and science), many of the
white students have not completed their schooling. Lecturers reported that the white
students lend to come from surrounding farming areas and are sent by their parents to
obtain a “backup career’ to supplement lif¢ on the farms. According to senfor managetnent of
the college, most of these students experience city life and freedom from parental control for
the first time. The African students tend to be more goal-directed and work harder,

in addition to the variance b students” attitude to learning is the language issue. Most of the
lecturers are white and Afrikaans speaking although there are some recent staff appointees
who are black. In the past the language of instruction at the college was Afrikaans, However,
the coliege now selects the language of instruction based on the majority of students in the
class. As the majority of students speak an African language at home and do not speak
Alfrikaans, the main language of instruction is English with other languages used depending
on the language competem"e of the lecturer. Akikaans-speaking students and their parents
are reportedly unhappy with this decision, although students can write the examinations in
Afrikaans or English. Three of the college’s five campuses were included in the case study
research project.

College B iz a small, deep rural college operating in a severely depressed socio-economic
region thet is characterised by a low population density and very high unemployment
{about seventy per cent) and poverty indices. The educational levels of the reglon indlicate
that most people (thirty-six per cent) do not have any formal schooling, and seven per cent
have Grade 4 as their highest leve! of education. Those with Grade 12 and a diploma as
highest qualification constitute only 0.5 per cent of the pepulation. In the last few years a
dramatic economic decline has occurred in the region served by the oollege. For example,
virtually all coalmines have closed down leaving behind communities which developed
around the mining infrastructure and operaticns. As a resullt, various established chain
stores also pulled out of the area. A consequence of these developments is that employment
levels have dropped even further.

The college was declared a merged institution at the end of 2001. The merger comprised the
amalgamation of two ex-technical colleges, a former ‘stale zided’ (‘white’) technical college
and a former ‘state’ (‘black’) vocational training centre, which are separated by a distance of
about 120 kilometres. A Business Studies department was attached to the Jatter site at the
eginning of 2003 and became an aulonomously-managed site. A couple of skills centres,
which did not operate at any significant levels, were in existence at the fime. Since the
merger, the college has been trying to refocus and reposition itself to better respond to the
peculiar deep rural characteristics and realities of the region it serves by targeting previously
neglected communities in the remote comers of the region. Arguably the current scenario in
the region opens a door of opportunity for the college to reach out o communities by
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offering opportunities for skills developenent and entrepreneurship interventions and
related qualifications through niche areas of tourism (hoapitality, reception and
acoommeodation); agriculture (fralning towards communities feeding themselves as well as
commencial production); and forestry.

At a structural level the establishiment of an integrated network of camnpuses with clusters of
skills centres was envisioned as becoming the mechanism for such re-aligned and prioritised
provisioning. Seven campuses and about the same number of skilis centres are now
established, and further expansion is being ‘speeded up’ by funding acquired through the
FET recapitalisation programme. A moratorium on appointments which has been in place

for many years is finally being lifted, and permanent appointments are currently being

made. However, formal NATED programmes currently comprise about eighty-five per cent
of provisioning at the college with the balance comprising short, non-accredited courses.
Theee of the seven campuses were included in the case study research project.

College C consists of a central office and seven campuses, one of which was established in
the last two years and another of which was only established during 2005. Three of these
campuses are in or within a few kilometres of the town where the central office is located.
The fourth campus is located in a town about sixty- -tive kilometres inland, whilst the Fifth is

- located approximately sixty kilometres away up the coast. The sixth campus iz in a township

approximately two hundred and fifty kilometres inland from the town where the central
office is Jocated and the seventh approximately one hundred and ten kilometres up the
coast, The cabchment araa for the college is the largest of all the PET calleges in its province.

Three of the seven campuses were included in the research project. One of these campuses
only provides the National Intermediate Certificate (NIC), National Senior Certificate {NSC)
and the new National Certificate in General Business Admunistration NQF 2 and 3. This
campus tends to attract students who have dropped out before completing high school,
failed Grade 10, 11 or 12, or just completed Grade 9 and hope to get their Grade 12 in two
years instead of thiree given that the college route enables them to ‘skip’ Grade 10 and go
directly into NIC (which is equivalent to Grade 11) and then NSC. The second of College C's
campuses that was included in the research provides NSC, three N4-N6 Business Studies
programmes = Management Assistant, Business Management and Financial Management as
well as Early Childhood Development (ECD) NQF 4 and 5, and an NQF Hairdressing
programme. This campus is the main campus providing post-Grade 12 NATED Business
Studies programmes. All of the students registered for N4-N6 Business Studies programmes
at the campus have passed Grade 12 and are thus ot a higher academic level and are more
matuse than the students at the first campus.
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The third campus included in the research, provides N5C, two N4-N6 Business Studies
programmes - Management Assistant and Marketirig Management, and two N1-N6
Engineering streams — Electrical and Mechanical. The Electrical Engineering stream has two
brunches — heavy curremt {electrician) or Hght current (electronics). The Mechanical

. Engineering siream includes Motor Trade theory and Fitting and Machining. The
Enginesring Depariment also provides the National Certificate Orientation (NCOR). Entry
into N1 Engineering programmes is Grade ¢ with science and mathematics and for N4 it is
N3 or Grade 12 with very good mathematics and science results. However, given the lack of
readiness of many students for Engineering, Grade 12 students are reportedly often advised
to start at a lower level,

College T has five campuses spread along a one hundred and Gty kilometre corridor of a
region that has a mixed econotny with mining, tourism and mixed farming as the leading
sectors. In 2005, the college’s student head count was 11 985 and the total number of full-
time equivalents (FTEs) was 5 685. African students accounted for eighty-three per cent of
the student body, followed by white students at sixteen per cent. Together Coloured and
Indian students accounted for only one per cent. There were ten per cent more male than
female students across the college. However, a recent revision of provincial boundaries has
resubted in the two larger campuses falling within another province and the college has
received official notification that it will lose these campuses. The impending change has
serious implications for the student and staff profile, the range of college facilities, the
breadth of its curriculam as well as for the number of its FTEs. For example, in 2005 the two
larger campuses accounted for just under sixty per cent of the college’s FTEs and the
majority of its practical Engineering Jecturers and facilities. In order to offset this anticipated
Yoss, the college has opened a new campus and has begun to expand the capacity of the
remaining campuses 1o deliver additional Engineeting courses,

Three college campuses were visited for the case study. The largest of these three campuses
had thirty-three per cent of the college’s FTEs in 2005 and is situated in the peri-urban area
of a large city. It offers Engineering, Business, General and Utility Studies and has good
workshop facilities and a number of lecturers who are trained artisans. The focus at this
campus has been on the development of NQF and SETA-aligned skills programmes and
learnerships in carpentry, construction and mechanjcal engineering. The students
predominantly speak an African language at home. English is the medium of instruction.
Over the past two years the college has been attempling 1o address this campus” history of

~ poor resilts. This has had maderate success to dale which is attributed to improved lecturer
attendance and timekeeping, in-service support to those lechurers who have no education
qualifications, continnous assessment, and improved campus management and
administration.
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Tn 2005 the second, smaller campus visibed accounted for fourteen per cent of the college
FTEs. Until recently this was 2 Business Studies campus with a reputation for good NATED
results and sound NQF-aligned short courses in Computer Studies and Accounting. In 2006
afterncon classes in Engineering Theory were also introduced. The majority of students
speak the African language of the region, followed by Afrikaans-speaking students. English
js the primaty medium of instruction. A number of students use Afrikaans textbooks and
choose to write their bests anwd examinations in that language. Campus lecturers take pride in
their generally good results. However, they acknowledge that a rapid increase in student
numbers and the loss of a few experienced lecturers who were unwilling 1o continue in
contract posts, had resulted in concerns about maintalning high standards.

The third campus visited accounted for twenty-seven per cent of the coliege FTEs in 2005. As
a result of growth in the town where the campus is situated, there is a shortage of places in
English-medium high schools and this has led to an increase in the number of African
students entering the college. This campus offers programmes in Business, Engineering and
Utility Studies as well as in Art and Music. NATED programmes predominate, but the
campus also offers NQF-aligned skills and short courses and learnerships in Information
Technology, Boiler Making and in Electrical Wiring. The learning and teaching facilitics,
especially the Engineering workshops, are operating near to the limits of their capacity.
English is the medium of instruction but 2 few students use Afrikaans textbooks.

" The lechurers and sfudents interoiewed

Experiences and perceptions about student academic support needs were obtained from two
groups - students and college lecturers, the assumption being that the effects of difficulties
or blockages to student ‘success” are most directly experienced by these groups. A sample of
thirty-twao college lecturers was interviewed (eight from each college spread across vatious
college campuses) compriging fifteen Engineering and seventeen Business Studies lecturers
whose lessons were observed.

A sample of fifty ‘non-initial’ college students was interviewed (twelve students from three
case study colleges and fourteen from the fourth college). “Non-initial” students are those on
the more senior coutses whilst “initial’ shudents are on courses such as National Intermediate
Certificate, National Senior Certificate and National Certificate Orientation (NCOR) or N1,
The sample comprised twenty-five Engineering students and twenty-five Business Studies
students. Forty-seven students were at the NATED N3-NG leve! and three students were
NQF level 2. Tables 5.1 and 5.2 show the distribution of the student sample as a whole in

terms of gender and population graups:
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Toble 5.1: Student Interview - gander

%
Mala 50
Frmale 5}

Table 5.2: Saxient interview - population groep

%
Adrican 72
Colonred a
Whits 20

* Table 5.3 shows the percentage of students by feld of study and gender.

Tabls 5.3: Studantt by fisld of study and gender

% Male % Female
Business Studies 16 M *
| Engineering 34 16
| The college leadership interviewed

Forty-four senior management members across the four colleges were interviewed through
focus group interviews. A single focus group interview was planned with as many as
possible of each of the college’s leadership or senior management at campus or head office
level, including the head of student support.

At College A eight members of senior management (excluding the Chief Executive Officer
(CEQ) who was unahle to attend] attended a two-hour focus interview.

At College B it wazs not possible to get everybody together largely because of the multi-gite
campuses of the merged college, thus four academic leadership focus group interviews were
conducted involving a total of fifteen staff members. Three of the interviews were conducted
at three different campuses, each involving four participants, whilst one interview was
conducted at the central office and invelved three participants,

At College C sixteen members of the management and leadership team, including all
campus heads, the CEO, the S5U manager and a number of programme managers and
academic heads participated in one focus group interview. The academic vice rector was
unable to participate as she was on leave, nevertheless, the researcher reported that all
campuses and prograrmime areas were represented in the discassion,
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At College D five members of senior management were interviewed. These included the
deputy CED, the head of academic affairs, the assistant head of academic affairs and the
student support manager and deputy manager. Several of these participants had been senior
Engineering Studies and Business Studies lecturers. The CEO was unable bo attend the main
discussion but joined the group Jater.

The classes obseried

In the interview with college leadership, senior staff at each of the case study colleges weare
asked to identify five of the course subjects in the main areas of provision considered high-
risk’ in berrns of evidence of poor results and low pass rates at their college. The idea was to
use student results from the previcus year to verify that subjects taught in the observed
Jessons ate In fact ‘high risk’, However, college leadership cautioned that pass and failure
rates are influenced by other factors besides the nature of the subjects, for example,
differences in student intakes in terms of overall ability levels and their entry levels of
competence as well as lecturer quality. Nevertheless, the following is the combined list of
"high risk’ subjects compiled from Information from all four case study college leadership
interviews.

Table 5.4 "High risk’ course subjects identified by college leadarthip

Business Studies

Acoounting N1-N§

Applied Accounting

Cost Accountancy ~ post grade 12

Business English N2-N3

Business Practioe NIC/N2

Econgmic and Legal Environment - alf levels
Labour Retations N5-NG6

Management Assistance N4-Né&

Markating Management N4-N&

Marketing Research NG

Office Practice N4

Sales Management NS

Small Business Management and Entrepreneurship N3

| Engineering
Electrical Trade Theory NIC/N1-N2

Engineering Drawing N1-N3

Engineering Science ‘especially the lower NATED levels’
Engineering Science N3

Industtial Blectronics M3-N5

Mathematics - all levels

Motor Trade Theory N1-MN3

Science - all levels

Theory in respect of all the Engineering oourads
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Some college leadership reported that students generally found Natlonal Intermediate
Caextificate (NIC) and Natlonal Senior Certificate (N5C) difficult. Business Studies students
tend to find ‘all subjects requiring mathematical calculations difficuly’. The academic head
for Engineering at one campus stressed that, although their department provides thirty-four
subjects, students experience problems in anly six of these subjects.

Subjects taught in the lessons observed

Researchers observed eight lessons at each of the four case study collegesz. The plan was for
them to observe lassons in subjects considered to be *high risk’ at each of the FET four
colleges - four Engineering and four Business Studies course subjects. Not all the classes
identified by colleges and actually observed by the researchers were ideal candidales in
tenms of the definition of “high risk’. One observed class, for example, was a self-paced
modular programme where all students ‘eventually pass’ but has been included in the
sample as the concern is not pass rates but the length of titne students take to complete the
programme. Although it is possible to complete the programme: in 10 weeks, a number of
students take much longer. In 2005 some students reportedly tock up to 40 weeks to
complete the module, Another of the classes that a researcher observed has not been
inchuded in the sample as it is a learnership being plloted for the first time in 2006 and thus
not yet identifiable as ‘high risk’. A limitation reported by researchers in relation to the
sample is that some ‘high risk’ subject lesgons clashed with other timetabled observations. [n
one class the present incumbent was absent and lnstead the researcher observed a lesson
taught by a ‘replacement’ lecturer who focused on areas where the particular group of
Engineering students were experiencing problems.

Table 5.5 shows the 2005 resulis provided by colleges for each of course subjects observed in
2006. It should be noted that a mumber of the classes observed in 2006 are being taught by
different lecturers from those who taught the course subjects in 2005 where the results were
poor.

~ Toble 5.5: 2005 rasults of (ourse subjects of the obcervad lsszons

Business Shudies

Programme % drop ks

type Coursa Subject and Daration Level aut failed paseed
NATED Applied Acoounting ~ 1 sehester N2 8 o ]
NATED Applied Accounting —1 year NIC 14 58 28
NATED Business English N5C - 1 semester N3 5 n 5
NATED Business English 1st Lang. - 1 semester N2NEC 18 55 pi)
MNATED Business Practice - 1 year N2/NK 0 o1 £l
NATED Business Practice -1 semaster N2NIC 7 50 43

Cost and Managemnent Accounting (Business
NATED Management Programme) - 1 year NS 4 36 6l




NATED Economnic and Legal Environment -1 year NSC 18 49 33
Labour Relations {(Human resource
NATED management) NSC - | semester N5 Q 75 25
NATED Information Processing — 1 semester Né& 0 50 50
Management Communication®
(Business Management Programme) — 1
NATED sonriater M4 10 13 76
NATED Marketing Managumnt - 1 semester MNé 0 77 P
MNATED Marketing Management - 1 semester N6 6 76 13
MATED Qifice Praclice™ - 1 semester M5 0 12 o)
MATED Oifice Practice™" - | semester N4 0 20 80
NATED Personne] Management — | semester N5 0 10 %
NATED Sales Management — | semeaster ] 4 45 48
Enginesring
Prograxe % drop %
type Course Subject and Duration Level out fajled | % pussed
NATED Electrical Trade Theory - | kximester N2 4 50 46
MNATED Elevtro Technology — | trimester N3 14 38 28
Enginesring drawing (Mechanical
NATED Engineering) — 1 trimester N2 48 44
NATED Engireering drawing — 1 trimester N1 42 49
NATED Engineering science — 1 trimester N4 50 42
Indhustrial elertronics (Electrical Engineering)—
NATED 1 frimeenter N4 11 56 k]
Industrial electronics (Electrical Engineering) -
NATED 1 trirester N2 a 58 42
NATED Inchustyial electronics — 1 trimester M5 0 43 57
NATED Industrial electronics N4 1] B0 20
WATED Mathematics - 1 trimester N3 [ 23 70
NATED Marthematics (Civil Engineering) - 1 trimester | N1 0 B 20
NATED Mathematics — 1 trimester N4 Q 75 25
NATEL Mechanotechnics = 1 trimwstet N4 0 54 50
Motor Trade Theory {Civil Engineering)—1
NATED tritnester N1 19 s 44
Level 4
artisan;
Level 5
Fitter and Turner - self paced allowing alternative
NOF shadents to eveptually pass trade test 4 4 92

* Thia coourme aubject was identified by college management a3 ‘high tisk’ although tw 2005 resalts do not classliy

lnquihth:mw.ynﬂwnﬂumbjuhmhmadﬂnhm:t&emﬂep.

= The researchar was unabla to cbserve tha N4 level course wikn only thirty-one of the shay-one shdents who

mhmhﬂ”nhmﬂhdﬂdwﬂmuiﬂmmmwﬂ
observed NS brvel shudents who were amongst the thirty-ome who had passed tn 2005
voe These restibls are in marked contrast with reselts from other campusas at te parthoular college in that they

exceed expectations. Appurently results for this "high sisk’ subject at this campus ales exceed provincial svemges.
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According 0 the lecturer, the avecage rark five provincial results for the course subject is twenty-zeven pﬂunl.
Capes such as this should in fAstuse be used an “success’ case shudies to establish rtwscms for this brend,

Students irt ke lessons obseroed

Ideally half {four) of the observed lessons at each college were supposed to be of course
subjects with ‘initial’ level students and the other half with students at the ‘non-initial’ level.
In actuality, thirty-nine per cent of the sample of lessong observed reportedly comprised
‘inftial” college students and fifty-four per cent reportedly comprised ‘non-ini ti;l’ students.
Seven per cent of the classes were apparently ‘mixed” but mostly ‘non-initial’ students.
Information on the only NQF class observed was not available.

According to available data, the number of students registered for the thirty-two classes
observed ranged from seven to fifty-four with an average of twenty-three students in a class,
This information is conflrmed by researchers’ reports on the estimated number of students
pregent in the observed lessons where data averages oul at twenty-one students with the
estimated number of students present ranging from three to forty-four. Lecturers’ estimates
of the range of ages of students across all the observed classes, ranged from fifteen to forty
but with an estimated average age for the whole sample of classes as twenty.

According to lecturers” estimates only three per cent of students in the whole sample of
observed lessons use English as their home language. An estimated twenty-six per cent of
students speak Afrikaans at home, while seventy-one per cent use another southern African
language as their home language. Less than one per cent of the students reportedly speak a
language other than English or a southem African language at home,

Length of lesson observations

The duration of lesson observations ranged from forty minutes to one hundred and twenty
minutes, On average the length of Iesson observations was one hour.

Research process

‘The literature on academic development at South African higher education institutions and
the international literature on academic support in the vocational or FET college sector in
developed country confexts, indicated four areas of common concern related to stucents’
educational success and requiring academic support. Other key factors considered 1o be
important areas related to student ‘success’ in the South African higher education context
were also identified. One of the aims of the case study research is to investigate the extent to
which these factors are evident as key student support needs in the South African FET
college context.
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Researchers spent four to five days at each case study college collecting data during the
period 8-20 February 2006.

Classroom obseroations

The classroom observation instruments used were designed to reflect some of the practices
and processes advocated by academic development practitioners in South African higher
education and the international FET college sector for overcoming the barriers identified (s=e
Chapter 4). The schedule focuses on:

s useof language in tuibion;

¢ jssues related to “academic’ literacy, particularly reading and writing;
¢ the development of concepts and conceptual or technical language;

¢ practical applications of theory in the classroom context; and

» thinking skills and problem solving.

The lecturer avd student intervies

The research instruments employed in the lecturer and student interviews used the areas of
concem as their basls to ask questions and provide information (see Chapters 2 and 3).
Lectusers and students wete asked to agree or disagree in refation b twenty-nine items
contributing to students’ lack of success in subjects with high failure and/or drop out rates.

Poat-lesson interviews were conducted with each of the thirty-two lecturers of the ‘high
risk’ courses observed. Lecturers were asked what they think it is that makes the particular
subject demanding or difficult for students. They were aiso asked to describe ways in which
they avoid pitfalls when teaching this subject. Lecturers wete then asked to indicate i) which
of the list provided of blockages to leamning they encounter on regular basis in relation to the
study field; and ii} which of these aspects, in their opinion, require support or assistance or
whether, in their opinion, support is being provided. In the focus group interviews with
students, students were similarly asked to indicate which of the list of obstacles to [eaming
they encounter on a regular basis in relation to *difficult’ course subjects in different study
fields. Students were also asked to report on the language used by students whose home
language differed from the language of instruction to discuss course work outside of the
classroom.

Focuy group inberpiews with college leadership

In the focus group interview with college leadership, senjor staff at each of the case study
colleges were asked to name the course subjects in the main areas of provision considered
most ‘high risk’ and to outline what they think it is that makes each of these subjects

demanding or difficuit for students. Participants were then asked to describe what their
HSRE Rasamrch Report
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college is currently doing in terms of offering acudemic support. They were asked which, if
any, of five models of incorporating student academic support (see Chapter 4) could work in
their college in terms of improving student cutcomes, and whether they could propose any
alternative or additional models. Finally, leadership were asked about the support ard
resources needad to offer the academic support required and where responsibility for the
various academic support needs should be Jocated within college structures.

KEY FINDINGS IN RELATION TO THE RESEARCH QUESTIONS

Data analysis involved aggregating data from the four case studies to make generalisations
for the sample as a whole.

Findings in Chapter 5 are presented in relation to:
= areas of concern or difficulty requiring academic support; and

» mainstream classropm practices and processes for student academic support,

Areas of concern or difficulty requiring suppoit

These are the research questions:

o Which areas of concern or difficulty, identified as obstacles to student ‘success’ at
South African higher education institutions and at FET/VET level internationally, are
confirmad by staff and students at the case studies colleges as areas ip need of
academic support in the South African FET college context?

s What additional factors emerge from the data collected as possible barriers to
leaming in the South African FET college context?

= What, if anything, appears to diffetr?

s  What are the main areas of concern at the FET colleges?

Areas of concemn confirmed by the case studies

Lecturers and ‘non-initial’ college students were asked to agree or disagree in relation to
twenty-nine items contributing to students’ lack of success in subjects with high tallure
and/or drop out rates. In Appendix A, Table A shows the percertage of the entire sample of
lecturers who agreed with each problem statement and rank order from highest to lowest
levels of agreement. Table B shows the percentage of the entire sample of students that
agreed with each problem statement and rank order from highest to lowest levels of

agreement. Table C compares lecturers” and students’ perceptions in relation to the 29 items.
HSAC esaaach Rmport
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Table 5.6 abstracts from this to Hat eleven common areas of greatest concern for bath
lecturers and students.

Table 5.4; Elevan sress of pragtust concam for college students and lecturers

Students lack background knowledge and foundational understanding of particular technical

sabjact arexy

Stodents cannot speak English well encugh

Students can read But siruggle to make sense of and intetpret academic or technical texts writhen in
English
Students struggle bo write extended texts or whole paragraphs in English

Students have difficulty when they have to apply thecretical knowledge In practical situations

Lack of access to resources that allow lecturers to provide students with opportunities to apply
theoretical knowledge in practical situations, for example resources that allow for simulation
{lecturer interview). Lack of opportunities for students lo apply theory or classroom knowledge in
real workplace stuations {student interview) '

Students can speak everyday English but have difficulty using it to talk about the way things work
in particular technical aras

Students have difficulties with solving unpredictable or unfamiliar problems independentty
Students” Inck of numerical skills
Student absenteeism from their cdasses

Students struggie to make sense of and interpret technical diagrams, drawings and representations
such as models, tables, sraphs and charts, ete.

Drawing from the responses in the interviews to both the closed items and to more open-
ended questions, staff and students at the four FET colleges appear to share the following
concerns with the international FET college and South African higher education sectors:

¢ students foundational knowledge and understanding of particular subject areas;
s students’ proficiency in the language of instruction and assessment or examination;

¢ issues related to the development of “academic” literacy, particularly reading and
writing, and the development of concepts and the conceptual language to talk about
the way things work in particular technical or vocational areas of study:

= practical applications of theory and the development of problem-solving thinking
skills in particular areas of study: and

¢ students’ learning histories.

Qualitative information on tecturers’ and students’ perceptions and experiences pertaining
to each of these concerns ia drawn from the discussions in the interviews and provided
below.
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Foundational knowledge, language and ‘academic’ literacy

Common conoerns expressed by lecturers angl students are that students lack background
knowledge and foundational understanding needed for particular technical subject areas,
including numerical skills. A concern is that students cannot speak English well enough, or
they can speak ‘everyday English’ but have difficulty using it to talk about the way things
work in particular technical areas, Students can read but struggle i) to make sense of and
interpret academic or technical texts written in English; {i) to write extended texts or whole
paragraphs in English; and iii) to make sense of and interpret technical diagrams, drawings
and representations such as rmodels, tables, graphs and charts, etc.

The issues of language, foundational knowledge and ‘academic’ literacy were raised in all
the interviews, Lechurers said they believe that most problemms experienced including
‘language difficulties’ were symptoms of ‘2 deeper underlying problenv’, that of students’
‘poor education foundatior’. The view is that shudents are ‘not well-prepared by the
schooling system’. At college level, they are required to understand and apply mathematical
and scientific principles and they generally do not have ‘a strong enough foundation’. A
view expressed is that many students continue to struggle with this poor foundation
throughout their studies without ever really being ‘given an opportunity to “catch-up™.
Lack of, or inappropriate or inadequate, entrance assessment and student placement tests to
gauge whether students have adequate levels of English language competence and
foundational subject knowledge is seen as a related issue. Lecturers felt that the “entry level’
requirements for certain subjects or courses are “too low”.

Lecturers observed that students are entering college with ‘weak reading and writing skilly’,
Because of the low levels of reading and writing of both first and second language students,
some lecturers believe that the onus is on them to mediate content and concepts directly via
visual or non-linguistic representations such as diagrams. Yet when it comes to the
examinations, students experience problems understanding questions, reading instructions
and writing answers, particulatly questions that required them ‘to write descriptions and
explanations’. An Office Practice lecturer reported that many students’ responses in
examination scripts comprised ‘individual words’ rather than ‘complete sentences’.

Lecturers reported that Business Studies students find subjects such as Market Research Né
and Sales Management N5 difficult because they are ‘language-dependent’. For example, in
NS Sales Management, shudents are required to answer in full sentences and write whole
paragraphs. Lecturers said that students have ‘difficulty expressing themselves in English’
and “often lack subject apecific vocabulary’ experiencing particular difficulty “using technical
English/Afrikaany’. They reported that Engineering students have difficulty with subjects

' suchas Physics and Engineering Drawing, where they are required to “visualise’, and “think
abstractly’ and ‘three dimensionally’ and ‘need additional technical drawing practice’.
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Al sorme colleges, Jecturems said the use of Afrikaans as the medium of instruction in some
classes is seen as disadvantageous to African students who are ‘expected to learn in two
second languages’. African students on such campuses satd they had a problem with the use
of Afrikaans in lessons and ‘other college presentations’. Whilst an Applied Accounting
lecturer acknowledged a need for ‘glossaries of key terms in the African language of the
region’, an Engineering Drawing lecturer said ‘there was little point as the terminology isin
English, the examinations are in English, and English is used in the workplace’. On the other
hand, some lecturers noted that ‘multi-lingual support materials in African languages are
not viable since equivalent terms for specialist technical language or concepts are not
availably',

Lecturers also said that students find mathematicat or accountancy-based subjects, indeed
*any subject that requires any sott of calculation’, more difficult because they lack the
underlying mathematical and numeracy skills. Lecturers find that ‘many students are
coming into college apparently innumerate’ and ‘unable to use a calculator properly’, and
‘subjects such as Accountancy require mathematical accuracy’. The view was expressed that
Business Studies students are ‘more comfortable” with ‘content subjects’ that require
different reading and learning skills’ from ‘skills for reading mathematical texts” and ‘for
learning subjects which require understanding and application’ as opposed to subjects
which equire ‘reading content-based text and learning content’. A further observation is
that many students have developed ‘negative attitudes to mathematics’ during their prior
years of schooling and ‘more mature’ students often lack confidence because they have been
‘out of the loop for sometime and find it difficult to keep up’. Engineering staff said that
students have ‘even more problems with science than maths’ because foundational
knowledge is in this area is ‘even weaker' and ‘requires much deeper levels of thinking and

insigh’.

Lecturers observed that, in certain subjects, students only encounter difficulties when they
reach higher levels of college study rather than at lower levels because “some subjects
suddenly become much more cognitively challenging’ and students “are getting too litle
grounding in theory’ at lower levels of college study. For example, a lecturer pointed out
that at N6 level, the focus of Industrial Electronics curriculum is supposed o be on
calculations and drawing, but instead lectures find they have to spend time developing key
concepts and theoretical underpinnings that should have been developed earlier on. On the
other hand, staff at one college observed that, particularly in the study field of Business
Studies, once students managed to reach the N4 level (post-matric), they generally ‘coped
better’ as key concepts and terms ‘are well-established".

. Some lecturers expressad the view that students who register for college programmes such
as Engineering do so because they are ‘not academically inclined’, have performed pootly at
school and want to ‘work with their hands’. However, subjects such as Engineeting are
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mainly ‘aught theoretically’ at college level and courses include no compulsory practical
companents, whilst other subjects are simply “too content heavy’. A counter-view was
expressed by a student who argued that ‘college students are not all high school drop-outs’,
For many students, attending an FET college is not “a last resort’, rather ‘they have chosen to
study vocational courses’. A member of staff similarly stated that ‘the influx of slightly older
African students’ who have been disadvantaged by poor schooling meant that the “old
image of practical education for students who are not academically inctined no longer
applies to the majority of college students’. The system no longer caters mainly to “failures
from general education’. Rather, students perform poorly because of poor schooling, and it
is therefore impetative that vocational education not become a ‘watered down’ form of

general education.

Theory-practice relationship and problem-solving Hiinking skills

A common concern expressed by both stirdents and lecturers is that shudents, especially
thase who have not ‘come from technical high schools’, have difficulty when they have to
apply theoretical knowledge in practical situations and with solving less procedural or
unfamiliar problems independently. Lack of access to resources that allow lecturers ta
provide students with opportunities to apply theoretical or classroom knowledge in
practical situations, for example resources that allow for simulations, or in real workplace
gituations, are considerped barriers.

A view expressed by some lecturers is that ‘too many students have studied Biblical Studies
and History 25 content-subjects at school’, and that if ‘more students took subjects such as
mathematics’ al school, they would ‘have a better idea about how to apply knowledge'.
Business Studies [ecturers said that students experience problems when they have to deal
with case studies in the examinations as opposed to ‘content’. Lectuters said they find that,
students ‘can manage to learn information’, but they struggle to apply what they have learnt
in the exams or tests, ‘even in open-textbook tests’. Lecturers also commented that textbooks
often only provide students with ‘a very limited number of case studies’ so that ‘additional
case study examples’ have to be sourced, for example, by ‘referring to old exam papers'. [t
was also noted that some ‘everyday’ terms used in case studies and examinations are
unfamiliar to students - for example in one exam the term ‘elevator’ was used but students
were only familiar with the word ‘lift’. Thus, a related problem to the difficulties students
experience with case studies is their ‘poot general knowledge’ and general “lack of technical
awaAreness,

Some lecturers find that certain suljects are ‘conceptually foreign’ to students, not only
becnise thiry have not studied them previously, but also hecauye of the limitations of their
prioe knowledge, life experience or lack of exposure to the ‘outside world'. For example,
students tend to have no experience of personal budgeting or banking (‘even how to use an

ATM' and ‘some do not even know what a cheque is’). One lecturer observed that, the
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Marketing course included ‘international marketing’, yet most of her students ‘had never
been out of the town where they were born’, Another lecturer noted that some Engineering
students came to college with no concept of a ‘gear’ aa they ‘had never seen machines with

+

cogs'.

Students expressed the view that colleges are “too much like school” in that, in class,
stuclents ‘just read textbooks and learn a bunch of facts without gaining deeper
understanding or knowledge of practical applications’. They felt that certain subjects were
‘exclusively textbook-based’ with 'no meaningful explanations or practical examples
provided'. They expressed a strong need for more “practical exposure’, arguing that
*successtul students get the chance to practice what they are learning in the real world'. One
group of students pointed out that “students are reaching level N5 and N6 and have never
been taken into the workplace situation’. Their plea was for “practical exposure to really
understand what we are studying’. A lecturer expressed the view that the ‘old system’
where Engineering students attended a three month workshop before the theory worked
better’.

Students and lecturers both attributed the lack of opportunities for practical epplication of
theory and practical demonstrations in the classroom to outdated equipment and inadequate
resources, workshops, simulation and computer facilities, and laboratories available on
campus. As one student put it: ‘[ think we should at least get some practical (exposure)
because sometimes the lecturer can explain a capacitor... only to find I don't even have a
clue of what he's talking about’. Office Practice students argued that it is “difficult io
understand how an office works when one only has a textbook’. Lecturers also commentect
on the lack of ‘formal linkages and partnerships with business enterprises or industrial
concemns to facilitate greater practical and workplace experience’.

Time for practical applications of theory was raised as an issue in the [ecturer and student
interviews, Lecturers pointed out that the NIC/NSC ‘route to Grade 12 enables students to
go from Grade 9 straight to Grade 11", They “thus miss a year when they cannot really afford
t¥, especially when they have ‘failed or dropped out at school’. Lecturers stressed that some
coursas are very demanding as “the syllabus covers in one year what school shudents are
expected to cover in three years'. Engineering lecturers, in particular, felt that, because they
have to “cram a lot into a short space of Hime', “there is simply not enough time for practise
and practical application in class time/. One lecturer explained that, although a semester is
eleven weeks, teaching at the beginning of year does not start until enrolments are
completed, reducing the time available to nine weeks. A scheduled test every Friday takes
up another nine days, further reducing the time available to seven weeks. A finat ‘test week'
means that only six weeks of teaching time are available.
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An argument was made that students are not given opportunities to apply what they have .
leamt because of lack of time, Fcilities, and because this is not necessarily ‘part of the
curriculum’. Besides having “very little time for practice in dass’, lecturers reported that
‘students generally do not do any work at home'. They find that they cannot expect students
te do homework because many of them lacked facilities for this at home, or are ‘too lazy’ and
lack self-motivation. At one college, lecturers reparted that, becauge students at the college
have to travel far to and from colleges, they do not have enough time to work or study at
home.

Students similarly expressed the view that three menth courses &re ‘too short a time to
learn’. As a result, “the pace is too fast and some parts of the curriculum are barely covered
because there is simply not enough time’. A suggestion was made by students that colleges
could ‘cut into holidays® to extend the time available. Students also reported that some
students’ living conditions are not at all conducive to working at home.

Studenis” learning histories

A theme that emerged (rom discussions with lecturers is that, because of their prior school
leamning experiences, student “‘sucoess” is constrained by an attitude to learning that ‘tends 1o
be passive’. Une view expressed is that students are accustomed to being ‘spoon-fed' at
school and ‘don’t ask for help if they do not understand’. Students similarly comanented on
the fact that students ‘da nat ask questions when they do not understand” but did not offer
any explanation for this. On the other hand, some [ecturets made the observation that
students find the transition from "OBE group work prevalent in general schooling’ difficult.
They struggle to concentrate on ‘listening to a lecture’ and to complete lasks individually
rather than as a group.

Additional areas identified as requiring support in the FET context

Concerns expressed in the interviews which differ from areas identified as requiring support
in the external research focus are:

+ student absentesisin;
» lecturer knowledge and workplace experience;
& curticulum and examination alignment and coherence; and

»  availability of textbooks, equipment and study resources for students.
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Studen! aheenterism

Student absenteelsm from their classes was identified as a common concern in both sets of
irsterviews. Seventy per <ent of the students and fifty-nine per cent of the lecturers agreed
that this is a problem. Lecturers and students were also asked to consider factors that
contributed to student absenteeism and that therefore require support. Table 5.7 shows the
percentage of students and lecturers who agreed that each of the following factors
contributed to student absenteeism in class.

Tabls 5.7: Facions p-mihd & contributing to student absenteeisim

% student % lecturers
Lack of motivation 64 78
Financial difficultiss $0 53
Cost of transport 58 44
Famlly peoblems 56 47
Lack of fransport 52 41
Hwalth problerns a6 28
Emotonal problema/siress 38 28

Data indicate that ‘lack of motivation’ is the factor most cormonly identified by lectorers
and students as contributing to student absenteeism. A lecturer pointed out that, under the
‘old’ apprentice system, there had been pressure from ¢mployers on students to achieve and
pass in otder to keep thair jobs. This had served to motivate students, Lecturers felt that
students are ‘less motivated now-a-days’ because employment opportinities are lacking
and thelr achievement is ‘not tied to their employment prospects’. Lecturers commentad
again on the lack of ‘significant levels of formal linkages or partnerships’ with business
enterprises or industrial concerns to facilitate the placement of students. Students similarly
expressed the view that ‘to be successful, you need to know that you will get a job’ and that
colleges should be playing a greater role in creating job opportunities, A comment made was
that ‘students lack motivation because they doubt they will be offered work after {inishing
their studies’.

Students further aitribute lack of effort and 'general slackness” amongst students to the fact
that students are often pressurised by their families to get some sort of qualification and
register for courses that have little appesl and hold no interest for them, or simply choose
courses without realising what is involved. A comment was that ‘students don’t know why
they are coming to college’. Some studenits would rather go to university but money is not
avnilable for this or *for them to study what they really want to study’ and they come to the
college ‘because it is chaaper’. Poor career guidance and insufficient ot inadequate
assistance with programme and course selection is seen as a critical factor here. Lecturers
agreed that there are students who attend college only to appease their parents or families.
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At one college, it was pointed out that some Engineering students register because this
‘enables them to play rugby’. A lecturer observed that “student atbendance at lessons had

improved since the campus management had begun to contact parents when a snadent had
missed a few lessons’.

On the other hand, students were alto of the opinion that there are students who are ‘simply
lazy" and ‘tack self-motivation’. The view expressed was that successful students are the
ones who put in high levels of effort to *catch up fast’, always attend class, pay attention and
ask guestions in class, work and study hard, practice ofter: and do their homework, and are
interested in what they are studying. Shudents pointed out the absenteeism increases after
10h30, as well as in the afternoons, and at the end of the week on Fridays. Other students
observed that students ‘visit their friends during class time’, or they arrive late for classes
and ‘linger outside’ rather than coming straight to class. The claim was made that there is
peer pressure on students not to work but “to mess around’. Some lecturers expressed the
view that some students are simply ‘oo immature to cope with the freedom they get at
college’ compared to schoal. A lecturer expressed the need for colleges o introduce ‘duly
performed’ certificates for entrance to examinations based on students’ attendance and
regular submission of work.

Other factors cited by students and lecturers as reasons for student absentesism, besides
those listed above, include alcohol and drug abuse, A factor cited by stedents which
pertains to ‘financial difficulties’ is the scarcity and expense of student accommodation at
some college campuses. Students reported that, as a result, many students have to travel
long distances on a daily basis. Students felt that such students needed to be encouraged to
work harder at college during “school-me’, and that libraries and study rooms are required
on campus so that they can study during free petiods or breaks. Students observed that
some students simply stay away from classes because they do not like the lecturer’s teaching
styles or find them ‘boring’. One group of students argued that ‘what students need’ to
motivate them, are lecturers with strong personalities, who are “strict disciplinarians’ and
who encourage high levels of effort. Lechurers expressed the oplnion that some lecturers
themselves are de-motivated and “not that interested” and that this *allows students to be
lazy’. This was attrituted to some extent to ‘ongoing job insecurity” and the fact that some
staff had been in temporary posts for five or six years. [n some cases lecturers are simply
‘overstretched’.

Lecturer knowledge and workplece experience

A number of the lecturers interviewed said they had replaced lecturers whose students
achieved poor results the previcus year. Limitations in some lecturers” own subject
knowledge was cited as a contributing factor to high rates of failure, Lecturers believed that
guch lecturers tend to leave out the topics that they da not feel confident about teaching, and
corsequently students do not cover the entire curriculurm. Lecturers also pointed out that,
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whilst on the one hand appointees with a trade and industry background and expecience
do not always have formal teaching qualifications and do not know about theories of
learning and teaching methods, other staff have no ‘workplace experience’ in the technical
areas they teach.

Curricrlum and exeonination alignment and colerence

Some lecturers attributed the difficulties that students experience to ‘big gaps” between
different levels of syllabi. For example, a lecturer gaid that at the N2 level in Engineering
Drawing there is a ‘huge leap’ between the demands of the N1 and N2 gyllabus. An
additional ‘curriculum problem’ articulated by lecturers is that ‘some topics in the
curriculum are outdated’. For example, 2 Business Practice lecturet commented on the
‘outdated syllabi’. '

Lecturers also identified ‘poorly conceived and worded examination papers’ as an area of
concern related to student ‘success’. This makes it difficult for students to understand what
is required. A further issue raised i3 thet, because examiners are not allowed to repeat
questions, the nature of some subjects is such that examination questions become contrived,
obscure and irrelevant. The textbook also plays a role here. Lecturers reported that
“examiners in some subjects use their own jargon and symbels’ 5o that students “who have
ot used the textbook written by the examiner’ ate disadvantaged. ‘New textbooks have o
be ordeted simply because the examiner has changed'. A difficulty reported is that sorme
textbooks or workbooks do not ‘match what is examined’. (In an interview with college
leadership, staff pointed out that lecturers should rather rely on the syllabi and use the
textbook as a guide.)

Availability of textbooks, equipment and study resources for studeits

Lecturers and students said that student ‘success’ on many campuses is constrained by the
lack of libraries, resource centres, after-hour access to computers with INet connections and
study centres. Some lecturers said ‘late arrival of textbooks’ due to the ‘unreliability of
bookshops and publishers’ and the absence of 2 library of required and additional materials
was a barrief to student “success’. They reported that some students spend the money their
parents have given them for textbooks and other equipment ‘on other things'. Students who
do not have their own textbooks or other equipment, for example, instruments for
Engineeting Drawing, tend to ‘fall behind’ rapiciy as they get "too Yittle practice at the
beginning of courses’ and ‘seldom catch up’ because of the tight timeframes, Some lecturers
suggested that the cost of taxtbooks and equipment should be included as part of each
course fee. Students said that, in cases where colleges have systems for recovering textbooks
at the end of courses for relssuing to successive groups of students, books have often been
defaced by students who have underlined text and written notes in the books. They felt that
colleges need bo exercise better contro] in this regard and expressed a need for on-campus

bookshops.
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Mainstream classroom practices and processes for student academic support

Here the case study research questions are:

*  What is the extent to which some of the classroom practices that seem 1o hold

promise for shudent academic support purposes in FET are evident in classroom
observations in the South African colleges?

»  What mainstream teaching academic support needs are evident?

Evidence of mainstream classroom practices for student academic support

Lesson observations focused on practices and processes outlined in Chagpter 4 related to:
»  integrating language development with vocational educational content;
» integrating liveracy development with vocational educational content;

¢ theoretical input followed by practical consolidation or opportunities to use theory
deliberately in practical work; and

» developing thinking skills with content.

Before providing quantitative data on the above, the following are main trends evident in
the lesson observations.

Integrating literacy andfor language development with vocational educational conient:

+ High levels of student exposure to the official language of instruction and assessment
were apparent in classes. African languages were rarely or never used. None of the
lecturers’ proficiency in the language of instruction was rated as 'poor” or ‘very poor’.

s  Lecturers’ instruction was interactive with a fair amount of questions and answers.
Students were involved in answering questions when asked but seldom initiated
questions themselves. Lecturers did not actively encourage students to interact with
each other.

» Evidence of textbooks or study guides was high. There was much less evidence of
lecturers getting “high Jevels of student participation’ in reading and interpreting
textual information in textboaks. Lecturers tended to either explain work orally or use
overheads, the chalkboard or real objects to elaborate and explain work from the
textbook.

» There was evidence in all the lessons of students being engaged, to some extend, in
reading simple texts or written representations but much less evidence of student

engagement in reading more complex texts or representations. A more common
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work:

strategy observed was for students to ‘underline key pmntl or ‘highlight important
information’ in textbooks or handouts.

In most lessons, students were rarely or never involved in writing extended texts or
more complex symbolic representations. They were seldom required to produce
texts or representations themselves, In most lessons there was no evidence of
lecturers assisting students to develop strategles for independent writing,

The most commaon strategy used by lecturers for developing conceptual
understanding appears to be to demonstrate concepts and mediate knowledge orally
and visually. Researchers reported observing some excellent examples of good
expository teaching using non- and/or extra-linguistic information (such as
drawings or models) to demonstrate technical terms or iltustrate concepts and how
they work.

In most lessons, lecturers introduced new terms and concepts and linked these to
everyday examples, language or contexts. However, few Jecturers dealt with
potentially conceptually misleading links by ‘sorting out’ differences between
everyday terms or use of words in everyday contexts and the use of scientific or
technical terms. There was very little evidence of bifmulti-lingual strategies
involving African languages. -

In general, students were provided with few opportunities to use new technical
terms ot Janguage themselves in class discussion or written work.

. Theoretical fmput followed by practical conselidation or opportunilies o use theory deliberately in practical

There was evidence in most lessons of lecturers linking theoretical knowlecdge to
practice. However, students in most lessons were provided with few opportunities
to apply the theory and procedures they had learnt through individual and
independent practice work. In most cases, lecturers took stuclents collectively
through the process of doing examples in class.

Developing thinking skills with comtent:

There was no evidence, in most lessons, of lecturers modelling the cognitive skills
for independent problem solving,

Few opportunities were made available for students to experiment with applying
what they had learnt to open-ended problema.

Lecturers rarely modelled or assisted students to develop metacognitive processes
needed for team problem solving.
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What follows are detailed data on the degree to which some of the classroom practices that
seem to hold promise for each of the above are evident in college clagsrooms.

Integrating literacy and/or language development with vocational educational content

Language use in teaching and learning

Lesson observations revealed high levels of student exposure to the official language of
instruction and assessment in class, Table 5.8 shows the percentage of lessons in which the
difforent languages were used as the medium of instruction.

Table 5.5: Lacturer’ lunguage use In obxerved lesons

Exchusively | Extemsively | Pairly often | Rarely | Mever
| English 50 4% 0 0 5
Afrikaany 6 19 [ & 5
African language 0 0 3 25 72

Researcher reports showed that English was used ‘exclusively” or ‘extensively” by lecturers
in ninety-four per cent of the observed lessons. Lecturers used Afrikams ‘exclusively’,
‘extensively’ or ‘fairly often’ as the medium of instruction in thirty-four per cent of the
sample of bessons. African languages were rarely or never used in all except three par cent of
the observed lessons where an African hnﬁuage was used ‘faizly often”. In one lesson the
Aftican language was used as a’prompt’ to get students to respond rather than to explain or
“fransiate’, Researchers reported evidence of lecturers using Afrikaans and English
interchangeably for instruction in twenty-eight per cent of the observed lessons. For
example, the lecturer in 2 lesson provided terminology in both English and Afrikaans. [n
another lesson, the main language of instruction was English but “main points’ were always
also made in Afrikaans. Such lecturers apparently ‘switched seamlessly between (English
and Afrikaans) languages".

Lecturers’ language proficiency in the lenguage of instruction

None of the lecturers’ proficiency in the language of instruction was rated as ‘poor’ or “very
pout’, In the majority of cases, proficiency in the language of instruction was categorised as
‘excellent’ or ‘good’ with just six per cent of lecturers’ English language proficiency deemed
‘average’.
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Lechurer-student interaction

In general, lectucers’ instruction was found to be interactive with a fair amount of questions
and answers. Researchers reported evidence of ‘quite a lot of interaction between the
lecturer and students in just over half (fifty-six per cent) of the lessons with “a great deal’ of
interaction observed in twenty-two per cent of the lessons. A common format was for
lecturess to illustrate what they were teaching on the board or overhead, for example, by
drawing disgrams, with students following and answering questions ‘along the way".

Qualitative data provided descriptions of lessons which started with lecturers getting
studlents to recall what they had done in previous lesson and ensuring that they participated
‘collectively’ in tasks such as retrieving information from cash receipts and recording this
according to the rules for cash receipt journals. One lecturer apparently ensured student
participation in classroom interaction by targeting students other than those who put up
their hands to answer. In another lesson, there was ongoing questioning of the students to
sec if they were keeping up and following what was being explained. However, ib most
lessons, students were involved in answering questions when asked but seldom initiated
questions themselves, No or little student-lecturer interaction was observed in twenly-two
per cent of the lessons. Such lessons mainly comprised “the lecturer explaining or reading’.

In eighty-eight per cent of the observed lessons, English was used “quite a lot', ‘extensively
or ‘exclusively’ in student-lecturer interactions. Afrikaans was used "quite a lot', ‘extensively
ot ‘exclusively’ in interactions in twenty-eight per cent of lessons. There was no or very litile
evidence of an African language being used excapt in six per cent of the lessons where it was
used ‘quite a lot’ in interactions. A researcher reported that, in a NIC N2 Business Fractice
lesscn, where all students were Setswana-speaking, the lecturer recelved little response from
students when he asked questions in English ‘until ke asked them in Tswana’.

Studeni-student interaction

In general, lecturers did not encourage students to work together, ask one another guestions
or to explain their understanding of class wotk to one other. In just aver half the lessons
(fifty-three per cent), no student-student interaction about classwork was evident and in
twenty-eight per cent of the observed lesson, only “a little’ stademt interaction occurred.
Student interaction was evident ‘fairly often’ in nineteen per cent of the lessons but took the
form of “informal chatting’ as opposed 1o structured group work. Interactions usually
entailed students ‘conferring with each other about what was required’.

In beems of the language used by students in peer interactions in the Jessons, a general
tendency for the whole sample was not really discemnible although it seema that students use
their mother-tongue and/or English. Also of relevance in this regard is that, in the student

intervisws, students were asked to report on the Language used to discuss course work
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outside of the classroom. This question referred specifically to students whose home
language differed from the language of instruction. Table 5.9 shows details of the percentage
of students who reported that the languages used most to discuss work outside of the
rlassroom are English and an African language. This self-report data indicates that the
tendency is for students to use their mother-tongue and/or English.

Table 5.9: Shndwris” ruports on languags use to discuss work outsids of te clisisroom

% Lots % Sometimes | % Not atall
| English 4 48 B
Afrilcsans 26 36 38
African languuge 42 30 28

Integrating literacy development with vocational educational content

Lize of texts and textbooks

Evidence of textbooks or study guides appeared to be high. They were evident in ninsty-
four per cent of the observed lessons. In six per cent of the lessons, only the lecturer
reportedly hac a textbook or guide. In nineteen per cent of the lessons, less than half the
studeris apparently had their own books/guides. In forty-four per cent of the lessons more
than half of all students apparently had textbooks/ guides, and in thirty-one per cent of the
observed lessons, all the students appeared la have copies of the textbock/guide. A number
of lecturers’ overhead presentations reportedly ‘came directly from the textbool’,

However, overall, researchens’ notes indicate that lecturers tend to either explain work orally
or use overheads or the chalkboard to elaborate and explain work from the textbook through
diagrams, graphs, mathematics symbols, real objects, etc. Thus, although students in many
lessons had their textbooks open or had photocopies of pages from the textbook out on their
desks, these were not always referred to and students’ attention was mainly focused on the
lecturet, chalkboard, overhead presentation, real objects or models used. Although lessons
often focused on ‘textbook examples’, lecturers tended to ‘interpret these step-by-step’ for
students, 'repeat instructions from textbooks’, or “explain the text’. In other lessons, students
“did not open their texthooks’.

Researchers commented that some lecturers’ ‘frequent reference to the printed study guide’,
tended to reinforce the perception ‘that all worthwhile information was contained in this one
text’. A researcher cbaerved that students in one lesson ‘seemed thrown by lecturers” lack of
reference to the textbook’. Researchers also noted that, in some of the taxtbooks used, there is
“very little’ extended bext. One researcher observed that an N4 Mathematics textbook
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comprised ‘mostly headings with  few lines of text followed by some examples and at Jeast
a page of practice exerclses and answers that did not indude actual caloulations’,

In seventy-two per cent of the sample of lessons observed, the textbooks wete provided in
English. In nine per cent they were provided in Afrikaans, and in nineteen per cent both
English and Afrikaans versions were available. Some form of bilingual/dual medium texts
{in Afrikaans and English but zof an African language) was evident in twelve per cent of the
lessons. This included, for example, lecturers writing terms in both languages on the
chalkboard.

Studenk engagement in reading

There was evidence in all the lessons of studends belng engaged to some extent in reading
simple texts or writlen representations such as single words (kerms), phrases such as simple
shoet instructions, numbers, notations, single sentences, organograms, drawings and
diagrams. In forty-four per cent of the lessons, this happened ‘fairly often’ and in fifty-six
per cent of the cases ‘extensively’. However, students were engaged in reading more complex
texts or representations ‘fairly ofter’ or ‘extensively” in just under a third (thirty-one per
cent) of the observed lessons. In sixty-nine pet cent of the lessons students were reportedly
never ot ‘rarety’ engaged in reading extended texts or more complex written symbalic
representations such as whole paragraphs, graphs, complex diagrams, etc.

Droelopment of strategies for autonomous reading

In just over half of the lessons (fifty-three per cent), there was some evidence of lecturers
assisting students to develop strategies for making sense of and interpreting texts/other
written representations. The two most common apptoaches ta this (evident in one third of
the lessons) were i) asking questions about the text or representations that encourage student
participation in making sense of them; and i) getting stucents to use the information in texts
ot representation as sources of information. Researchers’ notes show that lecturers tend to
talk students through’ written procedures from texts, for example, by drawing a graph of
the chalkboard, of ‘getting students to follow various procedures’ outlined in texts, such as
the process of completing an example of 2 stock ledger card, on the overhead or chalkboard,
rather than engaging students with actual text.

Two strategies evident in one quarter (twenty-five per cent) of the lessons were: i) focusing
students’ attention on interpreting the relationship between texts or representation and the
activities or tasks they were working on; and ij) getting them to use clues and cues or their
prior knowledge to make intetligent guesses about the meaning of texts or other
representations. For exampte, a lecturer did the latter in 2 lesson when students encountered
the word ‘fireproof’ in the text. There were very low levels of evidence of strategies such as

getting students to use their own words to summarige what has been read; getting students
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to use Hides and headings o identify main themes or idleas; getting students to skim text or
representations for gist or scan for information; or of lectures using metacognitive
techniques such as ‘think aloud’ comments designed to encourage students to begin to
interrogate or ask their own questions about texts or representations when reading. A more
cammon strategy that was observed is for students to ‘undetline key points’ or *highlight
important information’ in textbooks or handouts.

Student engagement in writing

Students did not do any writing at all in twenty-eight per cent of the lessons. The lecturer
did all of the writing (on the chalkboard or overheads), whilst students ‘watched and
Hstened” without taking down diagrams or summaries provided on the board. In the
seventy-two per cent lessons where they were engaged in some form of writing, students
mainly wrote or copied simple texts such as single words, phrases or sentences or
representations. In eighty-four per cent of the sample of cbservations, students were rarely
ot never involved in writing extended texts or more complex symbotic representations. (In
one lesson where this took place, students were involved in ‘drawing a graph to scale’) In
seventy-two pet cent of the lessons, students were rarely or never required lo produce or
create their own texts or representations as opposed to copying down examples, or taking
dictated notes or diagrams or drawings, etc.

In most lessons researchers’ notes indicate that there was ‘not much independent writing’,
‘aven of students making notes from class discussions’. However, the kind of writing tasks
students were involved in were generally writing practises related to or relevant to
vocational trzining and included "copying entries into a cash recelpt journal’, ‘copying down
technical drawings ot diagrams” from the textbook, overhead or chalkboard, ‘drawing up
stock ledger cards and filling them ix’, ‘drawing various types of oxganograms’, and ‘listing
features and functions of parts of motor cars’.

Development of strategies for antonomaous writing

Evidence of lecturers assisting students to develop strategies for producing their own
written texts or technical representations waa noted in only twenty-five per cent of the
observed lessons. Well-rehearsed repertoires of student writing were evident in some of
these lessons. For example, in one class students appeared to “always be required to pre-read
each moduie in preparation and to make a mind-map of key points’. During the observed
lecture, stucdents in this lesson underlined important words in the textbook whilst the
lecturer explained the meaning of each of these key terms. Students were then required to
summarise each paragraph in point form, They were later required to write a test covering
the entire module. If they filed the test, they had to re-write it in their free periods or
breaks, In a Business English N3 lesson, students had to complete ‘short writing tasks’ such
as writing letters for homework. These were evidently ‘established practices”.
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The most common approaches for developing independent writing across the twenty-five
per cent of lessons where this occurred, appear bo be those of getting students to use
information in texts or representations as sources of information for writing, producing,
interpreting graphs, charts, etc. (evident in thirteen per cent of the lessons). The second most
common approaches evident were i) using texts or representation as models or exernplars
for the texts or representations students are working on; and ii) getting students to use their
own words be rewrite or write summaries on what they had leamnt or read {these were
evident in only nine per cent of the lessons). Evidenice of strategies such as using advanced
organisers, mind-mapping and/or developing other note-taking strategies; and using
schemes ot outlines or completing lists or charts was very low (three per cent of the lessons).

Development of technical or conceptual language

There was evidence of lecturers explictly introducing students to new technical terms or
conceptual language in gighty-one per cent of the lessons. Researchers’ notes show that in
these lessons key terms (some examples of these are, ‘chain/mass production’,
‘consumpfion’, ‘assets’, ‘capital liabilities”, *equity’, ‘radius’, ‘positive/negative gradient’,
‘budget surplus/deficit’, ‘revenue’, ‘centrifugal’, ‘wholesale’, “salutation’, ‘factoring’,
‘transposing’, ‘market analysis’, ‘differentials’) were frequently listed on the board or
ovetheads, or labelled on diagrams. Howevet, reports showed that in some lessons there
was no evidence of students writing down tenms and their meanings for future reference. In
general, those lessons described by researchers as ‘not particulacly conceptually challenging’
and ‘apparently boring’ for students were those where the conceptual language or terms
used were not developed or were ‘already familiar’ to students.

The most common strategy used by lecturers for developing conceptual understanding
appears to be that of providing students with opportunities to process non- and/for extra-
linguistic information (wooden models, real objects such as ‘pumps’, drawings — for example
of split bearings or circuils, a ‘stripped’ engine on a chassis, etc.) that demonastrate technical
terms or illustrate concepts and how they work (forty-one per cent of the lessons). For
exampie, one lecturer used diagrams to illustrate ‘friction force’. Researchets reported
observing some excellent examnples of the use of this strategy to demonstrate concepts and
mediate knowledge orally and visually. A number of lecturers were reportedly ‘particularly
good' at using such approaches for Hlustrating and explaining how "things work’.

There was considerably less evidence (twenty-elght per cent of the lessons) of lecturers
providing students with opportunities to read and interpret textual information that
elabarates on new concepts and terms particularly extended texts. Where this occurred, the
tendency was for lecturers to simply read or refer students ko definitions in
textbooks/guides. Interestingly, there was greater evidence of lecturers using 3-D models or -
real objects, such as a motor, to lijustrate concepts or technical terms and then comparing

and linking this to diagrammatic representations, for example, on the chalkboard. In one
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lessom, for example, students were required ‘to visually translate 3-dimensional objects into
2-dimenaional diagrams and remember 2 number of rulaes for {llustrating sectioned objects’.
However, in another lesson, the lecturer first followed this process but, after showing
students the ‘real object’ and secondly diagrammatic representations, shifted the focus to the

textbook by getting ‘high levels of student participation’ in reading and interpreting textual
information.

The second most commoan set of strategies evident for developing ﬁnderstanding involved
establishing students’ existing schema, understandings or commonsense knowledge of the
new terms (fifty-three per cent of the lessons); and focusing on meaning by explaining the
meaning or reasoning underlying the terma (fifty per cent of the sample). Researchers
observed that over half of the lecturers linked terts or concepts to everyday examples,
language or contexts. In one lesson the lecturer ‘gave a simple demonstration of the main
production components and sequence by mixing glasses of orange squash from basic
ingredients’ to give students an idea of "how pmductiun is broken down’. However, a
weakoess In this sirategy is that lecturers in only sixteen per cent of the lessons dealt with
potentially conceptually misleading links by “sorting out’ differerwes between related
commonsense or everyday terms or use of words in everyday contexts and the sciendific or
technical terms and their use, Indeed, a researcher observed that she found a lecturer’s
atterapts to link a technical term to other ‘similar sounding’ everyday words confusing. On
the other hand, one lecturer started his lesson by asking students to draw a graph and soon
established that the students ‘drew these freehand and not to scale’. In this way, he was able
to establish that the rules and reasons for doing this in more ‘scientific’ ways needed to be
explicated.

Finally, although data show that lecturers in nineteen per cent of the lessons used forms of
translation of the terms in students’ primary language, this predominantly involved English
and Afrikaans, There was very little evidence of bi/multi-lingual strategies involving African

languages.

Students’ opportwunities to practise using technical terms and comceptual language

‘Table 5.10 shows the percentage of lesson where students were provided with opportunities
to practise using new technical terms or language in class discusston or written work.

Table 5.y0: Extent of dassroom opportunities tor praction uting raw tarms

% of lapsons
Navar J1
A Little 38
Faidy ofan 28
Bxtensivaly )
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Data indicate that in sixty-nine per cent of the lessons students were provided with no or
few opportunities io use new technical terms or language themselves in class discussion or
written work. In one class where this did happen, the researcher noted that, when some
students used the new terms imcorrectly, students were cotrected without establishing where
their misconceptions lay or without any explanation as to why they were wrong.

Theoretical input followed by practical consolidation or opportunities to use theory
deliberately in practical work

Demonstrations of practical applications of theory in the classroom selting

According to researchers’ reports, there was evidence in seventy-two per cent of the lessons
of lecturers providing examples of a variety of practical situations where the ‘rules’ and
procedures apply. In other words, in almost two thirds of the lessons, there was evidence of
theoretical knowledge being linked to practice. There was evidence in some of these lessons
of lecturers explaining principles (‘knowing why') underlying procedures (‘knowing how’)
or of lectutets illustrating or demonstrating how new knowledge or concepts become
principles that can be generalised and applied across a range of practical contexts. For
example, a researcher reported that: “While the lecturer was showing students how to
complete the stock card, she reminded them why what she was doing is actually necessary -
in a factory situation’. However, this was nat the case in other lessons, for example, one
researchet reported that: ‘Students had an idea that they needed to know the equation for a
straight line and how to apply the formula but did not get a sense of why this was useful
knowledge'. Another researcher observed that, in some lessons, 'leamning and teaching’
appeared to be ‘orientated to passing examinations but not to students’ future work
practices’ and that much depends on the kind of exam questions lecturers expect.

Students’ opportunities o practise applying theory in the classraom setting

Students were provided with some opportunities to apply their newly acquired knowledge
in half (fifty per cent) of the lessons observed. In lessons where this was evident, it cocurred
*a little’ in sixteen per cent of the lessons and “a great deal’ ot "quitea lot” in just over a third
(thirty-four per cent) of lessons. For example, in an Applied Accounting lesson the pattern
seemed 10 be for the lecturer to first complete an example (in this case a cash receipt journal)
on the overhead asking the students to ‘guide’ her. Students were then required to practise
following the procedizres on their awn. When they had finished, the lecturer warked on the
next receipt collaboratively with the class, prompting them to direct her and then got the
class to complete an example on their own. In another Jesson, after the tecturers’
demnonstration, students completed exercises independently and, ‘before the end of the
lessony’, the lecturer called each student to her desk to go through the exercises ‘on a one to
one basls’. In an Engineering Drawing class, students each completed dﬁﬁdngs ‘with
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different dimensions’. The task required ‘understanding what they were doing, a reasonably
high level of eye-hand co-ordination and fine motor control’,

However, the data shows that in sixty-six per cent of the lessons, students themselves were
provided with ‘no’ or ‘very little’ opportunity to practise applying the theory and
pracedures they had learnt. In most cases, “application exercises” book the form of lecturers
taking students ‘collectively through the process of doing examples® in class. Although such
lessons were usually ‘very demanding for students in respect of watching and listening’ and
following demonstration on ‘how things work’, it seems that students are not being
provided with enough opportunities to engage in individual and independent practice work
in class (or in homework). A researcher noted the ‘rapid pace” and “relentless drive to cover
all the material’ in a lesson where only ‘a minority of students appeared to be keeping up
with the pace’.

Tt seems that the trend is for students to work through procedures as a class with the lecturer
leading them through the process rather than for students to work on an individual basis.
This appears 1o be the most commonly employed strategy for assisting students to ‘gain
mastery and understanding of technical procedures’. Evidence is, however, that in more
than half of the lessons observed, such teacher-centered methods were not alternated with
more independent methods. On the other hand, in some lessons where students were
required to work on their own, progress was reportedly very slow. This could explain why
some lecturers prefer and find it more efficient to cover examples and exercises collectively
in class. A further observation made by researchers is that, whilst some students were able to
work very effectively independently, others ‘appeared to be completely lost’ or simply
‘copied from other students’ work’. '

Developing thinking skills with content

Lecturer modelling of thinking skilis

In fifty-nine per cent of the lessons, there was no reported evidence of lecturers modelling
the cognitive skills that students need to develop in order to solve novel problems
independently such as hypothesising, estimating, comparing, exploring patterns and
discoveting connections. For exaruple, by using ‘think alouds’ and by asking: “If...then'
questions or ‘what happens if... In just ten per cent of the lessons this occurred “a hitde”. It
seems that in sixty-nine per cent of the lessons there was not much evidence of lecturers
assisting students to develop strategies that help them solve different types of problems. in
just under a third (thlrty-one per cent) of the Jassons thiz occurred ‘quite a lot'. For example,
in one lesson different formats for faxes, memos and telephone messages were compared for
differences and similarities.
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Tndeperident problem solving

As noted, the reported tendency is for lecturers to ‘work deductively using question and
angwer techniques to draw responses from students about standard procedures’. Such
procedural teaching and leamning is indeed an enormously important aspect of vocational
leaming, As one researcher observed, “the ability to follow set procedures with a high degree
of precision and efficiency is highly valued in many FET subjects’. Such “mastery” is vital if
shudents are to ‘show [nitiative and experiment’ with solving nuvel problems independently.
However, as noted in Chapter 1, colleges are increasingly expecied bo be responsive to the
need for a knowledgeable and ‘thinking’ workforce capable of higher order problem solving
and decision making. Thus, arguably also of Interest is the extent to which students are
provided with open-ended tasks that stimulate thinking skills.

In eighty-eight per cent of the lessons observed, students were reportedly provided with no
opportunities to make judgements, grapple with and solve novel problems independently of
the lecturer. Few opportunities are apparently being made available for students to
experiment with applying what they have Jearnt to open-ended problems. There was
evidence of this happening “fairly often’ in just six per cent of the lessons, and ‘2 little’ in six
per cent of the lesaons. |

In eight per cent of those lessons where stuclents were provided with higher order thinking
and problem-solving opportunities, lecturers showed a tendency to ‘routinise’ tasks by
providing too much direction and ongoing procedural advice making students follow step-
by-step instructions so that ‘problem solving’ became a demonstration. In four per cent of
the lassons, Jecturers monitored students to ensure that their efforts were heading in the
right direction without “over-directing’, for exanmple by suggesting, ‘If | were you, I would
think about...’. There was no repotted evidence in any lessons of tasks being broken up into
a series of smaller tasks whete each stage of problem solving is progressively more complex
ot challenging. Indeed, researchers reported that instructions were sometimes difficult to
follow because tasks were ‘not broken up’ into manageable pieces.

In ninety-five per cent of the lessons, Jecturers never or rarely modelled or assisted students
to develop metacognitive skills and processes needed for team problem solving such as how
to clarify and justify their thinking, how o evaluate each other’s approaches, for example,
through questions calling for reasons for support for their ideas or responses. Modelling and
assistanoe with this was evident “faizly often’ in five per cent of lessons.

In the conchusion, some of the mainstream academlc support needa made apparent through
these lesoon observations are identified.
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CONCLUSION - MAINSTREAM TEACHING ACADEMIC SUPPORT NEEDS

Whilst one certainly does not want to detract attention from the dimension of vocational
education that emphasises the systematic following of rules and procedures and from the
teaching of discipline or occupational knowledge, evidence is that there is scope for FET

lecturers t¢ become much more aware of strabegies for integrating langmage and/or Iiteracy
development with vocational educational content and associated ideas or understandings

such as:

HRE Rasbrchy Nagort

distinctions between basic interpersoral communication skills requiring a
communicative approach and cognitive academic language proficiency requiring a-
cognitive approach and the need for students to gain access to ‘discourse
communities’; '

the literacy and language demands of the subjects they are teaching, the texts used
and the tasks, assignments and assessment set;

the importance of their interactions with students in generating student-initiated
questions and developing conceptual understanding and mastery in the uge of
conceptual language and key terms {including the use of bi/multi-lingual teaching
strategies and translation);

strategies for developing conceptual and technical language, particularly in an
additional language, and for dealing with potentially conceptually misleading links;

maximising students’ oppartunities for oral and written language development and
participation;

generating higher levels of leamer participation in interpreting textual information
and reading and writing in class;

ways in which they can assist students in developing critical reacing skills and
expose them to a wide variety of strategies for making sense of and interpreting
textual information, specifically extended texts and more complex scientific or
technical representations;

the importance of providing students with opportunities to read and interpret
complex textual infermation independently;

a wider variety of strategles for assisting students in developing autonomous
writing skills; and

the impaortance of providing opportunities for students to produce texts or
representation themselves, for example, through independent writing tasks and note

taking.
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With respect to theoretical input followed by practical consolidation or opportunities to
use theory deliberately in practical work (refer to Chapter 4), there is scope for vocational
educators to become more aware of:

teaching theoretical knowled ge which requires understanding of underlying
principles (‘kmowing why’) a3 well as procedural knowledge which requires
*knowing how";

deploying a mixed pedagogy where teacher-centered methods are alternated with
more independent methods; and

providing adequate opportunities for independent, individual practlce work.

There is also scope for vocational educators to become more aware of strategies for
developing thinking skills with content knowledge (refer to Chapter 4) and:

consciously modelling thinking skills such as classifying, hypothesising, comparing,
etc,;

deploying a mixed pedagogy which includes open-ended tasks to stimulate
problem-solving thinking skills;

deploying a cognitive or thinking skills framework 2s a resource for extending
teaching and leaming repertoires so that tuition goes beyond factual recall and
procedural kmwledge and students are engaged with content at different levels of
cognitive demand;

how best to structure and design “staged’ pmbiem-snlving tasks, that provide clear
guidance as to what is expected and include specific assessment criteria; and

the ‘judicious’ and appropriate use of team-based problem solving.

A problem, however, is the issue of time and the practlcabilify of incorporating components
of academic support into the mainstream cuzriculum. Chapler 6 goes on to provide case
study findings on models for incorporating student academic support, the resources needed,
and ideas about where resporsibility for support should reside.
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Chapter 6

MODELS, RESOURCES AND RESPONSIBILITIES

INTRODUCTION

This chapter discusses the case study Eindings related to student academic support models.
Findings are presented in relation io the research questions outlined in Chapter 1. These are:

»  What models for academic support are perceived by college leadership at the caze
study colleges as viable for addressing obstacles to student ‘success'? Which
features or dimensions of these models alreacy exist?

s What altemative models emerge or are proposed?
+  What support and resources are needed to offer the kind of support required?

»  Where should responsibility for the varicus academic support needs be lacated
within college structures? '

EXISTING DIMENSIONS AND VIABILITY OF ACADEMIC SUPPORT MODELS

College leadership was asked to respond to five descriptions of the academic support
models identified in Chapter 4. These are: foundational models; ‘catch-up’ models; ‘slower
streany’ models; literacy ‘in context’ models; and *separate’ literacy models. Researchers also
asked participants to describe what their college is currently doing in terms of offering
academic support in ‘high risk” subjects.

Owerall, student academic support at the colleges does not appear to be a coherent and
‘thought-out’ concept. Howevet, a number of feahures or dimensions of the academic
support models presented in the interviews are evident. Details of these extant features or
dimensions are elaborated on together with college leaderships’ views on the viability of the
five models presented. For clarity, the description of each model from the interview schedule
is first provided.
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Model 1: Foundational model

The following is a model that has been used in some ‘high risk” university courses or with
‘high tisk’ students, particularly in situations with high levels of difference between low and
high performing learmners.

Admission tests or other diagnostic tests are used to identify students in need of pre-course
subject preparation, Such students attend a compulsory introductory course which is
directly related to the mainstream course programme, The pre-sessjonal course is forward
tooking or ‘foundational’ rathet than "bridging’. [t focuses on providing a ‘gateway’ into the
mainstream course by developing the necessary subject knowledge base and conceptual
or ‘vocational’ language for coping with the mainstream course. The course also integrates
subject specific study skills. Although the foundational pre-sessional course is compulsory, it
is not credit bearing, Such provisioning of student support may take the form of intensive 3-
8 week summer programme, ot it may take up to an additional year. To accommodate this
raxtended ime’ model, such students usually complete fewer credit courses, at least in the
first year.

Exigrt support features or dimensions

Existing peademic support features or dimensions identified by college leadership linked to
this Foundational model are evident.

Aptitude or placement testing

Leadership at one college reported that ‘Integrated tests” are administeted on enrolment so
as to facilifate appropriate placement of students, Another college reported that
standardised tests covering ‘communication and numeracy” but ‘not linked to curriculum’
are used for career guidance by subject specialists who help students choose their subjects at
an appropriate level, Business Studies students are tested on the HSRC's ‘General Scholastic
Aptitude Test, comprising four sections: language, numeracy, reasoning ability and two-
dimensional spatial relations’. Engineering students are tested through ‘Competency Tests:
Engineering Studies’ comprising six gections: memory, numeracy, verbal comprehension,
engineering insight, and 2-dimensional spatial relations. A third college said all entering
students write “in-house’ placement tests for Engineering and Business Studies. These are
psychometric tests that have been *adapted’ by college staff and cover ‘English
comumunication and mathematical literacy’. Test results are used to provide placement
advice to students, and, at one campus, placement tests are used to identify students in need
of 4 6 month Level 4 ABET course ‘but students do not have to accept this advice’. They are
thus not ‘admission bests’,
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Foundation coyrses

Leadership identified the National Certificate Orientation (NCOR) in Engineering and
Business Studies, introduced by the Department of Education, and designed to address the
poor readiness of many students for programunes, as existing examples of this model. An
opinion expressed is that, the NCOR ‘has done wonders for Engineering’ as, ‘before its
introduction student failure rates were much highey’. One group of college leadership said
that ‘foundational programmes in Engineering are better at N1 Level] rather than at N3 Level
as students are very weak when they arrive and cannot cope with the N1 course’. A
foundational coutse at this level ‘serves to prepare students better” for subsequent levels.
However, Jeadership at a college reported that lechurers are “critical’ of the Engingering
NCOR. They have found it to be ‘under-resourced in terms of materials’ and ‘poorly
planned. Leadership at another college said that, in their experience, ‘unfortunately even
the NCOR level is too high for some students’, or it ‘prepares students for N1', but when
‘they get to N2 they start to struggle again’,

In terms of colleges’ experiences of foundation courses other than NCOR, senior staff af 2
college reported that, in 2005, a programme had been run for a small group of ten students
who ‘would not have been accepted into N4 Business Studies’, The course, called, *General
Administration and Business’, had covered computer skills, entrepreneurship, numeracy
and communication. Placement tests re-administered after the course showed that student
scores had linproved and the students were able to ‘get on to N¥', As yet, the college did nat
have information on how these students are coping in 2006. They had decided not to repeat
the introductory course this year in case it emerges that the current cohort of students “are
confused by the shift from the OBE methodology of the foundation course’ to the approach
in N4.

Another group of college leadership reported that accredited subject-based "bridging’
courses had been offered to students at their college in 2003. However, these were not
compulsory and student demand had been low. In 2004, they had offered “introductory
foundational courses’ instead, but these were discontinued as “too many students had
failed’. Possible reasons for this lack of success, however, were that ‘staff-members were
over-stretched at the time due to 2 moratotium on appointments and internal redeployment
of petsonnel (o other campuses’. ‘Student resistance’ to non-credit bearing courses was also
cited as a factor. Leadership at one college said that a foundation clags In mathematics and
drawing used to be offered to Engineering students, but "this had been dropped in favour of
ABET".

Perceived constraints and viability af the foundation model

A main constraint communicated is that the foundational model ‘cannot easily be
accommeodated in terms of current trimester time-frames governing provisioning of NATED
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programmes’. NATED programmes operate according to “a strict imetable which fits into
national exams’ and foundation courses would ‘throw out the time allocated to each course’.
Timeframes of most courses are ‘extremely tight” with ‘little or no time fot add-ons”. Other
constraints identified besides time are *acute staff shortages’ and the ‘corporate culture” or
‘business model for cunning colleges’, as well as financing of the programmes. Colleges
would ‘need addilional staff to teach foundational courses” and ‘the funds to hire them’.
Whilst this was ‘possible for NCOR as colleges are provided with staff who can be deployed
to teach the NCOR’, “state buy-in” would be necessary for other foundational programmes. A
view is that ‘whilst student fees for foundational courses could be one way of generating
fumds, this, and the extra time required, coutd make the college route a less atiraciive option
for students’, '

Nevertheless, interviewees believe there is merit and value in the model for “certain
subjects’. Some senior staff felt that a foundation model ‘needs o become an integral part of
programmes’ and should not be seen as ‘something separate’ as this would ‘increase staff
and student buy-in’. One group considered the foundational model important for students
moving from GET to FET ‘because vocational FET is often regarded as a soft option’. The
view expressed is that the model is ‘appropriate for addressing the issue of fundamentals in
terms of subject knowledge (mathematical literacy in particular), language as well as study
skills, in particular, methods for organising information in high factual content subjects such
as Office Practice’. One suggestion is that ‘the model be incocporated into new syllabi’.

Further suggestions are that ‘a special emphasis is needed on developing foundational
mathematics skills for Business Studies subjects such as Applied Accourtancy and Cost
Accountancy and for Englneering subjects which require basic as well as fairly advanced
mathematical skills’. Leadership at one college expressed the view that “accountancy-based
foundation courses in Business Management, as opposed to the Financial Management '
stream where students do have a maths and accountancy foundation, would be extremely
useful’. The model is regarded as ‘ideally suited’ for supporting students on learnerships
where ‘time is more flexible’ and programmes ‘can be stretched to accommodate additional

components’,

It was acknowledged that an important dimension of this model is the pravision of effective
vocational guidance and reliable placement and diagnostic testing on admission. The view
was expressed that ‘some of the problems experienced could be avolded if students could be
placed at the correct level in the correct courses in the first place’. However, some college
leadership observed that, in terms of the FET Act, unlike universities and universities of
technology, FET colleges are ‘not allowed to tum students away”. ‘Colleges have to accept
achool certificates as entrance to courses even if students do not perform well in placement
teaty’.
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Essentially the view is that this model's viability depends on:

*  foundational programunes being compulsory and non-negotiable for students
identified as in need of such suppart;

» appropriate admission tests;

» the appointment of specialist educators who have the requisite programme and
curriculum knowledge and teaching skills;

+ adequate or additional classroom space and resources;
= ‘gfate buy-in’ in terms of budgets; and

+ an‘adequate budget for research, monitoring and development'.

Maodel 2: ‘Catch up’ model

The following model of student support is typically used in some secondary schools for
‘high risk’ subjects such as mathematics and science as a means of improving the average
performance of a class.

Subject departments or teachers set reallstic but specific course-based targets of improving
the average performance of students in the subjects (for example, improving average
performance ‘by 10 per cent’ or ‘to at least 60 pet cent’, elc.} Pace setters are used to plan and
monitor coverage of the curriculum across the school year so that all students finigh the
course at the same time. Regular assessment points are also built in during the academic
year. Information from tests or assessment results at each agsessment point is used to
diagnoss when and which students are not coping or reaching the required levels for
different topics or course components. Compulsory ‘catch-up’ sessions for these students
are held, for example, on Saturdays or after schoel during school terms. These additional
tuition sessions or tutorials are designed and targeted to revise, supplement and reinforce
the course content or topics covered in class and the tests/fassessment. Thus, the student
support programmae is synchronised or aligned with the year or cutricula programme of the
course so that support is ‘built in’ over the year of the course.

This model involves inareased tuition hours that focus on reviewing wotk covered in class -
for example, by providing expanded explanations of concepts covered, additional test and
exam or practical preparation and study material. Support may also involve giving students
*ahead start’ on materlal for future dasses, What is important is that the model involves on-
going supplemental instruction linked to the on-going tracking of student perfonmumnce and
ta the curriculum as it is covered across the year. Although it may be necessary for students
ta complete fewer courses each year to accominodate this model, it is less likely than in

Model 1 and 3.
AR Aatvitaxh ipdnt



139

Extant support features or dimensions

Existing support features or dimensions identified as related to the ‘Catch up” model are
tutorials, mentoring, student Initiated study groups, and regular testing and assessment.

Tutorials

Tutorial systems are seen by college leadership as ‘in line with the cabch-up model'.
Leadership reported that more formal on-course tutorial-based programmes are sometimes
in place on coilege campuses, S5ome college leadership reported that they have provided
tutorials ‘with varying degrees of success’ to supplement some full-time programmes. On-
course support in the form of tutorials iz generally available for students who request help
{for example, after hours on a specific day of the week) but most such support occurs on an
ad hoc basis. For example, Engineering lecturers al one campus report that ‘tutorials’ are
provided in the afternoons for students ‘who are struggling’. Lecturers stay for cne hour
after class, making themselves available to students who approach them for help.
Leadership cbserved that this type of intervention is mostly happening on an informal or
unstructured basis, for example, through lecturers meeting students ‘after-hours’ to discuss
problems. Essentially, the approach to date has been that lecturers ‘do what they can in the
class situation’ and it has ‘been up to individual lectures’ to provide exira assistance if |
necessary. '

In reality, students do not always approach lecturers for help, even if lecturers have told
them that they are willing to provide this. Lecturers have found that students do not ‘make
the most of this opportumity’. They attribute this to ‘lack of motivation’ or to the fact that
some students belong to lift clubs and cannot stay after class. However, one campus
reportedly has a tutorial programume involving third year students supporting first year
students who are taking certain programmes such as Financial Management and have been
identified as in need of support (defined as achieving less than 50 per cent). Staff said this
programme generally ‘works quite well’ but tends to ‘break down when students stop
attending because they are under work pressure’. A further tendency for is for students who
do not need support to attend ‘in case they are rrﬂsaing out’ whilst the students who “really
need support are less committed’. College leadership at a campus reported that a version of
the "catch up’ mode! was in place “to some extent’ in that additional periods had been
introduced in the case of “typing’, and a request had been expressed for a similar
intervention for "English’.

Mentoring

Leadership at a college reported that a2 mentoring system, where every lecturer mentored
roughly twenty-four students over year, had been “trialed’ at one of their campuses. The iden
was that each student had a fifteen minute one-on-one session with their mentor twice a
term to identify personal and academic support needs, The mentor’s sole was largely to
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inform the Student Support Unit so that the unit could ensure that referrals were made and
issues addressed, for example, through counselling or extra classes from relevant lecturers.
This system was found not to be effective, largely because of lack of support from students
who did not attend tutorial sessions. Leadership at another college repotted that they had a
similar system in piace_. but that ‘only a few students and lecturers are proactive and take the
Inidative in this respect’.

Student initiated study groups

Colleges reported that students at sotne college hostels had initiated their own study groups.
Atomne campus, a student support officer has provided the student initlated study groups
with a dagree of support.

Regular testing and assessment

Systems of regular testing have been implemented in some subjects at some campuses, The
idea is that this form of continuous assessment is useful for “picking up problems sooner’,
Leadership at a college reported that ‘continuous monitoring of student progress and
associated supplementary interventions’ had been practiced “informally” at their college in
2004. Students experiencing difficulties in particular subjects were identified through the
monitoring process and ‘given the option” of additional or supplementary tuition and
support. One group sald management had tried to promobe regular testing and monitoring
of student progress. Whilst there were staff who had ‘complied with this’, ‘some lecturers
are more dedicated and monitor student progress but others do not’. One college pointed
out that ‘catch-up’ is carried out in skills programmes ‘in that students redo sections of the
programe until they are found to be competent’. It was noted that ‘in skills programmes
there are always students who are at different levels'.

Perceived constraints and viability of the ‘catch-up” nodel

Some senior staff felt that the model is currently not viable. There are 00 many constraints
in terms of implementation. Lecturers are ‘alteady over-streiched” and staffing shortages
mean that ‘dedicated lectures are doing more than their fair share’ and 'there is only so
much good will. Other staff said that, although some lecturers do stay on after hours or
come in during holidays to assist students, “these are the exceptions”. Furthermore, whilst
there are ‘gtoups of dedicated students’, in general, student motivation and willingness to
do ‘even the most basic levels of weork’ is low. In addition, students on some campuses have
to travel great distances and organise ‘group transport’. This i3 cheaper, but artives and
leaves at ‘set times', If they are kept late or stay on, the taxi leaves without them andd they are
‘sthuck’ at the college as they cannot afford to take lxis at other times.
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A campus manager reported that a model aimed at “aligning student performance with
national standards for all Business Studies course subjects offered” has ‘by-and-large been
incotporated in their current campus action plan’. They found this to be constrained by
staffing shortages and administrative shortcomings. Another issue raised is that of ensuring
Jecturer ‘buy-in’ and commitment through incentives such as payment for working
overtime. Leadership raised questions as to who will carry the cost of this, although
Leaclership at one college reported that ‘the system is one where lecturers are required to
work a certain number of hours’ and that this ‘includes time for supporting individual
students’. A further constraint rafsed {s that the ‘FET Act does not allow calleges to prevent
students from writing examinations, irrespective of their term mark’.

Of concemn is that the FET timeframes are ‘very restrictive’ and Englneering lecturers, in
particular, stnzggle to test students regularly and still cover the required curriculum in ten
weeks. The argument is that the ten-week himester system in Engineéring "barely allows
enough time for lecturers to cover the syllabus let alone extra time for catch-up’. Leadership
at a college said that Business Studies full-time programmes allowed for more opportunities
to catch-up than Engineering programmes ‘as they have more time’. A further difficulty
raised with regard to Engineering is that the programmes are “so intense and difficult’ for
students who already find ‘the workload very stressful’, that increasing the workload
through catch-up sessions might serve to overwhelm them. It was also noted that some
programmes in the Business Studies and Utility fields are similarly “very full’, For axample,
som@ programmes are ‘thirty-five hours a week with students starting at 07h30 and finishing
at 16h30, except on Fridays, leaving very little time for tutorials or catch-up sessions’.

Nonetheless, the mode! is percelved by college leadership as potentially having ‘high value’
*if a formal structured approach’ can be implemented. The suggestion is that the situation
should be one where students ‘whose performance is lagging’ are obliged to attend catch-up
classes. ‘Catch-up’ sessions could be built into the fimetable but ‘a plan would also have to
be maxde: as to what “successful” students would do during these sessions’. The advantage of
the model is that ‘it provides the option of campleting a programme within the time
allocated”. In this way it is “suited to the current FET system bearing in mind the inflexibility
of progratmes with regard 1o timeframes and examinations’, One group thought that
Model 2 could be *applicable to specific courses” and “should be offered on a continuous
basis’. The model is also regarded as ‘ideally suited’ for supparting students on learnerships
and skills programmes where agsessment is ongoing and facilitators and assessors are ‘well-
positioned to identify shudent needs for support at critical stages’. A comment was made
that ‘policy needs to suppott the implementation of models’ such as this. Leadership at one
college said that, f year-long programmes, as opposad to trimester ones, were introduced,
this model could be very effective.
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Essentiaily the view is that this model's viability depends on:

* ‘caich-up’ programmes being compulsory and non-negotiable for students identifled
as in need of this;

+ college programmes allowing for additional work sessions 10 be ‘added into them’;

s  staff ‘buy-in’ and ‘goodwill’ and incentives, in particular in terms of ‘putting in extra
tima’ and ensuring that programmes are linked to regular asseasment;

» staff and students ‘coping with added pressure’;

» planning that takes into account ‘the tight timetable’ and ‘some students’ complex
travel arrangements’; and

* available funding to pay appropriately qualified and trained tutors or additional
staff. :

Model 3: ‘Slower stream” model

This is similar to Maodel 2 but studants cover the sarriculum at a slower pace over an
extended period of time. In other words, they do not complete the credit bearing course in

- the ‘standard’ time, For example, they may take a year to cover a half-year course or module.
Admission tests or other diagnostic tests are used to identify whether a large enough
number of students at the outset are in need of more time. Additional time is used to
supplement and reinforce course content or topics, teview work tested, provide expanded
explanations of concapts, and for tests and exam or practical preparation. Studerts in this
‘slower strearn’ extended time model will probably need to complete fewer courses each
year to accommedate this model.

Extant support features or dimensions

Existing support features or dimensions identified and related to the ‘slower stream” model,
have previously been discussed and are: aptitude or placement testing, tutorials, mentoring
and student Initlated study groups.

Perceived constraints and viability of the ‘slower stream’ model

Some college leadership said that this model {(and {ts name) ‘reminded them of the special
class in school’, One view is that the model is ‘not viable, as programmes would be extended
and would no longer fit neatly into the national exam system’. An argument is that colleges
would not cope with staffing and timetabling implications and the cost of extending
programmes. Some participants viewed this ‘extended time’ model as particular unfeasible
for trimester-based {NATED} Engineering courses, Some college leadership felt that Business
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Studies courses ‘are already long enough’. The Engineering head at 2 college argued that ‘no
one uses the Full hour to teach” anyway 50 ‘there is no need to extend beaching time”,

Leadership at a college reported that N2 students on one course complete two modules in
six months rather than four, but anecdotal evidence is that, ‘rather than make the best use of
the time, shudents tend to relax and do less work’. At another college, leadership said they
had piloted an approach where NIC/NCOR or N1 Business Studies students, for example,
do two rather than four courses in theix first and second semesters {six months per module x
two modules at a time). Initially results had been promising, but when the pilot had ‘been
extended to other campuses with larger classes, it seems students had simply done less
worl’. A further concern expressed is-that the ‘sales pitches’ of colleges has been that they
“‘offer a quicker route to matric'. If colleges extend programmes (or include compulsory
foundation modules), they would "have to change their marketing strategy”.

There was also some discussion regarding the availability and use of diagnostic or
admission tests required to determine the level of students for placement in the most
apptopriate programme. A concern was expressed that colleges ‘do not yet have standard
placement tests for all subjects’, Leadership at a college observed that, although their
Engineering Department uses a placement test, this “carnot be used to force students who
have legitimate school certificates t start at a lower level unless their parents or guardians
agree to this”.

On the other hand, this model was seen to “hold promise’ by some college leadership,
particularly when viewed against ‘the current high fatlure rates in the six-moath
programmes’. Participants at a college noted that students on the 12-month N5C programme
{N3 Level) generally coped better than students enrolled on the N3 semester courses, One
group agreed that three of the six N3 subjects identified as ‘high risk’ at their college ‘could
possibly be offered on a twelve month basis as an option for those students who struggled to
keep up’. Other partidpants said that students *who can cope could do the courses over six
rnanths but the rest coukd be required to take one year'. One participant added that students
whe have no background in relation to computers, ‘could certainly benefit’ from an
extended course. It was also said that in reality ‘Engineering could do with exira time’.

Leadership at a college said that ‘if trimester courses could be changed to semester courses’,
this ‘would allow for more time* for practical sessions in Engineering, One group expressed
the view that Model 3 was particularly ‘relevany for younger students in school equivalent
courses’ (N1 and N2). Once again, leamership programmes were seen as ‘eminently suited’
to this model. In general, leadership agreed that “extra time’ would allow ‘slower students’
to do “extra work’ and *keep up’. It would allow lecturers to spenc more time on zections
which students find difficult.
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The view expressed is that this model’s viability depends on:

* changes to the current funding mode] which “discourages colleges from allowing
students to take longer ko complete a course’;

»  students taking on the extra costs;

*  human resources;

s effective diagnostic and subject-based admission tests;

» eliminating the stigma attached to the notion of ‘slower streamn’ courses;
» tght structuring so that the ‘best use” is made of the “extra time’; and

+ research on the effectiveness of this approach as efforts 50 far ‘suggest unevenness
across college campuses”.

Model 4: Literacy ‘in-context’ model

This is a model that is being used in some FET colleges in South Africa:

Student support takes the form of a programme where expett language and literacy
practitioners work with subject area specialist lecturers on using the mainstream curriculum
as a vehidle for language and literacy development. Language and literacy development is
thus focated in the context of the subjects. Such support focuses on assisting lecturers in
better understanding the relationship between language and leaming and of the
importance of providing students with technical concepts and language to think and
communicate with. It focuses their attention on ensuring access to the technical or.
conceptual language spedific to disciplinary or vocational area - such as, the discourse or
‘language of business’, ‘Engineering’ - and the written genres appropriate to that work.

It draws lecturers’ attention to the teaching of vecabulary and terminology in relation to
constrnuct or concept development, for example, by making explicit commonalities and
differences between students” evm:)rday or commonsense notions and vocational,
occupational or scientific terms and concepts. It assists lecturers in adopting teaching styles
that allow learners to make use of all the linguistic resources that they bring into classrooms
to £acilitate conceptual and cognitive development, for example, by incorporating the use of
bilingual teaching and learning resources and texts (such 29 computer-based and other
glossaries or other forms of translation) in classes with second Janguage students. It focuses
on increasing lecturers’ awareness of the litetacy and language demands of their style of
beaching, as well 23 of the texts and assessment they use. It is designad to increase lecturers’
awareness of the hidden complexities in material for students whose first Janguage is not the
language of instruction. It assists them to consicler the design of assessment instruments and
procedures; the way students’ interpret assessment tasks; and how to make tasks more

manageable by ‘staging’. That is, breaking them up into a series of smaller tasks with each
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stage progressively more cognitively demanding. It considers the quality of formative
assessment, in particular the written comments and feedback provided to students, and re-
otientates Jecturers to more apptopriate ways of responding.

Extan? support featuires or dimensions

Existing support features or dimensions linked to the ‘literacy in context’ model were
identified. |

Language policles

The trend in language policies at the coileges appears to be that ‘the official language of
inatruction should be used to ensure maximum exposure and oppoi'mnity o master its use’.
The use of other languages ‘shoukd not be encouraged’. It was noted that, although some
college campuses have explicit language policies, ‘not all lecturers appear to be aware of
policies’, '

Support for staff INSET

According to some participants, certain NQF Level 4 courses require lecturers to study
teaching methodologies which ‘incude communication’. However, lecturers are often
veluctant to upgrade their knowledge and skills because of “a lack of security in their posts’.
Some senior staff expressed support for lecturers being accredited for participating in
programmes. One group said that their college offers staff study assistance but few staff use
this opportunity. It was, however, noted that most academic support initiatives to date have
targeted students rather than lecturers through staéf development. It seems that the issue of
dealing with lecturer quality and capacity {s a ‘much thornier issue’, ‘especially in the light
of under-staffing’.

Mainsiream teaching

College leadership said that, in most cases, academic suppott is provided as part of the
mainstream curriculum teaching. However, this is not necessarily, planned, co-ordinated
and structured, Rather it "depends on individual lecturers’ and ‘varies depending on the
individuals’. In the post-lesson interviews, mainstream lecturers were asked to describe
some of the ways in which they avoid pitfalls when teaching ‘high risk’ subjects. The
following are some of the strategies lacturers repotted using:

+ good lesson preparation;
» placing a strong emphasis an non-textual, non-linguistic or visuat representations as
a means of illustrating concepts and connecting theory with practice; '
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being creative and using whatever everyday familiar examples, real objects or
madels are on hand {such as starters and alternators) to explain key terms, concepts,
and functions;

getting students to make 3-D models - although barriers to this are availability of
time and lack of resources, facilities and material;

regular testing with feedback loops and tracking of progress;
selecting and using textbooks that ‘deal with the content better’;
summarising chapters from textbooks;

regular homework based on work taught in class and going through homewaork in
class so that students realise that they need to practice and that “this will be
checked';

only using English in class to increase English language competence;
providing key lerms;

providing English and Afrikaans terminology;

explaining ‘almost every word';

asking second language students to explain to others in mother-fongue;
constant questioning in class to establish whether students are ‘keeping up’;
encouraging meaningful dislogue between lecturers and students;
providing as much individual attention as possible;

never assuming foundstional knowledge and understanding;

identifying trends in misconceptions and dealing with these in class;
constant revision and reinforcing of key concepts and theotetical underpinnings;

using student appraisals of lecturers to assess how students are responding to
lecturers;

mastering the subject being taught so that lecturers are able to explain properly;
providing students with advice on how best to tackle examinations; and

motivating students and gaining their personal commitment to the lecturer to do the
best they can, :

Perceived constraints and viability of the ‘literacy in context’ model

Some senijor college staff members held that students ‘are already supporied in mainstream
teaching in this regard’. Other senior staff expressed the view that “correct grammar use and
spelling’ are not a “particular priority’ for Engineering students. One argument made is that
Engineering students need o develop competence in “calculations’ and ‘drawing’, and that
this recquires ‘limited technical vocabulary’ which students ‘pick up without any real
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difficulty’ at post-N4 levels of study. A view which was also expressed is that bi- and multi-
lingual teaching is neither ‘relevart’ not *helpful’ to students at the FET level. A further
observatlon made is that Engineeting terminology used in Jearning material provided for
shadents ‘is not standardised’ and ‘some writers create their own symbols and terminology’
which “‘confuses students’, and it is this that ‘creates problems for them in exams’,

One response to this model is that support should “first focus’ on developing students’
English language ang literacy competence and that, in this respect, Model 4 is “too limited®
for the language and literacy needs of most FET students. The argument is that students
need to develop ‘basic oral and written language competence’ before they can be taught
‘technical language’ and that ‘2 more generic approach as represented by Model 5, the
*separate’ literacy model, is what is required. Some participants also expressed the view that
lecturers ‘should focus on teaching their subjects” and should ‘not have to deal with such
student support issues’. One view expressed is that ‘universities have support pecple who
deal with these matters’, and colleges should similarly ‘have a compulsory hiteracy and
language model’.

A counter view was expressed by academic leadership, who felt strongly about the reed for
‘language to be built into all subjects’. This opinion is that developing language skills across
all fields would ‘go a long way to improving student performance’. The idea is that language
and literacy development is necessary for concept development and, for this to occur,
‘reinforcement’ is necessary, particularly given the difficulties engineering students
experience ‘in coming to grips with theory’. It was acknowledged that *language is only part
of the problem’ for Engineering students who also need to ‘be able to visualise and apply
information’, and thal this is embedded in of the notion of ‘academic literacy”. It was further
acknowledged that ‘Engineering students do not read with understanding’. Most such staff
acknowledged the importance of subject specific language and literacy development
interventions to aid concept development, particularly “for theoretical subjects’ and
acknowledged the possibility that ‘not enough’ is happening in classrooms in this regard.

Participants in ane interview said they ‘liked the iden’ of ‘the language of the subject’
receiving proper attention as this was recognised as “an area of weakness’ across most
NATED and some NQF courses, Entry-level Engineering theory courses were reportedly
weakest with respect to lecturers ‘consciously developing language and literacy’. Some
leadership felt that lecturers are not using ‘new terms enough, if at all’ in class. Lecturers
‘mostly refer students to textbooks for definitions” and are not ‘familiasising students with
technical terrns through usage’. Factors believed to contribute to this are that lecturers are
not multi-lingual and that their own English competence ‘is not always as good as it should
be'.
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A further factor cited is that, “too few colleges of education spedalise in training lecturers for
the FET college sector’, Consequently, most lecturers ‘are not abtuned to keaming and
language theories and the particular principles of VET and the teaching and learning needs
of their students’. “Those who know the subjects well do not always know how to teach, and
those who know how to teach do not always know the language of the subjects as well as
they should’. Support for a "well-taught and carefully managed in-house lecturer
development programme which is directly linked to programmes’ was expressed.

The view is that the viability of the model depends on:

* the appolntment of suitably qualified language and literacy specialists ‘to lead the
process’;

* colleges having sufficient funds to employ and retain language experts to support
lecturers;

« aconsiderable amount of training, time and money being invested in staff
development;

¢ lecturers employed by the college ‘being up to what would be required of them'. (A
view expressed is thai Engineering staff in particular are ‘technical people’ who are
not language inclined”.)

¢ securing ‘buy-in’ from lecturers who would need to spend time with language

sxperts and on planning lessons that incorpotate new approaches into their
teaching; and

s the extent to which Increasing the focus on language and learning is seen as taking
up valuable time in lessons. Staff who are required to teach in English and Afrikaans
tind this ime consuming, and ‘as it is, lecturers do oot have enough time to do
enough application work in class’.

Model 5: ‘Separate’ literacy model

Some higher education institutions offer an interfaculty language and literacy support.

This model focuses on developing students’ language proficiency, communication,
reading and writing skifls separately from course content. Such support generally takes the
form of:

s developing general communication, reading and writing skills in the language of
instruction, genetal shady skills (mind-mapping, note-taking, using titles, headings,
skimming for gist, scanning, reading speed and accuracy); and
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*  writing centres incorporating one-on-one consultation where students are assisted
with individual writing, projects or assigranents. This includes pre-writing
assistance, comments on drafts of cssays, aasignments, projects or presentations of
work, anvd reviewing and redraiting, polishing and editing these. The focus is on
developing students’ awareness of writing and of making meaning explicit in
writing, of presenting for an audience, of the relationship between the writer and
reader and of how much explanation might be required, conventions of genres-or
types of writing, etc, It includes liaison with Jecturers on task design or assignments.

Extan! support features or dimensions

Existing support features or dimensions that are related to the “separate literacy” model were
identified.

Computer-assisted learning programmes

It was noted that aspects of this model are already in place at some sites, particularly ‘the
fiest part’ of the mode), albeit on a limited basis. For example, through the use of computer-
assisted programmes, specifically PLATO and the Language Excellence course, as well as
through the ‘intensive’ Jife skills, study skills and reading and writing skills training offered
during student orientation. Staff at one campus said that student participation in FLATO
had been ensured by ‘making it into a subject’ and ‘awerding marks'. Leadership at one
college reported that ‘all students have a once a week, ninety minute period in the leaming
laboravory’ on one campus. However, at othet larger campuses at this college, students
reportedly get ‘much less exposure’. Some leadership said that ‘unresolved licensing issues
and software problems’, unavailability of computers and a lack of full-time facilitators and
staff training has meant that PLATO has not become operational on a sustained basis at a
number of sites. One college reported that PLATO had been installed at the most rural and
remote campus where it was needed, but when there were technical probleras, technicians
had to travel three hundred kilometres. Student attendance was also cited as a problem.

In some cases, college staff is positive about the impact of PLATO, but clearly the TLATO
experience” has not been a positive one at al! college campuses. One group commented that,
when students start PLATOQ ‘they love it’ and, ‘according to the programme, their reading
ages do improve’. The problem experienced with such ‘sets of software’ is that ‘students
rapidly outgrow them’, so that, after six months to a year, depending on progress, ‘boredom
tersds to set i, ‘Additional more advanced levels’ are then required but these “are
expensive’ and campuses cannot afford to purchase higher levels of software”. Farticlpants
also said that much depends on the facilitator’s skills and ability to use the “‘diagnastic
aspecty’ of the programme. It was noted that colleges seem to have opted for PLATO
‘because it was made available rather than as a result of careful consideration of other
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options’. A programme manager was of the view ‘that the contents are loo general and
removed from what students are doing in other subjects’.

ABET and NCOR

Leadership from a college observed that this ‘separate literacy” model ‘has been tried in
ABET courses’ and ’to a lesser extent’ in their NCOR. Another college reported that they had
tried to introduce a compulsory reading course for N4 students but had found that, once
students established that the course did not count as a credit, they dropped out in the second
half of the year even though they had paid in full for the course.

‘Stand-alone’ support

Most college campuses reportedly provide ‘stand-alone’ support such as study, reading and
writing skill interventions during student orientation each year: In one case, a partnership
with a nearby university provides for post-gtaduate psychology students to assist groups of
“at risk’ college students through compulsory study methods sessions. Student Support
Units also provide workshops on mind-mapping, time management and study skills for
‘stucents who seek help with these areas or are referred by lecturers’. Off-campus leadership
and other training are also sometimes provided to selected students through parinerships
with, for example, companies or NGOs.

Student support officers

Some campuses have student support officers who assist with some aspects. For example, at
one campus an N6 student reportedly assists the student support officer by “running the
resources centre’ and *helping with students with subject selection’”.

Perceived constraints and viability of the ‘separate’ literacy model

Some reservations were expressed about the writing centre component of the model. A
concern is that writing cendre staff might ‘virtually end up doing students’ assignments for
them as has happened at some technikons”.

However, there was generally ‘strong agreement’ about the need for ‘generic” or “‘general’
English language and literacy interventions. College leadership at one college suggested
using this model to ‘target N3-N¢ Level students’, The first part of the model was deemed
‘eminently suitable’ for this purpose, Another group felt that the model is “useful foc all
entry-level Engineering and Business Studies students’. However, some participants
expressed the view that “the emphasis should be on basic communication” rather than
‘technical’ language and literacy. Senior Engineering staff at one college said that
communication skills are needed across alt Engineering courses and a generic model which
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"deals with English language and workplace communication woukl be very valuable’. A
view Is that students ‘need assistance with the transltion from general education ¢ FET,
particularly with reference to teaching approaches and time frames’, The suggestion was
made that model could also be used for leamerships or where leamers are at ABET Level 4
rather than NQF Level 1 for example, for preparatory literacy provision, in other words,
where intensive literacy learning to reach a certain threshold is indicated.

The view expressed is that this model's viability depends on:

» refinements of the existing PLATO and Learning Excellence computer-based
learning programmes;

» properly trained staff lo run these programmes;

v adequate facilities and computer equipment with ‘after hours access’;
+ suilably qualified language and Jiteracy specialists; and

»  funding.

Alternative emerging or proposed models

A sixth model, which relates specifically to VET contexts and the specialisation of students’
occupational {dentities, began to emerge through the discussions. Inputs from 2 number of
participants suggest that what is required is a kind of ‘student extensjon or envichiment
model’ which provides students with opportunities to acquire necessary background
experiences and general knowledge. Such a model is based on the view that “cutside
exposure’ or *simulations of various types are necessary for the vast majority of students
across the NATED curricutum’, and that “this would also assist with several NQF-aligned
courses’. Ome idea is to have simulated office, business and technical workshop
environments on campus which students would visit ‘to bridge the gap between the real
warld and courses’. A second element includes ‘practicat exposure to the workplace’
through visits to companies, mines, workshops and businesses *although the logistics of this
would be complex’. Participants also mentioned the need for more use of role-play and
audio-visual material such as educationa) videos for these purposes. Other avenues that
coukd be explared are those of establishing internships; providing students with
opportunities to assist with the marketing and administrative functions of colleges, for
example by designing and typing forms, the preparation of files and photocopying, etc.;
establishing an internat and/or community ‘employment agency’ or ‘Girl Friday’ service

An existing support feature or dimension of this emerging model takes the form of
educational excursions and field visits where students purportedly ‘get some practical
exposure and experience’, For example, Tourism students from one campus visit the airport

HERE Rasaand Pt



152

and Engineering students visit a power plant, etc. Staff at a college said they were
considering using ‘one of the three breaks in the year’ 1o introduce a compulsory |
Engineering practical course for students before they enter N3 and before they exit the
progranme. Some leadership felt that, if facilities or software for creating simulations were
available, ‘compuisory practical components’ should also be introduced in Business Stdies,
for example in Office Practice, so that students were provided with ‘orientation for gaining
practical experience’ and be shown, for example ‘how a fax machine works’. A further
reason for this support madel is that lecturers themselves often have limited workplace
expetience and struggle ‘to relate course content to workplace practices’. Some college
leadership commented that ‘not enough lecturers have strong artisan backgrounds or
workplace expetience in subjects such as Chemical Engineering, Mechanical Engineering
{especially boilexmakers) and Engineering Drawing, latgely because colleges cannot pay
competitive salaries’. :

The view is that the viability of this model would depend upon issues such as:

» the availability of simulation software and facilities and training for effective use of
these:

+  gtaff development in the use of expetiential learning involving both practical and
theoretical knowledge (refer to Chapter 3);

*  infrastructure and equipment for practice-based experiences;
s co-grdinating practical sessions with content and theory presented in lectures;
*  campus transport or vehicles; and

*  budgets.

CONCLUSION = ACADEMIC SUPPORT MODELS FOR THE FET CONTEXT

The view of college leadership appears to be that, although no one ‘generic’ model could
meet student academic support needs, all the models, including a “student extension or
enrichment model’ which provides students with opportunities to acquire necessary
background experiences and general knowledge, are relevant and would work in different
contexts and at different levels. Indeed, a number of the features or dimensions of student
academiic support embedded in the models presented in the interviews are atready
evident on college campuses — these include: aspects of mainstream teaching; aptitude or
placement testing; ‘stand alone’ courses; bridging course and ABET; foundation couraes and
NCOR; computer-assisted learning programmes; tutorials; mentoring; language policies;
regular testing and 'amsment; student support officers; student inltiated study groups;
support for staff inset; and educational excursions and field visits.
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An ‘eclectic’ approach combining features or dimensions of different models was also
considered a viable approach. For example, leadership at one college reported that Office
Practice was no longer a ‘high risk” subject as a result of a support intervention that included
bringing in ‘outside’ experts; changes in teaching methodology; and aliocating more
teaching time by increasing lessons from five to six per week. Essentially, it was agreed that
‘more integrated thinking’ is requived ‘in respect of a whole college approach’. Some
groups said that the ‘flexible” timeframes and features such az ongoing ‘built-in" assessment
procedures of leamerships and skills programmes, meant that these programmes ‘have even
greater potential’ for accommodating infervention models.

SUPPORT AND RESOURCES NEEDED

In summary, the following support and resource needs were identified and ¢laborated on in
the interviews with college leadership.

State support and ‘buy in’

The backing of the DoE and provincial education departments is seen as essential both in
terms of provision of funds to develop academic support programmes and in terms of:

offering more flexible programmes, compulsory and credit bearing feundational
programuies for students identified as in need of such support, and college
programmes which allow for additional work sessions to be ‘added into them’;

incentives for institutions to improve success rates and for staff support and "buy in’,
in particular in terms of ‘putting in exira time’ and ensuring that programmes are
linked to regular assessment; and

a funding model that allows students to take longer to complete a course, or the
extra costs that this might have for students,

Planning and structuring

The following are some of the issues identified:

the necessity for a quality management system for Improving institutional
functioning and systems that ‘support a staff development culturd’, high
expectations and setting realistic ‘improved” performance targets;

move effective pre-course college career guidance, support and advice;
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Staffing

Human

planning that takes into account ‘the tight timetables” as well as students’ ‘often
complex’ ravel arrangements;

structuring so that the best use is made of ‘extra’ support time; and

identifying or developing appropriate and valid subject-tbased admission tests and
tools for testing and placement of students,

remcurces requirements identified include:

the appointment of student support educators and specialist educators in language
and likeracy at each college to co-ordinate and oversee the developtnent and
implementation of college-wide academic support initiatives and to assist in leading
support processes; and '

increases in personnel wha have the requisite programme and curticulum
knowledge and teaching skills including suitably trained staff for rendering student
academic support; staff to design and administer admission ‘tools for testing and
placement of students’ and to provide effective career guidance and ‘pre course
support and advice'; properly trained Full-time facilitators to run computer-assisted
programmes across all sites where this {s needed; and education technology

spedalists.

Staff development/INSET

Suggestions are that the following are prioritised:

L]
»
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subject knowledge competence;
training in the area of academic support for academic staff;

understanding of learning theories and the ‘learning process’ for those lecturers
‘who have not been trained as teachers’;

English language proficiency/competence; and

exposure for lecturers who have no or little workplace experience to business and
industry.
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Resources, facilities and equipment

This includes:

the operationalisation of PLATO and all computer-assisted learning programmes on
a sustained basis across al} sites where this is needed;

access to ‘higher levels of and/or refiements to the PLATO and Learning
Excellence computer-based learning programmes where this is needed, as well as
acoess bo other computer-assisted programmes;

equipment and facilities for practice-based applications or experience, For example,
on-carnpus simulation facilities and simulation software, classrooms which are
equipped for drawing; technical and language laboratories for Engineering and
Business Studies on all campuses; and the upgrading of existing workshops and
associated equipment; '

a well- and relevantly- stocked libraty, resource and study centre at each campus so
that students can study, prepare assignments, do homework, conduct independent
research and ‘get away from only using the textbook'. This includes after-hour
access to computers with INet connections, curriculum resources and current
publications relevant to specialist areas for staff, and subject specialist magazines for
students to promote a reading culture;

subsject specific bijtrilingual glossaries with explanations of technical terms and
concepts;

additional classroom space for support programimes, as well as siudy spaces where
students can ‘sit and work’; and

transport or college vehicles for workplace visits, field trips, etc.

Partnerships and linkages

This entails developing stronger formal linkages and arrangements with business and
industry to support work or practical experience opportunities for students.

Fanding and financing

e

e

—

This includes financing of academic support measures with site-based as well as centralised
budgets inclucling tudgets for fleld trips and for transpart or the purchasing of vehicles,
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Research and monitoring

This involves research funds and research inte pass and theoughput rates and the
effectiveness of any academic support initlatives including the placement tests used,
computer-assisted leamning programmes, use of audiovisual resources and material, and

workshop ot workplace visits, so that colleges can establish "'whether what they are doing
really works'.

RESPONSIBILITIES

Recommendations made in terms of responsibilities and structuring

The foilowing are some of the recommendations made by various members of college
leadership in the interviews in terms of respongibilities and structuring:

NEAC Rasadrch Repornt

academic support should be an academic matter and should i) ultimately be the
responaibility of whoever is in charge of acaderic affairs (usually the academic vice
rector ot the deputy CEO); and i) be located and implemented through academic
structures;

an appropriate model or approach for academic support needs to be decided on at
this level in consultation with academic staff (which may be different for different
subjects) and implemented through academic support and programme managers
through campus-based academic heads and campus heads;

there needs ta be ‘an integrated team approach” for establishing the deeper reasons
undetlying high failure rates in cectain subjects;

planning and implementation of academic support for full-time programmes at
campuses and learnerships should be linked;

the academic manager and team could drive monitoring, research and development
in academic support, student development programmes and be responsible for
professional support to lecturers as well as lecturer evaluation. External role-players
such as DoE subject advisers as well az other ‘expert practitioners’ should also be
involved in assisting with the development of lecturers’ subject knowledge, teaching
and assessment methodology as needed;

the viability of a designated Head of Department (HoD) for high risk subjects should
be congidered. New subject specialists could be appointed — one for each of the new
DoE programmes. The senior ataff could then use each one of these specialists to -
mentor the programme staff and assist with a transition to year-long programmes
with a different structure - that is, core subjects plus electives;
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the Student Support Unit could take responsibility for intake testing and guidance,
pre-course support and advice as well as generke academic support needs with
regard to study skills, the provisioning and nmning of the resource centres,
simulation facilities 2nd student study areas, The Linkages and Marketing divisions
could be drawn on in respect of partnerships with business, progranume planning
with industry pariners and revislon of any college recruitment and admission
maberials;

the Linkages Unit in liaison with the Marketing and Communications Unit would be

responsible for facilitating initial contacts or linkages with business or industry. The

Linkages Unit could be responsible for simulations and enterprise visits by Haising
with partners and building linkages. Such links would be passed on to relevant
HoDs or subject heads for action, with Jecturers making actual arrangements. The
85U could maintain a database in this regard as part of student record-keeping.
Marketing and Communications would play a similar role to Linkages, although
this would be mainly about advertising, generating interest in the courses on offer at
colleges and possible ‘changes in sales pitch’; and

the Human Rescurces and Finance divisions would play a role in respect of staff
development needs, be involved with programme staffing and any adjustments to
condifons of service.

CONCLUSION - RESOURCES AND RESPONSIBILITIES

Support and resource implications identified by college leadership

Support and resource implications identified by college leadership include:

*

-

state and DoE support and ‘buy in’;

effective planning and structuring:

adequate and appropriate staffing

staff development/INSET;

additionat resources, facilities and equipment;

improved partnerships and linkages with industry and business;
additional funding and financing: and

proper research and monitoring.

HSRC Raeaich Aapart
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With regard to responsibiiity for the various academic support neads, the view of college
management is that this should be the responsibility of the person in overall charge of
academic affairs, and be located and implemented through academic structures.

Chapter 7 draws on these case study findings o construct a framework for organising
academic support in the FET college sector.
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' Chapter 7

A FRAMEWORK FOR ORGANISING STUDENT ACADEMIC
SUPPORT IN FET COLLEGES

INTRODUCTION

This chapter draws on evidence from the external and internal research to construct a
framewaork for organising student academic support to improve student success in FET
colleges. Data generated from the reviews of the South African academic development
movement {(Boughey 2005a) and the intermational FET literature (Harris 2005} and the four
EET college case studies have been synthesised to answer the following questions:

=  What framework could best serve for organising academic support for student
‘success’ at FET colleges?

*  What are key recommendations or criteria for organising academic support in
FET colleges?

= What are the implications and requirements for this?

A FRAMEWORK FOR STUDENT ACADEMIC SUPPORT

The following are six key criteria or recommendations for a framework:

1. Swudent academic support should be part of overall institutional development and
planned within the context of a concern for overall institutional quality.

2. Student academic support should be theoretically grourxied and not deployed in
commonsense, ad hoc or ‘faddish’ ways.

3. Student academic support should be integrated into mainstream teaching with
vocational education content knowleclge.

4. No one, ‘generic’ model should be considered appropriate for incorporation of
academic suppott in all study fields, subjects and at alt levels,

5. Pre-course selection and placement of students should be important aspects of

student academic support. .
IR Attt
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6. Stuclent academic support interventions should be empirically-validated and tested
through research.

Recommendation 1: Student academic support should be part of overall institutional
development and planned within the context of a concern for overall institutional

quality.

Support for leaming should be built into institutional structures by putiing in place quality
management systems that support a staff development culture underpinned by:

« professional values;

» internal accountability;

+ high expectations;

& performance improvement targets;

s enhanced curriculum delivery.and teaching methodologies; and

o staff appraisal.

Academic support (planning, structuring, staffing) should be implemented through
academic structures anc academic heads. Support and programme managers and lecturers
should work in ‘an integrated team approach’. Academic support for all programmes (full-
time programmes, |learnerships, etc.) should be linked, ‘Conventional’ student support
structures, such as support units, and strategies, such as foundational modules, and tutorials
should be seen as resoutces for ‘instifutional development’ rather than ‘student
development’. Student academic support also entails i) training in the area of academic
support for academic staff; and ii) engaging teaching staff in ongoing development as
professional educators.

Recommendation 2: Student academic support should be theoretically grounded and
not deployed in commonsense, ad hoc or ‘faddish’ ways.

In terms of theorising and conceptualising support and development at FET colleges, the
following ideas are important:

» Theories of knowledge ‘transfer’ (its possibility and efficacy, for exaraple, transfer
between theory and practice), types of knowledge, and types of transfer provide a
general understanding of approaches to student academic support. The adoption of
an approach to student support that is non-universalist in its pmiﬁun- an knowledge
tranafer is recommended. This means taking a position of integrating academic

HSRS Rmmurch Raport =
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support into the mainstream curriculum, for example, teaching language within a
subject domain.

*  Students need to gain access to communities of practice and occupational identities
which characterise both the FET colleges and ihe worlds of work. Some workplace
learning requires acquiring more practical or technical gkills, practice or know-how,
whilst other occupational learning requires the acquisition of more principled
knowledge and theoretical understanding {knowing why). Thus, some college
subjects will have a more ‘practical’ knowledge base where the emphasis is on
procedural understanding and ‘real world’ or context-embedded application tasks
and problem solving. Other subjects will have a more theoretical knowledge base
where the emnphasis is on concephual understanding and absiract or context-
independent application tasks and problem solving.

Recommendation 3: Student academic support should be integrated into mainstream
teaching with vocational education content knowledge.

Integrating components of the remit of student academic support into the mainstream
cutriculum involves:

» developing thinking skills with content;

» inteprating literacy and language development with vocational educational content;
and

+ theoretical input and apportunities to apply theory in practice.

Underpinning the above is the assumption that lecturers are cleasly in control of discipline
or content knowledge.

Recommendation 4: No one, ‘generic’ model should be considered appropriate for
incorporation of academic support in all study fields, subjects and at all levels.

Potential models for addressing the institutionalisation and mainstreaming of academic
support include:

« Foundational models providing a ‘gateway’ into the mainstream course by
developing the necessary subject knowledge base for coping with the mainstream
course are appropriate for addressing the issue of fundamentals in terms of subject
knowledge;

o ‘Catch-up’ models which include assessment points and compulsory ‘catch-up®
sessions are appropriate for students “whose performance is lagging’;

HSRC Ransbiorehy R pori
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a

‘Slower stream’ models where students cover the curriculum at a slower pace over
an extercded period of time are appropriate for providing “exira time’ for lecturers to
sperxd more time on sections which students find difficult;

Literacy ‘in context’ models where language and Mieracy development is located in
the context of the subjects are appropriate for developing subject specific language
and literacy;

‘Separate’ literacy models, which focus on developing students’ language
proficiency, communication, reading and writing skills separately from course
content but linked to vocational education, are appropriate for interfaculty language
and lteracy support and preparatory literacy provision, where interwive literacy
learming 1o reach a certain threshold is indicated; and

*Extension or enrichment’ models which provide students with opportumities to
aoquire necessary background or practical experience and general knowledge.

Different academic support models are appropriate in different contexts, for different
subjects, and at different levels.

Recommendation 5: Student academic support interventions should be empirically-
validated and tested through research.

Analysis of tracking data and cohort performance should be used to:

monitor pass and throughput rates;
identify high risk courses at all levels;

research reasons for their risk factor (this includes research into reasons for low
levels of student motivation and monitoring attendance and absenteeism) so as to
inform programme curticula, the incorporation of additional support for learning
within courses, or the building of foundation work below them;

monitor the implementation.and effectiveness of any academic support initiatives
including placement tests used, computer-assisted learning programmes, use of
audiovisual resources and matetial, and workshop or workplace visils, attendance
incentives such as “duly performed" cestificates for entrance to examinations based
on students’ attendance and submission of work; and

assess the impact of academic support efforts on student achievement in terms of
cost per successful student.

MERC Rasaanch Repart
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Recommendation 6: Pre-course gnidance and placement of students should be
important aspects of student academic support.

»  Students who have been placed in programmes of study which are conceptually or
practically too demanding are unlikely to be able to benefit from them. Thus,
placement should entail selecting students on the basia of alternative admisslons
tests and counselling them into appropriate programmes on the basis of these tests.

s Related to this issue, is the issue of ensuring that students select and are placed in
courses linked to skills demand or shoringes thereby increasing employment
prospects. This entails programme and enrolment planning with industry and
business partners that is linked to or increases students’ chances of being offered
jobs when they finish their studies.

+ Information about students’ entry-level abilities and knowledge should also be used
to feed into curriculum development and teaching methodology and allow
mainstream lecturers to articulate the curriculum with students’ needs and address
problem areas once teaching begins. -

The following are four main impiications or requirements for this framework:

1. Dominant constructions of what it means to offer student acadesmnic support will
probably need to be challenged and shifted towards a more embracing
understanding of the notion of academic support as offered through mainstream
work.

2. Policy frameworks, the support and authority of the national and provincial
education departments, and the ability to sustain funding systemically are crucial.

3. Professional development for mainstream teaching staff will be required.

4. Additional human and infrastructural resources will be needed.

Implication 1: Dominant constructions of what it means to offer student academic
support through work “in the mainstream’ will probably need to be challenged.

Thete are Jikely to be assumptions that academic support initiatives should sit apart’ from
the mainstream teaching and leaming activities of the rest of the institution. Opinlons may
be that ‘probleshs’ are located only in the students and can be “cured’ through separate
academic support or bridging programmes. However:

HANC Prbdendly Eaport
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adjunct programmes for student development do not address poor teaching on the
part of academics or poor course design which does not take inte account students’
learning historles; and '

it is often poorly designed assignments that drive students into support structures
such as writing centres, when a better designed task by their lecturer might have
been easter to ‘decode’ and execute,

Implication 2: Policy frameworks, the support and authority of the lmtinnal and
provincial education departments, and the ability to sustain funding systemically are

easential,

For example, in terms of:

extemnal aconunﬁbﬂity measures and incentives for institubions to improve success
rates and for lecturer ‘buy-in’, in particular in terms of extra time and effort, and for
ensuring that programmes are linked to regular assessment;

suppart for offering mote tesponsive programmes, for example, i) the introduction
of compulsory foundational prograrumes for students identified as at risk; and i} -
extended programmes which allow for additional work sessions; and

funds for the development of academic support programmes, to cover staffing;
lecturers’ INSET costs, research and monitoring, increased time-based programme
costs, as well as a funding model that allows students to take longer to complete a
course.

Implication 3; Professional development for mainsiream teaching staff will be

required.

Evidence from the FET classtoom observations is that greater understanding will be
required of practices and processes relevant to integrating academic support into the

curriculum, In particular, in terms of:

teaching theoretical knowledge which requires understanding of underlying
principles ('knowing why’) as well as procedural knowledge which requires
“knowing how’;

theory-led approaches which entail providing opportunities to use theory in
independent, individual practice work {for example, opportunities to practice in
class or through homework);

teaching a second language with content, and developing stucents’ ‘academic’ of
“sechnical’ literacy; and
: HSRC Anmaech fiegore
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s integrating thinking skills with content (for example, the development of 2 content
by cognitive challenge framework across cognate subject areas, and deploying a
mixed pedagugy which includes more open-ended tasks).

Ovarall difficulties, however, are likely to be:

= the practicability of integrating so many componends of academic support into the
curriculum;

# achieving a balance so that attention to these aspects enhances rather than defracts
from the teaching of specialist content or vocationai education knowledge; and

s ensuring that teaching strategies are theoretically grounded so practices are not
deployed In ad hoc and instrumental ways.

External role-players, such as Department of Education subject advisers as well as othet
‘expert practiticners’, will also need to be involved in assisting with the development, where
needed, of:

* |ecturers’ subject knowledge competence, in particular understanding of underlying
knowledge principles and ability to engage students with principled as well as
procedural knowledge;

» English language proficiency; and

+ assessment methodology.

Other areas of concern raised through the internal research focus are the need for greater
understanding of leamning thecries for those lecturers ‘who have not been trained as
teachers’; and exposure to business and industry for Jecturers who have no or little
workplace experience,

Implication 4: Additional human and infrastructural resources will be needed.

Resources will be required i) to allow staff capacity to be developed so that they can respond
10 students’ learning needs aligned to high standards and achieving the desired outcomes;
and ii) to offer students additional learning support, programmes and enrichment for
kearning,

Huimnan resources requirements include:

» student support specialist educators in limguage and literacy and suitably trained

staff for rendering siudent academic support;
MERC Ao Flppre



e —

167

staff to design and adminlster admission tools for testing and placement of students
and to provide effective career guidance and pre-course support ard advice;

properly trained full-time facilitators and education technology specialists to
develop and run computer-assisted programmes across all sites where needed; and

personnel who have the requisite programme and curriculum knowledge and
teaching skills,

A cadre of professional student support staff will be needed who have the kudos and status
to be atde to deal with those appointed to the mainstream. However, it cannot be assumed
that staff appointed to do academic support work will arrive with all the expertise needed to
engage with teaching and learning-related issues at the level required.

Facilities, equipment and infrastructure for student support include:

access bo a range of compuler-assisied leaming programmes on a sustained basis
across sites where needed;

opportunities for practical work, and equipment and facilities for practice-based
applications or experiences such as on-campus simulation facilities and software,
clagsrooms that are equipped for drawing and technical laboratories, the upgrading
of existing workshops and associated equipment; and strong formal linkages and
arrangements with business and industry to support work or practical expetience
oppottunities for students; :

well- and relevantly-stocked libraries, resource and study centres with after-hour
acoess to computers with INet connections and curriculuim resources;

subject specific biftrilingual glossaries or explanations of technical terms and
COnCRPLSs;

adequate classroom space for support pregrammes;

transport or college vehicles for workplace visits, field trips and enrichment
excutsions; and

proximate hostel and/or student accommodation.

HIALC Rparch mport
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Table A: Farcarrtage of [ecturars who sgrasd with sach problsm statersert aad rank order highas
lowast lpvels of sgremmant " e from e

%
No. | Problem statement Agreed { Rank
Students lack background knowledge and foundationsl understanding of
16 | particular technical subject areas 9 1
1 | Students canncat speak English well enough 85
7 | Studenty’ low reading levels 88 ra
Students can read but struggle to make sense of and interpret academlc or
8 technical texts written in English k8
12 | Swudents” low levels of writing akills 88
13 | Studenis struggle to write extended texts or whole paragraphs in English 88
Students have difficulty when they have to apply theoratical knowledge in
19 | practical situations 75 3
Lack of acoess to resources that allow lesturars to provide students with
opportunities to apply theoretical knowledge in practical situations, for
21§ example resources that allow for simulation 78 3
Students can speak everyday English but have difficulty using it to lalk
5 | about the way things work in particular technical areas 75 4
Studints have difficalties with solving unpredictable or unfamiliar
22 | problems independently §9 5
18 | Smdetts’ lack of numerical skills 66 3
27 | Student absenteelsm from their classes 59 7
Students struggle (o make sense of and interpret kechnical diagrams,
drawings and representations such as models, tables, graphs and charts,
9 el . 56 8
Students struggie ko talk about the way things woik in particular technical
6 | arsas, even when they are using their home language =0 9
Students struggle to produce their own technical diagrama, deawings and
14 | representations, models, graphs, charts, ete £7 10
Unavailability of bilingual textbooks or other support material or
resources, for axample, worksheets or glossaries that incdude forms of
transfation of important terms and concepts in the African language of the
4 | region 4 11
Lecturers do not know how to teach students ‘academic’ reading, that is,
how to make senise of and interpret technical texts and how to make senze
of and interpret technical diagrams, drawings, representations, models,
i¢ | tables, graphs, charis, etc. 44 11
26 | insufficient contact time available for Instruction to cover the curriculum 41 12
Srudents’ lack of parficipation In discussion and work when they are
20 | present in class 41 i2
Lecturers’ inability to use the African language of the region
3 | interchangeably with English or Afrikaans to explain wark as needed L 13
15 | Lacturers lack of the ‘know-how’ to teach students “academic’ forms of 3 | 13
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writing, that is how to write technical texts and how to create techrieal
diagrams, drawings, representations, models, tables, graphs, charts, te.

17

Lecturers’ kow levels of knowledge and expertise in tha technical or subject
areas they have o teach

31

14

Lechers do not know bow to teach stodants problem-solving strabegies

AN

14

Lecharers are not sufficiently proficient in the officlal langunge of
fnstruction -

13

11

Badly written textbooks or other support material {Including poar
pedagogical practices}

15

Lectureny’ Lack of “know-how” to create opportunities for students o apply
theoratical knowlsdge in practical situstions

19

16

B8

Lecturer absenteeism from <lasa

16

17

25

Lecturers do nat know how to assist students to develop thi: skills
necessary to work in teams

13

18

Students struggle to solve problems in teams

19
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loweast Jovels of
%
No. | Froblem statement Agreed Rank
Shedents cannot cope with some subjects becanse they don't have
enough backgroum! knowledge and understanding of the subjects .
16 | from their previous schooking B0 i
Students can speak everyday English but have difficulty using
English to talk about the way things work in particular technical areas
5 | or subjects g0 1
21 | Studercds steuggle to solve aew or unwsual problems on their own 7b 1
Studentx do not know how to apply theory or classioom knowlesdge
19 | in practical situations 72 3
Lecturers do naot provide students with opportunities to apply theory
20 | or classroom knowledge in real workplaoe situations 72 3
26 | Students are often absent from class i) 4
1 Students cannot speak English well enough 64 5
I8 | Students lack number skills 64 &
Students do not all participate in discussion and work even when they
M | arein class 62 7
Thw extbaok or other reading material used in class does not indlude
4 | translations in the African [anguage of the reglon 60 a
Students struggle to write lang passages or whole paragraphs in
13 | English 58 g
Students can vead in their home Linguage but strugple to read and
8 | understand English 56 10
Studerts find it difficult to understand techndcal drawings and
& | disgrams like graphs and charts 56 10
Lecterers do not teach students how o work 28 a tesm to solve
24 | problems 54 11
Students struggle to talk about the way things work in some technical
& | areas or subjects even if they use their home language 52 12
Students don't know how to draw their own technical diagrams and
14 | drawings ke graphs or charts 52 12
Lecturers are nol able to speak and explain in the main African
3 | language of the region 50 13
7 | Students have difficulties with reading 50 14
Lecturers do not teach students how to solve urmwsual problems on
22 | their owa 48 15
Students do not know how o work in teams or groups to solve
23 | problems 48 15
The textbooks or study material used in class ate not clear and
11 | confuge shadents 40 16
Lecturers do not give students snough opportunties to participat in
2 | discossing and doing wotk in class 4 17
Lectursrg do not explain and help studenis to understarud and
10 | interpret technical writing, diagrams or drawings 28 18
12 | Students have difficulties with writing even In their home language 28 18
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17

Lacturers don’t have encugh knowledge of the subjects they are
twachiog and are not experts in the tectwical areas they teach

19

el

15

The amount of time available foc teaching ia ko litte or too short

Lacharera do not teach stdents how to write sechnical texts like
business letiers or reports, or how to draw thalr own technical

2

L)

dingrams sad drawings like charts or graphs

Lacturers’ English is not good whougth i beaich the subjects in English
Laxcturers arw often absent from their classes ' )

BIE|R

B

HEAC Sainsach. Raport




172

Table C: Comparison of lecturivs’ armi students” percaptions: Mnuq- of lacturers and studenty who
ageend with sach problem statement and ranking of problens from highset to [owast levels of agraswment

fow borth grooms

Statetuenis ave ranked in order from highest fo lowest levels of
Lecturer agrenment )

%
Lact,

Lect.
Rank

Shud.
Rank

Students lack background knowledge and foundational
understmding of particolar techriical subject areas

Students cannot speak English well enough

Students’ low reading levels

91
88
83

Z %8

14

Students can réad, but struggle to maka senee of and interpret
academic or techndeal texts writlen In English

88

b

10

Students’ low levels of writing skills (even in their home language)

28

i8

Students struggle to write extended kexis or whole paragraphs in
English

58

Shudems have difficulty when they have to apply theoretical
knowledge in practical situations

Lack of access to resources that allow lecturers to provide students
with opportunities to apply theoretical knowledge In practical
situations, for example resources that allow for simalation {lechurer
interview). Lack of opportunities for students to apply theory or
clazsroom knowledge in real workplace situations (student
interview)

Snudents can speak everyday English but have difficulty using it ta
talk about the way things work in partioular technical areas '

75

80

Students have difficulties with solving unpredictable or untamiliac
problems independenty

&%

Students’ Iack of nomerical skills

66

Stiadent absenteeism from their classes

39

3 R|F

Smidents struggle to make sense of and interpret technical diagrams,
dravings and representations such as modals, tables, graphs and
chatrts, ete.

56

56

10

Students struggle to tatk about the way things work in pacticular
technical areas even when they are using their horne langaage

52

12

Students struggle to produce their own technical diagrams,
drawings and representations, models, graphs. charts, etc.

47

52

10

12

Unavailability of bilingual textbooks or other support material or
resources, for example, worksheets or glossarles that include forms
of transtatton of important terms and concepts in the African
language of the reglon

11

Lecturers do not know how to teach students “academic’ reading,
that is, how to make sengse of and interpret technical texts and how
fo make sense of and interpret technical diagrams, drawings,
representations, models, tables, graphs, charts, etc.

11

18

Insufficient contact Himg available for instruction to cover the
curriculum

41

24

12

Students’ lack of patticipation in discusslon and work when they
are present in class

41

&2

12

Lecturers’ inability to use the African language of the region
interchangeably with English or Afrikaans to explain work as
needed

13

13
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Lecturers’ iack of the ‘know-how” to teach students “academic’

formes of writing, that is how to write techadeal kexts and how to

create technical diagrams, drawings, representations, models,

tables, graphs, charts, ete. 28 pr) 13 21

Lecturers’ low levels of knowledge and expertise in the technical or

subject areny they have to leach 31 26 14 19

Lacturits do not know how to teach students problam-solving

strategies n 48 14 15

Lecturers are not suffidently proficient in the official language of _

insiruction 248 20 15 el

Badly written #extbooks or other support material (induding poor

pedagogical practioes) 28 40 15 16

Lacturers’ lnck of ‘know-how” to create opportunities for students to

apply theoretionl knowledge in practical situations 1% N{A 16 N/A

Lecturer absentocism from class 16 20 17 2

Lecturers do not know how to assist studemts to develop the skills

necessary 1o work in feams 13 54 18 11

Students struggle to solve problems in teams 5 45 19 15

Lecturers do not give students encugh opporiunities to participate

in discussing and doing work in class NiA M NfA 17
HERS, Rarmmiehs Raport
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