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Preface
It is undeniable that in the 21st centhieye are more challenges faced by those in Education as

we grapple with the age of knowledge economy. Therefore it is critical that those who identify
with the vision of the African Academic Research Forum (AARF) should gather once more to
deliberate andhare their Educational experiences with colleagues from Africa and beyond.
Importantly, we want to ensure that there is a-podigsation of ideas including sharing best
practice from our domains. It was on this basis that we themed this 4th Soath Afric
International Conference on Education (SAICEd) to be: Rethinking Education in the 21st
Century. The theme is in recognition of the fact that we need to think about our outdated
teaching practices in line with the technology savvy student we encountectare halls. We

will achieve this when there is greater sharing of successful practices.

The intention of the AARF, through the SAICEd 2017 Conference is to make sure that
Proceedings contains only papers that had gone through a rigorous, bievdepegrocess.

We can assure all participants that our reviewers were experts in the field of Education who
woul dndt approve any work that was not of 0
long papers for possible presentation and publi¢edrmrparticipants from ten countries. The

final accepted number wats This book therefore contains those long papers that, through the

process described here, were accepted.

We are happy to report that almost all participants submitting abstracts/iteereoi the
conference. We did this because we under st an
others; and (ii) how this allows, especially new researchers, an opportunity to interact with

renowned researchers in their field.

We would liked express our sincerest gratitude to our reviewers who tirelessly ensure that the

papers presented at this conference are comparable to any other in the field of Education. We
cannot forget the esteemed keynote speakers including the workshop presdhe&etsné

and expert knowledge they are prepared to share with our participants. Finally, a word of

appreciation to the technical staff and the editors who ensure that the book of abstracts and

proceedings are ready; the conference runs smoothly;fanéweready to assist participants.
To everyone, best wishes to you and enjoy the conference.

Prof A. Mji
Conference Chair
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Review Process
In total, 150 manuscripts in different areas within the field of Educati@re received. Of

these manuscript§3 were intended to be full papers while the rest were to be short papers.
All the full manuscripts were subjected to a double blind review. The reviews were carried
out by experts from different countries. Their brief was to base their revie®2 oriteria

they were supplied with. They were also requested to look at the manuscripts with the aim of

assisting authors to produce good quality presentations.

Foll owing the review process, the editorial
and 27 manusadpts were found to be unsuitable for publication. Reports were forwarded to

the remaining34 authors with suggestions of what needed to be addressed. After receiving

the reworked manuscripts, the editorial committee finally acce&dor inclusion in the

proceedings. This means that the acceptance rate was justidtout
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LEADERSHIP ROLE IN INCULCATING VALUES INTO THE MANAGEMENT OF
SELECTED UNDERPERFORMING ADULT LEARNING CENTRES IN GAUTENG

Itumeleng I. Setlhodi
University of South Africa
setlhii@unisa.ac.za

Abstract

There is a strong link between a value laden institution, leadership and learner performance at
the various adult learning centres. Adult education as the newest aspect of the general
education provision in the new South African education system seems to be continuously
marginalised within the education context. Both teaching and management staff afioibst
centres are professionals who were trained for the mainstream school system. Indeed very
few of the people involved in the provision and management of adult education have any
form of training from the discipline and this obviously may have songative effect on

learner performance. The leadership of most adult learning centres grapple with requisite
managerial competencies to lead and manage efficiently and effectively. The objective of this
paper was to investigate two learning centres in Gguaen establish the extent to which a
permeating climate is established through agreeable values for a conducive teaching and
learning environment. A qualitative research method was employed and useful conversations
(interviews) were conducted with the tenmanagers and ABET officials from District and
Provincial offices to solicit their views on how management can inculcate values that can
improve the management of teaching and learner performance. The study found that to be
able to improve learner perfnance and reduce marginalisation of adult centres both
management and educators should engage in continuous professional development activities
to be more knowledgeable about adult education as a profession and practise.

Keywords: Leadership and managemeof ABET; Values; Underperformance; continuous
professional development

Introduction and overview

The concept of performance in education remains a topical matter. As with many educational
issues, the need to perform widens to a point where it seeigetti@armance as a concept
applies almost to anything and everything, including leadership of adult centres in this
context (Davies, 2007; Hargreaves and Fink, 2006). The significance of effective leadership
for improved results has become a narrativeeagent times, but there is little emphasis on the
importance of what values educational leadership means and its implication in attaining
quality results in adult learning centres specifically. In earlier writing (Setlkadiapi,

2013) values centered lesadhip was defined as leadership that punts values to maintain
school performance at a high level; or strive to improve it over a period of time; and argued
for the significance of shared values over a sustained improvement of performance.
Enhancement arglistainability of good performance require an intention to develop capacity
and continuous professional improvement. To sustain this, supportive external and internal
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conditions are necessary (Hargreaves and Fink, 2006). The sustenance of good performance

by the leadership supports continuous development, affirms a culture of leadership based on
Amor al purposeo, and offers prosperity to ev
a leader is to create a culture of performance improvement motiwateddues and principles

that are consistent with instilling shared values and creating a permeating climate that
encourages staff to develop professionally. Adult learning centres that perform poorly lack

this sort of leadership foresight. Consequentjaligeir institutions underperform and
generally giving a condescending impression about the quality of teaching and learning
offered in these centres and the significance of education offered to adults.

Adult education is an avenue to offer basic edocadind training to those who:

cannot attend main stream schooling
due to age, no longer qualify to attend mainstream schooling,
want to upgrade their schooling qualification
Require basic literacy and numeracy skills and upgrade their level of
reading ability.

1 complete level four education according to South African Qualifications

Authority Framework (SAQA)

These offerings require wellin institutions for adult educationttiey are to satisfy the need
that they were designed for. Thriving adult centres in turn need leaders who understand the
complexities of managing such institutions and leading professional personnel, majority of
whom were not trained to teach adult learaed noni professional staff. This dilemma in
itself is indicative of a system in paralysis and expose the dire need to streamline the
significance of adult basic education if eradication of adult illiteracy is to be achieved. There
is also a need for pfessional development of both managers and educators in ABET centres
to mitigate the gap in knowledge with adult education discipline. The leadership within adult
education sector is central to the development of numerous forms of human capital and adds
value to social capital (Nafukho, Wawire & Lam, 2011). The climate created should allow
performance to fester, flourish, and inspire the will to develop professionally. This will
primarily depend on the calibre of leadership in these centres.

= =4 4 A

This papempresents five different sections. First, the literature review. Second, it describes the
methodology. Third, the case of two adult centres. Fourtliscusses the analysis and key
findings using the literature that guided the research and finally, itlwes with
implications for practice and sustainability.

Literature Review

Becoming a successful ABET centre manager in
it involves: possessing leadership capabilities; knowledgeableness in the trade, understanding
that the basis for interpersonal relations is the ability to pull ersertpgether for
collaborative endeavours by tapping on to beliefs, values and agreeable practices; being
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available to support; guide and develop (or recommend/ arrange development for) staff;
establishing a permeating climate; planning and guiding pradocesproved performance

and embarking on professional development initiatives to continuously sharpen their sickles
within the discipline. This is commensurate to their job requirement. In addition to these
attributes, centre managers need to understhadnature of leading transformation for

i mproved performance. Chriestie (2008, p . y
circumstances which are not of our <choosing
ethos and influence all parties tontgbute towards the enhancement of their institution and
community at large. Leaders have to embrace the values of care in their practice so that other
stakeholders can emulate the moral conduct and aspire to be morally obliged and diligently
serve in ordr to benefit their learners and communities served. In addition, so that
professionals involved in these centres can continue to develop themselves.

The above perceived successes highlight significant and deliberate action to be taken for
transforming ABEET centres. Seen as such, there is a compelling need for centre managers to
create a space for good practices. However, they have to respond to a critical question: what
prompted udo get off course, bring about our institutions to -skd$truct before aueyes?

The responses to this question may be complex. However, the suspicion is that one root cause
is a lack of devotion to positive core values and will by staff (leaders and educators) to
develop professionally. A great number of institutional faillwesld be due to insignificant

notion of having and living by institutional core values. This paper does not seek to propagate
any leadership style, but highlight that at the deeper level, the success of any leadership style,
is underpinned by values. Efig & Anangabor(2016) maintain that a desired culture can

only be created if leaders adopt the function of recognising, promoting and exhibiting desired
values as an essential element of operational-temg leadership. Mavimbela and van
Niekerk (2016) hve found the following factors to be influential in adopting and managing
values within institutions:

Impact of societal factors on values formation in institutions of learning

No sense of urgency

Lack of stakeholder involvement

Stakeholder and community involvemgmobves that social capital is available
Cultural practices, beliefs and attitudes

Lack of support by the officials regarding attitudes

The impact of continuous changes in policies pertaining to curriculum

The role of €aders in institutions and educators alike as moral agents

= =4 =4 -4 48 8 -5 9

Under the dayo-day pressures of operation in various institutions, various actions and
attitudes are astonishingly almost instantly justified. Absence or deviations from core values
are argued fg based on the conditions under which people operate, causing a fast slide on a
poor results slope to underperformance. Leaders have to create operational spaces and build
collaborative teams by establishing conditions that allow for the establishmzeofalues.
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Core values have to be a significant aspect of decisions taken when plans are developed to
improve performance (Ramphele, 2012). Strengthening performance improvement strategies
calls for agreeable values (where all stakeholders are invaivda adopted and presented

as the basis for initiating a sense of urgency and acknowledging the strength social capital
bestows towards contributing to the success of the institution. Social capital in this instance
includes stakeholders, the communitylanDepar t ment of Basi c Educa
The hope is that challenges raised througho
involved, will be escalated and considerations will go into looking at these when policies are
reviewed or initated. All parties involved have the moral obligation to own, share, define,
institutionalise, uphold and respect agreements and observe the core values shared.

ABET Leaders play a key role in becoming moral agents. By living the core values
established,hey complete the cycle of honouring the essence of their leadership and strut
forward to become deciders in steering performance improvement agenda. Deciders are
authorised to wield the leadership whip through power bestowed on them and mediate ethical
and moral responsibilities. Power thrive through the energy of influence (Mann, 2012). The
idea is to have power felt in a manner that portray the moral duty and work towards
improvement of the status quo. ABET Leaddetermine and influence the course di@ac
stakeholders need to take, in honouring the core values and following suit to implement
strategies designed for transforming their institution. Surfacing the values and making them
public for all to see is both a marketing strategy and a move tedmdatable ambience and
nobility. Honour breeds a climate of collective effort and fester through deliberate intent to
develop professionally.

Values Theory
The nature of values

Values have worth, importance, and implication. African societies aveaae of culture,

beliefs, and values (Olaopa, 2012). The connectedness of these aspects represents heritage
from previous generations, depict inclination to honour, and preserve them. Generally, the
connection with others is based on tradition identiéahrough totems. At the epicenter of a
tradition are values. Schuitema (2004) explains that values underlie an encounter with others.
The phenomena of values can be either relational or dynamic. Relational values stem from
interactions (social), heritage&adition and inheritance) and or are learned, whereas dynamic
values consciously embraced because of the meaning brought and their resonance (Marx,
1847). Values always have value, meaning, and significance; hence, they can echo them in
various ways toust contexts and types.

Types of values

Values can be categorised into ethical/moral (attitude informing conduct);
doctrinal/ideological (religious or politically motivated), social (influence from society/
culture) and aesthetically (appeal because ofsenling desirable practice/s)
(www.org/valuespersonal&culturgl These categories can be divided into two distinct
values types; personal and cultural.
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1. Personal values
Personal values providetrinsic hope from which individuals can consult internally for what
they consider good, important, desirable, acceptable, constructive and are the source to
peopl eds actions. They form during three sig
1 Imprint period: birth to seven yesar
1 Modelling period: eight to fourteen years
1 Socializing period: fifteen to twenty one years
Shaping of the conduct people bring with in organisations happened throughout these stages
(SetlhodiMohapi, 2013). Habits and attitudes form because of what happens from imprint to
socializing stages. The values may change with time, however certaictehates shaped
over 21 years may remain unique <character
elements of cultural practices (some of these may evolve and so with culture).

2. Cultural values
Cultural values relate to the norms of a cultusev.org/valuespersonal&culturgl They
are more global and abstract compared to norms. Enculturation happens universally, across
cultures and individuals may not necessarily conform to the entire vadsesob the culture
i mmersed. They rather scoop what socially apcg
Social action evolves common values and adherence over time, resulting into a social activity
such as planning that cause social cohesion anditseover time (Ndebele, 2002). Strong
conviction to survive under trying circumstances from both traditional, cultural and social
practices activate competences developed through observation and practice. These generally
happen because of beliefs and istad ethos. Thus, the energy evoked through social
collaboration create values base associated and embraced. Bringing about social cohesion and
raising social capital profile. Leaders in such instance generally enjoy the support of society.

Managing intricacies and assuming the leading role in ABET centers

It is essential for ABET Leaders to see their responsibilities beyond structural and
institutional responsibilities and recognise that overall, assuming the leading role may give
them the urge needed transcend performance paralyses. Christie (2010) observes parallels
dr awn bet ween 60l eadershipdb and O&édmanageme
application.Marunga (2012 echoes and adds thatleadership is a comprehensive deed
consisting ofbut is not limited to managemerithat they refer them to as ABET Leaders is
more of a label tagged to individuals appointed at the helm of these centres than it is the
literal divergent meaning between the two conceftisls and tribulations should béewed
imperative properties of the management process that when taken positively; elevate
managers beyond their current levels of thinking, understanding, skills, outlook, and
capabilities (Nafukho et al, 2011). Assuming the responsibility of leadingnandging can

place these managers on course to confronting real issues within their institutions.
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ABET centers, unlike schools, are riddled with numerous challenges among of which is
sharing spaces with schools, inadequately trained educators (mogtistnesin rather than
ABET) , inability to retain staff, i rregul ar
resource allocation by DBE, and instability. Respondents also raised some of these factors
during interviews. This necessitates ABET leesdto harness such difficulties by not letting

them get in the way of progress but rather look at other means of complementing what cannot
be provided for their institutions. The energy invested in this case, harmonises challenges by
matching them with divities and can be a reason to consider these challenges as attributes
among other responsibilities of their job (Nafukho et al, 2011). Values afford authentic
pondering to get solutions. Involving other managers and engaging in constructive
collaborationwith all interest parties can create opportunities for critical contributions that
may help shape a path to pursue. This idealises cooperate governance and supports its
principles within ABET management context. It is this attitude towards work that could
enable them rise to challenges and see opportunities around them. The question remains, how
can this happen when adult education costs are low comparatively?

Sound financial purse allows for better planning, encourages efforts to do better and it means
basic requirements can adequately be fulfilled. However adult education receive lower budget
compared to mainstream schooling system. There are no clear norms and standards for
funding and infrastructure provisioning. Aitchison & Alidu (2009) confirm thdulta
education costs seems to be kept low by using schools and not specifically having
infrastructure for ABET as well as low salaries of practitioners or professionals. The salary
factor influences staff morale hence most educators grab teaching oppestwithin a drop

of a hat. ABET leaders need to develop innovative ideas to retain staff and keep them
inspired.

Personal professional development
The National Policy Framework for Teacher Education and Development (NPFTED) was
developed for the in@l professional education of educators and as an attempt to
continuously and conceptually capacitate educators in their practice [Continual Professional
Teacher Development (CPTD)] (Department of Education 2007). Steyn (2010) affirms that
the intention ofpolicy for educator development focuses on getting suitably qualified
educators through training as well as continuous development, for the improvement of
educatorsd conceptual knowl edge and skills
factors himering CPTD such as negative attitude, poor planning of development programmes
that fail to make impact (Steyn, 2010). The cultural background and values base of educators
influence their knowledge, skills, attitudes, vocabularies and interaction withsoffiais
offers a cogent emphasises that training and development should happen with compassion.
Therefore, placing of consideration should be on:

1 meeting the basic needs of educators;

1 suitability of their environment;
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1 special devotion to their abilitieand attitudes (as a result of their
background);

1 sociatemotional adjustment and feelings (empowered or powerlessness)
and

1 understanding of the consequences of their attitude and conduct within
their practice and profession.

A social constructivist approach informs the above. It states that human beings develop
varied meanings in relation to their experiences as they strive to make sense of their world
view (Cresswell, 2007). They know in understanding their circumstancessaalolishing
guidelines for determining right from wrong. This begs for ethical consideration. As early as
the initial training of educators, professional ethics should be clarified and the importance of
observing the professional code as a basis of dewejomoral obligation for continuous
improvement of professional competence has to be emphasised (Burke, 2014). This will
enable ABET managers and principals alike to assert acceptable professional practice and at
the same breath consider proposing sigtahstitutional principles (based on available
policies) for encouraging educatorso 1Invest
initiative to develop signify determination to change overall and begins with an attitude for
change. ABET managers snanitiate the construction of compelling development principles
aligned to the Integrated Quality Management System (IQMS) which advocates for

i nforming educat or s@Gchukd €201d)ladvanoes that debders makeal s .
meaning (need to focus onethask) and encourage successful performance by motivating
staff to strive for high standards and communicating the importance of attaining objectives
for their plans.

Planning for Teaching: Inspiring learning

Building a strong teaching and learning audt necessitates deliberate provision of support

and guidance. Adult educators need to understand the most suitable methods for specific
learners they teach. By adopting practices that set an encouraging learning field, they
stimulate learning. Gravette (24, p 1416 & 43) proposes teaching practices that enable
learners to connect new knowledge to experiences through reflection by providing platform

for sense of immediacy as well as encouraging that learners assimilate new knowledge
acquired through botifi monol ogi co and Adi al ogico teachi
understand reasons for adult | earnersd pur su
(2005) suggests t hat t he rational e b-ehi nd
economic, politial, and psychological or work related. The fact that there is will power
implies, given adequate support and encouragement, adults will progress in their learning.
This proofs that the success of adult learning is largely in how planning, preparation and
support happen for learning to succeed.

Learning is not a linear process. There are three dimensions shaping any form of learning:
formal, nonformal and informal learning. These types broadly determine the limits of the
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economy of scales regardlesssaofcioceconomic and political factors. In the case of ABET

(in this context), learners are mainly involved in formal type of learning. The implication is
that appropriate planning for teaching has to happen to enthuse learning. Key to the success
of learnng should be purposefully plannedrriculum in an African context so that it is
relevant to learners and thus appealing. Malunga (2006) put forth that education in Africa has
a potential to use what has been collected through learning process for pensdnal
community gain. Reaching a state where learning translates into service (making a difference
at a personal or societal level). This supports a transformational learning by ABET managers.

Methodology

Data Collection

Expl oration of participantsd experiences, p e
factors that impede effective leadership; adopted a qualitative case study of two adult centres
with similar dynamics was adopted. The objective was to eshatiie understanding about
establishing a permeating climate through shared values for beneficial learning environment
that will cause performance improvement. This approach embeds in an interpretative
paradigm considered suitable for exploratory studye paradigm allowed the researcher to
look, hear, comprehend and create meaning from participants and the interpretation of their
environment. The reason is, values and feelings can only be interpreted from the insider
perspective (Henning, Van Rensberg &i§ 2004).

Two centre managers of underperforming adult centres were selected purposefully from two
adult centres in Gauteng province to establish how the centre managers perceived their role in
relation to inculcating values whilst leading their ingiitns. Both these managers were

trained for mainstream schooling system and pursued adult education when they could not
progress fAto their satisfactiono in the main
was obtained through sesiiructured, irdepth individual interviews using three open ended
guestions as a guideline to explore the leadership role in inculcating values in the
management of ABET centres to eradicate underperformance. Telephonic-dpllows

done to comprehensively explore th & T manager s6 practice. T wo
ABET centres one from the District office and another from the Provincial office were
interviewed to get their views about ABET centre management and the sort of issues they

A

may have establishedtobeinfue i ng t hese institutionsd perf

Achievement of credibility in this study was through triangulation of data, respondent and
process whilst validity attainment was by assimilating the opinions and methods (Torrance,
2012). Triangulations occurs whenore than two methods for data collection are used
(Torrance, 2012) . I n this study, the wuse of
wider understanding of the research problem (Yeasmin, & Rahman, 2012). Documents such

as minutes, plans (inading intervention plans), teacher and learner performance schedule

were studied to uncover the extent to which values are inculcated by the leadership whilst
supporting teaching and | earning and corr obc¢
manages.
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The case of ABET centres

This article draws from two adult learning centres, which are underperforming. They are
situated in Gauteng Province, South Africa. These centres are housed in schools and as a
resul t may deem t hem té&sanpresdd tofi botly youth (Withiethe e nr
adult age cohort) and adults. Both centre managers hold secondary school professional
qualifications and later did a qualification in adult education. As a result, they were not
professionally trained as adult edtara and both acknowledged that they ventured into adult
education after teaching part time whilst working in schools for over 10 years. One confessed
that an opportunity presented itself within the management and he then decided to apply. He
subsequentlyose through the ranks until he became the centre manager. The situation is
similar with the case of educators and other members of the management team. In one centre,
about 38% of the staff members were trained ABET practitioners whilst at another centre
only 23% were trained ABET centre practitioners. Both centres employed some educators
who either resigned or took early retirement from the mainstream schooling system. One
manager was of the view that nbrrommittal attitude with some of these educatmrsid be

for the preceding reasons.

Both centres have a challenge of irregular attendance by learners. Some learners (particularly
the youth bracket) neglected attending classes even when they were present at the centres.
There is little enforcement ofi¢ code of conduct for learners and as a result, educators opt to
ignore them. This generally resulted into lack of discipline. In some cases, educators show up
late and there is little evidence of preparation for lessons. In both cases, centre managers
confessed to turning a blind eye. However, in both centres there are pockets of good practice
with a few educators going an extra mile to support initiatives by the management. Although
the managers alluded to some educators furthering their studies, fhaned that it has not
translated into any form of improvement with some of these educators. Both managers did
not implement IQMS policy according to Resolution 8 of 2003 and had not mediated CPTD
framework to staff. They also failed to encourage edusator consider professional
development initiatives aligned to CPTD. Support from the Department of Education was
perceive less vigorous as it was with schools by both centre managers.

Data Analysis, findings and discussions

The interviews were recordetranscribed and studied to explore the role of ABET centre
managersod in inculcating values to tackle wun
using content analysis of data from interviews by searching out underlying themes in the
analysed iterature to substantiate data presentation and interpretation (Bryman, 2012).
Classification of relating responses was through codes, forming themes that were used to
present the findings. Leaders, who desire improvement of performance in their imsjtutio
identified five key findings for consideration:

SAICE&017 9 Proceedings



1 Building collaborative teams within their institutions gstablishing
working conditions that facilitate staff collaboration for planning, staff
development, and sharing leadership

1 Building an enabhg climate that allows for performance to improve;

1 Planning for teaching and learning improvement strategies by
demonstrating through their action$ that they have high expectations for
staff and students alike; and

linstilling values that will makevork diligence compelling.

1 Lack of prowess in adult education practice and limited participation in

CPTD

Building collaborative teams within ABET centres

Success borders on all parties coming together for a grander purpose, particularly in
situations wiere there is pressure for improvement of performance. That performance is poor
in the first instance, is indicative of the fact that there may be diverse energy towards
dispensing off with work and possibly lack of decisive stewardship to pull effortherdger

the greater good of the instit uhteonymayh&@®ane of
is to make everyone aware that we can do it if we pull together and respect one another. |
think ensuring that everyone is expected to do their feares and cooperate will make us
improvealob. Cooperation is an essenti al aspect
effective teaching and learning to take place because the understanding is that everyone has
to do their fair share (Gravette, 20 43) and only joint effort will help the team pull
through. The leaders conceded that ensuring that systems are set in a manner that affords
development of staff (by offering training and support, as well as sharing leadership) would
promote teaching ahlearning and build strong teams that are sociable and willing to
collaborate. Shared leadership lets leaders embrace everyone in their team. Leaders
understand that all are capable and competent and with a boost through development, they
can collaboratéor a common purpose. In this case, for improving performance. Nafukho, et

al (2011) allude to the fact that-operative effort by a leader reassures team members of
their significance and as a result inspire confidence. Assurance bestows trust andtegonv

to achieve goals. In turn, this enshrines the significance of values laden collaborative
leadership.

Creating an enabling climate that allows performance to improve

The prevalent situation within an environment best defines the predominant climate in an
institution and may determine the anticipated performance. Gilmer (1966) in Hoy (2010)
describes the climate as features that set the organisation apart from céimésadians and
further that i mpact peopleds conduct. What
be shared values that pgappose desirable ambience. An institutional climate involves what
individuals desire fAnasterdenticbéiaddbyapeaeersoné
72). The values held and character portrayed determine the mood prevalent and practiced in

an institution. Lack of shared values implies that there may be a clash of what is regarded
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important, living those vukrable falling prey to unbecoming demeanours that may cause
uncertainty. One official highlightedl t hi nk t he | ack of «clear gu
challenge in most of these centres. So leaders have to create a culture of performance by
impressiig on their staff critical tenets for operations. Only then will everyone pull up their
socks and perform. Val ues prepare a firm base for an
for the staff to pull together and perform as expected. They present a sociable space because

of the bond build stemming from a belief in the systems within and prevalent climate.
leader s have a responsi bisaciyaltoclecmaate® am
stakehol der s experience nfnsafety, trust, ac.
satisfactiono (Gravette, 2014, p. alikefeel, Thi s
relate and respect the set tone. The leadership remains the custodians of a positive ambience
that allows everyone to want to perform. Wagtgal (1997) in Macneil, Prater & Busch
(2009, p. 75) found i n t hweragamongthestgprinluenceash at 7
in affecting improved student achievemento a8
accomplishment. Leaders of ABET centres desiring to improve performance have a
compelling reason to create a culture and climlade boosts efforts and allows performance

to improve. Macneil et al (2009) suggest that high performing institutions proved to have
influenti al | eaders who fimade a differenceo
(leaders) apart and persuagliothers to perform brings about anticipated results.

Planning for teaching and learning improvement strategies

Planning remains a critical activity for any leadership to succeed in their management. It is a
methodical process of designed actions folieachg a suitably prepared purpose (Gboku &
Lekoko, 2007). In an education context (underperforming ABET centres in this instance),
preparing, scheduling, designing, forecasting (setting targets) and development are critical
components of achieving succesgeaching and learning. One respondent was of the view

t h @eing Kknowledgeable and understanding what needs to happen and when, is important.
It 6s al l about good planning and communi caf
learning can take place. Approaches to ensure that qual.
happens promote high academic performance. The planning process itself is a collaborative
process whose product embrace it through a collective owing to shared involvement.
Principles® pl anning include (1) Afunctional i smo
which teaching and learning happens and how often); (2) appropriateness and {adsem
(suitability of the plan and its viability to solve problems); (3) involvementtaach work
(partaking in activities and collaboration when actualising the plan); (4) continuously
assessing progress (monitoring and evaluation in order to review where necessary); and (5)
making decisions (resolutions based on results acquired) (Gbokek&kt, 2007). These
principles form part of the core responsibilities of leadership not withstanding resource
planning.

Consideration for resource provisioning has to be suitable for purpose and (where necessary)
developing both educators and learnersrafation to this purpose inspire teaching and
learning process. Attention has to be cast on addressing the cultures, beliefs, values and
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practices, together with gender issues, so that material is inclusive and caters for diverse
needs of learnersThe rdative requirement of social forces and institutions determine
structuring of resources. This relates to the affordability or otherwise. The available quantile
menu determines the resourcing value proposition in relation to teaching and learning.
Howeverone manafgedoséatdfhiink the norms and st ar
completely with ABET as it is the case with schmols A quintil e divides
frequency distribution into five classes. In a case of ABET centres, managers have to
ascertain a fair classification is used. This process will assist them to procure and distribute
resources equitably. Their responsibility is to defend the frequency grading in order for
appropriate allocation from DBE to happen. Accordinyao JaarsveldMentz & van der

Walt (2016 the current form of education system was intended at instituting an even system

of education in relation to the soeswonomic infrastructure and post provisioning by
applying same values and principles. ABET managers shausider applying values and

principles akin to the norms and standards set when planning for teaching and learning.

Instilling values that will make work diligence compelling

Aspects influencing values management mainly support significant deeds cogcerni
peopl eds Il i ves (Mavi mbela & Van Ni eker k, 2
i mpl ement practices appropriate to adul t sé
appropriate to them. Because these centres service mainly African adults, it is aggptopriat

design practices in a way they will best associate with. Effective, leadership development in
Africa must be rooted in the influential cultural heritage (Malunga, 2009). Generally, the
underpinning manner to raise children in the African culturermsuthh instilling appropriate

values to inculcate acceptable conduct (Ramphele, 2012). It is believed that growing up, these
values will permeate throughout adulthood. ABET centre managers can rise to the
opportunity and evoke these practices by way oitimy stakeholders to collectively initiate
agreeable values. One of the centre managersfedMe al | val ue somet hing
on to what we value. Therefore, | think starting from common things we, value will assist in
developing mutual valuesrdém there we have to agree on the vision. It must also be what all

of us want. | think from there it will be better for me to remind people about these values
when we have challenges. They wi |Hstabisbimgper at e
a coorative climate require common ground. Values provide a fertile ground for this and

form the basis for successful implementation of activities. ABET managers can establish
credibility and authenticity with all stakeholders by showing competence to leauagkhr

sharing peculiar beliefs about what constitutes worthy teaching and what stakeholders can
expect. They should also share their expectations and make stakeholders feel that they are
keen to cooperate and support them (Nafukho et al, 2@il1). a | wnang syself ef

Ubuntu value and ask staff that we should respect each other and work together. | also think
everyone sees that g o o dColtedively, lthey (eemtre mandgers p us
and stakeholders) have to acknowledge that they are int@ahrelationship of improving
performance. Despite the fact that there is instability as a result of educators seeking
employment in mainstream schooling system, the established values have to be the stabilising
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factor in creating a performance drivenveanment and compelling moral obligation
(SetlhodiMohapi, 2013).

Lack of prowess in adult education practice and limited participation in CPTD

The prerequisite to change is realising that there is a need for some form of improvement. In
this instance, at both personal and institutional level. There has to be an introspection by
managers of ABET centres (at a personal and institutional level), to reflect and inwardly
examine their own contribution and that of others to the situation in theiuiimst. Once

they have established the facts, there is a need to come up with an improvement strategy. One
centre manager acknowledgédBe si des pl anning for teaching
also plan for personal development and institutional dgwalent. Although, IQMS
(Integrated Quality Management System) is there to support our development, it is not
properly implemented. We do it for compliance. So, | think we should take development
seriously. If | develop and others develop, together we eaeldp our institution. For me

t hat i Malunga (086, @ 2) confirms that collective owning up of challenges, chances
offered, and responsibilities set up prospects that encourage embracing opportunities. Moloi
(2005) sets out those institutionsatHearn embrace a systehinking approach to matters
concerning their institution, relationships and challenges. Taking a considered approach
towards their situation and steps towards acquiring knowledge and skills (specific to ABET
practice) necessary tperform encompasses valuing work and desire to develop. If leaders
embrace values that inspire growth and consideration of others, their staff will emulate the
moral obligation and thus become morally accountable. Inspiring institutional ethos influence
overall moral conduct and empower staff to make a difference. Christie (2010) aptly states
that successful leaders focus on development, that build a vision; set goals; stimulate staff
intellect, provide support; model good performance; have high exjpestat others, create a
culture of devel opment and incorporate ever
institution.

Conclusion

Decisiveness, collaborative teams, enabling climate, planning teaching and learning for better
and improved performance, instilling values and realising the need for institutional
improvement are found to be factors that constitute the role of manag®BEdf centres in
inculcating shared values that instil collaborative effort to improve and sustain good
performance and eradicate underperformance. Shared values, moral obligation and persuasive
leadership promote institutional ethos, and sets the whegjsoaf performance in motion.

ABET managergplay a key role in becoming moral and core values ag€ataes have been

shown to be the overall performance | mpr ove
energies and build an affectigecial climatethat onsi der s st akehol der so
to build social capital. For that reason, £

development by initiating common strategies based on shared values and an institutional
culture that propagates the with perform. Furthermore, ABET managers have to increase
and widen their leadership abilities through personal development.
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Findings of this study offer key implicatio
draw from shared values. There is a&ae¢o push for sustained performance within ABET
centres and build a firm base for all parties to strive for continued quality performance. To
achieve this, leaders have to first, manage better the complexities of leading, teaching and
performance improveant by drawing from the agreeable core values; second, support and
ensure the implementation of plans that facilitates learning that develops cognitive and
affective capabilities (transformational learning), third, explore the notion of participatory
leadeship through influence and collaboration by using principles that guide collective work;
fourth, providing value adding pedagogical leadership that develops social capital to support
learning; and finally, support individual growth by encouraging andiogean environment

that promotes professional and personal development.
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Abstract

Personal health is among health education curriculum contents that aim at equipping the
individual with the competence to lead a healthy life for sustainable development. The
relevance of personal health to goal 3 of the 17 Sustainable Development &o@ls) (
makes it imperative to determine the level of teaching at the foundation stage. This study was
a survey whose purpose was to determine the level of teaching personal health among
primary school teachers (PSTs) in Udi Local Government Area. Two casgaestions and

one null hypothesis guided the study. Instrument for data collection wasteni@elf
structured questionnaire known as Frequency of Teaching Personal Health Questionnaire
(FTPHQ), administered on a sample of 112 drawn from a populati®86 teachers using

the multistage sampling procedure. Validation of the instrument was done by 3 experts in
Health Education while reliability established using testest method which yielded a
correlation coefficient index value of 0.89, determdine -si ng Pearsonodés Pr
Statistic. Data were analysed on itbgitem basis using mean, standard deviation and the t
test statistics. Findings reveal that the level of teaching personal health among PSTs is
generally low (x=2.25).Specifically was found out that the level of teaching care of sense
organs (x = 3.40); care of clothes (x = 3.55) and dangers of alcohol (x = 3.41) was high while
the level of teaching other components of personal health was low (x < 2.50). Findings also
show thatte t eaching of dangers of alcohol and f
teaching experiencescal > tcrit). It was recommended that teachers should be encouraged
to show more zeal in teaching personal health among others.

Keywords: Personahealth, Positive lifestyle, Sustainable development, Teachers

INTRODUCTION

The United Nations developed a list of 17 Sustainable Development Goals (SDGs) which is
intended to guide efforts to reduce poverty and improve health and&wed in all coatries

by 2030 while protecting the planet. One of the 17 goals (goal 3) relates to health and its
target isto ensure health lives and promote wding for all at all ages. Sustainable
Development Goals are product of deliberate process of the UNutamhs involving her 194
member states and contained in paragraph 54 of the UN resolution A/RES/70/1 of 25th
September, 2015. It is a replacement of the Millennium Development Goals (MDGs) which
ended in 2015 with minimal actualization of the set goals.
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In recognition of the importance of SDGs to health, the International Epidemiological
Association (IEA) and World Federation of Public Health (WFPHA) sponsored joint sessions
on SDGs at both the 20th World Congress on Epidemiology in Anchorage, USA istAugu
2014 and at the 14th World Congress on Public Health in Kolkata, India in February, 2015.
(IEA, 2015). This underscores the need to achieve the goals of sustainable development
through teaching. It is believed that 40 percent of premature deaths ecaNided through

giving instructions on health related issues (Norhein, Jha, Admasu, Godal, Hum, & Kruk,
2014). One of such health related areas that require instruction to individual for the avoidance
of premature death is personal health.

Personal hdth may mean different things to different people and professionals, based on the
difference in the assumptions about health. Briggs (2010) outlined that an individual
perceives health as the most precious possession that must not be lost; the pleescian s
health as the normal functioning of the body; to the psychologist, it is the normal functioning
of the mind; the sociologist understands it as the social norms that make people sick; the
native doctor interprets it based on the whims and capricestdfesi spirits, voodoo and
superstition, and as for the quack, it is a fee payable in advance. These assumptions and
beliefs present health from a multidisciplinary perspective, but with a common focus on the
individual and wellness, to achieve an opticstate of wellbeing.

Personal health therefore, is a state of physical mental, social and spiritual wellbeing in an
individual achieved through desirable personal habits. Such personal habits include personal
hygiene and healthy lifestyle. Enebechi (8Dkdmitted that positive lifestyle could help
reduce related diseases and ensure wellness. Positive lifestyle is the habit of adopting
desirable healthy behaviours for optimal health and-bathg. Similarly, it is less likely that
disease causing germesin enter our body and cause harm if people have good personal
hygienic habits. It then becomes needful that these habits of personal hygiene and healthy
lifestyle be developed and achieved in the individual through teaching and instructions.
Teaching opersonal health will greatly develop health consciousness among individuals.

One of the cardinal objectives of health education is to equip the individual with skills,
knowledge and attitudes to develop competence so as to be able to handle andesolve th
health problems (FME, 2006). It is believed that good personal health forms the foundation
on which building of sound community health stands. This is because, when an individual is
healthy, the competence to pursue and achieve community develogngemriranteed. The
Knowledge, Attitude and Practice model (KAP) by Coutts and Hardy (1985) is a suitable
theory on which this study anchors. K.A.P theory suggests that the right information will
influence attitude and subsequently bring about change ewvlmeli. The assumption is that
when the pupils are given the right information about health through teaching they would
adopt acceptable personal hygienic practices for healthy living anebaeli. Community
development anchors on the SDGs which provalasalth window through its goal 3 which

is good health and welleing. In pursuit of the cardinal objective of equipping the
individuals with competence to handle health challenges, the National School Health Policy
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provides for the teaching of persomaalth in the SkilBBased Health Education Curriculum,
(FME, 2006). Personal health curriculum content covers relevant areas such as hygiene of the
sense organs; hand washing; washing the clothes; oral hygiene; rest and relaxation; good
house space; and dlthy lifestyle. Ewuzie (2010) accepted these contents as adequate for
information on personal health issues.

Prevalence of hygiene related diseases among pupils raises a suspicious on the level of
knowledge and skills possessed by them. It is suspected that the low prestige accorded to
teachers may have contributed to the perfunctory attention given to thentgactealth
education in schools especially in primary schools. Okeke (2004) observed that the teacher
was both a beloved leader and a neglected public servant who was starved unnoticed by the
parents of the very children entrusted to his care. Ejifugdalvazie (2014) lamented that

the present day Nigeria school health teacher has been grossly undermined thereby making
him incapable to influence childrends | ifest
has contributed immensely to inabilipf adolescent to face health challenges and play
effective role in community health and including SDGs. The low attention is increased by the
current reform of teaching health related topics as integrated subjects such as Basic Science
and Social Studiedt is against this background that the level of teaching personal health
among primary school teachers needs to be determined. The problem will be that lack of real
zeal in teaching personal health among the teachers would be counterproductive to the
achevement of sustainable development goal eouring healthy lives and personal
wellbeing.

The choice of primary school is informed by the belief that when you catch them young, you
make them slaves. Furthermore, the Holy Book maintained that if you aeettitd how he
should live he will remember it all his life, (Proverbs 22:6). Inhabitants of rural areas are
known to show poor personal hygienic habits, hence the choice of a rural location. The
results of this study would be useful in improving thgeastrategies of SDGs, especially in
health related areas.

The teachers who may be male or female share different teaching experiences. Teaching
experience was considered in this study because the prestige accorded to teaching profession
declines withtime. Udi local government area is one of the 17 local government areas that
make up Enugu State and it is entirely rural with 82 primary schools organized into 4 zones
of Udi, Ngwo, Ojebe Ogene and Affa with unequal number of schools. It is boundedoby Igb

Etiti, Oji-River, Enugu South and Ezeagu local government areas due North, South, East and
West respectively. As a rural setting, waste disposal; water source; and cultural standards
could expose the inhabitants to the challenges of personal hygieoices.

It is against this background that the researcher aims to determine the level of teaching
personal health among primary school teachers in Udi local government area.

RESARCH QUESTIONS
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Two research questions and one null hypothesis were taiggide the study thus:

1. What is the level of teaching personal health among primary school teachers in Udi
local government area?
2. What is the influence of teaching experience on the level of teaching personal health

among primary school teachers in Watal government area?

RESEARCH HYPOTHESIS
Hoi: Teaching experiences will exert no significant influence on the teaching of personal
health among primary school teachers in Udi Local Government Area.

METHODS

The descriptive survey design was adopted th@ study. The chosen design describes
situations as they currently exist and has been successfully utilized in a similar study on
status of teaching. The population of the study comprised of 1086 teachers in the 82 primary
schools in Udi Local GovernmeAtrea (LGEA, 2016).

Multistage sampling procedure was adopted in drawing the sample for the study. First stage
was clustering of the schools into four based on zones to get Udi, Ngwo;Qjebe and

Affa zones. Second was purposive selection of 2 scheoots fach zone to produce 8
schools. The purpose was to select schools whose staff nominal will are up to 20 teachers to
enable the sample provide for adequate spread in teaching experiences. Third and final stage
was drawing of 14 teachers from each oé # schools using the systematic sampling
technique to produce 112 teachers who served as the sample for the study.

Instrument for data was a 10 item questionnaire known as Frequency of Teaching Personal
Health Questionnaire (FTPHQ) developed by theaeter with four options response of
Always, Often, Rarely, and Nevand validated by three experts in Health Education. The
validates who were required to examine the instrument for content and construct validity,
were supplied with the purpose of theidst and research questions as guide. -fetsst
method was used to establish the reliability of the instrument. Few copies of the instrument
were administered on PSTs in Ezeagu Local Government Area, a neighboring location that
shares similar charactstics with the area of the study, on two occasions at an interval of one
week. Pearsons Product Moment Statistic was employed to determine the correlation
coefficient value of the two scores which yielded index value of 0.89 and considered as high
enoughbased on Wilson (1989) criteria of interpreting the correlation coefficient index value.
Data were collected by the researcher with the help of 3 research assistants. Copies of the
guestionnaire were distributed to the teachers to fill out and wereteallback on the spot.

All the 112 copies of the questionnaire were duly completed and qualified for data analysis.

DATA ANALYSIS FOR THE STUDY
Data were analysed using mean and standard deviation ofbytéem basis. The four
option responses dflways, Often, Rarely and Newsere assigned nominal values of 4, 3, 2,
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and 1 respectively. A criterion mean of 2.50 was established by dividing the sum of the
values by 4 for the purpose of taking decisions. Mean scores of 2.50 and above were
interpreted akigh level, while mean scores below 2.50 were regarded as low levelidsie t
statistics was used to verify the null hypothesis-cHiltis higher than or equal tectitical the

null hypothesis will be rejected and is acceptedc#iltis less than-ritical table value at .05

level of significance.

RESULTS
Tabl e 1. Mean Scores of Teachersdé6 Responses
n=112
SIN Item X SD Decision
1 Frequency of teachers care of sense organs 3.40 .70 High level
2 Frequency of teaching hand washing 1.85 .73 Low level
3 Frequency of teaching care of clothes 3.55 .63 High level
4 Frequency of teaching oral hygiene 196 .78 Low level
5 Frequency of teaching mental hygiene 1.86 .77 Low level
6 Frequency of teaching dangers of overcrowding 1.74 .63 Low level
7 Frequency of teaching dangers of alcohol drinking 3.41 .67 High level
8 Frequency of teaching about wise eating 1.71 .62 Low level
9 Frequency of teaching reproductive hygiene 1.77 .68 Low level
10  Frequency of teaching dangers of fighting 1.71 .56 Low level
Grand Mean 225 .68 Low level

Data in table one show a grand mean of 2.25 which is lower than the criterion mean of 2.50.
This implies that the level of teaching persom@hlth among primary school teachers in Udi
local government area is low. However, data in the table reveal that care of sense organs,
clothes and dangers of alcohol drinking receive high level of teaching among the teachers.

Table 2: Mean Scoresofth@ eacher sd Responses on Level of
Based on Teaching Experiences

S/ Item Experienced n = 68 Less Experienced n = 44

N X SD  Decision X SD  Decision

1 Frequency of teachers care of sense org 3.34 0.76 Highlevel 3.50 0.59 Highlevel

2 Frequency of teaching hand washing 1.87 0.73 Low level 1.82 0.72 Low level

3 Frequency of teaching care of clothes 3.53 0.61 Highlevel 359 0.66 High level

4 Frequency of teaching oral hygiene 1.87 0.71 Low level 2.11 0.87 Low level

5 Frequency of teaching mental hygiene  1.99 0.72 Low level 1.77 0.83 Low level

6 Frequency of teaching dangers of 1.75 0.58 Low level 1.73 0.69 Low level

overcrowding

7 Frequency of teaching dangers of alcohc 3.51 0.61 Highlevel 3.25 0.72 Highlevel
drinking

8 Frequency of teaching about wise eating 1.68 0.58 Low level 1.77 0.68 Low level
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9 Frequency of teaching reproductive 1.85 0.71 Low level 1.64 0.57 Low level

hygiene
10 Frequency of teaching dangers of fightin 1.84 0.47 Low level 1.52 0.63 Low level
Grand mean 231 0.65 Low level 2.27 0.69 Low level

Data in table 2 show a grand mean of 2.31 and 2.27 for experienced and less experienced
respectively. These imply that level of teaching personal health is low among both categories
of teachers because the mean scores are all below the criterion mean of 2.50.

Table 3: Item-by-item t-test Analysis of Teachers Responses on Level of Teaching
Personal Health According to Teaching Experience

)]
- 5 g

SIN
Item
Level of
Experience
t-cal
t-crit
Decision

1  Frequency of teachers care of senseorg A 68 3.34 0.76
B 44 350 059 -1.191 1.960 Accept
2  Frequency of teaching hand washing A 68 1.87 0.73 Accept
B 44 162 0.72 0.351 1.960
3 Frequency of teaching care of clothes A 68 353 0.61 Accept
B 44 359 0.66 -0.505 1.960
4  Frequency of teaching oral hygiene A 68 187 0.71 Accept
B 44 211 0.87 1.960
-1.638
5  Frequency of teaching mental hygiene A 68 191 0.72 Accept
B 44 177 0.83 0.933 1.960
6  Frequency of teaching dangers of A 68 1.75 0.58 Accept
overcrowding B 44 173 0.69 0.187 1.960
7  Frequency of teaching dangers of alcohc A 68 351 0.61 Reject
drinking B 44 325 0.72 2.088 1.960
8  Frequency of teaching about wise eating A 68 1.68 0.58 Accept
B 44 177 0.68 -0.799 1.960
9  Frequency of teaching reproductive A 68 185 0.73 Accept
hygiene B 44 164 057 1649 1.960
10 Frequency of teaching dangers of fightinn A 68 1.84 0.47 Reject
B 44 152 0.63 3.014 1.960

df = 110;p > .05.A=Experienced; B=Less Experienced

Data in table 3 show that thecal of 2.088 and 3.014 for items 7 and 10 respectively were
greater than the-table value of 1.960 at .05 level of significance. Therefore, the null
hypothesis is rejected fdhese items. This means that the level of teaching dangers of
alcohol and dangers of fighting is dependent on teaching experiences of the teachers. On the
other hand, the¢al for items 1, 2, 3, 4, 5, 6, 8, and 9 are less thanttiad value of 1.960.

This means that the level of teaching care of sense organs, hand washing, care of clothes, oral
hygiene, mental hygiene, overcrowding, wise eating and reproductive hygiene is not
dependent on the teaching experience of the teachers.
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DISCUSSIONS
The resits of the study reveal the following findings:
1) general low level of teaching personal health;

2) isolated high level of teaching care of sense organs, and dangers of alcohol,
3) l evel of teaching personal heal th was n
experences.

The finding that the level of teaching personal health was low did not come as a surprise to
the researcher because lack of interest and real zeal in the teaching of health education has
been established by previous studies on challenges fadingldwealth education (Ejifugha,

1999). Similarly, the low prestige accorded teaching profession may have been largely
contributory to the attitude to work among teachers and health education teachers.
Furthermore, the poor treatment given to primary stheachers as observed by Okeke
(2004) cannot be neglected in identifying factors associated with the low level of teaching
personal health.

Interestingly, these findings have serious implications for the achievement of goal 3 of the
SDGs which have itsaatget onensuring healthy lives and personal well being for all at all
ages.The implication is that a foundation error would exist in forming our future generation
at primary school level and age. When children begin with poor personal health hapits, the
may grow with it and would not change from it.

Hand washing which is acclaimed as a potent strategy for preventing diseases is expected to
be an inculcated habit in the children at primary school level. A perpetual habit of personal
cleanliness would bérmed in the pupils when the level of teaching hand washing has
become high. It has been earlier stated that positive lifestyle would help reduce related
diseases and ensure wellness. Furthermore, disease causing germs and parasites would not
get insice the body when adequate and desirable personal health habits are developed in the
individuals.

Unfortunately, the low level of teaching these habits at primary school stage sends a
damaging signal t o n oheingobntlisy couaterprodtinedto thé d u al 6
actualization of the sustainable development goals. However, the finding that the level of
teaching care of sense organs was high is a welcome development. This is because; the sense
organs form gateways to learning, thereby providing a dooddation for intellectual
development. On the other hand, the finding that the teaching of dangers of fighting is low
appear as a surprise to the researcher. This is because violent behaviours such as fighting are
the common delinquent behaviours m@kent in schools. The level of prevalence of fighting
among pupils in schools should have attracted the need to increase the level of teaching
against such behaviours. Frequent increase in incident and cases of violent behaviours among
school children in Mita and Nigerian has been lamented by Debono (2004) and Ali (1995).
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Furthermore, result of the study show that the level of teaching dangers of fighting was not
influenced by the teachersd experiences. Or
to show more concern on the safety of the pupils by teaching against the habit of fighting

than the less experienced ones.

SUMMARY AND CONCLUSION

Sustainable development goals (SDGs) could be actualized through adequate level of
teaching personal health pupils. This is because of its perceived contribution to reduction

of related diseases, increase in positive lifestyle and ensuring wellness as targeted by goal 3
of the SDGs. Furthermore, it helps to build a lifelong desirable health habits in the
individuals at the foundation ages.

Unfortunately, the low prestige accorded the teaching profession in the country has remained
an impediment to the achievement of the expected level of interest and zeal among the
teachers. There is no significant differemtéhe level of teaching personal health among the
teachers based on their teaching experiences. Teaching of personal health equips the
individual with the competence to handle health challenges through adoption of desirable
personal health practices fogdith promotion.

RECOMMENDATIONS

Based on the findings of the study, the following recommendations were made:

1. Teachers should be encouraged to show greater interest/zeal in teaching personal
health topics.

2. Health & Physical Education should be demerdeain basic sciences at the
foundation level.

3. Consistent health inspection during morning assemblies should be enforced and
supervised in all primary schools.

4. Teachers should be given more information on the need to teacher personal hygiene

among pupils egially hand washing.
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Abstract

The purpose of this study is to examine how worthwhile is the opportunity created for Grade

12 o6progressed | earner s6 i n teadhingdagd leamingtoh e kn
two science subjects and how such an opportunity contributes to the promotion of high
learner performance in one district of the North West province of South Africa. The study
further crossexamines teacher practices in teachinigi@® subjects in their bid to bridge the
knowledge gap in relation to goals stated in the 2015 Nationate@yrafor Learner
Attainmentframework document. The study adopted a qualitative method and a case study
research design to comprehend teacherslaedar ner s t houghts and e}
opportunities created for progressed learners. Purposive sampling was utilised to select
participants consisting of 10 schools and two teachers from each school (one Physical science
and one Life Science) and i€achers (8 Physical sciences and 8 Life Science) who were
teaching during winter and summer camps. Data were collected through classroom
observations, Il nterviews, field notes and d
learner testsaand exercisebooks Teachers were individually interviewed and from each

school, one focus group interview (with 5 learners) was conducted. Data gathered from
interviews and field notes were thematically analysed using open coding, axial coding and
selective coding. Oa from documents was analysed using content analysis. The results
indicated that teachers who taught during both winter and summer camps used two different
techniques for each different camp. During
addressigp t he knowl edge gaps wher eas -fsiugnmmern g 6 a
contingencies given that progressedgk| @armMme
significance of this study rests in recommending teachers who exhibited best teaching
practices @ work closely with teachers who showed poor teaching practices through
twinning.

Keywords: knowledge gap, progressed learners, improved learner outcomes, winter and
summer camps.

1. Introduction

Progressed learners' could affect matric pass+atews24Headline for 201701-04

The field of education is complex and within this multifaceted discipline, issues in teaching

and learning often require equally complex approaches to determine appropriate solutions
(Swayze, 2009). The starting point of thispapes t he acknowl edgement o
assertion by relating it to the News 24 capil
complex one within the South African educational landscape. Given that the issue is
complex, equally complex and appr@te solutions have been and are being pursued by the

rel evant Department of Education officials.
in the South African education system since 2013. This is after the promulgation of
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progression of learneéds pol i cy in 2013 (Department of E c
changes have taken place in aspects of condoning and promoting learners to the next grade
level in the South African education system and the fear is that this process in its entirety
couldnegatively affect the national matriculation pass rate year by year.
Within Circular E35 of 2015, progressed learners are those learners who aag@edemust
have failed the same grade twice and are promoted to the next grade (DoE, 2016). Amongst
othe requirements, the policy states that
Athe | earner must have failed to satisfy
or Grade 11 and repeated either Grade 10 or grade 11. The learner must have passed
the language of learning and teaching (LoLmyl @nother three of the seven subjects
offered in the school curriculum. The learner must have attended school on a regular
basis. Absenteeism in excess of @fys, without a valid reason, disqualifies the
|l earner from being-2progressedo (DoE, 2015
According to Wicks and Raborife (2017:2) the spokesperson for the Department of Education
elaborates that
"progressing learners to other grades is to ensure learners do not get frustrated and
drop out. It allows them to stay in the systelHowever, progresed learners must still
meet the requirements of the NSC to pass. They are not pushed through."”
Thus to the DoE officials, if a learner fails a grade twice, there is no value in retaining the
learner in that grade. Instead, the learner must be prograsdeslipported in terms of the
knowledge deficit that the learner has accumulated over the years. This scenario presents
complex issues in the teaching and learning process equally requiring complex approaches to
render appropriate solutions as alludeydswayze (2009).

1.1 Background

In order to understand the background in which this study was undertaken, it is necessary to
describe the <context of the O&6dprogressed | ec
directs the Department of Basic EducatiiBE) to mediate the high dreput rate of

learners from the basic schooling system by increasing the learner retention rate. In response
to this call, Minister ofBasic Education, Angie Motshekga, noted that South Africa
introduced the O0progressioné policy so as t
allow for an increase in the number of learners entering vocational and occupational
pathways (Matshediso, 2017The DBE encourages provinces to progress or condone
learners who have repeated Grade 11 more than once, who asgedeand give them extra

support to sit for Grade 12 National Senior Certificate examinations (Wicks & Raborife
(2017).

Given this bakground, theDBE introduced three circulathatfocus on the criteria for the
implementation of progression in Grades 10 tori#mely Circulars E35 of 2015, EO3 and

E22 of 2016 (DoE, 2015, 2016). As highlighted by the Minister of Basic Education, the
progressed learners must be supported in terms of the knowledge deficit that they have
accumulated over the years (Matshediso, 2017).

The DBE has tasked provinces to design their own programmes to address this knowledge
deficit. This study has coined therpke bridging the gap for this practice where a connection

is made between the great difference in the status quo and the expected result. The
Depart ment of Educationods 2015 N a(NSLA) n a | St
framework has two objectives whichrectly speak to the purpose of this study. These are
sustained improvement in learner performance and improved support for teaching and
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learning. It is imperative that teachers bridge the knowledge gap in order to keep up with this
objective. For the Noh West province, this gap is bridged by running winter and summer
camps for the progressed learners.

However studies on science education summer camps that examine improvement of
cognitive outcomes are sorely lacking (Williams, Ma, Prejean, Ford &2G47), and the
paucity of empirical support in the value of these experiences impacting upon content
learning is deeply concerning. Given the significant numbers of progressed learners
participating in South African science camps, in part for acadenmichement in science
related subjects, a better understanding of the gains made from sueteshakperiences is
warranted.The studyexamines and interrogates teacher practices in their bid to bridge the
knowledge gap in science subjects in relationtie goals stated in the 2015 NSLA
framework document. The following weréhe research questisnthat guided this
investigation(1) how worthwhile is the opportunity created for the Grade 12 progressed
learners in bridging the knowledge gap during the tegcland learning of two science
subject® and (2)how does this contribute to the promotion of good learner performance in
one district of the North West province of South Africa?

The Intervention

In a bid to reduce the impact of progressed learnergdppihg pass rates of individual
subjects, and the overall pass rate of the province, the North West Department of Education
(NWDoE) decided on an intervention programme for its progressed learners in one of its four
districts (Ngaka Modiri Molema) which as performing well. The district has 5 Area offices.

Each Area office was requested to compile a list of progressed learners so that these learners
would participate in two -2veek science camps. The first camp, commonly known as the
winter camp, was heldrimediately after schools closed during second term, running end of
June to July. The second camp, commonly referred to as the summer camp, was held
immediately after schools closed during third term, running end of September to October.
The DBE identified 5 subject areas, namely, Physical Sciences, Life Sciences, Mathematics,
Economics/Business Studies and Agriculture for intervention. Five centres were identified
TheNWDoEs el ected its Obest teachersdé for indi\
apminted to run the camps. The teachers were selected based on their track record of
producing excellent results in individual subjects they teach over time in their schools. Two
university academics (one male and one female) specialising irStidaces ad Physical
Sciences took part in the evaluation of the intervention and were further involved in the
second phase.

2. Theoretical Framework

Stufflebeamdéds (2003) Context, l nput , Proces
provides timely information in a systematic way for decigioaking and accountability
purposes guided this study. This approach for evaluating projects falls under the
improvementand accountabilitpriented evaluation category. The category is oriented
towards determining the merit and worth of the project being evaluated in this case, one
winter and one summer camp and teaching activities which followed after the socamp

According to Zhang, Zeller, Griffith, Metcalf, et al., (2011), the CIPP evaluation model is
systematically designed to guide both evaluators (tw@searches) and stakeholders
(NWDoE, teachers and learners) in posing relevant questions and cagcaggessments at
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the beginning of the project (context and input evaluation), while it is in progress (input and
process evaluation), and at its end (product evaluation). Figure 1 illustrates the model.

-~
Context: What needs to Input: How should it be
be done? Vs. Were done? Vs. Was a
important needs defensible design
addressed? employed?
—
Product: |s it succeeding? | Process: Is it being done?
Vs. Did the effort succeed? Vs. Was the design well
| executed?
L ]\_ >

Figure 1: The Context, Input, Process and Product (CIPP) evaluation model

As indicated on Figure 1, under Context evaluation, questions raised include: What needs to
be done, versusyere important needs addressé@wfflebeam & Shinkfield, 2007). The
methods for context evaluation include document reviews, secondary data analyses,
interviews and diagnostic tests. The I nput
done?0 (Zhang et al ., 2011:64) and identifi
thatare most likely to achieve the desired results.

Process evaluation is the third component
2011:65). Process evaluation includesstr observation, participant interviews, focus group
interviews and selfeflection with participants. The fourth and last component is Product
evaluation which assesses project outcomes,
al ., 2011:66) . The purpose 1is to measur e,
assessintheir merit, worth, significance and probity.

3. Research Design
This qualitative study is exploratory, descriptive and interpretive (Creswell, 2013). The study
utilised the constructivist interpretive qualitative paradigm to comprehend and interrogate

teacher so and | earner so thought s and exper

progressed learners. This design was useful in gaining understanding of a circumstance
(Henning, Gravett & Van Rensburg, 2002), and in this case, the issue surroundieggedg
learners.

3.1 Population

Four hundred and fiftgix Grade 12 progressed learners (256 male and 200 female)
identified by their 5 Area Offices in the Ngaka Modiri Molema district of the North West
province of South Africa attended both the winted aummer camp in 2018 he learners
were selected from a total of 94 Further Education and Training (FET) sctddlse 466
learners256 were Life Sciences and Physical Sciences learners combined. From thé3256,
were doing Life Sciences and 108 weang Physical Sciences. The learners were divided
into 10 different camps. Each Area office had two summer campdich there were also
learners getting coaching for other subje&hysical Sciences and Life Sciences learners
were distributed in 8 caps as the other two camps were dedicated for Commercial subjects
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3.2 Study sample

Participants.

The sample consisted of twenty teachers (10 Life Sciences and 10 Physical Sciences) who
taught in both winter and summer camps. The teachers were purpasitgliedn the sense

that the teachers were teaching Life Sciences and Physical Sciences in the camps. A total of
one hundred learners (50 Life Sciences and 50 Physical Sciences) were randomly sampled for
focus group interviews during the camps. The sdqarase of the study involved visiting the
learners when they were back in their usual schools and a total of twenty teachers (10 Life
Sciences and 10 Physical Sciences) were once again purposively selected. These teachers
were observed teaching once antkiviewed once. The same learners who participated in
focus group interviews during camps for the last time participated in focus group interviews
which were conducted at their school.

3.3Instruments

In order to capture the lived experiences, perspectives and knowledge generated by the
teachers and learners, data were collected using classroom observatisemestdictured

interviews (individual with teachers and focus group with learners). Classpbservations

were focused on how the 6édbest teachersdé cond
Documents were gathered for analysis: learner exercise books, tests, class registers and
record books to establish both quantity and quality ofaeses given by the teachers as well

as the general performance and frequency of attendance.

Reige (2003) emphasises the importance of ensuring the reliability and validity of a research
study.A number of quality measures for qualitative studies menbned (Merriam, 2002).
These include credibility, transferability, trustworthiness and confirmability. Firstly, to study
the phenomenon, the participants were drawn from a cross section of school contextual
settings in order to enhance the transferabitifythe findings of the study. Secondly,
credibility was ensured by providing descriptions of thiater and summer camgshool
research participants and the data collection methods. The descriptioncafrthsincluded
identifying the activities that the teachersand learners werebserved participating in
Additionally, the arguments were developed logically and systematically from the study
findings. Thirdly, the trustworthiness was ensured through the use of more than two data
collection toolsthrougha pro@ss called triangulation (Cohen, Manion & Morris@011).

Lastly, the confirmability of the study findings was achieved partly through triangulation and
member checking. The findingom the campsvere taken back to the teacharsl learners

to corfirm the data collected.

3.4 Data analyses techniques

Adopting a grounded approla and moving betweepredictive and inductive analytical
techniques, the tweesearchersonducted open coding and later axial and selective coding,

as they first identified concepts and codes, and then reduced them to categories and
subsequently themes (Creswell, 2013). We then focused on those themes that referred to
context, input, procesand product categories as observed from the evaluation of both the
winter and summer camps as told by the teachers and learners. ATLAS.ti version 7.5.10 was
used for sorting the themd3ata from documents was analysed using content analysis. The
ultimateaim was to establish if the opportunity created for the Grade 12 progressed learners
in bridging the knowledge gap during th@ence campsontributed to the promotion of good
learner performance in one district of the North West province
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4. Results

Themes were identified under each of the four evaluation components. Results are reported
first for context evaluation. The theme identified was that of assessing problems, assets and
opportunities. The study established that putting progressed leartteaimps was one of

the many alternative solutions which would alleviate BBE6G S concer n of pr
learners pulling down the pass rate in individual subjects and the overall pass rate for the
province. In other words, the camps were a purposiveomtistlored and conducive
environment for the progressed learners to get facilitation and assisfendleese were

learnera |l r eady i dreindkhd®,i sdmanger 6ahimpbhtivegé oO0bnt en:

Under input evaluation, focus was on identiy procedural designs and educational
strategies that were most likely to achieve the desired results. From our analysis, informed by
our observations and tours of the camps, the planning was good arttiomgtht out. All
resources and aterials suchsfurniture, revision material, past examination question papers
and food were made available and satisfactory in our assessment. We were also convinced
with the scheduling of events during the camp as more time was dedicated to serious
academic businessid there was no timeasting. Time was spent on task.

Results regarding the last component product evaluation addressstlida¢ional strategies;

onet heme was that of t e ac hleachaéssteadhingoinwtheecdmpe o f
had a good graspf content knowledge of Physical Science as a subject and this was verified.

In all the lessons the researchers sat in, they enjoyed the display of content mastery by the
teachers. They did not stammer.their response to how do they display such goodect
mastery; they revealed that they research ahead of conducting lessons.

Learner interviews corroborated these teacher responses. They went on to elaborate other
aspects, but critically, they observed a difference in practice and content knowlegdgerbet
their teachers and those facilitators in camp.

Though the learners felt they were equipped with knowledge they needed to face the end of

the year examinations, one teachack at schoolbad this to say:
Itis impossible for alearnertodowellan gr ade t hey dondédt deserve to be
learnes who have failed is not working for both teachers and leainiérshould be totally scrapped.
(Physical Sciences teacher, School B).

An observation that the researchers made duhegfocus group interviews was the team

work spirit at the camps. The teachers shared the challenges they encountered in classrooms
at the camp, in comparison to their own school experiences. It was quite impressive to note
how these teachers empowered anether through their communitf-practice talk.

Creation of opportunities to learn was yet another theme that emerged from our data. The
teachers addressed misconceptions which mostly emanated from language barrier; eliminated
wrong answers with reass and created a way for the learners to synthesise information. The
opposite was confirmed during classroom observations when the learners had returned from
the summer camps.

The lasttheme that emerged from the data was assessment strateggan@@ssessment

came out as one of the strategies which could be employed by teachers for improving results.
The observations we made showed that this is one technique all teachers in the camps used.
Learners were exposed to past examination questions and haidetassessment exercises
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and testsThese exercises also gave the teachers an indication that most of the learners in the
camp lacked sufficient background knowledge linked to certain concepts.

In terms of establishing the worthiness of the opponyuri¢ated for the Grade 12 progressed
learners in bridging the knowledge gap during the teaching and learning of two science
subjects, the project achieved this objective to a less extent. Table 1 gives the results of the
progressed learners from the tehaols.

Table 1: Results of progressed learners for the 10 schools

School Life Sciences % % of progresseq Physical % of progressec
pass rate learners who | Sciences % pag learners who
passed rate passed
A 42.7 6.9 25.8 2.0
B 41.1 57 43.3 3.7
C 37.6 5.8 45.9 3.8
D 34.4 4.6 33.7 2,1
E 51.8 7.8 43.3 3.2
F 34.1 4.0 42.0 2.9
G 41.3 6.6 29.1 1.1
H 38.8 4.7 36.5 1.9
I 41.7 3.8 30.1 1,3
J 36.4 2.7 28.6 1,2

As can be seen in Table 1, some progressed learners indeed contributed to the pass rates of
indicated schools. It can be said thasistance rendered to progressed learners stitece

camps might have helped in them passing. Thougpéneentagepass rates for the two
subjects are not that high, there is a substantial number of learners whd. ges€an be

inferred from Table 1, progressed learners did far better in Life Sciences than Physical
Sciences. In her 2017 Matriculation announcement speech for thetB@Minister ofDBE

alluded to the fact that the North West province had the sdughdst percentage pass rate

of progressed learners at 61.1% and congratulated efforts made by the provinces.

For the summer camps, observations revealed that teachers drilled |é&aresesminations.

Focus was on drilling even though we as researchssert that drilling learners for
examination purposes is a not good pedagogic practice. The finding that drilling was
commonpl ace S therefore rat her di sappoint
practicesd which t each emghtwanhto adopd. Pert@ineng foor mi n
promotion of good learner performance of progressed learners, the summer camps achieved
this partobjective to a moderate extent. We say so because learners were taught skills such as
guestion interpretation and identdition of the demands of the question, including critical
aspects which learners need to know when responding to a question. That to us could
promote good learner performance hence the quirky conclusion that the objective was
moderately achieved. Intervieviheld with teachers and learners as well as document analysis
provided evidence for us to reach the decision of moderate achievement of the objective. For
that reason, we concludéthtthese results are fairly encouraging.
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5. Discussion of Findings

The finding that the planning of the camps was good and-telight out is in agreement

with Antink-Meyer et al . 6s (2014) findings which s
part if the outcomes of a project are to be fruitful. The finding that puttogyessed learners

into camps wasan alternative solutions which could alleviate tbtBE6 S concer ns o
progressed learners lowering down the pass rate for individual subjects and the overall pass
rate for the province has important implications. Howetres, result has not been previously
described. When it comes to teachers in the camps, one can tell that issues of subject
management and leadership were not a problem. However, the teaching approach utilised
during the summer campdrilling - contradics the essence of good and efficient pedagogic
practices Thisapproach is similar to the one used in a study by Williams, Ma, Prejean, Ford

and Lai (2007), which aims at addressing the misconceptions, eliminating wrong answers
with reasons and creating awfor the learners to synthesise more information in the hope of

also inculcating interest in science subjects. Questions remain lingering about the efficacy

and the extent to which such an approach could be perceived as participatory, robust and
sufficiently interrogative in the discourses of science pedagogy (Aitieyer et al., 2014)

through camps.

Regarding process evaluation, it can be argued that the implementation process of the
intervention went well. The finding that everyone was on task altithe and no time was

lost is also encouragingdowever, the ihdings regarding product evaluation were a mixed

bag, some disappointing and some promising. This is common in the evaluation of projects as
highlighted by Zhang et al. (2011). Finally, theP@l model enabled the researchers to
evaluate t he i nterventionos needs assessme
i mpl ementati on, and provide feedback and | u
continuous improvement. Indeed, as suggestetnjflebeam & Stufflebeam (2007), the

CIPP model was a good improvemeand accountabilipriented evaluation todab address

the 2015 NSLA framework objectives.

In conclusion, the purpose of the study was to establish how worthwhile the opportunity
created for the Grade 12 progressed learners was in bridging the knowledge gap during the
teaching and learning of two science subjects and in contributing to the tpmorab good

learner performance in one district of the NeWlest province of South Africa. The CIPP

eval uation model wh-byaddlo i egP h avaiss eusn i @lueed ryn isnege
evaluating the winter and summer camp intervention as well asingaafter the camps and

utilised as the theoretical framework for the study. Regarding the purpose of the study, we
concluded that the project achieved this objective to a lesser extent given the results presented

in this article. Pertaining to promoti@f good learner performance of South African Grade

12 progressed learners, we established that the intervention achieved tbigjquive to a

moderate extent. In future investigations, it might be possible to follow the teachers who were
teaching in te camps to identify the practices they employ in their everyday teaching. Some

of these teachersd practices might be categ:¢
establish. The study recommends that progressed learners need continuous ahd specia
attention not just winter and summer camps which areweek interventions.
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Abstract

There is no model for human resources managenrerthe public higher education
institutions in Ghanand for that reason human resource practices follow what was inherited
from the colonial masters where the needs of staff are not so much of a priosityad of
developing and managing human capital for retention the colonial human resources practices
inherited bythe higher educational institutions focus mostly on recruitment and placement of
staff with less interest in strategies to train and deviiem to be the human capital bases

for the institutionsin an era of war on talent, most higher educational institutions loose the
most knowledgeable and experienced academic employees because of lack of strategies to
train, nurture and retain them. Inrfifa, organisations that want to be ahead of others should
put the needs of employees first. This paper advocates for an African value of putting people
first in human resources development and management to retain human capital. As a human
resource prdiioner in a public higher education institution in Ghana for two decades this
researcher has realized t he -peatedhuhaorespardee a p
practices. That is, the institutions should decolonize human resources practites higher
education institutions by recognising the value of academic employees as a strategy to make
them more committed to the employefhe study employed qualitative research method in

the form of interviews in data collection. It revealed thakimg human resources more
peoplecentred can ensure staff commitment, increased productivity and retention; things
institutions cannot take for granted.

Keywords: human capital, peopleentred, decolonisation, Africanisation, colonialism,
par adi g nmefestons hi ft

Introduction

The highereducation institutions iGhana do not have thewvn modelfor human resources
management. In the absence of such a model human resource practices in Ghadntigian
higher education institutiorfellow western humamesources culture and practices, what

was inherited from the colonial masters where the needs of academic staff are not so much of
a priority compared to the institutionds ag:¢
capital as asset for retemti and sustainability the colonial human resources practices
inherited from the West focus on recruitment and placement of staff. Public higher education
institutions in Ghana, particularly the universities seem to be less interested in strategies to
train and retain human capital in the form of experts, researchers and best academics who
could carry and maintain the image of the universities as institutions of higher learning. In an
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era of war on talent, most universities could often lose the best, krynsleleé and
experienced academic employees because of lack of strategies to train, nurture and retain
them. Very often such best brainsan be poached by other universities which provide
academic employees with better conditions of service.

In Africa, organisations, including higher educational institutions that want to be ahead of
others put the needs of employees first and this is what Ghapaldit educational
institutions such as the universitibave to do in order decolonize their human resources
practices. This paper advocates for an African culture of putting people first in human
resources development and management in Ghanaian higher education institutions,
particularly the universities as a strategy to realise the commitment of staff andhetaias

human capital base for the institutions. As a human resource practitioner in a public
university in Ghana for over two decades this researcher has realized the need to make a
par adi gmos -sehtied Human cesopree @radtioes. Thatoigjecolonize human
resources practices in the public higher education institutions in Ghana to arrive at a situation
where employees are valued, recognised and made aware that they are indeed part of the
institutions they work for. The study employee thualitative research approach in the form

of interviews in data collection. The analysis of the data revealed that making human
resources more peoptentred can ensure staff commitment, increased productivity and
retention, things higher educationahstitutions such as the public universities cannot take

for granted.

Theoretical Framework

This paper is grounded in the African philosophyJbluntu.The termUbuntuis a Zulu word

meaning humanness, love, kindness, support or cooperblimmtu is seen as traditional
African concept which in English transl ati on
we ar e; a person becomes human through ot he
because of other persons (Boaduo & QBaiffour, 2011, Poovan2005 Mbigi, 1997. The

philosophy of Ubuntu indicates thaparson is a person through other persons and no one is

an island unto himselfJbuntuis uniquely and proudly African and its origins can be traced

back to the traditional ingenous societies living in South Africa where the people led
communal lifestyle (Broodryk, 2002). Traditionally, African communities lived together and
shared symbiotic relationships with each other. BroodB302) and Mbigi and Maree

(1995) share the @ammon belief that the origin dfbuntulies in communities which were
underprivileged, poor and could not survive on individual efforts alone. No man is an island
unto himself and in order to survive the members of the indigenous and rural African
communites shared basic human needs such as shelter, food and water. P2aR&)N

affirms that Ubunty originated from Nguni language family, which comprises of Zulu,
Xhosa, Swati and Ndebeldbuntuas a philosophy and praxis developed along deep spiritual

lines within the traditional indigenous African family systddbuntuhas become a way of

life that Africans believe in, trust and practice in their daily interaction with others (Pooven,
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2005). Nelson Mandela(2006), describedUbuntuas a philosophy constituting a universal
truth, a way of life, which underpins an open society.

The philosophy oUbuntuportrays an African world view of unity, respect, care and love for
fellow human beings no matter where they come from. As humans we lead gregarious lives
where we are connected to others (QBaffour, 2014). This is an affirmation of the fact

that oneis a human being because of being with other human beings. In practical terms
without others we cease to be human. Human life is defined in terms of our relationship with
others hence the needs to cooperate, share, love, respect and have compaghiens oo o

be human is to affirm oneds humanity by rec
variety of content and form (Qudaffour, 2014). The individual is not just a social being

but a being inseparable from the community. Individuals ara o the community and

they are physically, spiritually and emotionally attached to the community and will always
remain part of that community till death.

Louw (2006) asserts thatbuntuinspires us to expose ourselves to others; to encounter the
differences of their humanness, so as to inform and enrich our own. This indigenous
philosophy illustrates how the individual African is anchored with a community and
connected to the members of the community (Poo2@d5. In other words, if we are to be
human then we need to recognize the genuine otherness of our fellow citizens, acknowledge
the diversity of languages, histories, values and customs; all of which constitute the African
society (Louw,2006.

The philosophy ofUbuntu (humanness) has imgant implications for human resources
management in higher education institutions in Ghana. It implies that Africans should look at
whether what they are doing will enable or empower the community around them and help it
to improve. The philosophy indieg that if an organisation treats its employees humanly
they are likely to reciprocate by being committed, loyal and performing bettetUBinetu

phil osophy i mplies that one can only incree
members of the sociepnd thereby also enhancing their status within the local communities
(Broodryk, 2009. This therefore simply means orgainisations like the universities which
want to be ahead of others need to embrace their staff, especially academics, treat them
humanlyto ensure their commitment and loyalty to the employader African governance

and management practices, respect, dignity, caring, and sharing are considered critical values
that build African communities (Bekke2D06)and Poovan et a006).

The fundamentals of sharing, love, cooperation and compassion are prevalent in most African
communities because true Africans do not discriminate against anyone in terms of language,
tribe, religion or background. The attributedlifuntushow that an Afgan society, which is
humanist in nature, is also more commufiased and socialist than Western society.
Socially, organisations such as higher educational institutions may be motivated to train their
employees using/buntuas a philosophy, because doswcan help African organisations to
develop a better understanding of African society and their roles as an integral part (corporate
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citizens) of that society. The positive attributes Wibuntu also demonstrate what an
organisation can gain in terms ofderstanding the seriousness of embracing a corporate
conscience that is in line with African society (Kangautaya & Khomba2013).

African culture is very different from Western cultures in many ways; which implies that in
an African framework, sodiaand cultural linkages are considered to be a key determining
factor for the success of any organisation that operates on the continent (Karste@@#%la,
Mangalis0,2013).

The theory has lessons for human resources management in institutionseofléaghing in

that it is people who work to bring about production hence people must come first, before
productivity, products, and profits. Once people have been given priority and are treated well
in their daily endeavours, productivity, products, andfits may automatically be realized
(KangaudeUlaya & Khomba2013.The Ubuntu philosophy encourages people to work hard
within their communities/organisations as a team. In an African organisation, efficiency and
competitiveness can be achieved by an f@as® on social welbeing rather than on purely
technical rationality. By seeing people as humans whose efforts increase productivity
workers will be proud to be part of the institution and work with dignity because they are not
regarded by managemensijas numbers.

The emerging African human resources management practices should regard the higher
education institution such as the university as a community of people made up of workers

wi t h a common g bumttd MmanaAgememtn sy st em mu st
significance of group solidarity that is prevalent in African cultures acknowledging that an
African leadership style involves group and community supports, sharing and cooperation.
Ubuntubased leadership dictatesasing burdens during hard times, because by doing so,
suffering is also shared and diminished (Mbigi & Mag&)5).

What is distinctive about the Ubuntu philosophy is the premise of a short memory of hate
(Mazrui, 2001). Africans teach children to communicate effectively, reconcile, and find ways
to cleanse and let go of hatred and give children the skills to do saJbithreuapproach to

life enables people to express continued compassion and perseverance within itesxmun
and institutions (Kangauddlaya & Khomba,2013. Thus both employers and employees
should live and work as families where conflicts could be solved peacefully or amicably for
the sake of the institutionds progress.

In this regard African human rasme practices that should be grounded in compassion,
love, cooperation and humanness should apply the philosopb¥pwitu with its original

good intentions (Tambulasi & Kayun2005. The application of th&buntu philosophy

should be in harmony witthé good governance principles of institution of higher learning.
Human resources practitioners and employers must not divorce their human resources
management from the teachingduifuntuor pay lip services to it.
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In Africa, the traditional heritage in any regions reflects the cultural norms of working
together, developing a sense ofageration, and helping one another in times of adversity
and prosperity. Supporting the family is a symbol of solidarity and the interests of the family
are always a pritty (Mwenda & Muuka,2004). Thus, if an organisation can function as a
kind of community or family, similar employee values can be harnessed through the
development of that sense of honour and good relationships with employees, as family
members of the ganisation

Problem Statement

In the wake of competition (war of talent) universities face the challenge of retaining the best
academics. If universities are to retain the best academic staff then they need to Africanise
their human resource practice$his study was set up to investigate the ways and means of
Africanising the human resource practices in order to retain their best academics.

Objective of the study

The objective of this study was to explore African human resources management practices
that recognize the values of employees make academics more committed and remain with the
employer.

Research questions
This study aimed to provide adequate answers to the following research questions.
1 What are the practices of human resources in higihgcation institutions in Ghana?
1 In which way can human resources practices in higher education institutions in
Ghana put people first?
1 How can human resources practices in higher education institutions in Ghana be
decolonized?

Assumptions
The study wabased on the following assumptions:
1 Human resources departments in higher education institutions in Ghana follow the
colonial practices which are not in tandem with African values.
91 Decolonization of human resources practices in higher edudasittutions in Ghana
can mend employegmployee relationship because the latter may be treated humanely
and that can increase their commitment to the employer.

Research Design and Methodology

This was a qualitative research study which took the form of ethnographic investigation.
Ethnographic study seeks and explicates the experiences of the participants in order to bring
out meanings they assemble to specific issues (Johnson & Christe2dab), The
ethnographic approach allows participants to talk freely and candidly about their lived
experiences and that can enrich the data collected for the study.
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The Research Design

From the stand point of the interpretivist paradigm truth is negotidtexigh dialogue
because there is no single way of arriving at the triitie researcher therefore employed the
interpretivist paradigm which is in line with the philosophy Wbuntuy the conceptual
framework for the study, and the ethnographic approadat® collection. The philosophy

of Ubuntuis aligned to interpretivist view point in that humanness can only be expressed
through social interaction i.e. dialogue where participants are allowed to discuss their
experiences of a particular situation.islthrough good human interaction that academics in
the public higher education institutions such as the universities and their employers can
understand the needs of each other.

Ubuntupractice deals with good human interaction and relationship andathibe realised

through the qualitativé ethnographic research methods. Through genuine human interaction
based on dialogue the experiences and the perception of the people being studied can be
captured in order to obtyalnmpractcal teans a ieseaadher 06 me
can only solicit meanings from those being studied; he or she cannot impose it (Wiserma &
Jurs 2005).

Population and Sample

This study was on the public higher education institutions in Ghana but for logistic and time
constraints the researcher focused on three public universities, one (1) from the coastal area
and two (2) from the hinterland. It was assumed that the human resources practices in the
three (3)public higher education institutions wesamilar to the otkr seven (7) and the
findings of the study from the three (3) could be of value to the rest. The researcher used
simple random sampling technique to select the three (3) public universities as sites for the
study. The researcher used the same methocléztsten (10) academics and human
resources staff (made up of the lecturers, senior lecturers, professors and assistant registrars)
from each of the three (3) universities, making the total participants thirty (30). The
researcher used the fallowing dhidjty criteria to select the participants. The participant in

the study should be;

o academic staff members and human resource staff (i.e. lecturers, senior lecturers,
professors or assistant registrars)
0 at the particular institution for at least fddy) years.

The above criteria were used in order to include only participants who were deemed
information rich so that reliable data could be obtained for the study.

Validity and Reliability of Instruments

By validity it is meant the extent to which reseh findings accurately represent what is
actually happening in a given situation while reliability relates to the credibility of findings
(Welman et al, 2006). Thus, the use of faulty research procedures and data collection
instruments can undermine bothlidity and reliability of research findings. In this study the
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researcher took some measures to ensure that both validity and reliability were achieved. In
doing so the researcher undertook a pilot study where her data collection instruments were
testedon three (3) neutral people randomly selected from one University of Technology. The
University was not one of the three selected as sites for the study. Two of the participants in
the pilot study were senior academics and one assistant registrar for tresoarces. Based

on the feedback from the pilot study the researcher refined her interview items to make them
more focused and without ambiguities. After refining the items she gave them to one senior
researcher for further scrutiny before she usednsteuments for data collection. The above
measures were undertaken to ensure validity and reliability in both the processes and the data
collected from the field.

Data Collection
Data were collected through sestructured interview items with theelected participants.
The collection of data which lasted three weeks covered the following items;

1 Human resources practice in public universities in Ghana

1 The ways and means of putting people first in human resources practices

1 How human resourgaractices can be Africanised or decolonised.

1 Views of participants on how they expect human resources to work for them

Data Analysis

After the facéto- face one on one interviews the researcher pruned the data to ensure that
incomplete information was dekd. The researcher perused the data and picked up specific
ideas that emerged from the interviews. She then arranged the text under four (4) main items
used in the interviews. Using the interpretive approach the researcher analysed the data
manually ad wrote her report.

Results and Discussion

The study was conducted to find out how human resources practices in public higher
education institutions, particularly the universities in Ghana, could be decoloiigeslicit

the views of the staff both ademics and human resource personnel on the topic 30
information rich employees were selected from three public universities in Ghana and were
interviewed. The researcher arranged the responses provided by the participants under
specific themes, analysgdterpreted and discussed them as follows:

Theme 1: Human resources practices in public higher education institutions in Ghana
Although the 30 participants were interviewed individually they seemed to corroborate in
their responses. For example 28 thé participants (80.4%) agreed that public higher
education institutions such as the universities follow the colonial human resource practices
where issues about employees are dealt with through the top down approach.

The participants agreed in their resges that the human resource departments do not
involve academics in finding out their views on issues affecting them. As one participant
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who was a senior academic from one of the pubigher education institutions said,
reproduced verbatim;

| haveworked in three public universities throughout my 20 years academic career
and have observed that human resource departments do not consider academic
employees as part of decision makers. They only recruit and place us to work and
focus on clerical issuggertaining to annual leave, resignation and retirement.

The top down approacWhich is a colonial legacy of human resource practices in public

higher education institutions in Ghana are illustrated by the above responses from the
participants. The responses indicate that a clear majority of the participants 80.4% (iire. 28)

public higher education institutions see themselves alienated by the colonial human resource
practices that do not put people firsthe topdown approach to human resoceingractices

which do not seem to recognize employees a:
decision making curtail loyalty among employees in general and academics in particular.

The 6% (N=2) said they were not happy with the human resourcetmepés in their

uni versities because as t hey echoed; t he F
uni versitieso. The two participants, one
responses that the human resource departments of higher educatitutians are too

powerful, earn too much salary but do little to project the image of the institutions and the
interest of academic employees .

Theme 2: Strategies to put people first in human resource practices

All the 30 participants (100%) agreedtireir responses that the human resource departments
of the public higher education institutions should put their employees first. However,
regarding how this could be achieved the participants were divided in their responses.
Twenty two, (22) of the 3@articipants (i.e. 73.3%) agreed that to put people or employees
first the human resource departments of public higher education institutions such as the
universities should always solicit the views of their academic employees on issues that affect
them & employees.One participant, a senior academic, seemed to have summarised the
views her colleagues when she said:

We should be consulted on all major issues that affect our welfare and that of the
universities. It is through discussions and interactibat our input for the
advancement of the institutions can be realized. Academic employees will always
show loyalty when they see themselves as part of the institution.

The information gathered from the respondents indicate that to make acaepioyees

more committed and loyal to the employer they should feel part of the institution and not just
mere workers who only render services for payment.
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The other 8 (i.e. 26.6%) of the 30 participants share the view that human resource practices
shouldadopt African approach where community members and members of an organisation
or their representatives do need analysis and sit down with the employer to discuss the way
forward to advance the goals of the institution . The views of this second group of
respondents resonate the first, the majority (N=22), in that they all advocate the need for a
dialogue between employers and employees. Such a dialogue could be a break away from
the colonial top down human resource practices where academic employeas hgwat in

human resource matters affecting them.

Theme 3: Africanisation of human resource practices

Regarding strategies to decolonize or Africanise human resource practices participants agreed
in their responses that the human resource practiceAfgaanisse their practices by putting
people first. Sixteen (16) out of the 30 participants went further to clarify the above response
by adding that putting people first means human resource activities should beqesped,
humane, loving, coperdive and supportive.

Fourteen (14) of the 30 participants also agreed in their responses that in order to Africanise
their practices human resource departments and practitioners in higher education institutions
should often interact with academic empdeg or their representatives to get their views and
inputs on employee wellness.

The above responses indicate a clear consensus among the participants the need to create a
warm relationship between human resource practitioners and academic employddg of pu
higher education institutions. As two of the participants, an assistant registrar and a lecturer
agreed; reproduced verbatim.

We are Africans and we expect the employer to see us as such. In the African way

employees need to feel at home in thetin&in they work for. We should be seen as

part of the family of the particular institution and not strangers.

The above sentiment expressed by the two participants epitomises the discontentment of
human resource practices in the public highducation institutions. It is clear from the
responses above that the time is up for the colonial top down human resource management
style to give way to the people first approach as an Africanised strategy to retain human
capital and expertise in thelgic higher education institutions in Ghana .

The last item requested participants to provide any suggestions on how they thought human
resources could best work for them in order to improve human resource management
practices in the public higher ed@ica institutions in Ghana. The main suggestions made by
the participants are listed here below.
1 Human resource practitioners should always see academic employees as part of the
institution and not just employees selling their labour.
1 The colonial humarnresource practices where human resource departments and
personnel see themselves as employers and not employees should stop.
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The above view points and suggestions tell that all is not very well with regards to human
resources practices in most public legleducation institutions because some human resource
personnel regard themselves as the employers and not as employees of the institutions. The
perception of the dédbossd and the Osubordine
academics in higher edation institutions in Ghana can be removed if human resource
practices adopt African philosophy which puts people first.

CONCLUSION

Public higher education institutions in Ghana were modeled on British higher education
system and their human resourceacfices are no exception. In this era of competition for
best academic employees Ghanaian higher education institutions should, as a matter of
urgency, decolonise their human resource practices. This paper advocates for human
resource practices that drased on African values of humanness, compassion, love, respect
and cooperation i.e. putting people first. The paper concludes that in order to train, nurture
and retain the best academic employees human resources practices in public higher education
institutions in Ghana should be peoentered. That is, they should base their human
resources practices on African values of humanness, compassion, love, cooperation, and
respect for their academic employeieghat put people first if they are retain thesb
academics.

Recommendations
Based on the findings of the study the following recommendations were made for higher
education institutions in Ghana:

1 A joint committee made up of representatives of academic and human resources
employees should be set upall higher educational institutions which will discuss
pertinent issues of concern for the employer to provide amicable solutions which may
ameliorate negative impact on the institution.

1 Human resources departments in higher education institutions maGhauld adopt
African values ofhumannesss basis of their practice in order to make employees
feel part of the institution they work for.
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Abstract

The study explored factors that <contributed
homes in Zambia from the perspective of the aged. The study was guided by continuity
theory. It was a survey using a mixed method approach in which both gtieatiand
gualitative data was coll ected. The study p
homes in the country. A sample of 165 respondents aged 60 years and above residing in the
homes was purposively selected. A researeldeninistered quesinnaire was used to collect

data. The findings of the study established that factors that contributed to institutionalisation

of the aged in old peoplebs homes included
abandonment related to illnesses andagd, destitution, harassment arising from suspicion

that they were practising witchcraft and disability. The paper recommended that the capacity
ofol d peopleds homes should be enhanced and
care to the aged who maot have families to take care of them; there was need to introduce
adult education programmes in form of retirement educatiah financial literacy to teach

people how to prudently use financial resources to avoid future destitution; and there was
needfor the government and other stakeholders to embark on community sensitisation and
design programmes to educate people, especially the young, on the need to develop a more
positive attitude towards the aged, treat them with respect and dignity and ass lbar
abandon them.

Keywords: I nsti tutionalisation, the aged, old pe

Introduction

Old peopl ebs homes are instituti lmdasnbiaad whi ch
peopl edbs ho+Becend World War phpnorsenon. In 1948 British colonial
government in the then Northern Rhodesia established the first home for the aged in the
country, which was Mitanda in Ndola (Kamwengo, 2001). However, the home admitted only
nonAfricans; white pensioners who did not want to go back tordpe The colonial
government felt that Africans should be looked after by their families. Elderly Africans who

could not work on account of age or disability were repatriated to their villages or homes of
originintheruralarea®sf t er Z a mb eme& monetheleds theehantes were extended

to Africans( Ka mwe ng o, 2001; 2004) . There were 9 o
time of this study.

Kamwengo (2001) explains that although institutional care of the aged was discouraged in
Zambia, the governent decided to retain the homes for the aged as it realised three issues:
firstly that there would always be some people in institutions of care because of factors such
as childlessness and cultural taboos associated with ageing; secondly, there waoufd be s
people who may not be able to trace their families or remember their villages mainly because
of urbanisation or illness; and thirdly, that there would always be some people without
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families to look after them. This implies that the phenomenon of®ldp | e 6 s homes i
and parcel of the living arrangements for the aged in Zambia and is likely to remain a
permanent feature.

Statement of the problem

Al t hough ol d peopleds homes, as a form of ir
postSecond World War, ltere was no known study undertaken to establish factors that had
contributed to the institutionalisation of t

of the aged, hence the relevance and significance of this study.

Purpose of tre study
The purpose of the study was ttablish factors that led to institutionalisation of the aged in
old peopledbs homes in Zambi a.

Literature Review

Literature that was reviewed in this study covered the following aspects: who an aged person

is, popuation ageing, implications of population ageing, institutional care and the concept of
old peoplebdbs homes, advantages and disadvan
factors contributing to institutionalisation of the aged.

Who is an aged perséh

Defining an aged person is seemingly not easy because society defines the concept differently
depending on the context. For example, Kamwengo (2001) defines an aged person as one
who is 65 years and older while the Zambhiational Policy on Ageing (2013) defines an

aged person as a male or female who is 60 years or older. Hurlock (1980) explains that age
60 is usually considered the dividing line between middle and old age, although it is also
recognised that chronologicafe is a poor criterion to use in marking off the beginning of

old age. This is because there are such marked differences among individuals in the age at
which ageing begins. Hurlock further explains that because of better living conditions and
better hedh care, most men and women do not show the mental and physical signs of ageing
until the midsixties or even earlgeventies. He further explains that for that reason, there is a
gradual trend towards using 65, the age of retirement in many businessearktdhe
beginning of old age.

Literature, for example, Kamwengo (2001), Zambian National Policy on Ageing (2013) and
Hurlock (1980) indicates there is no universal definition of an aged person as the concept is
both socially and contextually orienteddo we v e r this study adopte
definition of an aged person, which stipulates that persons aged 60 years or over are
considered elderly. This is also in line with the Zambian National Policy on Ageing. Further,

in this study the terms agedged persons, older persons, elderly persons, older people and
senior citizens were taken to mean the same and, therefore, used interchangeably.

Population ageing

Population ageing is the process whereby older people, as individuals, account for a
propationally larger share of the total population (World Population Ageing, 2007).
According to Age and Security (2008), globally the population is ageing and the number and
proportion of older people is increasing. The world is experiencing a rapid demiegraph
transition, as people have fewer children and live longer. Populations are ageing in all
countries, including the developing world. It has been projected that by 2050, less developed
regions wil|l have a popul at i pedwald with aliastu ct ur e
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equal proportions of over 60 and under 15. Already;twoi r ds of t he wor |l do
live in developing countries. By 2050, this will increase by 80 per cent.

Age and Security (2008) further states that the number of peopl® @ger 60 in the
developed world was predicted to rise from 375 million in 2000 to 1,500 million in 2050.
Even in developing countries with relatively young populations, the proportion of older
people will rise significantly as a result of declining fidstirates and rising life expectancy.

In subSaharan Africa too, the number of people aged 60 and over will more than double in
the next 30 years despite the impact of HIV/AIDS on life expectancy at birth. By 2050,
nearly one in four people in Asia andti,mAmerica and one in ten in st8aharan Africa

will be over 60.

Mapoma (2013) points out that, like other developing regions, Zambia is also currently
experiencing population ageing. He explains that projections in his study have shown that the
growth rate of people aged 60 and above was ranging between 2.5 and 3.3 per cent per
annum for the period 2000 to 2015. He adds that from 2020 to 2050, the population of older
people will grow between 2.5 and 5 per cent per annum, respectively. Mapoma stdigs that

2050, there will be approximately 38 million people in Zambia and that about 8 per cent or
3,040,000 of these will be aged 60 and above. He concludes that in general terms, although
Zambiaods population will remai n r peomedwllmi nant
continue growing.

Kamwengo (2004) asserts that people are ageing in a situation where the extended family,
which is the main organ for social and economic organisation, is weakening because of the
strains caused by urbanisation, industsetion, mass education and deteriorating economies.
However, this assertion is contradicted by I
failure to care for the elderly in Zambia was not necessarily due to the weakening of the
extended family systernut economic factors. Mapoma explains that families were failing to

look after or support older people due to their constrained -sacioomic status and not
necessarily that they were unwilling to do so.

Implications of population ageing

Growth in thenumbers and proportions of older persons can be expected to have far reaching
economic, social and political implications. In many countries the number of older persons is
growing faster than the number of people in the traditional working ages. Thisch&s |
many governments considering increasing the statutory ages at retirement in an effort to
prolong the labour force participation of older persons and improve the financial
sustainability of pension systems. At the same time, population ageing anth gnothe
number of persons at very advanced ages, in particular, puts pressure on health systems,
increasing the demand for care, services and technologies to prevent and treat non
communicable diseases and chronic conditions associated with old agel ®dprlation
Ageing, 2015. Namakando (2004) asserts that the implication of the projected population
growth among the aged is that Zambia will have to contend with the burden of chronic
diseases and disabilities, which predispose the older people to depetiters for activities

of daily living.

l nstitutional care and the concept of ol d pe
Traditionally, care of the aged in all societies around the world has been the responsibility of
family members and within the extended family home. Iginggy in modern society,

however, care of the elderly is now also being provided by the state and/or charitable
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institutions. The reasons for this change include decreasing family size, the greater life
expectancy of elderly people, the geographical dspe of the family and the tendency of
women to be educated and work outside the home. Although these affected European and
North American countries first, they are now increasingly affecting Asian and African
countries also (Hendricks & Hendricks, 198Ihis has implications on living arrangements

and provision of care and services for the ageing population in that more and more resources
will need to be allocated towards the general welfare of the aged.

Institutional care is when individuals spend akbatf their sleeping and walking time in a
setting which is not their home (Higgins, 1989 cited in Oldman & Quilgars, 199@).
literature reviewed shows thahet concept of institutional care for the aged has various
connotations and forms, depending ba specific purpose they are serving. Mentioned in the
literature as forms and models of institutional care for the aged, inclueggeldhomes,
nursing homes, care homes, residential homes and senior hiontbs. Nertherlands, for
example, two broad cageries of longterm care facilities for the elderly are distinguished,

and these are nursing homes and old age homes. Elderly people who live in the first category
of care facilities are physically and/or mentally ill and need special medical and nuasng c
Older persons living in the second category of facilities do not need this special type of care,
but only help with activities of daily living (Steverink, 2001).Zambia institutional care for

the aged entails the care provided to elderly personslid peopl ebs homes or

aged and, not necessarily nursing homes as is clapyigchmwengo (2001:83) who states:
Institutional care for the elderly in Zambia is limited to the services provided by homes for the

aged. In the past, institutiahcare included services provided by the nursing home. But since the

only nursing home in Lusaka and the geriatric centre in Ndola stopped functioning, the only
serving institutions for the elderly have been the homes for the aged.

In a study on the quity of life of the elderly living in institutions and homes in Zimbabwe,
Nyanguru (1990) asserts that as a result of a declining rural economy and the lack of an
adequate soci al security system in urban Zin
economic hardships. He explains that they were without resources to pay rent or buy food,
clothing and other necessities. Many elderly people reported that they had no one to look
after them and that they slept in the open. Those who were lucky had tladeel n
institutions for the aged. In the same study, Nyanguru reports that there was an increasing
lack of accommodation and rising levels of incapacity and loneliness among the elderly. He
further reports that there was a growing consensus among semogessionals and
community leaders as well as the elderly themselves, about the need for an institutional care
system.

Advantages and disadvantages of old peopl eds
Literature on institutional care for the aged reveal that there are both adgamtade
disadvantages of old people homasa-vis the provision of care and services to elderly

people. Hurlock (1980) points out that while many elderly people may rebel against giving up

their own homes and going into an institution, there are certain advantages to this type of
living. He goes on to dline the disadvantages of this kind of living arrangement. His
summary of conclusions is provided in Table 1 below:
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Table 1: Advantages and disadvantages of institutional care for the aged

Advantages Disadvantages

1 Maintenance and repairs gveovided 1 It is more expensive than Ing in
by the institution. onebdbs own home.

1 All meals are available at reasonabl 1 Like all institutional food, it is les
costs. appealing than hormeooked food.

1 Provision is made for suitable 1 There is close and constant cont
recreation and amusement. with some people who may K

1 Opportunities are available for uncongenial.
contact with contemporaries with 1 The choice of food is limited an
similar interests and abilities. often repetitive.

1 There is greater chance facceptance 1 The location is often somdistance
by contemporaries than with young away from shops, amusements 4
people. community organisations.

1 There is elimination of loneliness 1 The location is wusually at son
because people are always availabl distance from family and friends.

for companionship.

1 It provides opportunities for contacts
with contemporaries which the ageo
usually do not have if they live in
their own homes or in the homes of
grown children.

1 Holiday celebrations for those with
no families are provided.

1 There is opportunity for prestige
based on past accomplishments thg
would not occur in groups of youngé
people.

Source:Hurlock (1980:438)

Hurl ock (1980) further points out t hat t he

recreaion provided for them that are suited to their physical and mental abilities. He adds that
those who live in their own homes or with a married child have fewer opportunities for
recreation, especially if their economic status is poor or if failing healtinaasportation
problems prevent them from participating in commusippnsored recreational activities.

Factors contributing to institutionalisation of the aged

The literature has revealed that the aged move to institutional homes due to a number of
factors. Five Steps to Entry into Residential Aged Care (2011) highlights that while older
people living in care homes in the United Kingdom had different reasons for entering care,
they did have one particular characteristic in common, which was the tyabilperform

certain activities of daily living. It explains that people entering care homes generally did so
because they were no longer able to live independently.
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Hendricks & Hendricks (1981), on the other hand, state that quite often older pewmge li

out their years in some kind of institution were those who had no other recourse. They
explain that these were the socially disadvantaged who had previously lived alone and were
without close family ties, although serious health problems may alstdeiael admittance of

other residents. They further explain that entry to a home normally followed increasing
ment al or physical i ncapacity. B"cker man,
determinants of institutionalisation of the aged in Finlandewary much in line with the
existing body of knowledge; namely that older, poorer, single and less healthy individuals
were more likely to be institutionalised.

Lam, Chi, Piterman & Lauder (1996) point out that there were three major social factors that
influenced the decision making process towards admission to institutional homes in Hong
Kong. These were absence of help, request for placement by the elderly themselves and the
emigration of close relatives. Lalan (2014) also sought to establish reaspiisenaged had
moved into old peopleds homes in India. He
in one of the homes in New Delhi. He established that most (40%) of the respondents had
moved into the home because of strained relationships Wwéin sons, while 30% had
nobody to look after them. Twenty five per cent had no sons and, therefore, in order to avoid

' iving with their married daughters, t hey
wanted to have an independent and peaceful life

Bergeron (2001, cited in Dubey, Bhasin, Gupat & Sharma, 2011) states that in India the role
of families in taking care of older persons had declined due to structural changes which had
taken place in Indian society and the concomitant disintegration gbititefamily system

which had resulted in the rejection or neglect of the aged. He explains that people went to
institutions mainly because they had no relatives to care for them.

Zhan, Feng & Luo (2008) established in their study, that the second exsefit reason for
institutional placement of elderly persons in China was their level of disability. They explain
that some elders needed arodhéeclock care after a major stroke or illness while others
needed regular or constant medical attention tleatamily members were unable to provide.

Perold & Muller (2000) indicate that in South Africa old age homes came into existence
because of various social problems including loneliness, economic and housing problems,
deteriorating mobility of the oldgversons and lack of family and other support systems for
them in the community. Kamwengo (2002) adds that in South Africa admission to the homes
for the aged was based on age, inability to look after oneself, being disabled or lacking
accommodation.

Furthermore, Nyanguru (1991) states that the reasons for admission into homes for the aged
in Zimbabwe were varied but that the major issue for European was security. He points out
that most (49 %) of the elderly had found it unsafe to live alone as theyekaddrgets of
breakins and robberies in their houses and some had even been murdered. Some elderly
people reported that they had built security fences around their homes, but this did not give
them the security they needed. They, therefore, moved tp@d pl eds homes wh
believed they would be secure. Oluwabamide & Eghafona (2012) established that in some
rural communities in Africa, older people were often accused of practising witchcraft. They
point out that younger members of such communitfeenccalled older people witches and
wizards that and this was one of the factors that made them (older people) withdraw from
other members of the community.
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The literature reviewed has indicated that there are various factors that contribute to
institutionalisation of the aged in different countries and contexts. It has, however, also
established that there are few studiesnstitutional care of the aged Africa in general and
Zambia in particular, possibly because the practice is not so widespread. This study,
therefore, sought to provide some insights into factors that contributed to institutionalisation
of the aged in the Zambian context from the perspeof the aged themselves.

Theoretical Framework

The study is grounded in continuitileory. This is a theory of adult development which
proposes that in making adaptive choices middjed and older adults attempt to preserve
and maintain existing psychological and social patterns by applying familiar knowledge,
skills and strategies (Kelly, 1993The theory suggests that maturing persons will develop
certain habits, preferences and commitments that become part of their personalities.
Therefore, when an individual grows older, there will be continuity of that personality. This
means that the indidual self or personality remains consistent despite life changes.
Continuity theory emphasises that the foundation of earlier life experiences such as skills,
personality traits and dispositions, creates a repertoire of coping strategies that older
individuals can call on to adapt to agated changing circumstances (Blackburn & Dulmus,
2007).

The basic premise of continuity theory is that each individual develops a personality over the
course of a lifetime that is a stable feature of their indivitgyalrhich affects how they react

to events. This implies that individuals attempt to maintain personality continuity as they age
(John, 1984)Continuity theory explains how people adapt to their own ageing. It posits that

the elderly try to preserve andamtain internal and external structures by using strategies

that maintain in this way the continuity. In later life, adults tend to use continuity as an
adaptive strategy to deal with changes that occur during normal ageing(g hi a, 2009) .

Continuity thery is relevant to this study in the sense that it is reminding us that although the
aged in institutional care moved from their previous dwellings, which were significantly
different from their new situations, their basic personalities, values, intenedtselated
aspects remained fairly consistent. For example, from the religious perspective, the aged may
maintain their church affiliation and denominations they belonged to before moving to old
peopl ebs homes and may s tomihationswSimmlarly, thase witd e nt i f
specific skills and are still energetic, may wish to continue practicing them and even pass on
to others, given the opportunity and means to do so. The implication is that caregivers and
other stakeholders should be aleidentify skills and interests that the aged may already
possess and create an environment in which they would put them to use in order to live more
productive lives.

Methodology

The study was wundertaken in all uSingamidedpeopl
method approach. The sample comprised 165 respondents aged 60 years and above residing
in the homes. The respondents were purposefully selected based on their ability and
willingness to participate in the study. A researchdministered senstructured
guestionnaire was used to collect data due to low literacy levels among most of the
respondents. The questionnaire contained -@reled questions, which generated qualitative

data and closended questions, which generated quantitative datalit@ive data was
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coded and thematically arranged and presented in narrationMoiten quantitative data was
analysed, calculated and presented in frequency and percentage tables.

Study findings

The study findings are presented under the folloveogthemes emerging from the data

analysis: background characteristics of the respondents and factors that contributed to
institutionalisation of the aged in old peop

Background characteristics of the respondents

Atotalof 165agedes pondents residing in old peopl eds
study. Table 2 below shows the distribution
homes and gender:

Table 2: Distribution of respondenets by pr

Province Ol d Peopl { Gender
Male Female Total
Chibolya 10 11 21
Chibote 8 5 13
Copperbelt Mitanda 9 9 18
St . Ther e 9 9 18
Lusaka Divine Providence 9 8 17
NorthhWestern | Nkulumazhiba 2 8 10
Southern Maramba 27 15 42
Western Kandiana 9 3 12
Likulwe 6 8 14
Total 89 76 165

The Copperbelt province had the majority (70) of the respondents. The Southern province

was second with 42, followed by the Western province with 26 and then Lusaka with 17.
North-Westernprovince had the least (10) respondents. It should be noted that the Copperbelt
province had 4 old peopleds homes while the
each. Further more, 89 of the residents in
females, meaning that there were more males than females residing in the homes.

Age of respondents
Table 3 below shows the age distribution of the respondents:

Table 3: Age of respondents

Age Range Frequency Percent
71 years and abon 102 61.8
Valid 60-70 years 34 20.6
Total 136 824
Missing Not stated 29 17.6
Total 165 100.0
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One hundred and two (61.8%) of the respondents were aged 71 years and above, while 34
(20.6%) were aged between 60 and 70 years. The average ageaspiiedents was 77.24
years with the oldest being 99 years and the youngest being 6@lgkars

Nationality of respondents

Establishing the nationality of the respond
considered a necessary part of backgdomfiormation and as it gave an idea of the origin of

the residents. Table 4 below shows the nationality of the respondents:

Table 4: Nationality of respondents

Frequency Per cent
Zambian 150 90.9
Angolan 6 3.6
Malawian 2 1.2
South African 2 1.2
Zimbabwean 2 1.2
Congolese (DRC 1 0.6
Mozambican 1 0.6
Polish 1 0.6
Total 165 100.0

As is shown in Table 4 above, old peopl ebs

nationals but also those from other countrishin Africa and beyond. However, the
majority 150 (90.9%) of respondents were Zambians.

Factors contributing to institutionalisation
This section presents the findings on factors that contributiedtitutionalisation of the aged
in old peopleds homes in Zambia from the pe

Table 4 below shows the factors:

Table 5: Factors contributing to institution
Factors Frequency n = 165] Per cent
Lack of family members 70 42.4
Abandonment related to illness and old a 35 21.2
Destitution 32 19.4
Harassment 16 9.7
Disability 12 7.3

Table 5 above indicates that lack of family members was the major factor that contributed to
institutionalisation of the aged in old pe
respondents indicated that they had no one to take care of them. Thi{31fi2&0) indicated

that they were abandoned by their families on account of illness and old age, while 32
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(19. 4%) attributed their moving to old peop
respondents stated that they had suffered harassment oicicgudgbat they practised
witchcraft. Twelve (7.3%) mentioned disability as a factor that led to their
institutionalisation. The factors are described and illustrated below:

Lack of family members

Lack of family members was the first factor ticantributed to institutionalisation of the aged

in Zambia. The respondents stated that they had no one to take care of them because they had
lost all family members or could not trace them and, therefore, the only option was for them

to move te dlodnepeoploed exampl e, a female res
home said:

| lost my husband and all my five children. So | had no one to take care of me. That is

how | approached my pastor and explained my situation to him as | was having
difficulties. The pastor then brought me here and this is now home.

A male respondent at Maramba ol d peopleds ho
| lost touch with my people in the village when | moved to town to work a very

long time ago. | stopped writing letters to thesmen | started working on the farngo

| had nowhere to go after retirement as | could not trace any one of them.

Abandonment related to iliness and old age

The second factor that contributed to institutionalisation of the aged was abandonment related
to illness and old age. The respondents indicated that they had been ill and hospitalised for a
long time and that family members who had been visiting and supporting them eventually
stopped doing so and abandoned them. One male respondent on a whetlChiaiolya old
peopl ebs home explained:

| was admitted to Liteta Leprosarium in 1963, a year before we got independence. | was
discharged from there in 1980 after a doctor from the UK certified that | was
completely cured of leprosy and could not traitstiio others. However, after noticing

that no one had been coming to visit me, they sent me to Social Welfare in Lusaka, who

sent me to Matero Aftercare, a transit home. In 2000, | was sent to Chibolya home,
where | have been ever since.

A female respodent at Divine Providence home also said:

| was very ill and hospitalised in the university teaching hospital for four years and
when | was discharged | had nowhere to go. | could not trace any of my relatives as
they all had abandoned me. When | was isgital no one ever visited me. So Sister
brought me to Divine Providence on the recommendation of the Minister of Community
Development Madam Catherine Namugala. Both my legs were amputated at the
hospital.

Destitution

The respondents indicated that they had no means of livelihood and survival, resulting in
their moving t oA maedesporalenpal ivines Prdvidence kome made the
following statement:

| had nowhere to go after losing my employment. I, foeee became a destitute. | had

no money and no house. | started loitering until one priest who had earlier known me
heard of my situation. He then brought me to this place.
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Additionally, a female respondent who was living at Divine Providence home with he
husband said:

| came to this home with my husband. We had nowhere to go after he stopped work in
Mazabuka. We got stranded as he could not find another job. So we were brought here
by Social Welfare. We thank God that the Sisters allowed us to live here

Harassment

Harassment of the aged by communities in which they lived was the fourth factor that
contributed to institutionalisation of the aged. The respondents reported that they had suffered
harassment and abuse in their communities after @@ogsed of practising witchcraft. For
example, a female respondent at Nkulumazhiba
...they tied my legs, put me in a sack and were about to throw me into the Kabompo

river after accusing me of practicing witchcraft. This followtee death of one of my

grandchildren. Some good Samaritans rescued me and that is how | ran to this home. |

will never return to the village. | am very happy here.

Anot her femal e respondent at Mar amba ol d p
accusd of practising witchcraft and chased from her village. She started sleeping in the bush
with no one to assist her. She then decided to approach some church members who took her to

Mar amba. She said, Al was a Vv e heggowranentpasr s o n
really helped me. | am very grateful .o

Disability

This fifth factor that contributed to institutionalisation of the age was disability. The
respondents indicated that they found thems.

unable ¢ take care of themselves due to disability. One female respondent at Likulwe old
peopl ebs home explained:

| was incapacitated after suffering from leprosy for a long time and could not engage in
productive activities or take care of myself. So | was bnbote here where | have been

living all along.

Additionall vy, a wheel chaired male responden
| came to this home because of disability. | used to work as a truck driver but was

involved in a road traffic accident and toboth my legs. | was treated at Mansa

General Hospital but the condition did not improve. | was then transferred to Ndola

Central Hospital where | was admitted for one year. After being discharged | went back

to Mansa, but life became difficult as | couldt look after myself. So the Social

Welfare brought me to Mitanda, whose existence | was already aware of as | used to

pass near here as a driver.

Discussion of Findings

This study sought to establish factors that contributed to the institutionalishtio® aged in

old peoplebdbs homes in Zambi a. The findings
care of the aged was the first major factor that contributed to their institutionalisation. This
finding is in consistent with Nyangulu (1990) who asdhat many elderly people in
Zimbabwe had reported that they had no one to look after them and that they slept in the open
and those who were lucky had to be placed in institutions for the aged. This is, however, in
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contrast to Five Steps to Entry inResidential Aged Care (2011) which postulates that the
major reason for institutionalisation of older persons in the United Kingdom was inability to
perform certain activities of daily living.

The second factor that contributed to institutionalisation ¢/fe aged i n ol d peo
was abandonment related to illness and old age. The study established that some aged persons
were abandoned by their families on account of being ill and hospitalised for a long time.
Findings from this study agreewithMap@a 6 s (2012) who posits that
very common in Zambia and is seen both as a cause and effect of the challenges facing older
persons.

The third factor that contributed to institutionalisation of the aged in Zambia was destitution.

The respondents pointed that they had lacked even the most basic necessities of life and
subsistence, which rendered them helpless and vulnerable. The only option they had was
institutional care. The finding on destitution is consisted Withha ngur u 0 slywhith9 91 ) s
established that the majority of African and Coloured elderly persons in Zimbabwe had
entered old peoplebdbs homes because of dest
European elderly did not move to the homes because of this factor butcotisiderations

such as safety.

Furthermore, Nyangulu (1990) points out that as a result of a declining rural economy in

Zi mbabwe, many of the nationébés el ders faced
without resources to pay rent or buy foatbthing and other necessities. The National Policy

on Ageing (2013) states that the social and economic conditions, including changing values
and urbanisation have resulted in families being unable to care for their vulnerable members.

It further stateghat the influence of Western culture, which has emphasised the nuclear
family, has to a large extent, contributed to the weakening of the extended family system in
Zambia and this has left those vulnerable older persons in a state of destitutionefthyeéhe
advocates promotion of institutional care for senior citizens who cannot be supported by their
extendedamilies

The fourth factor which was cited as having contributed to institutionalisation of the aged in
Zambia was harassment. The aged reported being harassed and abused in communities they
lived following accusations that they had been practising witchcraft.ildensistent with
Mapoma (2012) who explains that abandoning older relatives is a practice that has, to a large
extent, been influenced by the community especially in instances of tramped up accusations
that they are practising witchcraft.

The fifth factor that contributed to institutionalisation of the aged in Zambia was disability.
Some elderly persons reported having been incapacitated by illnesses, such as polio and
leprosy and accidents and could, therefore, not take care of themselves andveseértbeir
relatives prepared to look after them. This finding is in agreement with Zhan, Feng & Luo
(2008) who established in their study that the second most frequent reason for institutional
placement of elderly persons in China was disability.

Conclusion
The study concluded that factors which contributed to institutionalisation of aged in old
peopl ebds homes namel vy, | ack of family me |

abandonment by family members and disability as well as projections on popwgging
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were indicators that institutionalisation of the aged in Zambia was likely to continue. The
study also concluded that institutionalisation would remain one of the living arrangements for
the aged in the country, owing to the enduring nature effélctors contributing to this
phenomenon. This implies that residents of
necessities of life and services such as food, clothing, medical care, leisure, spiritual support,
counselling and education to enablerthlive more meaningfully and productively in line

with continuity theory.

Recommendations

Arising from the findings the study recommended tlhat ¢apacity ob | d peopl eds h
should be enhanced and strengthened so that they provide adequatéhsaegyénl who may

not have families to take care of them. It also recommended that there was need to introduce
adult education programmes in form of retirement educatiah financial literacy to teach

people how to prudently use financial resources todaftdure destitution. The study further
recommended that there was need for the government and other stakeholders to embark on
community sensitisation and design programmes to educate people, especially the young, on
the need to develop a more positivatade towards the aged, treat them with respect and

dignity and not harass or abandon them.
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Abstract

Techrology providesthe meansthrough which technicalvocational education Gan improve

the TVET sector in GauterigSouth Africa.The success of techrology integrationin VET
deperds largely upon TVET lecturers professional knowledge pedajogical and
technological knowledge andthe relationship beween their beliefs abaut these canstructs.

In this paper qualitative data was used to examine how TVET lecturers knowledge and
beliefs influenced their technology integration practices in the teaching of Automotive
Repair andviaintenance. Interviews were used to collect data from twelve TVET lecturers
teaching Automotive Repair and Maintenance in four TVET colleges in Gautéeg. T
study found that specific characteristics or behaviors related to each of the technology
integration components of TK, TCK, and TPK that impacts on successful planning and
i mpl ementation of TXthdncedlessdnair er sd6 technol ogy

Keywords: Technological; pedagogicalpntent; technical; vocational education

Introduction

According to (National Centre for Vocationd Educdion Research, 2013) Vocational
Education and Training (VET) can be definedpast--compulsay edu@tion and training,
exduding degreeandhigher-level programs, celivered by further education institutionsthat
provide peode with occupational or work-related knowledge and Kills (p. 119). Technical
Vocational Education andraining (TVET)is an integral componentof the South African
education g/stem. It is oneof the three mgor sectors of eduwcation and training in South

Africa designedto meet the skills shortages in South Afridachnical vocational education

that is offered at TVET colleges plays a pivotal role in the attempt to meet the skill shortages
and drive the economy of the country. It is important to ensure that vocational education
programs provide real world skills n@iged by the private and public sectors. The
curriculum of Technical and Vocational Education Training (TVET) is based on a vocation
e.g.Automotive Technician and this play an important role in producing skilled and semi
skilled manpower for the country.

According to (Taylor 2011) the current TVET
to deliver the new curriculum hence the poor results in the TVET sedamy TVET
lecturersenter the sector with rich cantent knowledge of a paticular trade orvocation and it
is assumed thatthey bring with them knowledge of the tods and the tecmology of that
indwstry wasfrom the wokplace. With regard to lecturing compenticié€annot be assumed
that lecturershave developed suficient pedajogical knowledge to inform thar teaching
practices, let alone the tedindogical knowledge required to integrate technoogy with their
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pedagogy (Whedahan andMoodie, 20D) Therefore, this paper aimed to explore the
vocational pedagogy and instructional issueslgstigating the integration of technological,
pedagogical and content, which is currently receiving great emphasis in the educational
world.

Problem Statement

Technical vocational education (TVET) that is offered in TVET Colleges plays a crucial role

in the endeavor to meet the skill shortages and drive for the economy of South Africa. Since
TVET studies reside in TVET colleges its effectiveness and its quatibyld be given

priority to ensure the production of human capital. Previous research related to training
effectiveness and its quality did not emphasize on the pedagogic and didactic processes such
as teaching and learning. Poor student results inthe@ec can be attri buted
capacity to deliver the theoretical and practical components of the national (NCV) curriculum

to students. Due to the poor training of TVET lecturers from previous education system
(Taylor, 2011), there is great nefat TVET lecturers to be competent in both content and
pedagogic aspects of their teaching and learning process . This paper is based on the hunch
that the current TVET lecturers lack technological and pedagogical content knowledge in
their teaching praates. This hypothesis is supported by the ministry of education when
mandating higher education institutions to work with TVET colleges to empower TVET
lecturers in pedagogic aspects. Hence this paper sought to explore the vocational pedagogy
and instrutonal issues by investigating the integration of technological, pedagogical and
content knowledge, which is currently receiving great emphasis in the educational world.

Purpose and objectives of the paper

The purpose of this study was to investigate tdaching practices and understandings of

|l ecturersd technological pedagogi cal and cor
and maintenance subjects/course at TVET colleges in Gauteng. In light of the above research

the objectives of the study werdentified as follows: RQ 1 What are the TVET college

|l ecturersd practices of technol ogical pedagoc
learning of Automotive repair and maintenance? RQ 2 How do TVET lecturers apply
TPACK to enhance their teaclgiof Automotive repair and maintenance?

Literature review
TPACK constructs and their application in the TVET sector

Pedaogical knowledge refers to teachers @&nowledge aboutthe processes of teaching and
leaning (with or without techrology) and howit is redlized to achieve edwational purposes,
values, and ams. A teacher with deep pedagogical knowledge undestandshow gudents
construct knowledge, acqire skills anddevelop haits of the mind andpositive dspositions
toward learningd (Mishra and Koeher, 2006 ). The need to strengthen TVET pedagogical
practices hasemerged for several key reasons. As the TVET sector is cdled uponto deliver
more ambitiousgovernmentobjedives, the needfor more canplex pedgogiesto addess the
neals of diverse students from various backgroundsis paamount (Guthrie et al..,2006;
Wheelahan, 200). The vocdiona sectorGs close assaciation with the wokplace makes it
more camplex than acalemic teaching in that it involves working with multiple dients, in
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multiple contexts and across multiple learning sites. The TVET lecturefs role hastherefore
extendedto developing industry patnerships and woking cdlaboratively with speciaist
service providers.

Lecturers in the TVET sectare recruited baed ontheir cortentknowledge, which is being
taught in collegeslt is assumed that lecturersbegin their teaching career with rich cantent

knowledge of a paticular trade or vocaion bringing with themknowledge of the tools and

thetecmology of thatindustry. Their content knowledge is often highly specialized technical
vocaiona knowledge. Chagesto the industry over time, signal the importance for TVET

lecturersto regularly update their contentknowledge (Toner, 20(b; Wheelahan and Madie,

2010). Many lecturersmay not have this required knowledge if they have beenremoved

from thatinduwstry for many yeas (Cornford, 1999. Therefore, there is apressing needfor

TVET lecturersto develop industry currency and appy this updaed knowledge to their

teaching (Corbdl, 2013.

Lecturer®content knowledge (for industry) andlecturer$content knowledge (for teaching)
preserts certain pedajogical chdlengesspecific to the TVET lecturer It requiresthe TVET
lecturerto re-cortextualize their implicit contentknowledge into exdicit knowledge forms
sothat it can be taught (Robertson,2010). According to Sdter and Baund (2009), research
on conent knowledge in the TVET sector is limited. While the TPACK model
adknowledgesthe importance of caottent knowledge, the heavy involvement of indudry in
the TVET sector may gengate cansiderable epstemological debate asto who determines
the content that is to betaught. As most tecmologies are not developed for teaching or
educational purposes, the teacherGs role is to repurpose them for edwcational purposes
(Koehler e t el éIa thé IVET sector, the definition of techndogy needsto be
expanded to include specific technology, which refers to equipmengand machnes which
are wsedto perform certain tasks in the wokplace (Guthrie etal., 2009).

Lecturersneedthe pedajogical knowledge to teach the contert. A recent report into the

guality of teaching in TVET recommended the canmissioning of research into the
development of pedagogica content knowledge in different fields or disciplinesto develop a

disinct TVET pedagogy (Whedahan andMoodie, 210). Both Whedahan (2010) and

Robetson (2010) address the need for teaclers to have drong pedaogical content

knowledge. The cals have come from a reneved focus on the quéity of TVET lecturers

Even South Africa according to (Taylor 2011) the current TVET lecturer cadre is ill prepared.

He further more, he added that unt i | recent |
TVET <coll ege | ectur er s oconeeried efforhte developh @ sew n e v e |
pipeline of lecturers. So far, recruitment has been ad hoc, and colleges are often forced to
appoint lecturers from the ranks of their own graduates because no other trained personnel are
available. In an informal qualdation audit undertaken by DHET, it became evident that

current lecturers have an array of qualifications, ranging from those with formal teaching
gualifications or degrees to those with trade qualifications/trade theory qualifications or
industry credenéls, but no teaching expertise, and vice versa (SADTU, 2011).

TVET | ecturerds beliefs about technol ogy anc

The TPACK framewak suppats teachers to move begiondtheir tradtiond, pedagogical and
ep stemol ogical practicestowards more corstructivist ugs of tecmology in teaching (Chai et
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al., 2013). Examining lecturer$ core beliefs about teaching, learning and knowing about
technology may be just asimportant asthey tendto shapether teaching knowledge and
practices (Bates andMaor, 2010. A gap in the research reveas those lecture@beliefs, in
geneal, have received less attention than bdiefs associated with technology. Fundanertal
beliefs abaut teaching andlearning may shed more light on teachersdtecnology integration
practicesthanbeliefs aboutthetecmology itself (Kimetal., 2013.

Teachersd beliefs abaut techndogy have beerreported ashaving a critical influence on their
practices with techrmology (Inan andLowther, 2008; Pdak and Walls, 209; van Bra,
Tondeur and Vacke, 2004), in paticular, their attitudes towards techndogy (Kotrlik and
Redmann, 200%. Even Zhao and Frank (2003) suwggest, funless a teacher holds apositive
attitudetowards techrology, it is rot likely thathe or she will useit in teachingo .

Methodology

A qualitative case study approach within an interpretive paradigm was used to guide this
research project to explore-the pt h FET/ TVET | ecturersod6 TPAC
Related Design (ER&D)Opie (2004 and Merriam (2009) assert that a qualitative case study

is an exhaustive study of a certain phenomenon, where a phenomenon is studied in detail to
provide more thorough explanations of the processes and relationships related to that
phenomenon. A case syl approach also has disadvantages. The case study approach does
not allow forgeneralisationbecause it focuses on a particular situation, therefore the results
of a case study cannot kgeneralisedto other situationgDescombe, 2007 However
Descombe a@ues that the results of a case study can also be applied to situations having
similar characteristics as the one under study, in this case, Automotive repair and maintenance
teaching in FET colleges.

A case study helps researchers to explore a certamoptenon in its context using different

data collection method8axter, 2008 The researcher chose a case study approach because it

is most suitable to help him explareh e under st andi ngs of FET <col
TPACK, specifically in South African FET/TVET colleges. This study focuses on a single

case study in order to study the practice of vocational pedagogy in technical vocational
education. Acase duy t heref ore provides the best SccC
guestionsGolofshani, (200Bargues that aase study allows multiple data collection methods

and these methods enable validity through triangulation (Descombe, 2007). The researcher
therefore decided to use the case study approach in this study to ensure validity.

Face to -face interviews was cwlucted so as to produce data about the teaching practices
processes related to curriculum delivery. This represented a conversation with purpose, which
was organized by asking and answering questions. Interviews were one of the main data
collection techiques the researcher used in this study. It was also established that it would
assist towards a better understanding of the lecturers TPACK and their competencies. These
interview sessions , was recorded, in order to be replayed to establish a patteviil tha
explore the beliefs and experiences of the lecturers regarding their use of technology in
teaching.
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Population and sampling

For the purpose of this study the researcher used the purposive sampling method to identify
twelve TVET lecturers from foufVET colleges who were Engineering and Related Design
(ER&D) specialists teaching Automotive repair and maintenance. Purposeful sampling was
used in this study because it ensured selection of samples that were infomohtiarth

respect to the purposé the study (Gall et el.., 1996; Cohen, Manion and Morrison, 2000).
Three lecturers teaching Automotive repair and maintenance from each campus were
observed while facilitating Automotive repair and maintenance and later interviewed.
Lecturers who were sated had taught the subject at the college for two or more years.
These participants were familiar with the curriculum, and experienced in offering Automotive
repair and maintenance.

Results and discussions

The researcher conducted faceo faceinterviews with the twelve TVET Gauteng lecturers. The
interviews with lecturers were recorded and then transcribed, after which a sequence of repeated
themes was extracted in relation to the TPACK theories presented in the literature review. Themes
were crived from data obtained to answer RWfh at are the TVET coll ege
of technological pedagogical and content knowledge in the teaching and learning of
Automotive repair and maintenance? RQ 2 How do TVET lecturers apply TPACK to
enhanceheir teaching of Automotive repair and maintenance?

The researcher then analyzed the interviews for a second time with the purpose of verifying the
themes found in the first analysis. The themes were then used for reporting the results. In
reporting themedrom the analysis, quotes were crose f er enced back to t
original transcripts. The |l ecturerso6 respons:c
according to the TPACK knowledge domains, and are reflected in Table 1.

TABLE 1: Lecturers interview responses related to TPACK domains

TPACK component THEMES

Technological knowledge (TK) Use of ICT tools for lecturing

Technological pedagogical knowledge | Lecturer ICT integration competency
affects teaching

(TPK)

Technological Content knowledge Smart Technologies enhance au
motive repair and maintenance

(TCK)
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The table above represents |l ecturerds i1inter\y
according to TPACK knowledge domains. From the geneoding categories identified

from the data of the twelve participants, TPACK characteristics were identified and arranged

into the three technology structures of TPACK as identified by Koehler and Mishra (2008).
When the lecturers were asked the followiggestions: what do you feel are the most
important technological competencies for you to properly use technology in lecturing?; how

can you evaluate your own competencies in ICT integration in automotive service and repair;

do you know how to select efféot teaching opportunities to guide student thinking and
learning in automotive repair and maintenance; what do you know about technologies that

can help you to present your content knowledge?; what type of technologies you use to
enhance your teachingaefut omoti ve repair and maintenance
produced the following themes which are discussed below:

Theme 1- Use of ICT tools for lecturing

ICT in lecturing has become a teaching tool in th& &intury. TVET lecturers in this study
noted that they understood the TVET coll eges
learning using the integration of technology. Equally, they acknowledged some pressure to
participate in a technological world as the way of the future, for bothrégstand students;
particularly in Gauteng as illustrated by a lecturer (006) from TVET College 2 who said this

AWe must be able to use a computero. Consi s
integration from t heudyiewas raasomad dhat techrotogyopesed s | n
up the studentds world by providing a rich
common with many lecturers whose responses were: use of video demonstration (003), use

of overhead projectors (006), use mowoint + tutorial videos + OHP (005), this was in

keeping with previous studies where vocational education and training teacher is called upon

to deliver more ambitious government objectives, the need for more complex pedagogies to
address the needs oiverse students from various backgrounds is paramount (Guthrie et

el é, 2006 ; Wheel ahan, 2010) . For some TVET
technol ogy were for personal enjoyment | g u e
definitel gt dbectwhrier (004) from TVET <coll e
technol ogy in our college, we stild]l l ack the

limited exposure to the use of technology for teaching.
Theme 2 Lecturer ICT integration competency affects teaching

Lecturer ICT integration competency is essential in TVET institutions; FET lecturers
articulated their competency | evels when as
technological comgtencies for you to properly use technology whilst you are lecturing? FET

l ecturer (003) from TVET College 1 replied:
computers, you must be able to set up pdweoints and if those things are not available, it

i's not t hat easy, i f you havenot got t he
transparenci eso. Still revealing their TK ¢
comment ed: i One mu spointh ®ne ahbuldebe able to wEewidep o we r
equi pment and al so, maybe an overhead projec
been trained.o (010) what do you feel are ti
you to properly use technology in lecturing?; how can you eteal@ur own competencies

in ICT integration in automotive service and repair; do you know how to select effective
teaching opportunities to guide student thinking and learning in automotive repair and
maintenance; what do you know about technologies #rahelp you to present your content
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knowledge?; what type of technologies you use to enhance your teaching of automotive
repair and maintenancéJost technologies are not yet developed for teaching or educational

pur poses, t he t e acsh thendfer educatioral purposes (Koelilee ptur p o
el..,2014). In this study the findings for TVET teaching, the definition of technology needs to

be expanded to include specific technology, which refers to equipment, and machines, which

are used to perform carh tasks in the workplace (Guthrie et al.., 2009).

Theme 3 Smart Technologies enhance automotive repair and maintenance

TVET lecturers are of the opinion that the integration and the matching of the correct
technology for the teaching of autaotive re@ir and maintenance enhance their lessons and

these are regarded as smart technologies. Data projectors + computers, power point
presentations including ki environment, constitutes smart technologies for teaching and

|l earning. To quotfer oam |ITeVcETu rceorldlse g(e0 142 c o mment
value to my teaching | have even introduced students to it because most of the times | bring

my own modem and show them that they can get anything from the internet. | use that to
download them then | intduce them, | say that if you are using technology they are very
useful, they say that they are very strong
coll ege 2 felt AW th this technology compet e
importantso to use technology to impart this knowledge to your students because sometimes

if in automotive, like if we were dismantling which we call an engine or doing some
practicals if the students are seeing that in the video and therefore the student tend to
concentrate on that and do everything ofé.
acknowledged that his students were advanced with technology and they bring these to

| ectures AKnowing that my students are advar
phones on a regular basis, | try and use a lot of video and the data projector, if needs be

someti mes they use their cell phones as wel |
from TVET College 4 cited, i ityacreasops fdr using t y arr
technology in the teaching automotive repair

that smart technologies enhance automotive repair and maintenance there is not enough
evidence relating to the way technology enhancssbles. TVET lecturers in this study still

use traditional technologies such as data projectors and jpoivémpresentations and videos

in TVET colleges without exploring technologies that are relevant to automotive repair and
maintenance such as simudati,training boards etc.

Recommendations

This paper was guided by a framework for unc
of their integration of TPACK (Mishra and Koehler, 2006). This frameWwooklel was

grounded in understanding that quality teaching does not occur unless the thee®fbase
technology, pedagogy, and content knowledgeasts in a particular context. The TPACK
framework allows c¢close examination of | ectu
complex relationship between their technology, pedagogy and contentekigew It does

not however explicitly deal with the instruction of technical vocational education and
training. I n the instruction of Techni cal
issue is no longer a decision whether lecturers should intdgaiteology into their existing

practices but rather how to use technology to transform teaching and create new opportunities
for l earningo (Angeld] and Val andi des, 20009)
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transformation mechanisms, or vehicles foh an g e 0 ; rather, they are
users to reconstruct the subject matter from the knowledge of the teacher into the content of
instructiondo (p. 157) . A model therefore sh
TVET college lecturersan conceptualize the relationships between technology, pedagogy

and content matter thus improving their curriculum delivery and implementation of
automotive repair and maintenance hence improving their NC(V), Engineering and Related
results. Therefore itsiimperative to propose a dedicated model for TVET this could be
termed the TVETPACK model, which speaks to Technical Vocation Education and Training

in general.

Conclusion

This study suggests th&tT VETPACK is promoted asa model for teachers to think about
combining pedagopgy, cortent and tecmology knowledge, it would be pracical to
aknowledge ther efforts to develop corstructivist, studert-certred padice. Most
importantly, it could be valuable asa meansfor identifying training needs. Lecturerscould
usethe model to idertify andreflect ontheir beliefs andtheir teading knowledge as wd as
thelr professional development needs (Anderson et al., 2013. The development of
TVETPACK could aso be digned with other framewolks such asthe recently relessed
VET Capahlity Framework (IBSA, 2013 which provides a canmon language for the
knowledge, skills, kehaviours andattitudesthat praditioners are suppo®d to display when
they are performing well in their roles. TVETPACK focuses onthe knowledge andthe skills
lecturersneedto get to the mint where they are perceived, or peceive themselves as
performingwell in their roles. TVETPACK highlights the potential to redesign professional
development programmes, inform teacher edwcation programmes and enrich teaders é@nd
studertsolives.
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Abstract

Lusikisiki is a rural area in the Eastern Cape of South Africa. Most of the women in the area
lack education and skills for employment. Education is the best tool for employment and
without basic knowledge and skills, women in rural communitigghtrbe condemned to
perpetual poverty. Again, they might not be able to participate in the-soci@mic
activities of their respective communities. This paper explored how basic education can be
used as a tool for employment among rural women of Lukikiy equipping them with

basic knowledge and skills for livelihoods. A qualitative research approach in the form of a
case study design was used for the study where data were collected througtrisgored
interviews. A sample of 25 participants wagosively selected for the study. The results
indicated a lack of education among rural women due to some obsolete cultural practices and
perceptions which result in unemployment. Based on the findings the paper recommends that
unemployed rural women shidube equipped with basic knowledge and skills to enhance
their livelihoods.

Keywords: skills training, unemployment, poverty, livelihood, women.

INTRODUCTION AND BACKGROUND

Globally, education is used to transform the conditions of people to enable them to live better
and productive lives. The current government of South Africa sees education as the best tool
to equip its citizens with basic knowledge and skills for bettarliiood. Apartheid gave

black citizens inferior education and many were denied educational opportunity altogether.
Rural women particularly were affected greatly hence, most of them are unemployed. For
instance Aitchison (2006) attests thdt7 million aults (16% of the total population above

the age of 15) are illiterates because they do not have any schooling. Aside this number of
illiterate adults is a group of a further 9.6 million (32%) who did not complete primary
school. This situation is a prolohe because women cannot access work without basic
knowledge and skills and could be cut off from semt@nomic activities. Education is the

best tool for social and economic transformation and yet many black South Africans are
denied education (Baatjes, GB). This unemployment situation poses a threat to social
cohesion unless rural women are liberated from the problem of illiteracy. Between the
periods of 1995 to 2003, unemployment in South Africa grew by 47 per cent to 62.8 per cent
(Kingdon & Knight, 2@7; Banerjee et al., 2008). In 2008, unemployment grew to 33.4 per
cent. Again, it grew from 33.4 per cent to 36.5 per cent in 2010 (Verick, 2012). Currently,
unemployment rate still is around 25 per cent (Anand et al., 2016). The statistics above is
doneto the denial of basic education to black South Africans.
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The Bantu education system which was established in 1953 aimed at giving the indigenous
people inferior education as compared to their white counterparts. According to Dlamini
(1990), Bantu Educain was structured to provide cheap labour for white farmers and
businesses. The blacks were taught to be fAHe
1990, p. 72). This left the South African parents with two options: exposing their children to
the infeior Bantu Education system or giving them no education at all. Troup (1976) reports
that only one African child in every two of schegding age was actually attending school.
Many parents were willing to take advantage of the little education that dldy get from

the inferior Bantu Education system (Troup, 1976). There might be parents and learners who
guestion the logic of enrolling for an inferior education which cannot offer you a job. This
lack of knowledge and skills condemned many rural womepetpetual poverty and total
reliance on government for survival because they might not be able to participate in socio
economic activities of their communities. This condition under which rural women live call
for Adult and Community Education and Traigi(ACET) programme to equip women with
basic knowledge and skills for livelihood.

The lack of basic education could keep rural women in perpetual poverty. The governing
party of the country, African National Congress [ANC] (1994) wanting to providetarbet

life for all South Africans, developed policies that placed emphasis on community
development, through basic educat{dictoria, 2014) There are millions of people ages 15

to 24yearolds who are not employed and lack education and training and iBighnof

these unemployed are concentrated in the countryside (Victoria, 2014). The high numbers of
rural women who lack education, training and employment make it practically impossible for
the current Postchool Education and Training System to offatisfactory places to the
majority who seek access to education. To solve the problem there is a need for an expansion
of intake of people into the education system. The announcement regarding the establishment
of Community Colleges is, therefore, a stapthe right direction. The community colleges

can enroll both youth and adults who require basic knowledge and skills for living (Victoria,
2014).

Problem Statement

A lack of basic education results in unemployment, poverty and social malfunctions among
rural women. Most women in the rural areas are unemployed and live in poverty due to lack
of education (Mayer et al., 2011). Adult learning centres have been opened in most rural
communities in South Africa to redress the injustices of the past by prg\adults, mostly
women, with basic skills for survival. The problem investigated by this study is, what are the
effects of the ACET programmes on the semt@nomic life of rural women in the Lusikisiki
area?

Research Objective
The objective of this papés to find out how basic education can be used as a tool to enhance
livelihood activities among rural women.

Theoretical Framework

This study is grounded on the Human Capital Theory. This theory emphasises the importance
of investing in education and ineng to increase the chances of individuals in securing jobs
and get improved wages&(venen, 2009 Studies have revealed the positive effect of the
Human Capital Theory. For example, (Lockhead, Jamison, & Lau, 1980; as ciddlore

& Olomukoro, 201% reveal that the investment in education gives the opportunity to secure
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higher paying jobs and brings about a better economic growth. Such an investment, therefore,
seems relevant in providing returns in the form of individual skills attainment, economic
success and accomplishment (Blaug, 1970; 1976; Karabel & Halseu, 1977; Akintayo &
Oghenekohwo, 2004; cited @yitso & Olomukoro, 201 To see rural women succeed in
employment and better wages there is a need for an investment in their eduddtiore

and Olomukoro (2015)jnaintain that the Human Capital Theory emphasises the need to
invest in education for better economic development such as employment and better earnings.
In other words, this productive outcome of investment in education must b visithe

lives of rural women involved in ACET programmes. This, in fact, is in line with the
definition given byLuthans, et al (2004) h a t human <capital i's an
skills, and productive abilities.

Human Capital Theory is relevat this study because it focuses on the importance of
investment in the education of individuals, especially rural women. Investing in the education
of rural women will ensure that they are gainfully employed and improve their-socio
economic status. Adelerand Olomukoro (2015, p. 3B49) emphasise that without
investment in human capital, skill will not be acquired, and if a skill is not acquired the
authors of this paper maintained, there cannot be any meaningful employment. There is,
therefore, a needtconsciously invest in women with skill and knowledge through ACET
programmes for employment. Arguably, it is through the attainment of knowledge and skills
that rural women can create their own employment take control of their lives and engage in
socialand economic activities of their communities.

RESEARCH DESIGN AND METHODOLOGY

Research Design

A qualitative research approach in the form of a case study was designed for the study to
explore the worth of adult and community education and training asl &or employment.

This design was appropriate because it dealt directly with the real life experiences of
participants (O Cinneide, 2006) which are unemployment, lack of skills and poverty. This
approach according tdlambinga (2009)qualitatively helps the researchers to discover
information and knowledge about the nature of the reality of the phenomenon under study.

Data Collection

The investigators used interviews to collect data from women ACET learners. In the process
of data cdlection, 25 women were purposively selected from a population of 116 to
participate in this case study. The 25 women were purposively selected because as ACET
learners they were information rich and as such could contribute immensely to the study.
During the interview process, the researchers asked probing questions for a better response
and to elicit more information from participantdgrell & Bradley, 2009 The researchers

used probing as a technique to validate the research instruments. The istemmeucted

lasted over a period of five days, and each interview lasted 45 minutes. The interviews were
conducted at selected centres. These centres were selected because they were appropriate and
easily accessible to all participants. The researchersligd to the centres to conduct the
interviews. Interviews were audio recorded with the permission from the participants. These
recordings were later played and transcribed into text by the researchers. Themes were
drawn, coded and discussg@dichols, Tacn & Muir, 2013).A good conducive atmosphere

that allowed participants to freely express their feelings and behaviours regarding the issues
being discussed was ensuretblley & Steiner, 200h

SAICE&017 72 Proceedings



Ethical Considerations

The authors of this paper adhered &t research ethical protocols. They ensured
transparency, validity and reliability of the study (Chaska, 2008). Ethical considerations
according to Creswell and Clark (2011), encourages researchers to respect the rights, needs,
values and desires of thesearch participants. As suggested by Welmémger, and

Mitchell (2005), the researchers put into practitlerasearch ethics which includethe
research partici pant sgermigsion Worogd censedipluntaryn f i d e n
participation and right to anonymity. In doing so the researchers wrote letters to the
Department of Education and the Department of Adult Basic Education and Training in the
Lusikisiki district for permission to conduct the study. They waited for a response before the
research study could commence. The research participants were informed of their voluntary
participation and purpose of the study. They were also informed that they could pull out of
the study at any time if they wish to do so. Participants were assutethéhimformation

relating to their identity will not be revealed to any person or organisation. Any information
given will be strictly confidential.

Data Analysis

I n analysing data t he(2004)$raanework bof@atssanalysisiwhichwe d F
provides a series of steps that helped the researchers to manage data morBatasily.
analysis is an ongoing process which begins with the process of data collection. Maree (2007)
affirms that in qualitative research, data analysis is an ongoing pratéds begins right

from the time data were collected to the conclusion of the research. The researchers,
therefore, collected data, read through and pruned them thoroughly and transcribed for
analysis. The data were given codes and arranged under theroa®gories. They were
interpreted using comparison and pattern analysis to refine and relate categories or themes
and using different views.

Presentation of Results
In this section we present key findings from interviews conducted with 25 ACET women
learners. The paper reveals the following results:
1 Insufficient Enroliment Space into the System of Education and Training.
1 Lack of Interest in Adult and Community and Education and Training (ACET)
programmes.
1 High rate of unemployment.

DISCUSSION OFFINDINGS

The findings of any study depend on the responses of the participants and how the researcher
interprets the data. For this reason, the respondent voice is very crucial in the discussion of
the findings. These findings were arranged and discussdst three main themes.

1) Insufficient Enroliment Space into the System of Education and Training

The devastating effect of the apartheid education system left millions of South Africans
illiterate. Therefore, after the apartheid regime, the South Afrisducation system and
training could not enroll high numbers of people needing education. For this reason, many
rural women do not have basic knowledge and skills for social and economic development.
This shows that the current Pasthool Education and Training system, with particular
reference to ACET failed to provide satisfactory enrollment space to the majority of adults
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who seek access to education. To solve the problem there is a need foaraiaxpf intake
of people into the education system.

This enrollment problem was in fact affirmed by one of the respondents when she said:

Many of my colleagues are sitting at home because they could not gain admission due
to insufficient space at thisentre. The centres in this area are too small and this
makes it difficult for others to be admitted. As a result, there are many women sitting
at home doing nothing.

The response above indicates the need for more ACET centres in the rural areas in order to
accommodate women who require learning and training in basic skills to enhance their
livelihoods. This response makes it evident that the-8Bdsbol Education System cannot
absorb the majority of rural women who lack basic knowledge and skills. Thisikighers

of women who lack basic education have contributed to the high rate of unemployment of
many rural womenMayer et al (201)L confirm that there are many unemployed people
whose levels of literacy are such that they are practically unemployabgeisTthiie to the

fact that adult women did not have the required skills relevant to the available jobs. Low level
of literacy and unemployment can lead to perpetual poverty because of lack of skills among
rural women. To address this problem more adulnlegrcentres should be provided in the
countryside communities.

Many people in the rural communities feel the ACET centres do not equip them with basic
skills for employment. The responses of some participants below affirm this;

| am not actuallylearning skills to do my own work or run my own business like
dressmakers, bakers or being an electrician. The centre only gives me a certificate
that | can use to find jobs in the community but, it is very difficult to find a job.

Another participansaid,;

We are having a subject Agriculture Science but, we are not doing any practical work
that will help us acquire the skill better. We are only taught the theory aspect which
makes us not to do very well on the farm. We also need computer skills it vi

us well.

Yet another;

If we can have computer skills training, sewing and baking at our centre then it will
help us to do better. We donodt have thes
help us.

From the above responses, it is clear that AGEfners need skills training for employment

and to be selemployed. Providing rural women with computer training will be an added
advantage as mentioned by a participant above. Rural women desire to live better productive
lives through the training thegnticipated to receive from ACET. Rural women need skills to
generate income. The emphasis placed on adult literacy alone makes it difficult for adult
learners to achieve their study goals. As affirmed by Leibbrandt et al (2010) and Mayer et al
(2011) theeducation system through the establishment of ACET has not delivered the
employment skills needed by women. As such ACET has failed to solve the problems rural
women face which included a lack of skills, poverty and unemployment. Unemployment
turns to bnng with it a number of social anomalies. These include crime, drug and alcohol
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abuse, poor health, loss of seiteem and social discrimination. Therefore, rural women
should be empowered to deal with the wide range of concerns and problems they experienc
in finding employment (Ngcaweni & Moleke, 2007).

2) Lack of Interest in Adult and Community Education and Training Programmes
Most of the women in the study area lack interest in ACET programmes because the
programmes do not meet the learning needseofwomen. A participant confirmed,;

| am not actually learning skills to do my own work or run my own business like
dressmakers, bakers or being an electrician. The centre only gives me a certificate
that | can use to find jobs in the community but, wesy difficult to find a job.

The participant here confirmed that the ACET centre does not provide theneedéd skills
(Leibbrandt et al., 201Gpr rural women. The centre seems to focus more on literacy and not
job skills. As a result, the women laokerest in the ACET programmes. This indicates the
need to transform ACET curriculum to suit the living needs of participants. In fact learners
should be involved in discussing ACET curriculum. ACET providers should do needs
analysis before offering pactilar programmes.

3) High Rate of Unemployment

Although adults attend ACET programmes free because of poverty many rural women are
unable to attend classes regularly. There are some who cannot afford taxi fares to attend
classes regularly. As one partiant put it;

| am unable to attend classes because | am not working. | do not have money for
transportation so most of us do not attend classes regularly.

The response above indicates that ACET centres are far away from the learners. The centres
are not easily accessible to the women. This makes most rural women learners drop out of
their training. Education through ACET is the best means to change the gquatwf rural

women. When rural women acquire knowledge and skills, they will be in a better position for
selfemployment. The lack of accessibility to the learning centres could deny many women
the opportunity to acquiring skills for employment. Withéle needed skills rural women

may remain unemployed and poor.

CONCLUSION

The study explored how basic education can be used as an employment tool for rural women
by equipping them with basic knowledge and skills for livelihoods. Adult and Community
Educdion and Training (ACET) has been established throughout the country to equip adults
with basic knowledge and skills for employment. However, many rural women either drop
out or do not attend because the programme does not meet all their learning neg@agerh
concludes that for ACET to have more positive impact on rural women the programmes must
be tailormade to address the felt learning needs of the participants.

RECOMMENDATIONS

Based on the findings the researchers provide the following recomnuogrsdafCET
organisers should do needs analysis before drawing up curriculum. This may increase the
patronage of the ACET programme. The programme of ACET should put more emphasis on
practical skills training to empower rural women with skills for -seffpbyment. ACET

SAICE&017 75 Proceedings



centres should be opened in all rural communities to make basic education more accessible to
those who need it most.
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Abstract

Therehas beemngoing debatand extensive discussion in South Africa on how Technology
Education teachers interpret and implement Technokedycation curriculum in schools.

This descriptive case study research aim at investigating how the Technology teachers
interpret the interrelationship between the TechnolBgyietyEnvironment (TSE) theme

and the Technological Process and Skills (TPSyvals as Technological Knowledge and
understanding (TKU) curriculum themes of the Technology learning area in South African
schools. Data were collected in the form of classroom observations and interview from four
teachers from different schools in Mpunralg a pr ovi nce. Teachers wor
workbooks as well as their project portfolios were also observed for indication of how
Technology Education curriculum was being interpreted by the teachers. The data were
analysed using content analysisgdes were used to establish the emerging themes in line

with the research questions. The findings of this study show that only in exceptional cases
that the teachers make use of learner centred approaches in their teaching. It is evident from
the findings hat while teachers planned learner centred approaches in their lesson plans,
learners themselves do not show any examples of such integration in their workbooks.
Teacherso difficulties with specific knowl e
discused and recommendations were made.

Keywords: Curriculum, Technological Knowledge and understanding, Technological
Process and Skills, Technology Education, TechnelggietyEnvironment

INTRODUCTION

Technology Education emerged as a subject in its own right in many countries around the
world in the past three decades (Jones, Bunt
compared with other discipline is relatively young and its emergence cborasthe
background of technological practice and engineering (Jones, Buntting, & de Vries, 2011).
Different bodies both globally and nationally have made efforts to develop policy related to
the teaching and learning of Technology in schools, and wupeoassociated syllabus and
supporting documents (American Association for the Advancement of Science, 1993;
International Technology Education Association, 2000). The major goal of policy and
syllabus documents is to ensure that all teachers engagsttigEnts in effective technology
learning experiences that challenge them to thirdeipth about relevant Technology content

and processes in a learning environment that was founded on the contemporary pedagogical
practices (American Association for tAdvancement of Science, 1993).

Technology Education is a relatively new subject in the South African curriculum and was
not being catered for in the general schooling system prior to 1998. Even with the
introduction of Technology into the school systéngre were no teachers to teach the subject
because teachers did not have formal training in Technology Education. The department of
education however, relied on pilot programmes run by-gewernmental organisations
(NGOs) to capacitate teachers in thibject area. Technology as a subject has concepts that
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were new to teachers and somehow difficult to conceptualise, as it needed a background of
mathematics, science and vocational subjects. Most teachers did not have the background in
these subjects. Thied to some schools not giving much priority or value to technology
compared to mathematics and science (Williar
that clear in many quarters as compared to science.

In developing countries of sub Sahararriéd, science and technology feature as central
subjects in the school curricula (Hattingh, 2004). According to Cheek (1992), Science and
technology have influenced the tweifinst century society to a considerable extent. A
critical study of this group fosubjects with related influences is known as Science
TechnologySociety (STS). STS is viewed in literature as the study of how social, political
and cultural values affect scientific research and technological innovation, and how in turn
they affect so@ty, politics, economy and culture (Cheek, 1992; Pedretti, 2003; Jones et. al.,
2011). The scientific and technological innovations assist in realising existence of the socio
technological relationships between technical objects, the natural environniesoeial
practice as centred in STS (Ropohl, 1997). Although Zeidler, Sadler, Simmons, and Howes
(2005) argue that while STS emphasises the impact of scientific and technological
development on society, its focus on the moral and ethical issues was miottlexp
embedded in decisiemaking. In the past four decades, the STS approach has expanded to
Science, Technology, Society and the Environment (STSE) to emphasize the environmental
aspects (Predretti, 2003, Jones et al., 2011). The STSE programs tnserpree and
technology as socially embedded enterprises that promote the development of a
technologically literate citizenry who are able to understand STSE issues (Predretti, 2003).

In the South African context, SciengdechnologySociety (STS) formspart of the
Technology curriculum as specified in the Revised National Curriculum Statements (RNCS),
(2002) which was implemented in 2003. In the Technology curriculum, STS was referred to
as TechnologysocietyEnvironment (TSE), which involves teachingtitade and values
towards technology (DoE, 2002b). The inclusion of TSE in teaching Technology have the
potential of making the curriculum more relevant and learning more meaningful as it
provides scope for teachers to engage learners with differedifeezdntexts in constructing
knowledge (Naidoo, 2010J.echnological knowledge and understanding (TKU) comprises of
conceptual knowledge while technological process and skills (TPS) covers procedural
knowledge and their components. These three theme®aceptualised around the goals of
the teaching Technology for Grade9RThe realisation of the unique features and scope that
form part of the official and intended curricula, need to be interpreted in an interrelated
manner by the technology teachers.

From aforegoing, it is not yet clear whether technology teachers are teaching Technology
subject using integrative approach to realise the interrelationship of the themes from the TSE
perspective. Therefore, t hi s inerpretdngd @sctthe m | s
interrelatedness of technology themes from the TSE perspective. In line with the aim,
answers were sought for the following research questions;

1 How do technology teachers interpret TSE in the technology curriculum?

1 How do technologteachers link TSE to the other themes in technology?

1 How do technology teachers approach the themes from a pedagogical perspective?

1 What barriers do teachers identify in their intentions and attempts to teach the

relationship between TSE and ottieemes? How could these barriers be addressed?
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Theoretical framework

The study adopted and adapted Rogan
articulate the position of teachersbo
TPS and KU themes during planning and teaching. This theory is based on the three
constructs for analysing school implementation: (1) profile of implementation, (2) capacity to
support innovation, and (3) support from outside agencies. (Rogan & Grayson, 2003; and
Aldous & Rogan, 2009) identified stdonstructs within each construct. This study focuses
on construct (1) the profile of implementation under the®uistruct science in society but
contextualised as technology in society, detailed in its four levederoplexity in the Table

1. below:

Table 1. Profile of implementation contextualised as technology in socieffdapted from Rogan and Grayson,

& Grays
under s

2003
Level 1 Level 2 Level 3 Level 4
Teacher uses example Teacher bases Learners actively Learners actively undertake

and applications from lesson (or lessons

everyday life toillustrate on a specific
technological concepts. problem or issue
faced by the local

Learners ask question
about technology in the
context of everyday life

community

Teacher assist!
learners to explore
the explanatios of
technological

investigate the applicatiol
of science and technolog
in  their environment,
mainly by means of dat:
gathering methods such ¢
surveys

Examples here  migh
include an audit of eneyg
use or career opportunitie

project in their local community
in which they apply technolog;
to tackle a specific need. A
example might be or
investigating the problem/nee
to bring sdution to the
community

Learners explore the lorigrm
effects of community projects

phenomena by that require a technologice For example, a project may ha\
different cultural background shortterm benefit but resulting
groups long-term detrimental effects

The technology in society swudmnstruct is conceptualised around these themes of the
Technology curriculum with TSE as a focus point in the middle to show the flow of ideas
through the themes. These themes are TKU (conceptual knowledge), TSE (technology
society and environment) for attitude and values and TPS (proté&doraledge) with their
different components. The three themes are conceptualised around the broad aims of the
Teaching Technology subject for Grade9Rof the Curriculum assessment and policy
statement (CAPS). The realisation of the unique features aqm ghat form part of the
official and intended curricula, need to be interpreted and enacted in an interrelated manner
by the technology teachers. The CAPS technology curriculum framework lies with the
intentions of the curriculum designers and the casdd measured. The framework is
intended to describe the technology curriculum and its level of implementation with a
particular focus to TSE.

METHOD

Research design

The research design for this study is a descriptive and interpretive case studwpnlatsed
through qualitative methods. Multipt&ase studies (comparative) were applied in the study to
obtain an indepth analysis.

Sample
The subjects of this study were four technology teachers from four different schools in
Mpumalanga district of SoutAfrica. Purposive sampling was adopted in this study in order
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to provide sufficient insight and wunderstan:
experiences ranged from 12 to 26 years. These teachers were chosen based on the fact that
they havan-depth knowledge about the knowledge of planning and teaching the Technology
learning area in South Africa.

Data collection instruments
The main data collection techniques used in this study werestamiure interviews, nen
participatory classroombservations as well as the document analysis.

Semistructured interviews

Semistructured interviews were used in this study in order to enable the researchers to
formulate the questions and modify them to suit the context as new information emerged
during the interviewing process. The interviews were conducted for approximately 30
minutes with all the four participants. Teachers were first asked about their experiences about
technology education and their awareness of the themes in the technology aurritiiéu
guestions t hen explored teacherso under st ai
technology education themes in the curriculum. Later they were asked about their
interpretation of technology, society and environment theme and the roles shettitkethis

theme plays in teaching technology. The interviews also explored what students should be
learning in technology and how the subject should be taught in schools.

Non-participatory classroom observations

Non-participatory classroom observatiomse r e carri ed out in order
involvement and engagement during technology lessons. The first author visited the
participating teachers a week prior to the observation sessions to become familiar with their
environment and to interact thithem. Lessons lasting for 46® minutes were observed as
scheduled in the school time so there was no obstruction to the normal running of the school
timetable. The observations helped in triangulating the interviews data.

Document analysis

Documentaal ysi s of the teachersd | esson notes
carried out to identify any evidence of addressing the TSE in the planned activities. The
researchers also looked at the type of work produced by the learners in the technology
learning area, i.e. project portfolios and their workbooks to establish the interrelatedness of
the themes in which the learners were engaged in.

Data Analysis

In this study, the data collection and analysis went hand in hand in an iterative mahaér in

the results of the analysis helped in guiding the subsequent collection of data. The researchers
audiorecorded the interviews, transcribed and coded the content based on interview
guestions and responses. The researchers used codes to estalfimimelsecategories in line

with the research questions. The theme cate
technology subject, interpretation of the technology concepts, planning and preparation of
technology activities and barriers encountereshiegrating the themes.

RESULTS

l nvestigating teachersbo Il nterpretation and
TechnologySocietyEnvironment (TSE) theme with the other technology curriculum themes
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revealed their difficulty in talking about a subject that is just gaining its feet within South
Africa context. Teachers used their experiences in and out of school to construct their
interpretation of technology education curriculum.

Teacher s 6 sd teghrology subjece

Technology teachers talked about technology in terms of the subjects that they teach. They
expressed what they and their students enjoy most about technology, they also explained their
difficulties in teaching the subject. For exarh e , participantsd respo
guestion on their experiences about planning and teaching technology in their classroom are

presented below;

Researcher Can you please tell me about your experience in planning and teaching
technology in youclassroom?

Teacher 1 Technology is the most interesting subject, teaching technology is very simple
when we have the relevant resources. | think technology also links with what learners are
doing at home.

Teacher 2: 1t is very difficult, most of us do not understand the concepts of technology
because the subject is still new we struggled a bit but as years go by we were able to do the
right thing may be the right thing at least simpler. We now knew how to explaire to t
learners how these concepts, and know how to prepare for the lesson properly.

Teacher 3 Ok, my experience in planning and teaching technology in my class, | usually
focus on the three themes. | make sure that the AS (assessment standards) are byforme
the three technological themes.

Teacher 4 Ummét he experience | have is that mo s
subject. Before | go to class to teach | make sure that | plan very thoroughly and | know my
things very well because it might happthat | find these intelligent learners who ask me
different questions then | plan very well but the challenge is sometimes you find that we do
not have much resources, so we improvise sometimes.

Further evidences from the document analysis also relealé eacher sd exper.i
teaching technology learning area. For example, in the casmadfer 1, the researchers

anal ysed the work schedule for Grade 7, the
project portfolios. The results of the apad i s of t eacher 106s documer
16s work schedule contains substantive evid
concepts, principles; approach to the nature of technology inquiry; relationship to everyday

life as well as imagefdaechnology. Further document analysis revealed that information in
teachersdé | esson plans presents some techno
Technological Processes and Skills (TPS); and Technological Knowledge and Understanding
(TKU),buthnone on TSE. The aspects of TKU are donm

wor kbooks. [ n concl usi on, t he | earner 06s e X
teacherdos | esson plans did not have any <con
theme. This could mean a lack in the interpretation of the work schedule content when

devel oping the | esson plans and the | earner

reference to TSE.
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Teachersodo interpretation of technology conce
Teachershighlighted some of the difficulties they encounter in understanding and teaching

the concepts of mechanisms in the topic systems and control of technology. The following
comments reflect the views of all of the technology teachers to the interview gaésiiéh a t

is your interpretation of technology, society and environment (TSE) theme in technology
educatandowRat role does TSE play in planning

Teacher 1 As learners know that they are busy, teaching technology helps us in the
community. The learners must be fruitful in their community to do things on their own not to
buy. TSE helps us to understand what is happening in our society.

Teacher 2: My interpretation on this is that learners must know the technology they are
familiar with today and how it was done, before the impact of this change to the society also
if the environment how does it affect the environment now and before and also the bias part
of it if favouring them now or before. TSE plays a very important role though our learners
they do not know the things done long ago our learners cannot be able to match what was
done before because they have no idea of what happened before

Teacher 3 TSEtheme in technology curriculum focuses on the impact, biasness in particular
society and environment. TSE enables us to recognise and identify the positive and negative

i mpact of technology in society and adviron
come up with strategy for reducing any undesirable events.

Teacher 4 My interpretation is that the TSE is whereby we talk about the indigenous thing
whereby we have to involve things in fact they say technology it was there before is an olden
thing even if they have not used it but it was there the olden people know this thing very well.
Technology enables the learners to be aware that the nature should not be disturbed and
again they are familiar with the environment and they make sure that theld st harm

the environment and the people around it.

Both teachers 2 and 4 managed to describe the relationship that exists among the themes in
technology while teachers 1 and 3 did not clearly describe their understanding of the
relationship that exts among the themes. While teacher 2 articulated her understanding of
TSE without difficulty, she was not sure about the role TSE plays in the teaching of
technology as she related it to history.

Further classroom obser vanparisomoftbeaalefTEEpagsdth t hat
her teaching and what is happening in society was not in line with the lesson that she
presented during observation. Teacher 1 taught these concepts out of context, though she
tried to clarify the concepts from the begimmp and gave relevant examples but failed to link

with the context. Although it was a smaltale observation, one might suggest that this could

apply to other lessons, as she mentioned during the interviews that she had a problem when it
comes to machines

On the other hand, during the lesson observation in a Grade 9 class, lasting an hour, teacher 4
brought a bicycle to class. Her lesson was about mechanisms with the emphasis on gear
systems. She engaged the learners in identifying the different geamsys the bicycle and

in drawing them on their worksheets. Although her lesson was more of learner centred
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approach, which paid more attention to the knowledge component than on demonstrating the
interrelationship amongst the three technology themes.

During the classroom observation for teacher 3, he taught his learners about mechanisms and
their mechanical advantage. The focus was on levers. The teacher assisted in the development

of understanding of the concept by setting a context in which levergiksed to lift loads.

However, he lost the opportunity of making learners aware of the impact of levers in their

real life context. He could have expanded on the lifting of loads using high technology of
which learners should be aware, but the lessonsied more on the means used in indigenous
technology to move a heavy | oad. Of al | t h
presentation mentioned indigenous technology (a component of TSE) as the context of the
lesson.

Planning and preparation of technology activities

The foll owi ng r espon swhatkindofattitities do yotl give o yoarw g u e
learnersd refl ect the kind of activities teache
classroom.

Regarding preparation for teachingacher 1 affirms that technology is an interesting subject
to teach provided there are relevant resources as the nature of the subject links with what
learners are faced with on a day to day basis. She conceded that:

Teacher T When we plan technologyewind it difficult because it needs resources and it
needs more work that is practical.

Teacher 1 further described the process of planning her classroom teaching as follows.

Teacher 1:1 focus on the learning outcomes and assessment standards foounsitng
learning content and learning context, aims and objectives and also considering integration
of other learning areas and taking into consideration the duration of the lesson as important.
The other aspect | consider is prior knowledge as linkingrpknowledge and learning
context helps learners to understand better.

The expression above shows tiedcher 1found it difficult to plan, and cited the lack of
resources and practical kits.

Looking at planning furtheteacher 2 describes the way she plans activities for teaching as
follows;

Teacher 2:1 usually check the policy documents on the themes and check the assessment
standards. Then | have to look at first the main assessment standard, then | will go&dnd che
with the other themes that one has to match with this assessment standard and | am
correlating with them in designing for instruction.

Teacher 2 identifies objectives as the way to check whether the themes are properly covered.
She describes this pecs s a s Ifalwdyd, lutvsemetintes when you teach the learners
one of the themes when interacting with learners if one of the themes fails the objective is not
a ¢ h i eShepbioted out that the objectives are derived from assessment standards.
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Teacher 3 explained his experiences in planning as follows;

Teacher 3: My experience in planning and teaching technology in my class, | usually focus
on the three themes described in the technology curriculum. | make sure that the assessment
standards areriformed by the learning outcomes and the learning outcomes are derived from
the three technology themes.

Teacher 3 describes the extent to whihch he
designing my instruction | normally engage learners in TSE ineaghing and learning
activities because this theme addressestdalay problems in the socigty.

Teacher 4 explains her experience in planning and teaching technology as follows:

Teacher 4:The experience | have is that most learners enjoy doing démjnas a subject.

When | attend to them, | make sure that | plan very thoroughly and | know my things very

well because it might happen that | find these intelligent learners asking me different
guestions. Then | pl an v etmes yauefihd thatowe o nboth e ¢ h
have much resource so wesigningforteachinggaad lsamingdt h i n g
make sure that | am familiar with TSE (theme) so that | may be able to impart this knowledge

to learners.

Teachers 2 and 4 understood htaghnology activities are to be planned in an integrated
manner as described in the lesson planning processes. Teacher 4 could not clearly describe or
explain her planning of technology activities. None of the four participants was clear on how

to engagd SE during planning.

Barriers encountered in integrating the themes
Teachers identified the following barriers during the interview sessions;

Teacher 1 indicated that the barriers that she experienced in interrelating the themes are too
few periods, alsortage of learning materials and limited resources.

Teacher 1: There more barriers because first learners are divided into three groups gifted,
average and those needy and we know that technology has lesser number of periods. Minutes
are very short, thenore you teach and time is running out and there is a problem of learning
materials € if we have more materi al t hat e
those needy learners.

Teacher 2 does not have a problem with planning but the main prablenen dealing with
difficult concepts and conceptual content in technology. Being clustered with teachers who
themselves are not trained to teach technology but are teaching it in their respective schools,
is not helpful.

Teacher 22.Ther e ar e sobnetintes ie come té this onethe second one
technological knowledge and understanding, as | have said, something that | do not
understand becomes difficult to pass the knowledge to learners. And even if | want to prepare
the lesson, | get stuck besaul do not have more information. Sometimes the textbooks are
problematic they do not give us more information. Sometimes you get stuck when you look for
help and you tend to overlook such. In our cluster most teachers will tell you [switched to her
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mothe tongue] leswi hina ahi switivi leswi swa matechnology vo hi nyika leswi ahi switivi
[meaning this technology is just allocated to us and we do not understand its content] so you
find that you are a group of peopl egy who d
educators, we normally do not get enough training in this regard (referring to interrelating

the themes).

Teacher 3 identifies a barrier in a lack of proper training in interrelating the themes.

Teacher 3: We as technology educators, we normally do not get enough training in this
regard (referring to interrelating the themes).

Teacher 46s barriers are resources and di ffi
Teacher 4: Number one is the lack of resources; we mbt have resources to teach
technol ogy as a subject in our school . For
system, we did not have resources to make those driver and driven gears. Instead, we

i mprovised by drawi ng i & practical, it heeds sometHing that a r d .
€ we must cut until they wunderstand.

Suggested solutions to these barriers

Teacher 1 spends extra time with weaker learners after school. Teacher 2 thinks a solution is
to retrain technology teachers through furttstudies. Teacher 3 suggests that schools be
supplied with the required resources in technology. He also suggested the establishment of
supporting teams starting from school level up to district level conduct workshops led by
experienced and weltained eachers to deal with technology education related problems.
Teacher 4 currently deals with barriers of lack of resources by giving tasks and small projects
to learners to do at home.

DISCUSSION OF FINDINGS

This study explored how the technology teachetsrjomet the interrelationship between the
TechnologySocietyEnvironment (TSE) theme and the Technological Process and Skills
(TPS) as well as Technological Knowledge and understanding (TKU) curriculum themes of
the technology learning area in South Africchools.

The data analysis revealed that work schedules and somewhat project portfolios contain some
unifying concepts across the technology themes. However, teachers find it difficult to
understand some concepts in the Technology curriculum. Thesanadyealed that there

was little mention made of societal issues that reflect the aspects of TSE, and this posed a
challenge for some teachers in the sample. Despite teachers being familiar with the themes in
the Technology curriculum, some are not sofevhat the role of TSE is in planning and
teaching. This might be a reason why Technology concepts are being taught out of context
and as a result affect | earnersd conceptual

The analysis further revealed tlathough all the documents promote learner involvement in
learning concepts to the level of concrete understanding (somewhat), both novice teachers
and one experienced teacher did not emphasise the context to show the influence of TSE in
their planned actities. What the experienced teachers claimed during interviews on the
planning process, did not translate into activities that allow learners to grasp the nature of
technology.

SAICE&017 86 Proceedings



Selecting subject matter and implementing it is core to planning and teathm@nalysis
reveal ed that the teachersd curriculum doc
specific objectives or outcomes, but setting the context is poorly addressed in their planning.

The teachers in both categories view the pedagogical apm®an the technology

curriculum differently. For this reason, the realisation of the interrelationship of themes are
explained differently during the interviews. The observations reveal that the teachers used
different approaches for the different aspgeatsd that none of them operates on Level 3 of

the construct of implementation, which would give a true integration of themes and satisfy

TSE theme of the curriculum.

The analysis reveals that there were more failures than successes in integratieghd®e th
Some of the failures were attributed to pl
authorities in providing kraining programme for Technology teachers so that they can
understand the subject matter better. The rest of the barriers for eff@athnology

teaching and learning in schools are lack of instructional materials that can be used to
enhance teaching and learning processes, lack of proper training in interrelating the themes as
well as having to deal with difficult concepts in the tealogy curriculum.

CONCLUSIONS AND RECOMMENDATIONS

This study established that teachers need assistance beyond their qualification to interpret and
teach the Technology curriculum successfully. The participants expressed their frustrations
with the policy and subject content issues to such an extentotimettsing ought to be done

about the status of Technology teaching in the sampled schools. This study reveals that there
are no enough support programmes to support teachers to understand the subject adequately.
There is a need to base Technology teachimgeal life or authentic context or technological
practice. It is clear from the study that the teachers require appropriate support to interpret the
Technology curriculum documents and to translate them into classroom teaching. The insight
gained in thistudy, about the way teachers interpret and enact the integration of Technology
subject themes, could be seen as the springboard for the Department of education support
staff and Higher Education institutions. In order to design support programmes theafuipl
presservice and practicing technology teachers to understand better the content and the
dynamics of the subject that are useful in the classroom environment.
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CAN LECTURERS REFLECT ON AND IN THE USE OF MOODLE PLATFORM
ON STUDENT SUCCESS?

Cedric Bheki Mpungose
University of KwaZulu -Natal, South Africa
Email: mpungosec@ukzn.ac.za
Abstract:
An important development in higher education is the demand to adopt new educational
technology and information to frame student success. In response, Moodle Learning
Management Platforms (LMP) provide informal and formalrricula which brings
challenges to lecturers and they seem reluctant to embrace it for student success. This article
presents a qualitative critical action research of three out of eight lecturers. Purposive with
convenience sampling were used to choosetlitee most accessible lecturers who were

teaching science modules. The article ai med
Moodl e curricula on student succ-emoseseni he | e«
structured interview wereaitilized for data generation. This was driven by two research

guestion namel y: what are |l ecturersoé6 reflec

attain student success? and why do lecturers reflect on and in use of Moodle curricula using
particularways to attain student success?. Inductive and deductive processes were used to
ensure qualitative guided analysis of the generated data. Triangulation, transferability,
dependability, confirmability and credibility was maintained to ensure trustworthihbes

study concluded that lecturers were using formal reflections to be more familiar with formal
curriculum than informal curriculum of Moodle, and this impaired student success.
Consequently, this article recommends lecturers to use reflective procabgnt informal

with formal Moodle curriculum in order to attain student success.

Keywords: curriculum, Moodle, reflections, science modules, student success

Introduction

The ever changing conditions on political and semionomic status reshape gy
education institutions (universities) around the world (Africa, Asia, Australia, the United
States and Europe), and this pressures higher education management to adopt emerging LMP
such as Moodle, Blackboard and others for implementation of curriculwrder to attain

student success (university throughput or outcor@®ghid & Davids, 2016) Note that,

Al nstitutions, educators and students i n hi
governments to contribute to national economic achievement. One aspect of this challenge is
a drive to i mpr (Zekpe &slLeachdy 2040 p. $66)n0 regpsnseoto this,
universities in developing countries like South Africa, Ghana, Nigeria, and others have
adopted Moodle LMP to manage teaching and learning of modvtasdle is a freeopen

source software LMP which stands fddodular ObjectOriented Dynamic Learning
Environment used for teaching and learning of module content (formal curriculum). It is
designed for social constructivist learnifigformal curriculum)(Jackson, 2017)in other
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words, Moodle LMP consists of both informal curriculum (horizontal curriculum) and

formal curriculum (Vertical curriculum) which playg major role to drive teaching and

learning in order to attain student succé&sderson, 2016; Khoza & Mpungose, 2017)
Surprisingly, the |l ecturersoé | ack of bringin
has had negative impaech students success, and is becoming the world wide challenge that

is required to be tackled in order to enhance quality, effective teaching and learning process,
especially of science modulé&hoza, 2017) As a result, the next section presents the
literature on understanding of student success, Moodle curriculum, and reflections as
depicted in figure 1 below

Formal Moodle

Informal Moodle Higher education institution curriculum

curriculum

| students success

reflections (in and on )

Figure 1: Main pillars framing student success
Student success and Moodle

The literature indicates that in the past few years, student success was not the priority over
any other matter in most HEIs but the issues of high figures of enroliment, student grants,
infrastructure, and other measurements of success were given thiy (EepinozaHerold

& GonzalezCarriedo, 2017)According to Zekpe and Leach (201Gtudents success is

recently at the centre and becoming the major issue in higher education policies because
universites are now funded based on graduation rates, retention, time to degree completion,
postgraduates degree completion, job placement and other measures. As a result, student
success is referred to as a favorable or desirable student outcome, which nesmn be s
through student retention {emrolment of students), educational attainment (degree
complete), academic achievements (cum laude and summa cum laude), student advancement
(getting jobs you were trained for ) as well as holistic development (intelecacial,

ethical, physical, spiritual developmenCuseo, 2007; Espinozderold & Gorralez

Carriedo, 2017) Thi s suggests t hat student s6 succe
development of students in order to address the goals of higher edugdtora (D17)
assert t hat one of the ways to put the stu
platform/programs/practices (informal curriculum) where students can bring in their social
experience in order to unpack the module content (formal clumijifor their own academic
excellence Asa result, one way of improving student success in this digital age, is for HEIls

to invest in educational technology ( LMPs) like Moodle, and students (digital natives) often

do enjoy Moodle LMP more than lectusegdigital immigrants) during teaching and learning
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(Bates, 2016) In other words, Moodle LMP consist of informal and formal Moodle
curriculum.

Informal/horizontal Moodle curriculum

Informal/horizontal Moodle curriculum places the student at the centre in order to address the
student success/needs, teaching and learning is driven by learning outcomes (goals achieved
by student at the end of programniBgrnstein, 1999; Hyland, Kennedy, & Ryan, 2006)

other words, a student controls teaching and learning by acevejaging in the process
through sharing of ideas. According tGovender' and Govendei2014)facilitation of the

content is done on an online Moodle platform where students can use their experiences to
unpack the science modules content like acid reaction (Physical Sciences), geometry
(Mathematics) and organic molecules (Biology). In other wosbftware resources like
Moodle LMP is actively used to engage students to socially construct their own ideas through
social experiences shared during teaching and lear(fipza & Mpungose, 2017)
Executing of assessment is linked with learning outcomes such that it addresses the module
learning outcomes such as allowing the discussion of assessment tasks (discussion forums),
and workshops (peer assessmefsiderson, 2016; Black & Wiliam, 2009According to

Khoza (2017)ecturers facilitate activities from informal Moodle platform which are student
centred, and they are developed to address student needs in order to attain student success.
All the above assertions from the literature (inforidi@odle curriculum) seem to make the

move to address the current discourse of helping students to succeed, and this suggests that
the informal Moodle curriculum (Moodle LMP) is one of the preferred curricula to be used in
order to embrace students succ@&ssthat as it may, lecturers are also required to be aware of
formal/vertical Moodle curriculum which forms the basis of any other curriculum in HEIs
(Schubert, 2009)As a result, the following seoh will discuss formal/vertical Moodle
curriculum.

Formal/vertical Moodle curriculum

Formal/vertical Moodle curriculum places the module or the subject at the centre during
teaching and learning process, and it address the needs of the module(Bi#ekedns, van

den Akker, & Brugman, 2014; Bernstein, 1999hese studies further lament that, the
teaching and learning process igven by objectives, defined as goals attained by the
lecturers at the end of each programme/lesson. In support of this assertion, the content is
prescribed and sequentially followed step by step from the module outline (planned
curriculum) based on speif discipline such as Curriculum Studies, Social Science,
Engineering, and otherKhoza & Mpungose, 2017)Moreover, teaching activities are
lecturercentred, done on weekly bases, and this allowsrerd to use faet-face teaching

and learning platform such as lecture halls in order to address the moduldZelquis &

Leach, 201Q)Further to thisKkhoza and Mpungose (201&yer that hardware resources such

as data projectors, laptops, desktop computers and others are used to assist lecturer to instruct
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(lecturerso character) student s of termsh at t
Assessment of | earning fitries to summari se
has been describedasemd c our s e (Hyland etsls 2066n{. 21T he literature

on formal Moodle curriculum indicated above suggests, that this curriculum is only
consistent with lecturers needs, the module needs and excludes the needs of student (student
success). In other words, it is the basic normativity that lextuare employed by the
university as technicians to deliver the module con{dfgibi & Mchunu, 2013) This
suggests that lecturers go to lecture halls to deliver and deposit tleatdonstudent without
engaging them (student experiences for their success). As a result, this then contradicts with
informal Moodle curriculum, and this may hinder student success. In response to this
contradiction and confusion between two Moodle cutadinformal and formal), reflection

is termed to be the solutigbewey’, 1933)

Reflections

According to numerous studi¢Boud, Keogh, & Walker, 2013; Dewey', 1933; Khoza &
Mpungose, 2017; Pedro, 2005; Schon, 1983; Van Manen, 18@dgtions are regarded as a
processes or activities that are central to developing and improving practices in finding the
solutions that hinders student success. Furthtigpthe concept of reflectieon-action and
reflectionrin-action was introduced in defining reflection phenomenon during teaching and
learning of modules in order to attain students suq@dsn, 1983)Studiessees reflection
onaction as the process of reflecting effectively on the past experience, and it calls for
practitioners (lecturers/teachers) to reflect to see if their practme aligned to
studies/policies of the profession/university in order to support student success. Reflection
onraction is also calledormal or vertical(Khoza, 2017) This suggests that this reflection
seeks that lecturers reflect on all formal Moodle curriculum signals (objectives, hardware
resources, faeto-face platform, assessment of learning, physical permission, character as an
instructor, contententred actiities, weekly programmes and science module content)
(Berkvens et al., 2014)urthermore, Reflectiom-action can b defined as the capacity of a
practitioner (lecturer) to think and react quickly, within any given present moment, when
faced with any perplexing circumstand@&hon, 1983)This reflection is also termed to be
informal or horizontal reflectionKhoza, 2017) Moreover, this reflection requires lecturers

to reflect ininformal Moodle curriculum signals such as learning outcomes, software
resources, online platform, assessment as learning, financial permission, character as
facilitator, studententred activities, daily activities and science module coliBarkvens et

al., 2014; Bernstein, 1999)Therefore, this discussion on reflection emphasises the use of
both reflection iraction and oraction which addresses the nutel need (formal Moodle
curriculum) and student need (informal Moodle curriculum) in order to attain the positive
student success as depicted in the figure 2 below. Thus this study seem to be influenced by
curriculum spidemweb conceptual framework whickldress the concepts of curriculum.
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Formal Moodle Curricalum Refl ECHDIJ}ESIH—ECUDH

objectives, hardware resources, face-to-
face platform,_ assessment of learning,
physical permission, character as an
mstructor, content-centred activities,
weekly programs and science module

content

Reflection-on-action

A N—

Informal Moodle Curriculum
learning outcomes, software resources, online
platform, assessment as learning, financial
permission, character as facilitator, student-
centred activities, daily activities and science
module content

Figure 2: Attainment of student success

Research purpose/objectives

Therefore, this article intends to explore
curricula to attain student success.

Researchquestions

From the lecturers reflections the following two research question were answered:

T What are | ecturersé reflections on and
success?
1 Why do lecturers reflect on and in use of Moodle curricula usingcpkar ways to
attain student success?
1.
Research design and methodology

Paradigm and style

This is a critical action research study of three lecturers at a South African university. The
main purpose of the critical paradigm is to interrogate the phemomwhich in turn may
transform the participant®Ramrathan, 2017)Action research deals with a specific context,
which may not represent the whole population, with an aim to create a reliable generalisation
(McNiff, 2013). However, transferability remains a possibility. Action research is subjective
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but indepth, operended, exploratory and transformative in nature; it is conducted on entities
in their own natual settings where lecturers research their own practices with the aim of
improving their teaching situatiofMcNiff, 2013; Ramrathan, 2017A combination of the

critical paradigm and action research is important for thisyshetause it is transformable,
holistic, explorative and contextual in its natyMcNiff, 2013). In other words, lecturers

may transform the wayhéy use Moodle LMP in order to attain student success. Moreover,
the study used a critical action research process in order to help the participants to learn to
plan, implement, observe, and reflect on their behaviour in order to improve their practices
(McNiff, 2013). The data were generated from the reflection stage as the final stage of action
research.

Sampling

Purposive sampling was used in selecting the only three academics from the population of
eight lecturers who used Moodle in teaching science modules at a South African university.
Purposive sampling is useful for selecting a specific group with specifipieirqualities
(Creswell', 2013) The three lecturers were teaching science moduleselgaPhysical
Science, Biology and Mathematic€reswell' (2013)revealsthat convenient sampling is
referred to as a process of choosing a smaller, more manageable, number of participants who
are easily accessible to take part in a study. As a result, | conveniently chose only lecturers
who were teaching different science rmata$ using Moodle, who were easily accessible, and
who were available to participate in the study.

Ethical issues

The names of lecturers as participants were not revealed because of ethical considerations, as
suggested byohen, Manion, and Morrison (2013hformed consent and ethical clearance

were acquired andbbtained in terms of confidentiality, voluntary participation, and
withdrawal whenever they felt the need. Lecturers were made aware of issues of benefit and
anonymity in such a way that acronyms (Lecturer 1, 2 and 3) were used instead of their real
names.The ethical clearance certificate was applied and obtained from the local ethical
guidance committee of the university.

Data Generation

Methods used in this study for data generation were reflective journal, archone semi
structured interviews. Teh participants kept reflective journals, which they generated and
used during their teaching of science modules using Moodle LMP. Thirty minute interviews
with each of the participants were conducted twice within which the participants were asked
to refled, through writing, on their use of Moodle LMP. The different questions asked: for
example, who advised you to use Moodle LMP? (refleateaction); what
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books/studies/content do you read on the use of Moodle LMP? (Reflectiaction); and
sub-questiors for probing were also us¢@reswell’, 2013; Ramrathan, 201The interviews

were used to add some sgbestions in order to probe for more data and rephrase the
guestions where necessary in order to accommodate those participants with a tendency to
avoid certain questior(€ohen et al., 2013)

Trustworthiness

Multiple sources of data were used for the purpose of enhancing authenticity of data and
achieving measures of trustworthiness, and an aag® was used to record the interviews

for ease of transgrtion (Ramrathan2017) Therefore, the five processes of trustworthiness
were involved and observed in this study namely: triangulation (different data sources used),
transferability (finding will bebeneficial or applicable to oth@rsdependability (direct
quotations from participants), confirmability (findings confirmed by participants) and
credibility (same sources of data used for similar res(@shen et al., 2013)

Data analysis

Moreover, the study utilised qualitative guided analysis, where themes and categories were
set while some emerged from the literature and generated data in terms of data, diniglysis
study used inductive analysis where two themes and categories emerged from the data and
literature (Table 1jChristiansen, Bertram, & Land, 2010)he codes used for data analysis

in theme one were formal Moodle curriculydriven by reflectioron-action), and informal

Moodle curriculum (driven by reflectieim-action)(Khoza & Mpungose, 2017)

Findings

Table 1. Themes and categories

2. Themes 3. Categories
1. Formal MoodleCurriculum 4, Objectives, hardware resources, faae

face platform, assessment of learning, physical
permission, character as an assessor, centent
centred activities, weekly programs and science
modules

2. Informal Moodle Curriculum 5. Learning outcomes, softwaresources,

online platform, assessment as learning, financi
permission, character as facilitator, studesmtred
activities, daily programs, and science modules

Themel: Formal Moodle curriculum
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AccordingJackson (2017andBernstein (1999jormal Moodle curriculum is referred to as a
curriculum that allows lecturers to use Moodle LMP only for teachiegntiodule content

such as science modules; and this curriculum is also called performance, collection, or
vertical curriculum. Note the following accounts of lecturers teaching science modules
(Physical Sciences, Biology and Mathematics) after they reflesteheir action (teaching of
modules using Moodle).

Lecturer 1 ac cMoodetlMP isjetbeea adbpsed ly tha wniversdy in 2010,

it was optional to be used for teaching, and it was made compulsory in 2016 after the
university have rea&ed that most lecturers do not use it up to its maximum potential to
promote student success. Thus, | started using it in 2016 and my main focus was only to
display Biology module content (human anatomy) using my desktop computer having a logon
function b r passwordél found it chall enging to e
prefer using giving lectures in the lecture hall (fdodace) since | can easily reach my

t ar get s (FRuhereocthisiLecrirer)2durther articulated tiatt, a m tathis us e

Moodl e LMPeél al ways consul't Moodl e training
teach | aws of momentum in Physical Sciences
assignment activities driven by the content uploaded on Moodle LMP, andctjuides was

done on we eWhkergas, hemtarer 8 &tated, | only wuploaded the

going to be assessed during examination including the scope, and also instruct student to
download those readings. For instance, | normally upload earde Algebra (various ways

of sol ving for X i n a given equation whi c
accommodate all of kind of student using different transport mode to come early to attend my
lecture to avoid disturbance (lecturer controls teachin 6

Theme2: Informal Moodle Curriculum

Informal Moodle curriculum places the student at the center of teaching and learning process
(social constructivismjKhoza, 2017) Remember that formal Moodle curriculum is also
termed as competence (integrated or horizontal) curriculum having its own signals (Learning
outcomes, software resources, online platform, assessment as learning, financial permission,
character as facilitator, studergnted activities, daily programmes, and science module
content)(Bernstein, 1999; Hoadley & Jansen, 2018pte that only one lecturer reflected in

this theme since all others were not familiar with the use of Moodle LMP.

The all other two lecturers remained silent, but Lecturer 3 reflectedothat, i s i nt er es
use Moodle platform because my teaghiof science content like chemical change in
chemistry is made easy, controlled and led by students during discussion in Moodle forum
activityéMoodle helps me to track the perce
platform makes teaching simpler tee since it allows to me upload videos about a certain

science content for students to construct their own understanding in order to achieve

|l earning outcomes(soci al constructivism)é..l
can have accesstoMdd e LPM and can receive any massag

SAICE&017 26 Proceedings



university made it easy to provides eathdents with WFi (wireless fidelity) sdhat it can

be easy to access internet for Moodle LMP t
was usedo engage student to assess each other before they can sit for any other assessment
taskéMoodle LMP platform allows me to accol
learning because | am able to upload science module content using any file formas such

PDF, MS wor d, Power Poi nt , Videos and ot hers
notice that alignment of learning outcomes with the science content helped my student to pass
with flying colours i n my modunoéuk hctivitiéesloow st u
daily basis for holistically devel opment 0.

Discussions of findings

The findings appear to suggest that Moodle LMP provides both informal and formal Moodle
curriculum with its signals addressing the module need and student neessespectively
(Hoadley & Jansen, 2013However, from the findings the majority of thetlees appear to

be well grounded on formal Moodle curriculum (traditional teaching) which is leeturer
centred and driven by the science content during teaching and learning. The teaching of
science modules in this curriculum is driven by formal Moodle icuium signals
(Objectives, hardware resources, faadace platform, and assessment of learning, physical
permission, character as an assessor, coogmnted activities, weekly programmes, and
science module conten(erkvens et al., 2014; Bernstein, 1998his suggests that lecturers

are basically focusing on the teaching/delivering of the prescribed science module content
from the module outlines, boskand other readings. The taught content influences the
assessment of learning, and lecturers were employingtdefeee platform rather than the
online platform so that they can have control of all teaching and learning actjitieza,

2017) Moreover, the informal Moodle curriculum seems to drive lecturers to deliver the
content using Moodle without engaging students to unpack the content for their success in
Higher education.

On the contrary, Moodle LMP is designed for social constructivism where lecturers should
provide a platform for students to interact, engage, participate, and share ideas/opinions about
the module content being studi¢diackson, 2017)This Moodle LMP provides informal
Moodle curriculum with its horizontal signals (Learning outcomes, software resources, online
platform, and assessment as learning, financial geram, character as facilitator, student
centred activities, daily programs, and science module cor{tdofdley & Jansen, 2013)
However, only one lecturer lamented on the proper impact of informal Moodle curriculum by
addressing all these signals in order to engage students in unpacking the science module
content in order to attain student sess. Findings from this curriculum indicates that using
Moodle LMP to unpack the content helps students to succeed because their needs are
prioritised so that they can excel in their academic progress. Be that as it may, it is still clear
from the finding that most lecturers can hardly use emerging LMP which is aimed at
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addressing student success in HEIs, and one of the reasons is the issue of digital immigrants
(lectures) versus digital natives (students). In other words, lecturers needs trainingheefore
use of Moodle LMP, whereas student are able to engage with Moodle LMP without any
training rendered. Therefore, the literature indicated that any problems faced by lectures in
education (reluctance to embrace and balance Moodle curricula), can bed bglube
process of reflection (reflection in and on action). This suggests that lecturers can used
reflectionon action which address the formal Moodle curriculum and refleati@ttion

which address informal Moodle curriculum to balance the two cuaricr student success.

In other words, the use of Moodle LMP in teaching science seek lecturers to intertwine the
use of both Moodle formal and informal curriculum because they seem to unpack the content
of modules while addressing the social needstudents. This suggests that lecturers should
reflect on their teaching and learning practices in order to master and align both formal and
informal Moodle curriculum signal in order to attain student success.

Conclusions and educational implications

This study concludes that lecturers should use reflectieaction and reflectioin-action to

master and align Moodle informal with formal curriculum respectively in order to attain
student access in terms of graduation rates, retention, and time to degmpktion,
postgraduatesdé degree completion, job place
two Moodle curricula includes lecturers having the best science content knowledge and
adequate computer skills to integrate content with Moodle LMP to sseyeurpose of social
constructivism pedagogy in HEI for student success. Thus, reflemtiaction and
reflectionin-action of Moodle is a common intervention in addressing all challenges facing

the HEIs with its policies on the use of emerging LMP sagiMoodle. The findings further
conclude that the | ecturesdéd usage of Moodl e
formal Moodle curriculum more than informal Moodle curriculum. This study consequently
recommends the use of reflection-action am reflectionin-action to align these two

Moodle curricula for easy attainment of student success in higher education.
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Abstract

Student support forms an integral part of distance learning in many higher institutions. It
provides students with the necessary supports to enable them to complete their education
programmes on time. The programme is deédethrough the ODL mode, which poses
challenges to many students. More so, worldwide, video conferencing has become one of the

most common student support strategies in OI
of this strategy in an ODL institutions South Africa, still remains to be established. Thus,
this paper investigated studentsd experienc:

ODL institution of higher learning. A qualitative and exploratory research approach was used
in this study.Focus groups and interviews were specifically used for data collection. The
findings reflect positive experiences of support from lecturers using video conferencing.
There were, however, some weaknesses in the strategy delivery such as the logistios and p
attendance of students due to lack of adaptation to innovation in teaching and learning. Based
on the findings, recommendations were made on how to improve video conferencing as a
support service or strategy for students studying at ODL institutions.

Keywords: Video conferencing, teaching, learning, student support, strategy, distance
education

INTRODUCTION

ODL is becoming a worldwide mode of learning in higher institution of education. However,
its effectiveness r equisupmd stratdgies. Apgaently Vides e v e r
conferencing seems to be the student support strategy of option globally. The African Virtual
University (AVU)i Kenya, Nairobi indicates that, the learners interact with tutors and other
students mainly via the videodenence (VC) technology with the augmentation ahail.

The University reports that there is significantly increase access to quality higher education
and training through the innovative use of video conference (AVU annual report, 2011:3). At
the Univerdly of Windsor (UWINDSOR) in Canada, VC offers a level of interaction among
distant students and groups that is often necessary but not easily available through other
mode. Although established as a residential university, VC at this university is avélable

the university community at no charge during regular business hours. At this university, VC
technology plays an important role in establishing and enriching the academic, community,
and professional networks involved in the teaching, learning, reseamdhadministrative
mission of the University (UWINDSOR, 2010).

The National Library of Medicine (NLM) in 2004, explored how videoconferencing and

synchronous collaboration technologies, especially those using internet protocols (IPs), might
be employedor distance education, either alone or in conjunction with other approaches.
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Given the ubiquity of the Internet, IP videoconferencing technologies have the potential to
reach more locations at lower costs than alternatives requiring the lease of &narlin
satellite time. In addition, creating re#@ihe learning experiences can be less costly and time
consuming than developing sdtistructional tutorials.

The abovementioned institutions are merely examples of many users of VC around the
world. Thouqh t here are sever al articles that touc
networks and videoconferencing: Strategic management decisions in new organizational
foomsi t he case study of Tertiary Education L
Saundersomnd De Wet (2005) . 6Using videoconfere
based on a study conducted in KwazZNa t a | by Mclnerney and NKkos
of synchronous videoconferenceng teaching to increase access to specialist nurse education in
rural KwaZuluNat al |, South Africad authored by Chi g
focused mainly on nurseso6 perception of ber
nursing management, and expertise of tutors but none of these studies ingesgiiRfEie
studentsd6 experiences of VC in ODL; how t he
strategy in ODL?

No doubt, the above authors should be commended for their efforts, but one cannot help
noticing the glaring gaps prevalent in all of these stjdther equally important aspects
such as ABET studentsdé experiences of VC in
as support strategy in ODL is overlooked. Therefore, based on the above literature review, |
attempt to fill that gap because thesenieed for more research possibilities in the area of
ABET studentsd experience and videoconferen
effectively.

VC is generally known as a twegay synchronous communication of sound and vision, the
technology repesents a powerful instrument for gathering people who are located in different
geographical places, and it enables their communication in real time, including audio and
vi sual connection (www.activecitizengynet).
according to LawyeBrook and McVey (2000) but it is the principle of synchronous online
communication, which illustrates how active learning and community building happen
through a videoconferencing system. Neuman (2003) reported that a technolbgltsg

the process of videoconferencing is called videoconference (VC).

Simply put, VC is the synchronous twxay connection of two or more locations through
audio and video equipment that allows people in different locations to see and talk to each
other. It may also support the electronic exchange of files, sharing of computer applications
and coeworking. Many ODL institutions are using videoconferencing as a method of
extending their classrooms to students at different locations. Of all the disemnteng
technologies, videoconferencing is the most similar to classroom instruction.

RESEARCH QUESTION
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This study explored studentsd experiences I
strategy in ODL. Hence, the addressed the question: howtuttent experience video
conferencing as support strategy in ODL?

THEORETICAL FRAMEWORK

There are several potential emerging theoretical frameworks of ODL that are considered
effective, one that has attracted a lot of attention is the Community of yn{Qol)
framework developed by Garrison, Anderson and Archer (2000). One of the elements of the
framework, according to Gunawardena and Zittle (1997) is described as the ability of learners
to project themselves socially and emotionally, who then are dedaas real people in
mediated communication. To add to this notion, higher education has consistently viewed
community as essential to support collaborative learning and discourse associated with higher
levels of learning (Garrison & Arbaugh, 2007). Edyab, a sense of community can also be
created through VC technology which incorporates the notion of social engagement of
learners. Based on these facts, | argue that in order to offset some of the challenges faced by
students in ODL, video conferencimgn be used as teaching and learning mode to enable
students to learn and be aware of what lies ahead.

The Col framework is social constructivist
notion of practical inquiry (Swan & Ice, 2010). In applying amenunity of inquiry

framework in this study, my argument is that the Adult Basic Education and Training
(ABET) studentsé6é experience video conferenc
and for this reason, interactivity should be central to thiegs® | see interactivity as an
extension of the community of inquiry (Col). This from an educational context, could be
modelled by a group of students who collaboratively engage in purposeful critical discourse

and reflection to construct personal mearamgl confirm mutual understanding. This sense

of isolation according to Song, Singleton, Hill & Koh, (2004) has contributed to online

| earningbés high attrition r atofaceleanng i mat ed ¢t o

METHODOLOGY

This studyused qul i t ati ve research methods to invest
VC in ODL; how they experience video conferencing as support strategy in ODL.
Participants for the study were selected from a population of ABET students and lecturers of

the Universiy of South Africa. Purposive sampling methods were applied in this study to
select 14 participants based on specific cri
in ODL as a lecturer as well as first and second level students were sample from the
department. A qualitative explorative (Creswell, 2007) method was employed in finding out
what are the experiences of ABET students using VC and how they experience video
conferencing as support strategy in ODL. The researcher deemed A qualitative and
exporatory research approach the most suitable for the study because of its value in the
research of this nature. De Vos et. al. (2005) refers to phenomenology as placing yourself in
the participantsod shoes to dr iomedestribiegthes senc
target/sampled group, the use of phenomenological approach enabled the researcher to
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understand the participants?®o per sonal meani
experienced (Johnson & Christenson, 2000).

To ensure good relidiiy and validity though, qualitative research approach was used during
data collection, being interviews whilst interviews better suited the need to find out more
from the participants themselves, two interviews were conducted; one with the students and
the other with the lecturers. In this study, | used purposeful sampling to select participants
(lecturers and students) because of their exposure to or experience of the phenomenon under
study (Ryan et al., 2007). Only one focus group interview was comtucteg five
participants (VC students) from UNISA.

The participants were sedklected by virtue of their position as lecturers and students at the
institution fAexperiencing the phenomenon un
2004:5). A requdsfor an interview was emailed to three lecturers at ABETS who employ

video conferencing as part of their support, to find out to what extent video conferencing
assisted their teaching and learning, if at all. All three lecturers have been using VC for
longer than 12 months, and it was deemed that they could provide an authoritative view on

the experience of video conferencing on their teaching and learning, from ODL perspective.

All three lecturers have both taught at a regular and distance institutibighef learning.

The six students selected have also studied both at regular and distance institutions.

The questions put to lecturers were not formally structured as all three interviewees knew the
interviewer, and subsequently the interview was chiaraed by a more open conversation.
They were however asked in particular about the advantages they thought they were getting
from using video conferencing as part of their support strategy in ABET, and if any, if and
how this translated into throughputhe use of openesponse questions enabled me to
engage in an haebt probing (McMillan & Schumacher, 2006) following specifically
appealing data that emerge in the interview and participants are able to give a fuller picture of
their reality (De Vos, @05).

DATA ANALYSIS

Data analysis was done using thematic analysis which entails the procedure of identifying
patterns or themes within qualitative data (Braun & Clarke 2006). An inductive approach was
followed where data was analysed by using the pdatianformation gathered to construct
themes (Creswell, 2009). Comparisons were drawn, similarities identified and a discussion of
the research presented. After thorough reading through the mentioned text, the researcher
organized the data and discovethd relationships or patterns through scrutiny of the data.
Thereafter, the researcher made use of open coding methods and identdcadegobies

that emerged from the texts under each theme and coded these according to the topics and
subtopics.

VALIDITY/RELIABILITY OF INSTRUMENT

It is essential that any tool used in a research study be both valid and reliable. This is possible
only if the tool measures what it is intended to measure (Salkind, 2003). Most researchers are
concerned with the accurgaand trustworthiness of instruments, data and findings in research
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(Russel |, 2000; Gui on, 2002; Bogdan & Bi kIl el
evaluations more credible and, thus, provides information, which they may defend with
confidence.The researcher designed the study to prevent other researchers from replicating
the results of the findings. The methodology could be replicated but each context would yield
the unique results. To get reliable and valid data in this aspect, the reseafetest his role

and tasks that he had to carry out clearly. Interviews were arranged, conducted and directed.
Responses from participants were written down. The researcher created conditions suitable
for data collection by making the subjects feel at easéhat they could answer questions
unhindered. The researcher took notes during the interview session. He wrote down what was
said or reported during the interview by the research subjects. He wrote down statements and
where possible some direct quotasni the research subjects. Statements and quotes
illustrated participant meanings.

FINDINGS & DISCUSSION

I n this section, studentsdé experiences of v
presented. The intention was to find outheir percepon, awareness and the suitability of

using video conference in the university particularly in ABET department in relation to their
teaching and learning. In addition, it was to see what difficulties student faces while learning
through VC and what theirgpceptions look like concerning VC in ABET.

When asked to comment on the effect VC has |
general, it emerged during the interviews that VC has opened up a new dimension of
student s6 ¢ ommu nThe patticipams rdvealr thatUleciurera and learner
experience was positive. The group perceived lecturer use of VC as a platform for equipping
them to support and actively shape their st
University to functim in ODL. Teachers could use VC to introduce a task or sets of problems

and then allow students to discuss and research to gain an insight or improve their perception

of the problem at hand (Gage, Nickson, & Beardon, 2002)

One of the participants, who waspported by others, indicated that:

our experienced is that you can spend many hours with a written and verbal
interaction, but the moment there is a VC showing how teaching and learning is
taking place or about a certain area within Unisa we get tresoes response. You

can just reach more than a thousand pl ace

Another participant added:
| 6ve been working with students over the
good relationship with students until we brought in the use of \&Liggort strategy
for the students and the response after that was great. The trust that was built within

minutes between the students and Unisa was unbelievable.

We never knew so much about distance educatd@d another participameither
did we gethe full picture of Unisa as an ODL until we started attending VC.
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The study revealed that there was consensus about using VC to lecture in order to increased
level of throughput.

Oh yes definitely. The way we are using VC, shows we are serious witudents,

with our students, i n our sessions, it st
in a way that theydove never seen us. Y o
workings and all the areas of expertise within the institution by just sittifignt of

computer or sending a brochure. Showing all the centres of the institution with VC
immediately creates trust because you arepnaducing the real things of the
institution.

Other comments were that the lecturers might need VC to get imtaiadse nt 6 s wor | d,
not only a part of their world, but is their language and they will feel heard if it is used as was
mentioned by the participants. Three of the participants specifically mentioned the
importance of being aware of VC when giving askion to study at the university. These
comments serve as illustration:

A. .. it also closes the QJttmatr@s i oa@aalgiatpy , t
and A... youdbve got to live with the ti me
this group had had much experience using VC in the teaching and learning.

The experience of some of the participants supports this speculation, as some have found that
it has indeed been useful in teaching and learning being part of the support stravédgd
by the university.

The findings from the study are confirmed by those from the literature which highlighted the
roles that VC as a student support strategy in distance education play in establishing and
enriching the academic, community, and pssional networks involved in the teaching,
learning, research, and administrative mission of the University (UWINDSOR, 2010:3).

VC facilities in tnisa are adequate and well maintained especially at the Pretoria
campuses. Overcrowding is not a problemsaseral rooms are linked to the VC
facilities.

This confirms that class size and structure are not a problem to learners attending video
conferencing. One of the participant thus remarked:

The classes use for VC are well felted and secured with the facilities well in place. We
dondédt have to queue for minutes at the to

The findings from the study also revealed that the VC mode was prefer to the-face by

participants in teachingnd learning. As noted by one of the participant. Geographically it
does differ, but we find in the larger centres with fast learners, our students know a lot more
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about our department and institution than we thought, and that information definitely comes
from the VC.

We have seen the impact of VC in teaching and learning compare tota-face
basis, so wedbve decided to use VC to teac

However, the findings from the study revealed that some of the lecturers in the department do

not havethe necessary techniques or structures in teaching and learning using VC. In most
cases toglown approaches were adopted. This approach never gave learners the opportunity

to express their views in issues that concern their learning. This implies ¢hatatie still

some | ecturers who are stil!l using the tradi
teaching passive among | earners. All the int
interactivity, and teaching style were more impotténan point of origin. They singled out

the VC session on one of the modules because the lecturer frequently asked questions and
specifically wused what they know as a cont e
subject). All the students felt thatdturers could be more engaging and interactive and that

having hand®n experience was needed in sessions related to using VC. In support of this
finding, another participant shared the following:

My personal thoughts are that the impact of VC totallyazed me, that in a very

short space of time you can reach so much students with information and have such a
maj or i mpact on them sitting in front of
impact would be so big, so yes, it would be a continuouddoais in the future. We
encourage our colleagues never go teaching without VC.

| think a VC is a way of cheating afatef ace t eachi ng. Youbr e 1
and thatodés what it i1s all about. Because
inthe throughput, depending on studentos |

to change the old way of doing things because of perception. So how can you not have

the perception of ABET out there by having something that is specific and exactly in
linewi t h what ABETO6s perception is.VC gav«
teaching and make sure that it created consistency. And the results are also very
consistent when we use VC. O

Also the findings from the study revealed that lack of technical skillsperating the
technology was a problem both to the lecturers and the participants. Participants also
indicated concerns regarding |l ecturersoé | ack
understand concepts during VC presentations. Thisgheys o not ed contri but
lack of proper learning styles and absenteeism from VC classes. It was evident from various
participantsd responses that they chose VC
presumably because of its influencas;tsas the nature of the technology and the size of the

VC venue (crowd).
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The study revealed that some lecturers do resort to other methods of teaching when using VC
for teaching. They do not apply active methods like small group discussion because they
simply are unable to integrate active methods with VC technology. This implies that the rules
governing interaction could not be established before a session starts; thereby frustrating
participants.

To reduce their frustration levels, participants suggkthat reliable equipment needs to be
available, which provides good sound quality and is supported by a fast connection. Rules
governing interaction should be established before a session starts and finally, an appropriate
teaching style is needed toitsthe medium; lecturers may need to adjust their teaching style,
providing explicit opportunities for discussion, and addressing all audiences. Participants
indicated that they would like VC mode of support for teaching and learning in ABET
modules and fethat the contents could be covered in greater depth, an indication of the time
frame.

CONCLUSION

With reference to the problem statement, the final results strongly suggest that students has
positive perception about VC. It has the ability to sigatfitty influence their teaching and
learning in the department, to such an extent that it changed perceptions about the institution
as a whole and created greater confidence in the department. Nearly all the respondents from
the study indicated that they ve&e o me t he strategy and that t
services should the need arise. In addition, it should be noted that the positive results were
obtained despite few of the participants came into the research with a negative opinion about
the insttution in which the department operated. The researcher argues that in order to offset
the many challenges faced by students in Unisa adult education; video conferencing can be
use as teaching and learning mechanism to enable students to learn and lo¢ ahairdies

ahead. From this perspective, it would appear as though VC has the ability to affect emotions
during the initial encounter with the institution, which in turn affect the formation of
seriousness, to such an extent that it appears to in¢cheasghput.
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Abstract

This paper focuses on school governance and its challenges in promoting healthy and safe
school environments in selected schools in the Eastlon and Butterworth Educational
district of the Eastern Cape. It is contrasted with the Integrated School Health Policy (ISHP),
instituted across all South African Provinces, with specific focus on spatial density and
sanitation.The objective was to asrtain whether schools were overcrowded, and if so, what
the causes were, and whether schools had sanitation to cater for learners. The study was
guided by the Health Promoting School, and the S&mological Frameworks, underpinned

by the Whole School &elopment Framework. An-depth literature review, focusing on

the implementation of policies associated with health and safety was also done. The research
was conducted at 6 schools: 3 schools in the Butterworth Educational District and 3 schools
in the East London Educational District, as well as the district office in each of these two
Educational Districts of the Eastern Cape. The design was a case study, and a qualitative
methodology was used. The sample consisted of 3 members from each of thie schoo
governing bodies, that is, the principal, one other member of the school governing body and a
member of the school management team at schools. 1 (one) official from each Educational
district, also formed part of the sample. A fnobability, purposive ampling method was

used. The instrument was sestiuctured interviews. Various contributing factors were
identified, such as the ndnimplementation of policies, the nersupport from the DBE for
schools and district officials, lack of infrastructuragck of human and other resources, and
vandalism amongst other. It is concluded that the DBE is capsizing its own objectives of
ensuring healthy and safe school environments, due to lack of support in terms of adequate
finance, infrastructure, lack of humamnd other resources. The DBE should reassess its
support to schools and district officials.

INTRODUCTION/BACKGROUND

In South Africa (SA), many children suffer from ill health which is environmental related (Mathee,
2011). As a member of the World Healtlg@nisation (WHO) and having pledged to put children

first, the SA government has issued the Integrate School Health Programme (ISHP) at schools across
all provinces in 2010. It has clearly specified implementation guidelines. A specific objective of the
ISHP is to support the school community in creating a healthy and safe school environment
for teaching and learning. In addition, schools are guided by their own school health policies
to ensure the promotion of healthy and safe school environments.

Even so, many schools in the Butterworth and East London educational districts are
characterised by disorderly school environments, inside and outside the school yards, broken
windows, overcrowded classrooms and more, as reported in the media (Carligle, 20

Macgregor, 2014, Linden, 2014, Ntshobane and Majangaza, 2014). These conditions can
have serious health and safety implications for all members of the school environment
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(including learners and educators). It can lead to a host of illnesses and gjiseabeas
asthma amongst others (Mudarri, 2010). It can also be contributing factors that affects the
psychosocial life of individuals through depression, despair and sanghcan result in
consequences such as violence, bullying, substance use, kraf Ezademic achievement
amongst othergJamaét al, 2013). It is thus necessary to investigate the status quo, to
understand why schools are in these conditions, with specific focus on spatial density and
sanitation, since ISHP implementation guidelires/e been provided. Schools are also
governed by school health policies to ensure that school environments are healthy and safe.

PROBLEM STATEMENT

An unkempt school environment clearly indicates that there is a gap between policy and
implementation (Uniersity of Western Cape (UWC), 2006;Waggie, Laattoe and Filies, 2013,
World Health Organisation (WHO,) 2013), which is not only a national, but also an
international problem. An occupational school health and safety audit completed by the
Victorian Auditor Gener al 6s Report (2013) i n Australdi
between policy and implementation. This audit further found that few schools achieved full
compliance and many needed considerable improvement to do so.

The ISHP has indicated roleadaresponsibilities for the implementation thereof for all the

role players, such as at national level, necessary resources for implementation must be
ensured amongst other duties. At provincial level, the key role is to secure the required
financial, mateal and human resources and monitor implementation in the province; and at
district level, amongst other duties, they must ensure progressive coverage of all schools and
learners, starting with the most disadvantaged schools; down to SGB and thei(l8tti&s

2010). It is important to investigate whether there are challenges in providing a healthy and
safe school environment, focusing specifically on spatial density and sanitation. Although
well researched (Evans, 2006, Higgins, Hall, Wall, Woolner an€adlighey 2005), these
conditions have serious long term health and safety consequences that urgently need to be
corrected.

RESEARCH QUESTION

What challenges do school governance experience in providing healthy and safe school
environments?

SUB QUESTIONS

1 Do schools implement school health policies and programmes?
1 How does school governance address spatial density?
1 How does school governance address sanitation?

OBJECTIVES

1 To understand what challenges school governance experience in providing healthy
andsafe school environments.

1 To determine how school governance address spatial density.

1 To establish how school governance address sanitation.

THEORETICAL FRAMEWORK

SAICE&017 111 Proceedings



The theoretical framework for this study is a Health Promoting Schools and a Socio
ecologicaframeworks, underpinned by a Whole School approach.

HEALTH PROMOTING SCHOOLS FRAMEWORK

The Healthpromoting Schools (HPS) framework provides a model for partnership working
between health services, local authorities and schools. It is a multifacetedcpprhich
endeavours to form supportive physical and psychosocial school environments that promote

|l earnersdé6 ability to make healthy choices a
through life skills and to build links with the community (fjsland, Larsen, Viig, and Wold,

2009).

THE SOCIO- ECOLOGICAL FRAMEWORK

Briefly, the socieecological (S.E) framework assists to explicate factors which have superior
organisations for health and health behaviour. It provides inclusive frameworks for
undersanding multiple and interacting determinants of health. Behaviour change is
capitalized on when environments and policies support health-AJuigng, Myung, 2015).

WHOLE SCHOOL DEVELOPMENT APPROACH

The Whole School Development Approach focuses oningeahange in a holistic manner

of the entire school environment, learners, educators and all role players in the life of the
school. It includes the surrounding physical school environment, as well as the psychosocial
elements of ethos and school climé&BtewardBrown, 2006; Vreeman and Carroll, 2007,
World Health Organisation, 2012).

LITERATURE REVIEW

There is no task more important than safeguarding the environment of children (World
Health Organisation (WHO) (1960). Healthy Environments for Children Alliance (HECA)
(2002) focuses attention on the school environment as one of the key settings fdrngromo
chil drenos environment al heal t h, because g
Educati on i S i mportant for future empl oyme
knowledge, which in turn can improve health (Baum, 1994). Educational deptsroerss

the world have issued guidelines to schools to ensure healthy and safe school environments,
South Africa not being the least of them. Schools generally are guided by health and safety
policies which are executed by amongst others, the Schoolr@iogeBody (SGB) (Parret

and Budge, 2012). However, it is the principal who must ensure that staff implements these
policies. In South Africa, it is a prime responsibility of the principal to ensure that a safe,
nurturing and supportive environment is d¢eeh that facilitates effective teaching and
learning. (Department of Education (DoE), 2012).

Although the ISHP has been structured to ensure successful implementation, and although
many challenges related to the previous school health programme, (supbowdg
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constructed relationships among key policy actors, absence of policy translation process,
resulting in insufficient capacity and resources among others)had been addressed in the ISHP
of 2012 (ShungKing 2013), it is not without criticism. Mohame®&truthers and Sanders
(2013), criticize the ISHP by stating that it is not comprehensive. The authors opine that it has
very little emphasis on health promotion beyond health education, and that implementation
would require major financial and human resast A further concern according to the
authors is how schools and public health carers would manage the extra workload and human
resources that are required to support school health.

Furthermore, many implementation challenges found by a study of thersitywof Western

Cape (2006) that evaluated implementation of the ISHP, still exists. This was also found in a
study in the Mpumalanga and Gauteng Provinces by Mohlabi, Van Aswegen and Mokoena
(2010). Their findings are corroborated by Waggie, Laattoe Ritids, (2013). These
challenges though, are not only experienced in South Africa. Basch (2011), for example,
found that school health has also not yet been fully integrated in schools in America, and
Hunt, Barrios, Telljohann and Mazyck (2015) who iesxed the literature on the whole
school approach to school health policies, processes and practices, state that although
literature suggests potential benefits, many common challenges are experienced, such as lack
of clear leadership, administrative soplp clear messages and communication channels to
increase understanding and-aperation from school staff and the community, lack of
funding resources and engagement by community health partners, which have to be
addressed for implementation of policiesd programmes to be successful. These are also
some of Waggietal 6 s (2013) findings.

Literature on school governing bodies further indicate that many school governors lacked the
skills necessary to execute their functions effectively, since theseofumeequired specialist
knowledge and skills (Xaba,2011; Xaba and Ngubane, 2010; Chaka, 2008). Even so, schools
should do all they can to ensure health and safety of all on the school premises.

OVERCROWDED CLASSROOMS

An important element in the school environment is that of spatial density. Classes that do not
take spatial density into consideration, and is overcrowded, have many negative
consequences. Overcrowded classesld lead to physical health problems (WHO 12D
Density leads to indoor pollution which has been linked to respiratory infections in children,
and chronic illness such as bronchitis. It leads to increased aggression, hostility, movement
and distraction (Allen and Hessick, 2011). Furthermore, itlt®esin decreased social
interactions, as well as lower academic achievement (Tanner, 2008); infectious diseases such
as influenza spread more rapidly in schools than in other buildings, (Mudarri, 2010), making
overcrowded classrooms very dangerous imseof health, since it can lead to many long
term health and safety consequences. The Victoria Institute of Teaching (undated)
additionally claims that schools and classrooms can attain an emotional significance, and that
space can be conceptualised asdpean interaction between physical and social spaces.
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Citing McGregor (2004), the author states that space is created by the social aspects and that
it can indicate to learners about adult expectations and power structures.

Classrooms, therefore showdtlow learners plenty of space, according to Reggio Emilia (in
Allen and Hessick, 2011).Classrooms that take space into consideration therefore, not only
ensures good health and safety for learners, but will also curb disruptive behaviour (Allen and
Hessck, 2011).

In South Africa, studies have focused on the negative consequences of overcrowded classes
on academic achievement. According to Khumalo and M;ji (2014), overcrowded classrooms
are unsupportive learning environments. Bayat, Louw and Rena (20i@)jnvestigated the
confluence of factors impacting on underperformance at secondary schools in the Western
Cape, concur. They recommend that the DBE decrease the teacher to learner ratio to 1 to 25
for academic achievement to be obtained. It also obstrdeissroom management and
discipline (Mustafeet al.,(2014), cited in Marais (2016). Furthermore, educators cannot pay
attention to all the learners according to Kiggundu and Nayimuli, (2009), amongst others.
Overcrowded classes therefore are detriadantthe health of learners and educators, as well

as to |l earnersd academic achievement.

SANITATION

Sanitation is equally important. According to UNICEF (1998) there exists a high prevalence
of water and sanitatierelated diseases, which causes many lee@md especially children

to fall ill and even die. A systematic literature review by Jasper, Le and Bartram (2012), of
forty-one peerreviewed articles and documents, concluded that studies showed higher rates
of infectious, gastrointestinal, neucognitive and psychological illnesses where learners
were exposed to inadequate water and sanitation facilities. Such facilities were also the cause
of increased absenteeism from schools in developing countries during menses. Their findings
also reported aecrease in diarrheal and gastrointestinal diseases with increased access to
adequate sanitation facilities in schools. It was also clear from the findings that safe drinking
water and hygienic toilets that offer privacy to users had great potentialetduely impact
childrends health.

Guidelines of Child Friendly Schools (2006), therefore suggests that educators should work
together with learners to prepare and carry out a plan for monitoring and keeping up facilities
and helping learners to stayeah and healthy. Since many children in the research area hail
from informal settlements, teaching children for example to wash their hands after using the
bathroom facilities could greatly assist in health promotion.

METHODOLOGY

This study was undertaken the qualitative interpretive paradigm, iaenabled the researcher to
understand what challenges school governance experienced in promoting healthy and safe
school environments with the focus on spatial density and sanitation.
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RESEARCH DESIGN (CASE STUDY)

A case study research design was wused. A cac:s

an understanding of that case as possible (Silverman, 2013). It allowed the researcher to
discover, for example how, and why things were as they were.

SAMPLE SELECTION

The researcher purposively selected three (3) schools in the townships of East London
Educational District, and 3 urbdrased schools in the Butterworth Educational District that
reflected unkempt school environments, and the districtenifi each educational district.

SELECTION OF PARTICIPANTS

In each of the schools, the principal and one other member each of the school governing
body (SGB), as well as a member of the school management team (SMT) were interviewed,
since they govern thechools. 1 relevant district official in each Educational District was also
interviewed, since they are tasked with providing support for the schools. Thus participants in
the research study totalled twenty (20) people.

DATA COLLECTION STRATEGIES

Semi structured, opeiiended interviews were used (Maedeal.,2010) to ensure that
interviewees responded to the same central questions, allowing them to explain and qualify
their responses (Leedy Omrod, 2010).

DATA ANALYSIS

The researcher throughout the data process, read, organised, reduced and described the data,
reflecting on similarities, differences, categories, themes and ideas, grouping it to see what
patterns emerged as advised by (Heneinal, 2004).

TRUSTWORTHINE SS AND CREDIBILITY

To guarantee trustworthiness multiple methods of data collection was used. Three different
members of the school governing body were interviewed and photographs were taken to
ensure credibility. To gain a holistic view, district officialboth Educational Districts were

also interviewed. Interview questions were standardized by the Research Champion at Walter
Sisulu University before being submitted to the supervisor. An electronic recording devise
ensured that responses were thos@epiarticipants.

ETHICAL CONSIDERATIONS

All ethical principles were observed by firstly seeking permission from the Research and
Ethics Committee of the University of Fort Hare. Permission was then sought from the
Provincial Educational Department of the Eastern Cape.

PROTECTION FROM HARM
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The nformation was kept strictly confidential by, for example, labelling each school in the

East London educational district as school 1, 2 and 3 EL, to indicate the educational district,
and the same in the Butterworth educational district. Principals wewise labelled for

instance as participant 1, 2 andAll audio recordings were treated in the same way and kept
safely. Participants were informed of their rights, including that participation was voluntary

and all signed informed consent forms. They were also ensured of their anonymity and were
suppliedwi t h t he researcherds contact details in

FINDINGS
SPATIAL DENSITY (OVERCROWDED CLASSROOMS)

In response to how schools addressed spatial density, participants at all the schools indicated
that this was a difficult task, and admitted ttiegir schools were very overcrowded. At one
school they were in excess of 600 learners above capacity. Attempts at some schools were
made to address the over crowdedness of classes, by converting offices into classrooms, and
at one school, a section ofetHibrary was converted into a classroom. Overcrowded
classrooms is not only unhealthy, it is also very unsafe. As literature reflects, it leads to a host
of physical health problems such as respiratory infections in children, and chronic illness
such asbronchitis (WHO, 2012). It also leads to increased aggression, hostility, movement
and distraction (Allen and Hessick, 2011), amongst others.

Lack of infrastructure is a challenge that contributed to the problem. In this regard,
participants indicated thétey do not get any active responses from the Department of Basic
Education (DBE) to their request for more classrooms. Data from the district officials concur,
and they state that the provision of infrastructure was a long process, since many rade player
such as architects and construction companies were involved that operated according to their
own timeframes. This indicates a lack of clear planning, as companies should state when the
task would be complete. Districts officials further stated thatuhdd that they received for
infrastructure was also not sufficient to cater for the demand. The lack of infrastructure puts a
strain on already strained existing ones, exacerbating problems in terms of health and safety

New housing developments in the r@sded area was also raised as a challenge, since these

did not make provision for schools, so that there is an influx of applications to the schools
which they cannot refuse, because parents became militant and rioted if their children were

not admittedThis indicates that there is no comprehensive planning on the government side,
which makes it difficult for parents and schools. It should be considered that these schools
cater to the undesrivileged communities, who are often not employed. Parents taand

their children to schools that may be less congested, but further away from their places of
residence. Though parents may have their children in school, the overcrowded conditions
have repercussions, not onl ydo ipnh ytse rcnasl , o fb utth
psychosocial health (Jametial, 2013).

The DBE redeployment and retrenchment of educators also adds to the challenges, because
its policy on the number of learners at a school is dogmatic, and leaves schools without
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educatorsgespecially at high schools where learners followed different streams of subjects.
This creates overcrowded conditions in classes, since learners are crammed into one class. At
one school 96 learners were placed together in a class created to accomdeateets,
because of educator shortage. At another school, there were no chairs in the staffroom. The
fact that the DBE is perceived as not responding to request for more infrastructure leaves
staff feeling abandoned, and unappreciated, as, for exaaglee school, there was not even

a chair in the staffroom. Learners themselves cannot feel happy, since as for example, as
reported by a participant, at one school learners had to stand and write their words, since
there was a shortage of furniture irttlass. This encourages disruptiveness in class (Allen
and Hessick, 2010), and could lead to despair (Jahzl2013).

SANITATION
FINDINGS

The findings overwhelmingly indicate that the schools under investigation are seriously
challenged with regardot sanitation. These challenges are caused by the overcrowded
schools, collapsed fences, vandalism, lack of finances, security guards and human resources.

DISCUSSION

Sanitation at the schools investigated is of a very poor standard and not as to be éxpected
terms of Policy. As pointed out in the literature, this is very unhealthy]GQEFF, 1998;
Jasper, Le and Bartram, 2012Dver crowdedness at schools have a direct impact on the
sanitation facilities, since schools do not have the necessary infrastructure to cater for the
large number of learners. The collapsed fences, which are a result of community members
cutting the fenes and carrying it away to their homes, as well as criminals who break into the
schools to rob them of any metal that they can find, exacerbate the sanitation challenges,
since they rip out copper and metal piping, which is costly, because pipes have to be
replaced. Often vandals just break the toilets and doors for no apparent reason, according to a
district official participant. This scenario indicates that the health and safety of all on the
school premises are being seriously compromised.

Schools do nbhave adequate security guards, since the DBE has placed a moratorium over
the past ten years on the employment of security, and do not replace those who resign or
retire, leaving the school open to criminals, which is dangerous for only two securidig.guar

At one school in the area, the security guard was stabbed to death. According to one of the
respondents, the security that are employed, (and often are not trained), fear for their lives. In
terms of cleaners for the toilets, at all the schools, S@B&mployed two people, and when

the researcher perused the toilets at one of the schools, the stench of the toilets were
unbearable, indicating that they were either not cleaned properly, or lacked detergents.
Financial constraints to do repairs, waasbig challenge, since most of the people in the
area are unemployed, and cannot support the fundraising efforts.
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However, it should be said from the responses of interviewees, that at least 2 of the 6 (33,
3%) schools investigated, are making an exffarteto inculcate good sanitation habits in
learners. At these schools, basins with water and soap are supplied for learners to wash their
hands before eating, and after they have visited the toilet. One should also appreciate that the
SGB of the variouschools are working at employing people to keep the toilets clean. Data
further indicate that SGB work tirelessly to repair broken toilets. Two of the schools also
indicated that they were getting support from 4gowernmental detergent companies.
However even so, sanitation at these schools is definitely a health hazard.

The water crises caused by the drought in the Butterworth educational district should also not
be used as an excuse for poor sanitation. It is still a health hazard, and indicatéstlacigo
management, because good management would have ensured that schools do have a backup
system for such unforeseen eventualities as drought. The fact that learners just relieved
themselves anywhere because of the lack of adequate toilet facilgti@sdieated at one
school, is very bad, as this could further spread germs. It is also condoning what learners
were doing, because those in authority did not make adequate provision for this eventuality.
Learners could get into the bad habit of relievihgmselves just anywhere as is often
witnessed in the community, putting the health of the whole community at risk. Schools are
the places where, if learners are taught good sanitation habits, these habits could spread into
the community.

CONCLUSION AND RECOMMENDATIONS

The objective of the study was to investigate what challenges school governance had in
promoting healthy and safe school environments, and to ascertain how spatial density and
sanitations were addressed at these schools.

The data indicatethat the schools generally are inundated with challenges. Although they
have the ISHP guidelines, three (3) of the six (6) schools investigated, did not have school
health policies. There seems to be a breakdown amongst the key role players, either at
provincial or national level. District officials who must ensure implementation of policies and
programmes and give support to schools, are experiencing a shortage of human and other
resources. These are to be provided by the provincial department. Thigiosn$te service

of the district officials, since one official has to service more than 300 hundred schools. This
in turn constrains schools who are in turn frustrated, due to a lack of response to their
requests for infrastructure, finance, and fencingrorgst others. The placing of a
moratorium on the supply of security of the school for instance, also does not indicate
seriousness in providing healthy and safe school environments, leading to the perception that
the Department of Education does notradd these matters.

It is clear that there is a need for clearer planning when communities are expanded. In
addition to the building of houses, additional schools, and infrastructure; human resources
(educators, and ground staff; security) and betterirign€although to this end it seems as if
fencing is being attended to in certain schools), should accompany these developments.
Government needs to consider its planning vision and the impact of a lack of facilities on the
development and health of chith and staff at schools experiencing high spatial densities
and poor sanitation. It is recommended that the DBE urgently pays attention to these
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elements of the school environment, since they are important not only for physical health, but
also for thepsychosocial life of all on the school premises. As generally observed in the
South African context, policy development does not adequately translate into effective
implementation. This is also reflected in this study.
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Abstract

This paper focuses on a quantitatéede udy done i n selected schoc
towards the implementation of inclusive education. Despite efforts to ensure quality
education for all learners through inclusive education in South Africa, indications are that
many learners, espechalthose who experience barriers to learning, are still excluded from

full access to quality and equitable education opportunities in mainstream schools. Research

has shown that the success of inclusive education depends upon teachers attitudes. It also
shows that attitudes can hinder the progress of the implementation of inclusive education.

The paper draws on White Paper 6 which speaks to inclusion of children with disabilities in
schools. As the legislative and policy framework for the implementationndtisive
educati on, White Paper 6 states that Afa pub
educational requirements without wunfairly di
by Ajzends theory of pl ann e ddebowardas behaviouris whi c |
influenced by past experiences, previous knowledge and newly acquired knowledge. The
paper reflects findings from a questionnaire circulated to 75 teachers at three selected high
schools, using descriptive statistics to analyse data. Findings showed that there is no
relationship between attitudes based on factors, including class size, years of experience,
inadequate resource, lack of adequate training but mainly influences negative on lack of
support in implementing. The comslon is that there is no relationship between attitudes and

the factors identified except lack of support. This paper concludes with the recommendations

on addressing teachersé attitudes i n order
disabilities n the classroom.

Introduction

Teachersdéd attitudes on inclusion of | ear ner ¢
factor that i mpacts | eanerso6 inclusion (Beno
students with disabilities shouldot be denied access to public education based on their
disabilities (Leyser & Tappendof, 2001). It has been reported that teachers with more positive
attitudes on inclusion have more confidence in their abilittes and commitment to
accommodat eeeds anainclugve sditingsy by adapting appropriate classroom
materials and related procedures (Norwich, 1994; Campbell, Gilmore & Cuskelly, 2003).
Teachers with more negative attitudes were found to have low expectations for individuals

with disabilities Wilczenski, 1993). Negative attitudes about children, learning, and
schooling are I|ikely to interfere with the
inclusive settings (Brantlinger, 1996). The study focusses on addressing issue that causes
these negative attitudes. It is also trying to find amicable ways of addressing attitudinal
change in mainstream education.
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Children with special educational needs are progressively being taught in mainstream schools
throughout the world (National Councibrf Special Education, 2006). Research has shown
that the success of inclusive education dep:
Gaad, 2011) . 't is imperative to examine te
with learning difficulies into regular classrooms. Many countries both developed and
developing have adopted a policy of inclusive education/mainstreaming in their education
policies. Nigeria, for example adopted the policy of mainstreaming in the National Policy of
Education {998). The Policy stipulates the integration of special needs learners into regular
classrooms (Fakolade, Adeniyi & Tella, 2009). Special education has become central to the
educational debates across Europe and the United States of America (Khoaneamgg& Na

2012).

Studies have been conducted to assess gener ¢
their opinions affect the successful implementation of the process. According to Avramidis
(2000) , 6one of the main bnéegratingeleamerstwith t h e
significant di sabilities has been identi fi e
towards accommodating learners with special needs in mainstream classrooms are
consequences of a variety of factors. Avramidis (2000) sstate e gu |l ar teacher :
reflect lack of confidence in their own instructional skills and quality of support personnel
availability to them. Among others, a limited understanding of the concept disability,
negative attitude towards persons with dikads and a hardened resistance to change is the

major barriers impeding inclusive education (Tirussew, 1999). Of particular concern is the

fact that teachers' attitudes are seen as the decisive factors for successful inclusion.

The situation is not diffent in other parts of Africa, for instance South Africa also followed

steps in adopting the policy of inclusive education/ mainstreaming in the education policy.
Introducing White Paper 6 on Education and Training in a Democratic South Africa
(Departmentof Education, 1995) which provides the framework for the implementation of
inclusive education in all public schools (Tshifura, 2012). The South African Schools Act
(Department of Educati on, 1996), states that
their educational requirements without wunf ai
on an Integrated National Disability Strategy (Ministry in the office of the Deputy President,
1997). The National Commission on Special Educational Needs andingraand the

National Committee on Education Support Services (Department of Education, 1997).

Given the above discussions, this study ex
education in high schools in the Eastern Cape as part of the White Boéag in South
Africa.

Statement of the Problem

Swart, Engelbrecht, Eloff & Pettipher (2002) argued that attitudes play various roles in an
individual 6s |1 fe. Harding and Darling (200:
making any changeHence, attitudes of teachers are paramount to the successful
implementation of inclusive education. In addition, Valeo (2008) reported that the attitudes of
teachers are a factor to the success of integrative practices in special education. As it has been
argued that attitudes can hinder the progress of the implementation of inclusive education, it

i's Iimportant to | ook at and understand the
implementation of inclusive education as it is essential in thenggicshment of meaningful
transformation in the education system in High Schools.
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Purpose of the study

As South African high school teachersdé fac
inclusive education, this study aims to unearth the factors affeetititudes of teachers
towards implementing inclusive education.

Objective of the study
To accomplish the above aim, the researcher formulated the following objectives:
Main Objective

T To investigate factors af f enplementgiontoe ac her
inclusive education.
Sub Objectives
o To examine the effect of the years of experience towards implementation
of inclusive education;
o To examine the effect of inadequate training towards implementation of
inclusive education;
o0 To examinethe inadequate support towards implementation of inclusive
education;
o0 To examine the effect of class size towards implementation of inclusive
education and
o0 To examine the effect of inadequate resources towards implementation of
inclusive education.

Hypotheses Ho based on Objective

MAIN HYPOTHESES

T There is no significant relationship bet
the implementation of inclusive education.
SUB HYPOTHESES

Hypothesis 1

o There is no significant relationship between yearseat per i enc e and t
attitudes towards implementation of inclusive education.
Hypothesis 2

o There is no significant relationship bety
towards implementation of inclusive education.
Hypothesis 3
o Thereisnsi gni ficant relationship between ina
towards implementation of inclusive education.
Hypothesis 4
o There is no significant relationship betyv

implementation of inclusive edation.
Hypothesis 5
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o There is no significant relationship be
attitudes towards implementation of inclusive education.
Theoretical framework

The theoretical framewor k that ged bethavidur t hi s
(TPB), an extension of the theory of reasoned action (Ajzen, 1991). According to Ajzen
(1975), attitude towards behaviour refers to the degree to which a person has a favourable or
unfavourable evaluation or appraisal of the behaviour, intigmes Assumptions derived

from the theory are that theoretical variables of behavioural intention, that is, attitude towards
the behaviour, the subjective norm and perceived behaviour control, should come together to
estimate intention (Ajzen, 1991). Thssa widely used theory to determine behaviour arising
from attitudes and has been used in research involving attitudes towards individuals with
disabilities. According to this theory attitudes develop reasonably from the beliefs people
hold about the olect of the attitude. Generally speaking, we form beliefs about an object by
associating it with certain attributes that is with other objects, characteristics, or events. In the
case of attitudes towards behaviour, each belief links the behaviour taia oettome.

Ajzends theory suggests that attitudes towal
previous knowledge and newly acquired knowledge (Ajzen, 1991). Attitudes play a
significant role in determining behaviour, and it is therefore impbttaascertain the factors

shaping the attitudes of mainstream teachers as they attempt to include students with
disabilities in their classrooms (Rodriguez, 2012).

This study addresses attitudes on inclusive education and uses the theoretical framework t
interpret possible influence of past, previous knowledge and newly acquired knowledge. As
mai nstream of i nclusive education is affect
factors that may impact on attitude, including training, support, dames as well as
resources.

Review of Literature

Opertti and Brady (2011), point out inclusive education policies worldwide usually focus on
two concerns. One is the choice between special education and integration or mainstreaming,
as well as the strategieand methods for progressively incorporating students with special
needs into regular schools. The second is how to respond to the expectations and needs of
targeted excluded groups mostly linked to ethnic, gender, cultural,-scommic and
migrant fadors. In other words, it can be seen that an inclusive education policy is developed,
firstly, to integrate special and regular education together in a unified education system,
whereby the education of children with special needs is supported with apfadacilities

and resources so that they can learn alongside their peers. Secondly, an inclusive education
policy is developed to integrate a diversity of learners from varying backgrounds to learn
together. Hay and Beyer (2000) pointed out that incustucation became internationalized

in the sense that developed and underdeveloped countries adopted the movement towards
inclusion.

The implementation of inclusive education policies has led to an increase in the accessibility
of learners with disabiliés in South African primary schools (Weedon, Riddell, Fuller,
Healey, Kelly, Georgeson & Roberts 2008). However, despite efforts to ensure quality
education for all learners through inclusive education in South Africa, indications are that
many learners,specially those who experience barriers to learning, are still excluded from
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full access to quality and equitable education opportunities in mainstream primary schools
(Wevers & Geldenhuys, 2013).

South Africa has developed and successfully implementedsine education policies as
previously mentioned. Education White Paper 6 provides guiding principles for the education
system for South Africa and protects the rights of all people and provides equal access that
allows full and equal participation in gchtion to all learners in a single inclusive education
system (Wevers & Geldenhuys, 2013).

Teachers form attitudes towards children with disabilities, and ultimately towards inclusion,
based on a child's characteristics, the factors in the classroomheanprevious experiences
(Leatherman & Niemeyer, 2005). Positive attitudes and beliefs combine to play a major part

in supporting diversity in inclusive education (Booth & Ainscow, 2002). Successful inclusion

may be dependent f tive attitydes wrp thenbeliefe @ disabiltysadd p o s i
second, upon their perceived competence to deliver the lessons. A teacher with negative
attitudes toward a | earnerdés ability to | ea
going to feel about his drer learning experience.

Research has suggested that teachersodo attit
which are in many ways, interrelated. These are discussed below.

Years of Experience

A study of Alghazo and Naggar Gaad (2011), showad tdachers with one to five years of
teaching experience held significantly more positive attitudes towards the inclusion of
learners with special education needs, compared to teachers with six to eleven years of
experience and those with twelve or moreans of experience. Similar studies were
conducted in the United Arab Emirates (UAE) and found teachers with less teaching
experience had more accepting attitudes of inclusive trends than their experienced teachers
(Alahbabi, 2009; Dukmak, 2013).

Lack of Adequate Training

Research by Fakudze (2012) has revealed that the majority of the interviewed teachers in
South Africa had not been trained in inclusive education whilst undergoing their initial
teacher training. This explains their lack of clear andipednowledge and understanding of
inclusive education.

Lack of Support

Naicker (2008) states that support from dist
inclusive education. Literature notes that collaborative administrative support i \atdler
to monitor inclusive education policy implementation processes (Peters; Mackenzie, 2012).

Class Size

Large classes may be viewed as an obstacle to the successful implementation of inclusive
education (Agran, Alper &Vehmeyer, 2002). As also reported by researchers such as
(Avramidis & Norwich, 2002; Shongwe, 2005; Wylde, 2007), class size is a barrier to
effective learning in an inclusive classroom. Large classes place an additional demand on
teachers, while reinfoiieg concerns that all learners may not receive proper time or attention
(Stoler, 1992; Van Reusen, 2001). The more learners with special needs in a class, the bigger
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the challenge, learners need more-onene time from the teachers (Avramidis & Norwich,
2002).

Inadequate resources

Koutrouba, Vamvakari & Theodoropoulos (2008) points out those schools with adequate and
appropriate resources and material, and with adapted teaching material are instrumental in the
devel opment of t e a c in eenhan@ing pnolissivet education.aMany t u d e
researchers including (Engelbrecht & Green, 2007). Florin (2008) and Stubbs (2008)
emphasise that teaching resources and material, as well as the school facilities, are part of the
contributing factors supporting ilusive practice.

Research design

This study adopted the quantitative design, as it employs survey methodologies and
predetermined instruments for collecting data that can be analysed statistically. The approach
is suitable for measuring attitudes andingtbehaviours through standardised numerical
scales (Creswell, 2009). Therefore, the study follows surveys because of the nature of
problem statement which requires the researcher to measure the relationship among the
variables statistically.

Population of study

The population of this study comprised a total of 75 inclusive education teachers from three
high schools in Mdantsane and Newlands of which, school A consist of 23 and school B, 27
and school C, 25 teachers in Mdantsane and Newlands, East L&uddaoation District,
Eastern Cape. | chose these three high schools as they were convenient in terms of
geographical area.

Instruments

Melville & Goddard (2001), state that any device that researchers use for measurement is
called an instrument. A questicaire is an instrument most used in research projects. The
study used a questionnaire as a way of obtaining information concerning the research
problem.

Data analysis techniques

Sarantakos (2005) describes statistical techniques as methods of organtiagalyzing
guantitative data. The data was analysed using descriptive statistics which involve
computation. All hypotheses were tested atm®t o € ‘R< 0.05 level of significance. The
SPSS (Statistical Product and Service Solution) was used tosart@ly results. Although

there were 75 respondents, 3 of the questionnaire were invalid as not all questions were
answered.

The following section discusses results as per the questionnaire:
HYPOTHESIS ONE Hol

There is no significant relationship betweerayes o f experience and t
towards the implementation of inclusive education.
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Years of experience Cor Coeff

My educational background and .246**
experience has helped me teac
learners with special needs

Teachers who are newin the .033
teaching field are the ones with
positive attitudes towards LSEN

Years of experience does not mattel -.090
as long as training is provided for
special needs

Teachers with less experience hav -.042
more  accepting attitudes on
inclusive education than their nore
experienced counterparts

Teachers with 20 -127
are more likely to be negative
towards LSEN than those with less
experience

P-value

(Sig)
.009

732

.338

.657

184

(\[oR

12

12

12

72

72

In this table the statistical significant level 0.01 level (2 tailed).

Table above reveals that there is no statistical significance between attitudes and years of
experience, attitude score are as follows; (§090.01;.732; p 18t p.338; p T8 )

.657; p ™8t pl84;n 0.01).
ThereforeHol was accepted.

HYPOTHESIS TWO Ho2

There is no significant
towards the implementation of inclusive education.

Inadequate training

| have been adequately trained tc .213*
meet the needs of special neec
learners

.075
| am provided with enough time in
order to attend conferences/
workshop on teaching

-.022

I donot need tr

.025

428

.824

relationship

72

72

72
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teach

In this table there are two statistical significant levels 0.01 level (2 tailed) and 0.05 level (2
Tailed).

Table above reveals that there is no statistical significance between attitudeadstliate
training, attitude score are as follows; (.0250001; .428; p 0.01; .824; p 0.01).

ThereforeHo2 was accepted.

HYPOTHESIS THREE Ho3

There is no significant relationship betwe.
towards themplementation of inclusive education.
Support Cor P-value (\[e}
Coeff (Sig)
A district based support team must ~ .231* .018 72

assist the school with inclusive
education challenges

There should be an institutional level .233* .020 72
support team to assist teachers witt
learners with special needs

There should be opportunities for .214* .034 72
networking between special need:

school teachers and mainstrean

school teachers

In this table there are two statistical significant levels 0.01 level (2 tailed) and 0.05 level (2
tailed).

Table above reveals that there is a statistical significance between attitudes and inadequate
support, the attitudscore is as follows; (.018; ©.01; .0.20; p 0.01; .0.34; p 0.01).

ThereforeHo3 was rejected.
HYPOTHESIS FOUR Ho4

There is no significant relationship between class size and attitudes towards the
implementation of inclusive education.
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Class size Cor P-value (Sig) No.

S Coeft
It is impossible to teach a class of 5 -.024 .802 72
learners including learners with
special needs
To teach effectively, a class shouli .052 597 72

not have more than 20 learners with
special needs

The more LSENOG6s -025 .799 72
less time given for other learners
without special needs to be taught

There should be not more than 2 .098 .299 72
LSEN in a class of 30 learners

In this table the statisticalignificant level 0.01 level (2 tailed).

Table above reveals that there is no statistical significance between attitudes and class size,
the attitude score is as follows; (.802;(@01; .597; p 0.01; .799; p 0.01; .299; p 0.01).

ThereforeHo4 was accepted.
HYPOTHESIS FIVE Ho5

There is no significant relationship between inadequate resources and attitudes towards the
implementation of inclusive education.

Inadequate resources Cor P-value No.
Coeff (Sig)

SAICE&017 130 Proceedings



District resources are available to -.008 .929 72
assist with LSEN in my school

Thereos suf fici .024 .804 72
resources to facilitate effective
teaching of LSEN
135 .160 72
| am provide with sufficient
material in order to make
appropriate  accommodation for
learners with special needs
.028 .768 72
Adaptive material and equipment
are easily acquired for meeting the
needs of learners with special needs
127 194 72
It is necessary to have
physiotherapist and psychologist in
our school to help learners with
disabilities

In this table the statistical significant level 0.01 level (2 tailed).

Table above reveals that there is no statistical significance between attitudes and inadequate
resources, the attitude score is as follows; (.929.p1; .804; p 0.01; .160; p 0.01; .768;

p 0.01;.194;p 18t .

Therefore Ho5 was accepted.

Discussion of findings

The findings show that there is no significant relationship between years of experience and
teachersodo attitudes towards the i mplementat:
there is no significant relationship between inadequate training and keer s 6 att it
towards the implementation of inclusive education. On lack of support there is a significant
relationship between | ack support and teact
inclusive education. Although the null hypothesis statiest there is no significant
relationship, the ywalue showed that there is a significant relationship. Therefore the null
hypothesis is rejected. With regards to class size findings show that there is no significant
relationship between class size andctéae r s 6 attitudes t owar ds t
inclusive education, as well as inadequate resources findings show that there is no significant
relationship between I nadequate resources an
of inclusive educatin.

Conclusion

Findings reflect that there is no significant relationship between attitudes and the factors as
identified except mainly for the lack support which showed that there is a significant
relationship between attitudes and factors affectingampntation of inclusive education.

This paper concludes that it is possible to include children with disabilities within the
mainstream classes as the attitudes are not necessarily affected mostly by the factors
highlighted. Despite inadequate trainingadequate resources, years of experience and large
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class large sizes, the main factor that impacts on attitude towards the implementation of
inclusive education is the lack of support from district and institutional level, and
opportunities for networking.

Recommendations

Based on the research findingshet sudy makes the following re@mmendations: In this
study the main focus was on the teachersodo a
education, as influenced by various factors as identified in the literature. The paper
recommends that there is a need for adequate training and contrlalssfsizes in the
implementation of inclusive education. It also recommends that there should be adequate
resource materials to facilitate the implementation of inclusive education. Mainly however,
the visible support is required from the Department aidation through District Officials

and at institutional levels through school management teams, school governing bodies and
principals. The results of this study indicates that attitudes towards implementation of
inclusive education, are influenced mostihyough support by these structures (or the lack
thereof). The Department of Basic Education should in line with Policy, embark on a
strategy of lobbying support at the levels as identified.

Limitations of the study

This is a quantitative study, based a closeestructured questionnaire and has not delved
into the reasons for the lack of support by governance structures. It was also limited to
schools in a particular Education District and cannot necessarily be generalized to other
schools and educati districts. Further studies on the area are also encouraged in terms of
the type of support that is needed to implement inclusive education.
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Abstract

Todayods power s y mtereonmectech ané highly rolpukt.e Modern power
systems also require high efficiency and reliability coupled with low emissions and minimal
environmental pollution. Blackouts and brownouts have grave spill over effects on the
populace and therefore havedaif economic, social and political implications. In this work,

the motivation for modelling and simulations as the method of choice to pass across key
power system concepts at the undergraduate level is given. PowerWorld and Matpower are
introduced as thpreferred software and the experience gathered using these tools in teaching
fourth year students in the Department of Electrical & Electronic Engineering Science at the
University of Johannesburg is discussed. Complementary teaching actions like getting
industry experts to speak to the students and organizing site visits to power stations and
substations are detailed in order to give students the practical feel of power systems.
Challenges encountered and recommendations to enhance the use of modhelling a
simulations tools in power systems education are discussed.

Keywords: Modelling and simulation, power system engineering, engineering educators,
PowerWorld, Matpower.

Introduction

Recent developments in the power system industry have led to theonsadafter and more

innovative ideas in the control and operati:
range from ever increasing demand for electr

in most nations of the world for a massive reduciiomarmful emissions and greenhouse
gases (Nwulu & Xia, 2017). A number of developing nations are grappling with aging power
systems and components and lack of capacity to finance expansion plans for generator,
transmission and distribution facilities. Qhe education and training front, the massive
incorporation of renewable energy sources into the grid, the advent of the smart grid, demand
side management, internet of things amongst other cutting edge paradigms have led to
significant challenges for powesystem educators and highlighted the need for a massive
over haul of teaching and | earning methods
power systems (Turner & Foreman, 2014). It is now widely accepted that concepts such as
mathematical optimation, optimal control, telecommunications and power electronics have
to be introduced into the power system curriculum (Greenhall et al., 2012).

South Africa is coping with the aforementioned challenges. However, in addition to those
challenges South Ata still grapples with a general lack of skilled personnel in the
engineering profession in proportion to the wigpulation McKechnie and Bridgens,
2008) This is attributable in large parts to the low number of students with grades good
enough for értiary engineering studies and the historical education legacy in South Africa.
There is thus a need for more engineers in South Africa (especially in the power sector). This
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is in addition to the need for a holistic overhaul of power system engineedogirtg and
learning. To this end, it is believed that modelling and simulation which has played a crucial
role in this regard in other countries (Turner & Foreman, 2014) will have immense benefits in
the South African context. This paper therefore prasémé motivation behind the heavy
reliance on modelling and simulation in effectively teaching power systems at the University
of Johannesburg. The paper is thus organized as follows: The next section gives a brief
introduction to modelling and simulatioithis is followed by a description of the power
systems course content at the University of Johannesburg. The subsequent section details
power flow analysis (an important topic in the course) and how modelling and simulation was
used in explaining conceptsetter. The next section gives practical general lessons in
teaching and | earning as gleaned from the
concluded.

Modelling & Simulation

The aim of modelling and simulation is essentially to replicateb#teviour of a physical
system or phenomena. This allows for the analysis, prediction and control of the phenomena
or system of interest. Typically, modelling and simulation makes use of computer programs
or a suite of software and the underlying philogopkhind these programs is to enable the
modeller focus on the system dynamics and not so much on coding (Turner & Foreman,
2014). It is however pertinent to note that the modeller is expected to have some knowledge
of the software/computer program/coditgnguage in order to successfully depict the
phenomena or system of interest. In general there are two broad approaches to modelling and
simulation. The first is event based modelling and the second is process based modelling
(Hillston, 2017). Both approaes are briefly detailed below:

Event Based Modelling

This modelling framework caters for the different actions, procedures or events that can occur
in a system or that happen when a natural phenomenon occurs (Hillston, 2017). The aim is to
accurately dpict these occurrences in order to glean underlying insights about causal factors
and remedial actions (Hillston, 2017). This modelling framework has diverse applications in
fields like telecommunications, aeronautics, computer networks, etc. This mgdellin
technique also has applications in power systems engineering. A prominent example of this
modelling approach in power systems is the Static Economic Dispatch (SED) problem
(Nwulu & Xia, 2015).

Process Based Modelling

Process based modelling is simphodelling an order or sequence of intelated events
(Hillston, 2017). The individual events are separated by time and occur in either a sequential
or random order. Deployment of this modelling framework abounds in the natural sciences,
engineering, saal sciences etc. Applications in power systems include power system outage
and restoration studies, demand response modelling and control (Nwulu & Xia, 2015)
amongst others.
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Power System Analysis

The Power System Analysis course (KRL 4B21) at the Department of Electrical & Electronic
Engineering Science, University of Johannesburg is a fourth year course meant to deepen the
students understanding of concepts, components and systems that relptaver gystem

The students are expected to utilize this understanding in problem solving and power system
analysis. The major pnequisite of the course is Power Systems 3A which serves as an
introductory course to general power system concepts and isn@lgsconceptualized in the
coursebd6s study guide, the students are expec

Familiarize with basic Safety Issues relating to Power Systems
Understand Power Systems as an integrated system

1
1
1 Understand Components of a Power System & related issues

1 BasicHands on Practical Aspects in Power Systems.

The above serve as the course envisaged aims. From the four aims listed above, it is obvious
that the first three can be reasonably achieved via formal lectures. The last aim (providing
basic hands on practisais difficult if not impossible to achieve in the classroom and ideally
requires hands on exposure of students to power stations, machinery, equipment or
operational modalities of a power system. In reality this is not always feasible. The power
systemimpacts heavily on society and the economy and requires high reliability, robustness

and stability. Furthermore, downtimes (in form of blackouts or brownouts) are highly
undesirable and unpredictable. All these factors conspire to ensure that real exposure
power system components 1isnot al ways possib
concepts gleaned in class to practice. This has then made it imperative that power system
educators effectively make use of modelling and simulation tools to ¢dimdahallenges

they face in providing hands on experience to students. Power system educators also invest
time and thought in other actions like inviting industry practitioners and experts to speak to
students and organizing site visits to power statans substations in order to give students

the practical feel of power systems The cou
week is given in Table 1.

Table 1.Power Systems Analysis 4B course contents.

Week Content

1 Introductionto Power Systems:Power System:
Overview,Safety in Power Systems

2 BasicPrinciples

3 Generator &ransformerModels; the per uni
system

4 Generator &ransformerModels; the per uni
system

5 Transmission Linéarameters

6 Line Model &Performance

7 PowerFlow Analysis
Recess

8 Unit commitment and optimal dispatch
generation

9 Balanced Fault

10 Symmetrical components and unbalanced faul

11 Transmission & distribution solid sta
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12
13
14

controllers
Harmonics

Power system protection

Modulereview

SOURCE: 2016 Power System Analysis Study Guide, University of Johannesburg.

The course contents hitherto given in Table 1 aredsuided into four outcomes. This
ensures that interrelated concepts are treated together and explained clearly.ghadde

the breakdown of the outcomes, assessment criteria and methods.

Table 2. Module outcome contents, assessment criteria and method.

Module Description Assessment Criteria | Assessment Method
Outcome (What the learners mus| (What action must bg (How the outcome
be able to do.) completed to shov achievement actior
outcome will be assessed.)
achievement.)
A Fundamental The student mug Tests
understanding of th{ demonstrate
following: competency by
f Power system{ passingests
overview
1 Basic Concepts
1 Generators
9 Transformers
B Fundamental Successful Tests
understanding of th{ demonstration of thg
following: understanding o)
9 Transmission these concepts b
Line Parameters | passing tests.
 Line Model &
Performance
1 Power Flow
Analysis
C Understanding of th{ Successful Tests
following: demonstration of thg
1 Optimal understanding 0
Dispatch of| these concepts b
Generation passing tests.
 Balanced Fault
I Symmetrical
Components &
Unbalanced
Fault
I Transmission
line &
distribution
Y Harmonics
1 Power systen
protection
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Demonstrated abilityto

Successful mastery i

carry out assigne( the use of
powersystems relate| PowerWorld and
tasks in the form of | Matpower as
practicalsAlso evidenced from

demonstrated ability fo
technical communication

practical reports. Alsg
demonstrated ability

Lab work+ reports

for technical
communication ajy
evidenced from
practical reports.

SOURCE: 2016 Power System Analysis Study Guidejversity of Johannesburg.

The following table is an indication of the teaching methods applied to achieve the module
outcomes:

Table 3. Teaching methods for each outcome.

Module Outcome

Teaching methods Outcome A Outcome B Outcome C Outcome D
X X X
X

Formal lectures X

Lab work

To pass the course, each student is expected to get at least 50% in assessments for each
outcome and failing one outcome means the student has failed the whole course. In this
course, the two software tools for modelling and simulation are PowerWorld atpabwer.

As a case study, we demonstrate the use of these tools on the power flow problem and
highlight advantages of each tool. The next section briefly describes the power flow problem.

Optimal Power Flow

The power flow procedure is a fundamental anguably the most popular tool in power
system analysis. In essence it seeks to determine the voltage in every node/bus in a power
system and the power flowing through transmission lines and transformers (Turner &
Foreman, 2014). Each bus node can takeetfwems. They are either a slack bus, voltage
controlled (PV) or a load bus (PQ). To obtain the node voltage and power flow, a system of
nortlinear equations is obtained and solved using iterative algorithms (Turner and Foreman,
2014). Popular iterative gorithms include the fast decoupled method, Newton Raphson
method and the Gauss Seidel method (Zimmerman et al., 2011). Critical issues with the
solution algorithm include computational speed, solution initialization, convergence,
accuracy of solutions etcTable 4 gives the different bus types in power flow studies.

Table 4.Various bus types and variables in power flow studies.

Variables

P Q

Type of Bus
yp s
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Slack

Generator (PV)

Load (PQ)

Unknown
Known
Known

Unknown Known Known
Unknown Known Unknown
Known Unknown Unknown

The power flow solution method (especially the two popular solution algorithms: Newton
Raphson method and the Gauss Seidel method) can be taught traditionally in the classroom.

However students barely understand the soluti@hodologies and fail to appreciate the

algorithmic differences.

Wh e n

student s

doné

appreciate much more complex setup: with phase shifting and tap changing transformers

amongst other advanced setup and topicsaifiostudents understanding of this concept

amongst other important concepts, PowerWorld and Matpower are introduced as simulation
tools of choice. The reasons for their choice and how to apply them are briefly detailed in the
subsequent subsections.

PowerWorld

PowerWorld is a commercial, GUI based simulation software that models power system
operation and components (Kaur et al., 2010). Ideally power systems have and operate in
three phases. Since all three phases are assumed to be balanced undespeoatiahs, it
enables the power system to be modelled and analysed as a single phase. Single phase
systems are represented graphically by one line diagrams which connect different power

system components. The representation by one line diagrams andpsiagés are for ease

of analysis as in reality the system is still in three phase (Turner & Foreman, 2014). Each of
the components can be adapted and given their own custom configuration and various forms

of analysis ranging from the simple (normal powew) to the complex (fault analysis) can

be performed. Figure 1 gives a sample one line diagram.

Bus 2
1.00 pu

=35

1.035 pu

S

PR

Bus 1
1.05 pu

@

520 Mw

0.88 pu

-ty

800.00 MW

340.00 Mvar

80 MW
40 Mvar

Figure 1. A one line diagram in PowerWorld (Liu &Gibescu , (n.d.))

An advantage of PowerWorld is the easy to use GUI and the fact that this enables the custom
configuration of components with varying definitions. A power system can easily be built

from scratch and an existing (or practical) power system can easily béetaditweaked.
The advantage is that students are not burdened with a steep learning curve when
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familiarising themselves with the software. The GUI feel is intuitive and students in no time
grasp how to use the software. Students do not have to sparttessunours writing lines of

code and results visualization is also straightforward and intuitive. The ability to represent
electric power flow as a one line diagram and the attendant ease of analysis is also a major
advantage. PowerWorld also allows $ansitivity analysis and scenario analysis (Kaur et al.,
2010). This is very important as this is the major way students can glean insights about the
various causal factors for operational conditions in the power system. Most times students
experiegbe Buhbo moment and | ots of theoretd.
become clearer when sensitivity analysis or scenario analysis is performed. This incentivises
students to seltudy because of the interest the practical insight has geneVétesh
students use PowerWorld for experimentation with-vealld data, they gain an intuitive feel

for power system analysis that formal classroom lectures and even simulated data cannot
give.

Matpower

Matpower is a collection of straightforward, opeousce, easyo-use Mfiles used for

running optimal power flow routines. With the incorporation of renewable energy into most
power system operations, Matpower has also added increased functionality and is able to
handle related problems like stochastiat wommitment, generator scheduling, economic
dispatch amongst other renewable energy problems (Zimmerman et al., 2011). Although
Mat power i snot GUI based, It makes wup for
computationally intensive tasks and diatesith code that is readily understandable and thus

can be easily modified. In the power systems course, the students were instructed to use
Matpower for cases that they had hitherto solved using PowerWorld and to perform
sensitivity analysis and scenaaoalysis for the same cases they had used PowerWorld. The
aim is to reinforce the learning they got via PowerWorld (GUI based) with the
computationally based Matpower. This is very important for power system engineers when
they will have cause to extemisting power systems and add constraints that might not be
easily incorporated in PowerWorld. It might behove on them to code it themselves. Also if
there is need to perform a comparative analysis of various iterative solution algorithms in
terms of spe@d and accuracy; it is imperative that they know how to do this. In other words,

this means that Matpower helps students to understand how to create their own solution
algorithms. The fact that Matpower is open source also means that students (whaare ofte
cash strapped) can deploy this tool on their personal machines and use it as the need arises as
opposed to commercial software with yearly licences.

General Lessons For Teaching & Learning

From the experience of the authors, it is clear that modedagsimulation tools can greatly

aid in enriching the learning experiences of students in power systems engineering. This
collaborates experiences of other power system academics in the literature (Milano et al.,
2008, Temiz & Akuner, 2009)Milano et al.,(2008) posit that the use of modelling and
simulation improved the number of students that passed the course by 14% than when the
power systems course was offered without modelling and simulation. It is difficult to perform

a similar analysis in our cases a control case (lecturing the course without modelling and
simulation) is not available for comparison purposes. However feedback from students
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showed that they gleaned more insight when modelling and simulation was incorporated as
opposed to only fornidecturing sessions. In summary a number of lessons learnt from the
incorporation of modelling and simulation can be summarized thus:

i Start with simple examples/case studies before going to much more complex ones:
For any modelling and simulation softkea it is advisable to start with a test case
study (with minimal number of buses; preferably two) before going to much larger
test systems studies and then onto practical power system setups.

1 Complement computational simulation methods with GUI basedhodst It is not
advisable to use one approach exclusively. Complete learning is achieved when both
are used complementarily. Again, it is advisable to expose students to GUI based
methods before exposing them to computational based methods. As discuksed ea
students were made to solve optimal power flow routines using the same test systems
which afforded them the opportunity to try the black box approach first (PowerWorld)
and later use a method that sought to make them understand the solution algorithm

1 Utilize sensitivity analysis/scenario analysis method in order to deepen students
understanding about concepts.

1 Always introduce students to open source software: Due to the fact that most
commercial software require yearly licence fees, a good legachetueath to
students would be to teach them how to become proficient in open source modelling
and simulation software. Apart from the fact that this is a cost saving measure, it also
enables the students install

1 Itis important that scientific fieldfpis ar e organi sed for stude
from a safe distance) a major power system unit. These can either be a local
substation, a distributed generator, utility control room etc. Even though it would be
impossible to guarantee harals trainirg for students the explanations from active
duty personnel goes a long way in enabling students learning. Care must be taken that
students safety is not compromised during these visits.

1 Finally, it is also imperative that guest lecturers from industryab@ invited to give
talks to students. These guest lectures must be properly thought out and structured and
done to ensure that students are given a mixture of high level and detailed overview of
the power system. The lectures should cover power systerpanents, operational
and control issues, regulatory issues, environmental issues, financial issues and other
salient issues students are bound to encounter in practise. These lectures can also be
targeted to cover other auxiliary ECSA outcomes that atedirectly under the
purview of the course.

Conclusions

A plethora of factors have made it imperative for power system engineering educaters to re
evaluate the way they approach teaching and learning. Some of these factors are due to the
increasing complexity and sophistication of the power system. Otherda®rdue to the

fact that the nature of power system makes it impossible to avoid modelling and simulation
tools. Furthermore, power system educators have reported increased students pass rates when
modelling and simulation tools are incorporated inteahes and learning. In this work, we

detail our experience in implementing modelling and simulation tools in teaching Power
Systems engineering at the University of Johannesburg. The particular software tools and the
reasons why they were chosen are giaed we conclude with lessons to be considered when
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utilizing modelling and simulation in an engineering course in general and in power systems
in particular.
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Abstract

The study sought to provide information abdute Sciencest eacher s6 percep
curriculum change and implementation in the subject Life Sciences in South Africa. The Life
Sciences subject underwent a series of content changes within a very short period of time,
which affected both the teaching approach arskssment methods. The paper wanted to
shed light on how teachers measure the synergy between changes effected in this subject and
mechanisms provided to deal with such changes. A qualitative research design was employed
in this study. The researcher useatlboneto-one interviews and one focus group interview

to collect data from LiféSciences teachers in the Bojanala District in the North West
province. The findings of this research indicated that teachers felt that the policy changes
were too rapid andhat they were not adequately empowered to deal with such policy
changes a situation that made implementation of the policies difficult.

Keywords: Life Sciences, Curriculum change, Curriculum implementation, Teachers
perceptions.

INTRODUCTION

In South Afica, a highly sophisticated curriculum was introduced into an educational system
already under considerable stress (Rogan, 2007). By this Rogan (2007) was referring to
South Africabs riasedecurrculumnnntoaan autocambasec durriculum

pdicy, which became the most ambitious curriculum policy since the installation of the
Government of National Unity (Jansen, 1998). The study was based on curricula changes in
the subject Life Sciences in the Further Education and Training band (FET),tatlgblace

from 1996 until 2012. After 1994, the African National Congress (ANC) government worked
on the Reconstruction and Development Program (RDP) of which the main aim was to heal
the nation from the atrocities bred by the apartheid regime. The RiglPapn was applied in

all spheres of life, including education. The curriculum of Life Sciences (initially called
Biology) was subjected to a series of policy revisions after 1994, namely the Interim Core
syllabus (ICS) in 1996, National Curriculum StateméNCS) in 2006, New Content
Framework (NCF) 2009, and Curriculum Assessment and Policy Statement (CAPS) 2012.
The focus of this study was to report on Li
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curriculum changes and its implementation. In all ¢heslicy changes, the content structure,
teaching and learning approach, and assessment approach were changed.

There is a need to engage in this study because Jansen (2003) has observed that almost all the
current literature on educational change emanfates stable Western democracies. Jansen
posits that while much of what has been written may be applicable to developing countries,
there is a need to rethink some of the issues because we find ourselves in a different context.
In line with the abovanenticned statement, the study is even more important because South
Africa, as a developing country brought curriculum innovations derived from the Western
countries (Jansen 1998, Christie, 1997) for example the OBE approach to teaching and
learning. One would wh to know how the implementers of policies perceive such
innovations.

Some literature about curriculum change in South Africa has been published by Jansen
(1997), Kraak (1998), Chisholm (2003) Hoadley and Jansen (2009). Therakatiened
authors crigued the enormous policy changes which was followed by changes in the
curriculum (review and design). The study concentrates more on curriculum change in the
subject Life Sciences and seeks to uncover how teachers perceive the changes in this subject
as well as the relationship between curriculum change and curriculum delivery. Specific
studies on Life Sciences curriculum were published by de Villiers (2011), Ferreira (2011),
Johnson, Dempster and Hugo (2011, 2015). The authors made a significant shedizitd
Sciences curriculum for an example, the topics of this subject were scrutinized in trying to
discern whether they represent the mother body (Biology) or not, whether these topics
fascinate the learners or not, as well as challenges with regiuel ttsaching of the subject to
secondanguage learners. Johnson et al (2011, 2015) made a thorough study of the Life
Sciences curriculum during the years (1:2932) which is the focus of this study. The
findings of the study by Johnson et al indicateat @thuring policy changes in South Africa,

the Life Sciences content was changed in the Further Education Band (FET) Gib2le 10
during the years 1996 (Interim Core Syllabus), 2006 (National Curriculum Statement), 2009
(New Content Framework), and 2012 (€Gculum Assessment Policy Statement). This study

is an extension of the abowmeentioned studies focussing more on how teachers perceive a
plethora of policy changes introduced by the South African government.

So far, there is no literature that coversihe oi ceo of Life Sciences
the curriculum changes that took place from 1996 to 2012. The study would give a holistic
view of teachersd percept i-apatiseid tnibatives, dhsch t h e
were above all, meant to agds the legacy left by the apartheid regime. In this study,
teachersé views towards <curriculum changes
importantly, information will be gathered on how these teachers dealt with the delivery of
these changes. Sudnhformation will assist curriculum designers to be aware of the
experiences of those who play an important role in implementing the policy.
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THE CONTEXT OF THE STUDY

The Life Sciences curriculum in South Africa, as with other policy documents, chamged th
times within a period of seven years. Even though curriculum change in South Africa has
been ongoing since the 1930s (Gultig, Hoadley & Jansen, 2002), the changes to this subject
were more frequent than any other FET subject. The study focuses goofayr changes
namely, the Interim Core Syllabus (ICS,1996), National Curriculum Statement (NCS, 2006),
New content Framework (NCF, 2009) and Curriculum and Assessment Policy Statement
(CAPS, 2012). During the ICS, the syllabus was highly academic inppgsach and it
comprised both higher grade and standard grade Biology papers. The NCS differed from the
ICS in structure and emphasis and the original name, Biology was changed to Life Sciences.
The approach changed to an outcoiinased one and the subjeehs organised into three
learning outcomes, namely-Scientific inquiry and problem solving,- Zonstruction of
knowledge, and -Blature of science and its interrelationships with technology, indigenous
knowledge, the environment and society.

Due to a hi@ dissatisfaction (from teachers) with the unsigecification of content in this
policy, it was revised three years later and changed to a totally new policy called the New
Content Framework. According to Johnson, Dempster and Hugo (2011) the new version
retained the knowledge areas and the learning outcomes with slight modifications, but
substantially altered the structure and focus of the content material, and provided for detalil.
According to these authors, the NCS retained the hierarchical structuttee gbarent
discipline biology in terms of its inclusion and balance of biology concepts (Johnson,
Dempster & Hugo 2011).

The last policy change, namely CAPS was described by the minister of education, as being
extensive and widely consultative (DBE, 201Agcording to the minister, those who were
tasked to write CAPS were to aim for coherence from one phase to the next and build up
coherence within subjettoundaries in order to ensure a sense of moving progressively to
greater depths and from simple toma complex concepts from grade to grade (DBE 2011).

THEORITICAL FRAMEWORK

The study unpacks the perceptions of teachers with regard to curriculum change and
implementation and it is therefore, underpinned by curriculum development theory, called
Hu n k Decisi@an making Model (Hunkins, 1980). Ornstein and Hunkins declared openly

that a complex phenomenon such as a curriculum could not be explained by a simple or
simplistic theory because theorizing is only a process that engages researchers in imagining
the how and why of certain phenomena (2004). Based on the above declaration, the
researcher acknowl edges that Hunkinsds Deci
dealing with curriculum development. The model will be used to analyse the development of

a Life Sciences curriculum content.
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Various authors alluded to the fact that curriculum change is an ongoing process (Ornstein &
Hunkins, 2004, You 2011). Even though this exercise normally meets resistance, it cannot
cease to exist because it is inform®dthe changing educational needs, high expectations
from the public and policy reports, which demand educational change (Cheng, 1994). When a
curriculum is changed, a new plan is brought forward and this is called curriculum
development (Ornstein & Hunlgn 2004). Curricularists differ in ways to develop a
curriculum based on their belief of what a curriculum should be. The myriad definitions of
what a curriculum entails, shows different ways of curriculum development.

Hunkinsads Deci si one ahdhk iTechnicaMscidntific appreaches nto
curriculum development. The proponents of this approach see curriculum development as a
way of pl anning curricula to optimize stude
output (Ornstein & Hunkins 2004Hunki ns 8 s Deci sion making
major stages, namely curriculum conceptualization and legitimization, diagnosis, content
selection, experience selection, implementation, evaluation and maintenance.

The first stage of curricular decision kim@g, namely curriculum conceptualization and
legitimization is critical and as posited by Ornstein and Hunkins (2004) all those affected by
a curriculum should be involved in the process of development. The role of Life Sciences
teachers cannot be ovemphasised in deciding what to change in the Life Sciences content
since they are the one who formulate master plans prior to creating or implementing the plan
to students (Ornstein and Hunkins 2004).

Curriculum diagnosis is the second stage and it ireldentification of needs. A wide
published literature encouraged the inclusion of teachers in identifying what needs to be
included in curricula (Hoadley and Jansen 2009, Kennedy 1987, Metherell 1990). During this
stage, the Life Sciences teaches wowddphbovided with an opportunity to identify the needs
related to the subject Life Sciences. Based on their wide experience as teachers, Life Sciences
teachers are better suited to bring to the fore what basic needs are crucial in the development
of the Life Sciences content. When teachers (representatives of unions) become actively
engaged in issues that relates to curriculum change, they will have a feeling of ownership
which, according to Lovat & Smith is a prerequisite for ensuring commitment by all those
involved in implementing the change (1998)

After needs are anal ysed, content selection
of the curriculum. In the case of Life Sciences, this is the stage where designers including
teachers select the knteglge and skills to be learned in the subject, for example a selection

of topics for the entire phase. One of the steps to be followed in selecting content is to check
the learnability of the content, which is a step to ensure that there is optimal placeme
appropriate organization and sequencing of content (Ornstein & Hunkins, 2004). These
authors also suggested that the sequencing of content should be done from the simple to the
complex and that the way the content is sequenced should show conf@uistein &

Hunkins, 2004).
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The next step in the model is experience selection and it involves questions on how the
content is to be delivered to students or experienced by them. The new content selected by
designers including teachers will be easy to leangent since it will be an exercise that
combined what is claimed to be the features otdown and bottorup approaches to
curriculum development (Priestley 2011). By this, Priestley meant that bureaucrats did not
impose curricula, but it was a collabtive exercise taking the needs of those affected
directly or indirectly into consideration.

The implementation step is the one which receives much resistance from the implementers
themselves (Lovat & Smith 1998, McCarrick 2009, Hoadley & Jansen, 2000rastein &

Hunkins, 2004). One reason why teachers resist change is when change is rapid that
according to Ornstein and Hunkins teachers will not commit their energy to curricular
changes that have little chance of lasting (2004). Another reason whegdeaaskst change is

t hat the new curriculum is not compati bl e
perceived needs (Hoadley & Jansen 2009). Due to this shortcoming, teachers might feel that
they are not qualified or experienced enough to deal thghnew curriculum and thus the
provision of sufficient training will ease t

The final stage of Hunkinsd model 'S mainte
by which an implemented programme is managed to assure its continuetveffe
functioning. For Life Sciences teachers, maintenance would refer to provision of resources
such as textbooks, libraries, laboratories, human resources and classrooms that will make
implementation easy.

Hunkinsads Deci si on ma kicatiogs fon ¢thd edvelogmerd of she r i 0 u ¢
curriculum in the South African context. It confirms a collaborative engagement in
curriculum decisions where all stakeholders play an active role in deciding what needs to be
included in the curriculum. The model aldoesses the importance of selecting the relevant

content to suit the needs of not only the designers, but also those of the leaners. According to

this theory, curriculum change and development should not be sporadic, but it should be
given time for designs to look into gaps and work towards bridging such gaps. The model

also highlighted the importance of support, which is a necessity to avoid resistance to change.

METHODOLOGY
Research design

A qualitative research design was used focusing on particfpantp er specti ves
experiences, and utilised tacit knowledge, intuitive and felt knowledge (Creswell, 2009).
Since the study focused on exploring teachers perceptions on curriculum change in the
subject Life Sciences, the study was based on the consistiettiploratory approaches. As

far as the constructivist worldview is concerned, the researcher relies as much as possible on
the participantsd views of the situation bei
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research the explorer develops ymthesis of views and ideas leading to a detailed and
profound understanding of the group (Stebbins, 2001).

Sample

In the study, the sample was purposefully selected. In purposeful sampling, the enquirer
selects individuals and sites for study because ¢haypurposefully inform an understanding

of the research problem and central phenomenon in the study (Creswell, 2013). The
population for the study comprised of Life Sciences educators in the Bojanala District of the
Northwest Province. A group of 26 Liféciences teachers who taught the subject during the
years in which major changes occurred were selected as a sample: this approach makes use of
a fAcriteriono sampl e, whi ch refers to mu | t
phenomenon (Creswell, 2013A heterogeneous group of participants was selected,
consisting of both males and females and different races (black, white and Indian). The
researcher applied the ethical clearance process of informed consent, privacy and
confidentiality. Participants we informed about the nature and results of the research and
their confidentiality was assured as the primary safeguard against unwanted exposure
(Denzin & Lincoln, 2013). All participants signed a consent form, but they were also made
aware that they hatie right to withdraw from the study at any point.

Data collection strategies

Qualitative data collection strategies were used because they enable a deeper understanding
of individual contexts, perspectives and experiences, through immersion in theppartici s 6
social and cultural context (Jensen & Laurie, 2016). Data were collected by igfoops
interviews and 20 onen-one interviews. As far as focus groups discussions are concerned,
the chosen size of the group should be guided by two considenasioredy; the focus group

should not be so large as to be unwieldly or to preclude adequate participation by most
members, nor should it be so small that it fails to provide substantially greater coverage than
that of an interview with one individual. Thecigs group in this research consisted of six
participants (four females and two males). 13 females and 7 males formed ibe-cmre
interviews and it took place at the venue preferred by participants.

A semistructured interview strategy was used in theettpment of questions, because this
technique allows the researcher to ask probing questions to explore what participants say in
more detail (Jensen & Laurie, 2016; Hoets, 2012). The interview guide consisted of open
ended guestions that included follmyps.

DATA ANALYSIS

Data analysis involves segmenting and taking apart the data (like peeling back the layers of

an onion) and putting it back together again (Patton, 2002). The researcher engaged in
thematic analysis of data using the Saldana method difajive analysis. Firstly, data were
broken down into codes. Saldana (2016) descHt
collection and their explanation of the meaning. Coding was thus done through the
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identification of patterns, which demonsgad habi t s, salience, and
daily lives. Data were then categorised by grouping, reorganising and linking the codes in
order to consolidate meaning. Finally, themes emerged from such categories and were used to
discuss the findings ohis research.

FINDINGS

From the data collected, it became clear that teachers had both a positive and a negative
perception of curriculum change. Some of the teachers expressed their positive feelings
towards the changes experienced in the Life Scieccetent. The majority of participants
seemed to favour the CAPS policy because they commented that it is not about memorising
the content, it also allow application of knowledge. Even though CAPS was seen as an
improvement from the previous policy changeschers indicated that there was still other
topics, which they did not prefer. Below are comments by participants:

Participant A: there is an improvement in CAPS content although there is a topic on phylum
which is confusing. The new Life Sciences fawamplication of knowledge so learners are
enjoying it. Work that is more practical is done so learners are not only expected to master
content but also to apply knowledge.

Participant Balso supported the view that CAPS was better than other policeating that
CAPS content is aligned to career paths. This is what he said:

the content we are teaching is now prepare learners for tertiary education. Learners
struggled to pursue careers in medicine because of the type of teaching and learning that
prewvailed. CAPS makes the teaching of the subject interesting because they emphasise real
life problems, for example learners are taught about diseases of the brain, ear, eye and so
forth.

Conversely, there were those educators who had negative feelingpalmuthanges in the
subject. Participants responded by saying that many policy changes brought confusion and a
lack of content coherence. According to the teachers, the confusion was brought by the fact
that topics were shifted from one grade to anothbe problem with the shifting of topics

was that some of the difficult topics, which initially were taught in higher grades during the
previous policy change, were now moved to lower grades. Below are the comments.

Participant C: The curriculum has beerhanging from time to time. Some topics were
removed and reintroduced again. This has led to confusion. In some instances, they removed
topics (OBE approach) and later the topics are reintroduced. Presently, | have realized that
there were certain topics & were shifted. There was topic movement within the grades. You
are used to teaching a particular topic in a particular grade then it is being shifted. Many
changes are making educators and learners more confused. It is difficult to adjust to changes
evely three years. Teachers are learning every day. There is no time to say they have
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mastered the content. Teachers learn with the learners and they feel like resigning because
they are stressed up

Effect of changes on the learners

According to participantdearners are affected by the changing curriculum in many ways, for
example in the OBE approach there was an uspecification of content. Majority of the
participants had a feeling that those learners who did the OBE will not perform well in
tertiary edication because they lack background knowledge. In the subsequent changes that
followed, for example in CAPS the shifting of topics made designers to put very difficult and
abstract topics in Grade 10. Bel ow are part.i

Participant D: CAPSGrade 10 syllabus is not easy to teach. The topics are difficult.
Learners do not understand the work CAPS there is a link but selection of topics in grades
must be checked again. The most difficult grade is Graderh@ grade 12 syllabus is OK,

but Grade 10 topics are more and need more time to complete. Grade 10 learners are
forgetful and some topics are difficult e.g water relations, it used to be taught in Grade 12 in
the previous years. There is too much scope of work for Grade 10 and ifigsltdibr
educators to complete the syllabus in time, therefore no chance of revision.

Teachers made it clear that learner performance, especially in Grade 10, is very poor. This is
because there is a wide gap between this grade and Grade 9, and theweetiened the
language barrier as one other factor that contributes to the difficulty of the Grade 10 content.

Participant E: The standard of topics and syllabus in Grade 10 is too high and learners are
performing very badly. The language barrier of tearners affect the teaching and learning
process. There is a significant difference between assessment in Grade 9 and 10 namely
Grade 9= 60% Schodbased Assessment (SBA) and 40% exam, Grade 10 = 25% SBA and
75% Exam. Even the question papers differ.Giade 10 learners write two papers of 150
marks each and in Grade 9 learners write one paper of 100 marks.

Implementation challenges

Educators also worry about resources. They complained about some textbooks that were not
of good quality. The absence of lwvequipped laboratories and inadequate training by subject
advisors was also mentioned. When changes were made, educators were trained for only
three days. They considered this not to be enough because new topics e.g evolution were
introduced and they wemot familiar with the content.

Participant F. Some of the textbooks prescribed are not of a good quality. The redeployment
of educators led to shortage of qualified educators and overcrowded classrooms. We
attended a 3 days workshops in all the polibparges, it is hard for us, we did not learn
anything during the workshops. | attended the government sponsored ACE program to learn
about the topic evolution because | know nothing about it. But the ACE program, did not
give educators content, only medlatogy was taught.
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DISCUSSION

From the findings it became very clear that even though educators have the tendency to resist
change, (Lovat & Smith 1998, McCarrick 2009, Hoadley & Jansen, 2009 and Ornstein &
Hunkins, 2004) they were not concerned abouainge itself, but the kind of change brought
forward. This statement is supported by the positive perceptions discussed earlier on where
educators indicated the good things brought about by change. The negative perceptions
menti oned s howsowaedshigodcthangesLdvatlaadcSkith,o(1998) indicated
that ownership ensured commitment by all those involved in implementing the change,
therefore lack of it will not encourage educators to implement change. The findings also
make one to wonder whethert age t wo and three of Hunkins?o:
fully covered. It appeared that in the process of identifying needs and the selection of content
educators (Union representatives) were not actively involved. This attest to the comment by
Hoadley and Jansen who posited that unions did not play an active role during the
development of curriculum 2005 (2009). Again more confusion arise because complaints
about the inappropriate choice of content are directed also at the recent policy change
(CAPS), which, according to the minister, has been extensive and widely consultative (DBE,
2011).

The findings indicated i mplementation challl
model this could be remedied by first piloting the curriculum to work outanyyno r pr ob |l en
in the programme. The rapid changes in the ¢
have prevented adequate piloting of the pol

surfaced. Educators c¢omp lagloaess,dvhichleraedtup ibhthee s hi
selection of difficult topics for lower grades. One wonders about whether justice was made to

the question why the curriculum must be changed (Blenkin, Edwards & Kelly, 1992). Evans
(2004), who posited that in planning clgen three understandings are to be made clear, also
supports the authors namely, why is change necessary? what are we changing to? how will
we get there? Since educators do not see At
approaches (e.g OBEnd shifting of topics within and between grades, the researcher
became dubious to accept that those pertinent questions by Evans were fully addressed during
the development of Life Sciences curriculum. It appeared that curriculum designers were
unable toaddress the question, what are we changing to ? Therefore the question how will we

get there will be a challenge for implementers of the policy.

Findings also indicated that stage 4 of Hu
addressed. This includgdanning for resources needed to make the innovation a success as

well as planning for instruction strategies. Educators complained about the poor quality of
textbooks and the introduction of new topics, namely evolution that they were unfamiliar

with. The latter could be attributed to the notion that educators do not welcome change
because they do not want to shift from their comfort zones. Unwillingness to be lifelong
learners made educators to resist anything that needed them to change.

The rapid policychanges in the subject also led to poor evaluation of the policy. According to
Hunkinsdés model the evaluation stage iIs cond
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helps to provide data for decisions about continuing, modifying, or discontinbimg t
programme. Curriculum innovations in the subject are short lived and thus the researcher
asserts that no proper evaluations of the policies existed. Not giving a particular programme
enough time to run creates stress, confusion, and teachers compla#dhis. Educators

felt they were not fully trained for the new programme because they only received training
over the course of three days and, according to them, this was inadequate. They even
complained that they remained a novice teacher forevaaulse the constant changing of
topics did not allow them to master the topics for a particular grade. This also correlates with
what the researcher said earlier on, namely that educators do not want to leave their comfort
zones.

CONCLUSION

T e ac h e redidns rpgardimg the changes and implementation of a plethora of Life
Sciences curriculum policies were discussed. From the findings, educators expressed positive
outcomes of curriculum change as well as some form of resistance to the different policy
changes. Resistance to change was caused by rapid changes which occurred within a short
space of time as well as teachersdé reluctan
therefore recommends that policy change should not be drastic, but it shogigehe
sometime to allow the beneficiaries (stakeholders in education) to enjoy the fruits of such
change. Proper evaluation of a policy must be done before it can be phased out. For educators
to complain about Life Sciences curriculum is a clear indinati@t they did not play an

active role (Union rep) during the development of such a curriculum. The researcher
recommends that teacher formations and all other stakeholders be allowed to participate in
issues related to curriculum development. Adequaeitrg and continuous 4service

training should be key to any policy change for the policy to yield positive results.
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Abstract

OF

Universitywide and protracted protests by #feesmustfall, #rhodesmustfall, and #decolonise

science and/or #decoloniselucation movements collectively referred to asféfiests have
put into question the socjolitical and financial sustainaliyf of South African universities.

This concept paper revisits the idealistic definition of university and uses stakeholder theory,

social strain theory, posblonial theory, conflict theory and the culture turn to demonstrate

how South African universés have shifted away from the founding principle of univeraity

ut opian public institution than embraces
explains the misunderstanding and mishandling of the protesting fallists as a deliberate act of
protecting nediberalism and rampant global capitalist interests in South Africa. It concludes

by presenting a new paradigm shift on what a university ought to be in an African context

that is desperate for skilled labour to spur its secionomic developent.

Keywords: fallists, stakeholders, South African universities, theoretical framework,-socio

political sustainability

INTRODUCTION

Countrywide and protracted protests that shut down universities by #feesmustfall,

#rhodesmustfall, and #decoloniseierce and/or #decoloniseducation movements
collectively referred to as thllists have put into question the sogolitical and financial

sustainability of South African universities. Indeed, universities are public institutions that
should serve the plib good and are ultimately accountable to the people they serve. At least

in the eyes of the fallists, uni versiti

e s

African plight of the triple challenges of inequality, unemployment, and poverty.

Traditionally, universities have been the hotbed of contestations and innovation. Sadly, South

African universities seem to become, at
antithesis of the model or ideal university. In turn, this has tedrt invigoration and
strengthening of the fallistsdé resolve.

t h

h

€ a s

These three dimensions of society, politics, and money are the center of the confrontation

between university management and students. South African universities risk losing their

social statusand political influence in society in a quest for safeguarding their purse and
while delivering a mucimeeded public good that costs money. This concept paper revisits the

idealistic definition of university and uses stakeholder theory, social strainyth@ust
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colonial theory, conflict theory and the culture turn to demonstrate how South African
universities have shifted away from the founding principle of univessityopian public

t h amewioik lexplairs&he o f
misunderstanding and mishandling of the protesting fallists as a deliberate act of protecting
necliberalism and rampant global capitalist interests in South Africa. In this regard, the ivory
tower mentality of university stakeholdeareluding management and government seem to
perpetuate new managerialism, marketisation and privatisation of higher education, perhaps
unwittingly, as part of the globalistic neoliberal agenda. The paper argues for a new paradigm
or discourse on what a weirsity ought to be in an African context that is desperate for

i nstituti on t han

embr aces

skilled labour to spur its soceconomic development.

FALLI STS AS ODANGEROUS STAKEHOLDERSS®

Stakeholder theory explains how any organisation has to relate with both internal and
external parers. Stakeholders at public universities can include staff (academic, managerial,
and support), funders (government), donors (organisations and individuals), students, parents

and guardians, and the surrounding communities. Stakeholder theory has evelvethny

decades to include stakeholder classification typologies (see Table 1 below). Although they
are common, these typologies highlighted in Table 1 are not exhaustive and are used for

illustration purpose only.

Table 1: Stakeholder ClassificationTypology

Authors
Goodpaster (1991)
Savage et al. (1991)
Clarkson (1995)

Mitchell et al. (1997)
Rowley (1997)

Scholes & Clutterbuck (1998)

Kamann (2007)
Fassin (2009)

Classification/criteria used

The strategic and the moral stakeholder
Stakehol derds poten
or cooperate with the organisation

The primary (with formal relatinships) anc
the secondary (without formal relationships
Power, legitimacy, and urgency

Network density and the centrality of tl
organisation focus

Power of influence, impacts on tt
organisation and affinity with organisation
objectives

Power and level of interest

Classical stakeholder, stakewatche
stakekeepers

Source Wagner Mainardes, Alves, & Raposo (2012).

These are the common stakeholder classification typologies in stakeholder literature.
Definitions of stakeholders by Savage et al. (1991), Mitchell et al. (1997), Scholes &

Clutterbuck (1998), and Kamann (2007) squarely fits the description dallists. They

possess enormous amounts of power that led to the cemideyclosure of South African
universities. Their demand for a free and decolonised higher education is-thgent
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threating both the university and government establishments. The autbose dMitchell et
Wagner et al . 2012: 186
stakeholdersodé that has

al . (1997 <cited

fallists a s 6danger ous

n

legitimacy. This coercive stakeholder (and possibly violent) negyesent a threat to the

organisation (see Table 2 below).

Tabl e 2: Aut hor so

Stakeholder type

A

P C

synthesis inspired by Waghn

Latent stakeholdergin possession of onl
one attribute, probably receiving

organisdéion attention)

litt

Expectant stakeholdefs possession of twi
attributes resulting in a more active post

both from the stakeholder
organisation)

Definitive stakeholder

Non-stakeholder

SAICE@017

and

t

Classification options

Dormant stakeholderindividuals and groups wit|
the power to impose their wills on the organisat
but lack either legitimacy or urgency. Hence, tr
power falls into disuse with little or no ongoir
interaction with the organisation. Xeartheless, the
management of the organisation needs to be a
and to monitor this stakeholder and evaluate
potential to take on a second factor.
Discretionary stakeholderindividuals and group:
with legitimacy but lack both the power to influen
the organisation and urgency.

Demanding stakeholdeiVhen the most importar
attribute is urgency. Without power or legitimac
they do not demand greatly of the organisatiom
require monitoring as regards their potential to ¢
a second attribute.

Dominant stakeholder Individuals andgroups that
hold influence over the organisation guaranteec
power and legitimacy University management,
Department of Higher Education)

Dangerous stakeholderWhen there is power ar
urgency but stripped of any legitimacy. T
coercive stakeholder ifd possibly violent) may
represent a threat to the organisation. 1
description is attributable to thallists.

Dependent stakeholdeindividuals and groups the
hold attributes of urgency and legitimacy but wh
however depend on another stakeholder for t
claims to be taken into consideration.

Whenever the stakeholder holds power
legitimacy and urgencywith managers therefore
paying immediate attention and prioritising this
stakeholder

When individuals and groups neither hold ¢
influence nor are influenced by organisatiol
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operations
Source Aut horsdé own syntehab@®@01?3). i nspired by Wagn

The fallists started off aglormant anddiscretionary stakeholdernwith the untapped power

and legitimacy given to them by the students that elected them into the Student
Representative Council (SR@)body that constitutionally mandatedrépresents the needs

and interests of students at South African universities. SRCs are recognised by both the
University management and the Department of Higher Education of South Africa as
legitimate stakeholders at universities. SRCs gradually transtbrimto demanding
stakeholdersvith untapped power (they could not yet organise student protests) and stripped
legitimacy (since management did not listen to them) datogerous stakeholderStripped

of their legitimacy, these dangerous stakeholdersashid their power by organising
countrywide and protracted mass protests that demanded free and decolonised higher
education now. A dangerous stakeholder has power and urgency but is stripped of legitimacy
meaning they cannot take meaning decision enftecby law.

In the following paragraphs we use the social strain theory;qobstial theory, conflict
theory, and the culturirn to clarify the rationale behind thallist movement and why it
caught momentum and threatened powerful institutions.gd/éurther to expound on the
feasibility of a decolonised higher education by invoking elements ofrféostal, mode2,
and sustainability sciences new knowledge generating sciences for a-ipastern, anti
colonial, and antapartheid era.

THEORETICAL FRAMEWORK AND DISCUSSION

Social strain theory

Section 29 (1)(b) in the Bill of the Rights of the Constitution of the Republic of South Africa
states that fieveryone has the right to furt
measures, must maket progressively available and acc
1996: 12) and these ideals should be operationalised through the National Development Plan
Vision 2030 that recognises the need for increased funding for universities to improve access,
success, and quality (National Planning Commission, 2011). Unfortunately, students from
disadvantaged background continue to struggle with university fees despite this basic human
right been enshrined in the constitutithe highest law of the land. It r®t surprising that

parents and guardians struggle to afford high university fees with unemployment at 26.5% in

the fourth quarter of 2016 in South Africa (Statistics South Africa, 2016). Ultimately, these
students are financially and academically exclufilech universities and are unable to meet

this basic need for further education. The South African society expects its youth to complete
both primary and further education and contribute to the development of the country.
However, young people from poordkgrounds enrolled at universities are unable to live up

to these societal values resulting in what
theoryo.

SAICE&017 159 Proceedings



Merton (1938)6s soci al strain theory expl ai
and goad along acceptable means of achieving them. Not everyone is able to realise these
goals. The gap between widely accepted values and the means people have to achieve them
creates a social strain. These goals can be individual achievement (i.e. gettingrsityni
degree) in nediberal countries such as South Africa. However, thllists have staged
countrywide campus protests complaining about the lack of or limited financial means for
achieving these societal goals and values. It is noteworthy thillists are not absconding

from their duty of getting an education but they are fighting for better means of realising that
goal foreveryone ncl udi ng the poor and the so called
are students from middle class backgmbuwhose parents or guardians cannot afford
university education but earn enough money not to qualify for government loan programme
such as the National Student Financial Aid Scheme (NSFAS).falhsts have chosen
rebellion which invokes the creation afnew society based on different goals and values.
These goals include fighting for and realising a fiees higher education espousing values

of access and inclusion for poor students and the missing middle. Universities and
government have respondedthese calls with violent craettowns on peaceful protesters by

law enforcement agenciegho themselves are parents of the missing middle. Even today, a
year later, universities and government are still struggling with funding for poor students and
the misgng middle, notwithstanding the additional five (5) billion Rands funding for 2017 to
universities announced by the finance minister (Gordhan, 2017). This has eroded the trust of
the fallists and their followers in public institutions including the univiees, government,

law enforcement agencies, and the judiciary. Such antagonist behaviour from public
institutions has destroyed social and political relations between them afadlifte Hence,

future protest actions that threaten the sustainabilityrofersities are likely to occur as
prospects for poor students and missing middle seem gloomy and bleak.

Postcolonial theory (anticolonial and anttapartheid sentiments)

The term postolonial theory explains the period after the collapse of the European colonial
empiresBritish, French, Dutch, Spanish, Portuguese, Belgian, ltalians, and German. Post
colonialism era in the context of African begins with the podependece period starting

with the liberation of Ghana from British colonial bondages between the 1950s and 1960s
(Childs & Patrick Williams, 2014). However, due to the entrenched nature of colonial
interests including culture, commerce, and institutions the-ipdependence period was
quickly followed by a new form of necolonialism. Capitalism, globalisation,
internationalisation, and marketisation are all tools for continueecalemialismian indirect

form of colonialism. The persistence of remlonialism hrough tenants of nederalism is
illustrated by Frantz Fanon in his book entittteé Wretched of the Eartlfiranon and Sartre
(1963) argues that the mother country continues to exerts power and influence over the newly
liberated African state through\ariety of means including through the-gpted national
bourgeois whose rank and file is filled by native Africans trained in European etiquette. The
newly liberated African state has poor infrastructure and it is characteristic of a primary
economy largly dependent on extractive and agrarian activities. In this setting, the former
slave masters are replaced by the national bourgeois socialised in European culture. Those
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that do not assimilate to European culture and accede to European needs aredbamtzlise
executed. The assassination of heads of states including Thomas Sankara of Burkina Faso and
Patrice Lumumba of the Democratic Republic of Congo (DRC) is undisputable evidence of
the lengths necolonial champions would go to protect their interests tbe African
continent. Such acts of brutality and murder extended to South Aifrigah is the focus of

this paper.

This system of brutal treatment of the native people of Africa was later adopted by the
apartheid system of South Africa. This courdunffered centuries of colonialism and decades

of apartheid. The colonial masters and apartheid lords perfected a system that dehumanised
native Africans opposed to these criminal systems. Colonialism and apartheid would late be
declared crimes against huniiy (United Nations, 1973). Apartheid lords legislated for the
inhumane treatment of native Africans and built institutions to enforce its draconian laws.
Such |l egislation and practices were designec
use d brutal force. Apartheid officially ended in 1994, but it would seem that legislations and
practices of apartheidra law enforcement agencies have inscribed themselves in post
apartheid institutions and attitudes.

Conflict theory

For many reasons, Southfrica is experiencing unprecedented levels of public protests
including universitybased protests by studetsllectively known as théallists. Thefallists

have called on the government to provide fieee and decolonised education to the poor and

middle class students. Students, represented by the Student Representative Council (SRC),
are important stakeholders in wuniversities.
decision making bodies through their elected leaders serving in the SRCs.RUO® S
advocate for the needs of students and owe their very existence to this constituency.
Therefore, the needs of students should take center stage in the activities of aay B8&C

the case with the protracted protests against high university fees.

Other stakeholders, including university management, the department of higher education,
private security personnel, and the South African Police Services (SAPS) responded to these
studentsdé needs with typical ar r segtudents, , br u
through their SRCs, are regarded as O0danger
arrogance, brutality, and mistrust are characteristic of colomatl apartheigtra law
enforcement practices.

These 060danger ous 6 ng tha kaeehamd doemcamomia iclass Hattleg h t i
disguised as the #feesmustfall. The fault lines of this battle are deep and linked to political
parties, social class, economic transformation, institutional racism, and race relations in South
Africa. The omnipesence of prominent legal professionals from the opposition party and
regalia of the ruling party within the #feesmustfall protesters is evidence of the vested
interests of titanic proportions in the impacts and outcomes of these coudérprotests.
University management together with these stakeholders has created an impression of
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0t urni ng a g dallistsand@rotécting theydomimamgt stakeholders even when they
are accused of brutality against an unarmed and defenseless student populagelicEhis
brutality revives bitter memories of the l@une 1976 massacre of school children by
apartheid law enforcement personnel (South African History Online, 2013).

Universities risk to be caught in between these {fiaudts and appear as stooges i hee

colonial and ne@partheid masters. According to Fanon and Sartre (1963) these puppet roles
are often assumed by political parties of the newly independent African state. Universities
risks been painted with the same Fanonian brush. Ideally, utie®should be independent

from external influence including from its funding partntire government. Thiallists have

called for and demanded radical changes in the manner universities conduct their business.
They have even gone a step further and beguguestion the dominance of Western science

in knowledge generated for an African context. These sentiments are described by Ray and
Sayer (1999) as the cultural turn in knowledge generation and development.

Cultural turn theory

A video on YouTube capted the attention of South Africans and invited fierce critiques and
supporter alike. This video shows a young lady at one of the prominent South African
universities questioning the relevance applicability of Western science in an African context.
(Available at: https://www.youtube.com/watch?v=C9SiRNibD}4 European settlers used

centuries of colonialism and decades of apart
of Otherso (Childs & Patrick Williaemsve 2014;
culture and O6civilisingd of the O6barbaric tr

cul ture ovVver -ledi@g th a culturalchedemany @&abinson, 2004; Sneddon,
Howarth & Norgaard, 2006). This hegemony continues to domkradevledge generation

and socieeconomic development on the African continent. Universities continue to
perpetuate this cultural hegemony in the ways they teach, research, and engage with
stakeholders including with tHallists. In retaliation, theallists, particularly those based at

the University of Cape Town (a quintessential white university) have staged protests
including the successful removal of Cecil John Rhodes (the notorious coloniser) from the
public grounds of the university. The fact the \sity of Cape Town (UCT) proudly
displayed a monument of a colonial master is evidence of the omnipresence of the cultural
hegemony of the West. The retaliation of UCT students, both Black and White, against
symbols of colonialism and apartheid is typiofa cultural turn. Thestallists were calling

on the UCT management to disassociate itself and the university from colonial and apartheid
era symbols and attitudes as a first step towards decolonisation. Indeedolpoistl era
describes a period iwhich colonial empires in Africa fell but it also addressed issues of
colonial continuation in neoolonialism and the negative cultural production (Childs &
Patrick Williams, 2014) of the West. Cultural production is a key concern for the
#rhodesmustfalbr the UCTfallists as captured by sentiments in this YouTube video clip.
Western culture is deeply inscribed in Afri.
everything that matterso.

SAICE&017 162 Proceedings



Universities, including UCT, have been slow to respond to trmearns of thefallists.

|l nstead, they responded by inviting riot pol

as is always the case, the presence of riot police leads to violent conflicts and confrontations
between law enforcement officers andotpsters. Inviting riot police onto university
campuses is typical of a dictatorial regime seeking-mei$ervation or -capitalist
establishments protecting themselves from victims they disenfranchised. The collapse of
North American banking institutionsnd subsequent Eurozone crisis had the hands of law
enforcement officers full as they struggled to protect the banking establishment against angry
customers. The role of the government law enforcement agencies should have been to protect
the customers of thbanks (like in the case of Iceland) from the reckless speculation of
bankers that set forth the global financial meltdown. UCT has acted in the same manner by
projecting and protecting symbols of a long gone cole@all apartheigtra at the expense

of its major stakeholdethe student population.

Over and above, the student in the video was:s
the direct antagonistic factor towards decol

Western science isreductioni st i ndividualistic,
(dead/disembedded knowledge), mechanical (codified knowledge stored in books and
websites), and theorectical and so forth. Western science has been the singular way of
generating knowledge and dating development for colonial mother countries and their
colonies. Western science and culture continues to dominate knowledge generation and guide
development in postolonial and posépartheid countries. This is despite the fact that the
native peopl®f these countries possess Indigenous knowledge which is the direct opposite of
Western knowledge. Indigenous knowledge is contexualised (pheasestl), its practical
(derived from interaction with the environment), pluralistic, and holistic etc. (VataDfs

Hugé, 2013). The integration of Western science and indigenous knowledge offer great
synergies for dealing with wicked problems (Rittel & Webber, 1973) such as crime, climate
change, unemployment, inequality, poverty, desertification, and droughtsanfbrth.
However, the dominance of Western science
of holistic solutions to challenges we face. Universities can play a huge role in the integration
of Western science and Indigenous knowledge as cepirésaching, learning, and research.
Studies already exists in the environmental sciences particularly in the field of climate change
in which Western science and Indigenous knowledge are complementing each other in
climate monitoring, coping, adaptaticemd mitigation (Codjoe et al. 2014, Nkomwa, 2014;
Egeru 2012; Mengistu, 2011; Green & Raygorodetsky, 2010; Orlove et al. 2010; Speranza et
al. 2010; Lema & Majule, 2009; Nyong et al. 2007). This approach to scientific inquiry is
part of postmo d e r n cognytionsof theelimitations inherent in a single worldview but
embraces multiple realities. These realities can include Africa, both North and South, Asia,
the Americas, the Middle East, and the Pacific and so forth. Each of these regions has rich
culturd diversity that shape the manner in which they generate and relate to knowledge and
direct development. New sciences have emerged from these multiple worldviews that
acknowledges that knowledge is generated in different methods and in varying etivessts

SAICE&017 163 Proceedings



sustainability sciences (Van Opstal & Hugé, 2013) are-Roshal and Mode sciences
(Van Opst al & Hug®, 2013), and they offer gr

CONCLUSION

Universities ought to embrace peaceful protests as they are protected and legislated for by the
Section 17 in the Bill of Rights which stat
unarmed, to assemble, to demonstrate, to picket and to present pedito ( Republ i ¢ o

Africa, 1996: 8). Historically, universities have always been the hotbeds for innovation and
testing of new ideas that lead to scientific and cultural breakthroughs. Universities should
pursue avenues that exist for redressing calltlhegemony in the areas of knowledge
generation and the direction or seeiconomic development. Environmental management,
particularly, climate change and development offers-polginial societies an opportunity of
reconciling Indigenous knowledge andestern science in pursuit of contextecific

solutions to African development challenges. These sciences ardlétosl and Mode?
sciences (Van Opstal & Hug®, 2013) , and th
scienceo.
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Abstract

Bully-victims are children who are both victims and perpetrators of bullying. These children
tend to have high levels of depression, aggression and they are chronic targets of
victimization. Research on bullyjictims in South Africa is limited. At the moment, majority

of studies focus on the effects and frequency of bullying and victimization. The actual causes
of victimization and bullying have not been well established. Many studies attribute them to
aggressive behaviowalthough there is also evidence to suggest that bullying results from
social integration. This paper aims to investigate the potential causes ofvibtitty
behaviour in order to provide better understanding of this phenomenon. This knowledge can
be usd by antibullying policy makers at schools to develop better interventions and more
legal binding policies. An extensive review of literature on social integration and aggression
as contributors to aggression was conducted. A model for the potentiat cdus®bile
bully-victim behaviour is proposed to guide further research.

1. Introduction

Bully-victims were first studies in 1978 by OlweuSchwartz, 2000)Bully-victims are
victims who end up resorting to aggressive strategies to deal with victimizatieonen &
Graham, 2014). They may not be many in number but they present serious risks and calls
have been made for more empirical research on this cgteddoullies (Unnever, 2005;
Kabiawu & Kyobe, 2015). Currently there is limited literature on bullgtims behaviour
(Kabiawu& Kyobe, 2015). In addition, there are inconsistences on whether this behaviour is
a result of social integration or aggressivehéwviour (CuadradeGordillo & Fernandez
Antelo, 201§. Understanding the real causes of bwilstim behaviour would help in
developing proper intervention programs (Wright & Li, 20K3piawu& Kyobe, 2015; van

Dijk et al., 2017).

2. Literature

The research is divided into four sections. The first section will explain what cyberbullying is
and subcategories will be listed including mobile bullying. The second section will explain
bully-victims characteristics. The third section explains buitg§im behaviour as a result of
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aggressive behaviour using the general aggression model. The last section will explain
mobile bully-victims behaviour as a result of social integration.

2.1. Mobile bullying as a subcategory of cyberbullying.

Cyberbullying isan aggressive behaviour expressed towards another individual with an
intention to harm/distress the victim (Whittaker & Kowalski, 2015). Cyberbullying can be
conducted through electronic communication media such as computers and cell phones (Smit
et al., D06). In addition, cyberbullying is repetitive and usually occurs when there is
imbalance in power between the perpetrator of bullying and the victim (Whittaker &
Kowalski, 2015). There are subcategories of cyberbullying such as text message bullying,
mobie bullying, chat room bully and email bullying. Previous studies have recommend
future studies to investigate these subcategories in order to get a richer understanding of the
subject (Smit et al.2006). Hence, this study examines bwligtim behaviouron a mobile

social networks.

2.2. Characteristics of bullyvictims

Bully-victims are not only special because they have high problematic behavioural issues
compared to bullies. They have also been found to show no remorse to those they bully
(Ragatz etal., 2011). Mobile bullyvictims are both bullies and victims (Ball et al., 2008).
Bully-victims are characterized by having higher levels of both emotional and behavioural
issues. Bullyvictims usually have higher levels of depression, anxiety and attedéficit
reactivity disorder (Ragatz et a@2011). According to Ball et al. (2008) males who grew up in
hostile homes watching and experiencing aggressive behaviour are likely to become bully
victims. It was noted that children also become buit§ims mostly because of genetic
factors (Ball egl., 2008).

Researchers also report that bwutlgtims have high levels of low setntrol and tend to

engage in antsocial and problematic activities (Ragatz et2011). Bullyvictims also think

they havelimited control of what happens around them, which explains why they are
victimized at times. They are more likely to accept aggressive behaviour compared to victims
and they isolate themselves from other normal adolescents, which may increase the chances
of them being victims of bullying (Ragatz et &Q11). Both online and offline bulyictims

tends to have high levels of both reactive and proactive aggression styles (Ragatz et al.,
2011). Proactive aggression is planned by the perpetrator of bullyorder to achieve/gain
somet hing, whil e reactive aggression is a r
2013).

3. Bully-victim behaviour as a result of aggression.
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In this section we explain how aggression leads to tidiym behaviourIndividual factors,
and demographic factors are discussed.

3.1. Individual factors that cause aggression
This section presents some of the individual factors that contribute to the aggressive
behaviour of bullyictims.

i) Low self-esteem: Self-esteem is an individual belief regarding personal value
(Patchin & Hinduja, 2010) As indicated above, bulyictims have been found to
have very low selesteem compared to both victims and bulliBayfaktar et al.,
2015). The cause of this may h#ributed to previous experience of being bullied,
which leads to a decrease in setteem(Patchin & Hinduja, 2010). Over time,
adolescents who have been bullied several times develop aggressive behaviour (van
Dijk et al., 2017). This aggression is nvatted by reactive reasons such as anger (van
Dijk et al., 2017).

i) Low selfcontrol: Selic ont r o | refers to oneod6s ability
(Inzlicht et al., 2014). Bullictims are characterised by high levels of low self
esteem and theyre hottempered (Bayraktar et al., 2015). The inability to control
anger decreases selfntrol and results in aggression. This means aggressive
behaviour on bullyvictims is a result of depleted selbntrol.

3.2. Demographic factors

i) Age: Age is defined as the time an individual has liv@derriam-Webster's
collegiate dictionary1999) Aggressive preschoolers are likely to be builgtims
because as they transition from primary to high school, they are likely to be victims
(Jansen et gl.2011). These children start as minor aggressors who steal and bully
others. As these children grow older, they become more problematic in terms of their
hostile behaviour (Jansen et al., 201Agcording to Hanish et al. (2004), buly
victims become morstrategic aggressors, as they grow older, this makes them to
bully others more in order to decrease their level of victimization.

i) Gender: Gender is defined as a state of being either a male or a female lived
(Merriam-Webster's collegiate dictionar$999. According to Berkowitz and
Benbenishty (2011) male adolescents are more likely to be-Watiyns than females
because they engage more in physical aggression compared to females. As male
bully-victims socialise with aggressive peers, they could beocootienized. This is
the case for traditional bulyictims. However when it comes to cyberbullying,
females are said to be bulMyctims more than males as they use the technology to
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ii)

covet their behaviouCuadradeGordillo & FernandeAntelo, 2016).0Other studies
have found both males and females equally likely to be tidlyms (Bayraktaret
al., 2015).

Environment/location: Location is defined as a specific pla@derriam-Webster's
collegiate dictionary1999) In this case, it is a specifjgace where a bultyictim

lives/ grew up in. The environment and location are also factors that lead te bully
victim behaviour (Hanish &Guerra, 2004). Examples of these include being exposed
to violence at home and at school, which results in a sttessfironment that makes
children feel insecure (Hanish &uerra, 2004) Adolescents who have been exposed
to such environments end up mimicking the aggressive behaviour to their peers.
Violence within the community where the buihctim is from has been
acknowledged to have an influence in bwllgtim behaviour (Hanish &Guerra,
2004).

4. Social integration as a cause of bully victim behaviour

In this section, how social integration leads to builtim behaviour will be explained using
relational ad social integration theories.

4.1. Relational factors

)

Popularity: Popularity is a state of being admired by oth@vkerriam-Webster's
collegiate dictionary1999) Popularity is a mixture of prosocial and aggressive
behaviour within a social networlC{llessen, 2011)Popularity in a peer group is
about prestige and being more noticeable. Which is why adolescents when they
nominate an individual who is popular only consider who is mostly visible in school
or class and at the same time the selectediithdl is regarded at holding a high
status e Bruyn et al., 2010) According to the theory of popularity, being more
visible within a peer group is objective while prestige is subjective. For example,
popularity that is obtained through being more Vesitb peers within a network
(Cillessen, 2011)Prestige on the other hand is caused by dominant behaviour that are
shown by the popular adolescent within a grddp Bruyn et al., 2010). The
dominant behaviour include relational aggression that is usedhé& popular
individuals to other peers within a social netwdfFke reason for using aggression is

for maintaining popularityCillessen, 2011)

Popularity has effects, and one of the effects is the influence the popular adolescents
have within a network. According to the popularity theory, popularity effects come
with risks because popularity is a limited social resource so others also want to be
popular. The scarcity for popularity also increases the competition (Dumas et al.,
2017). As a result adolescent who are popular do not only reap the rewards of being
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ii)

influential but also inherit the risk of others influencing them by using aggressive
behaiour in order to dominate them and move up to being more visible in the social
network(Cillessen, 2011)

Power and network power theory: Power can be define in terms of both influence
and psychological change. In general terms, change involves a cimaag#ude,
behaviour, needs and goalsd¢nchet al., 1959) Power change takes place within a
system or a social network. General change and psychological change differ because
psychological change in a social network is defined in terms of psychdlégicas
(Vaillancourt et al., 2003)For change to take place, it must be aligned to the forces
that derive psychological chan@feiske & Berdahl, 2007)For example to change an
opinion of someone, a force has to be exerted successfully to the persgn bei
persuaded by the person who owns power within a social netwoekahet al,

1959) The force has to successfully secure the opinion of the personnel with power.
The need to successfully persuade another person within a social network arises from
the needs of the person with power. Those needs include security and maintenance of
power(Vaillancourt et al., 2003).

Influence is an outcome of the psychological force exerted by the person with power
within a social network.According to the network theorpf power, power is
exercised within a social network (Castels, 2011). Meaning, within a group in a
community or on electronic social media (Ellison et 2014). The actors of the
network possess power because of resources they have such as pipygsashnce,
having knowledge, being intelligent and having a social status, this type of power is
called implicit power (Agnew, 1999). Implicit power is gained by being successful at
influencing others within a social network with the implicit resourcesiridividual

has according to the definition of powé&iigke & Berdahl, 2007). Power is abused by
the influential individual with power by influencing others to do what they would not
do (Fiske & Berdahl, 2007).

According to the network theory, individisaend to compete for power because it is

a scarce resource (Castels, 2011). This competition results in rivals of the individuals
who already have power within the network. The rivals aim to oppose the individual
who already has power so as to gain tlmevgr (Castels, 2011). Opposing the
individual involves using aggression in order to make the individual with power, give
away their power or to no longer look powerful (Adams, 1975).

Peer rejection and social integration theory:The theory of social integtion looks

at people as beings whose lives are shaped by both nature and social interactions
(Rose et al., 2014). According to the social integration theory low psychological well
being is a result of not having strong bonds with otBerKman et al.,2000). On the

other hand strong bonds results in strong psychologicalbeelg (Rose et al., 2014).
According to the social integration theory, the stronger the bonds within a social

SAICE&017 170 Proceedings



group, the more the members will conform to the norms of that partigtdap. The

reason to conform is to sustain the bond. The person interested in a group,
characterized by strong bond is under pressure to impress the members of the group in
order to attract them. The reason for this is because acceptance to a graglyinten
dependent on attraction. Being attracted to a group does not mean the members of that
group are also attracted to the individu&lekkman et al., 2000). Therefore,
attraction gives an individual a goal to work on. The competition rises between
individuals who want to be part of a specific group and to recruit allies. The
competition becomes unhealthy and it blocks social integration keecaas
competition for social resources such as peers and allies increases, adolescents
become encouraged to use aggression to impress the group of peers they are attracted
to (Pellegrini et al, 1999) As a result, other adolescents become bullies. Bully
victims oppose this strategy for obtaining allies since they become marginalized by
bullies, to show their opposition they use reactive aggression as a retaliatory
protective response to being victimizee(legrini et al 1999) Being extremely
aggressivebecomes unattractive to other peers and it results in peer rejection
(Bayraktaret al., 2015)Rejection happens when someone/a group refuses to accept
another individual. In this case the peeMerriam-Webster's collegiate
dictionary, 1999) This rejection act as a source of strain that leads to relational
aggressive behaviour. Relational aggression in this case is a coping strategy for the
bully-victim. Bully-victims tend to use this strategy to execute revenge to peers
(Wright & Li, 2013). Bully-victims invite further victimization by reacting
aggressively to bullies and they end up being chronic of victimization since they have
no friends to protect them (Dulmus et al., 2006)

iv) Self-perception: Selfperception are beliefs that a person &lagut themselves. These
include physical appearance, intellectual, emotional and social components.
According toKaloyirou and Lindsay (2008) examining the gedfrceptions of those
involved in bullying would help teachers, parents and psychologists temgrs
bullying better. Examples of the sqlérception include adolescents seeing
themselves being powerful at school. This -pelfception is asserted by being
competitive within a social networks. According to the -pelfception theory this
final constreted selperception is built from previous behaviour and the context
where this behaviour was revealed act as an outside WRokk (& Shulman, 1973)
According to Kaloyirou and Lindsay (2008), when bullies provoke victims within a
social network, previous studies noted that victims tend to react aggressively because
they perceive a threat to their existing constructedmifeption. In this case,eh
adolescent being provoked is a victim. Hostility that is used by the victim act as a
strategy to maintain their sgdlerception. This is how a victim turns out to be a bully,
through using hostility to protect their s@krception from the bullies.

5. Conceptual Model
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Figure 1 represents the proposed conceptual model. The model was constructed based on the
literature review that has been collected so far. This model includes both the social
integration and aggression as the factors influencing mbbilg-victim behaviour.

Figure 1: Proposed Conceptual model for the causes of mobile bullyctim behaviour.

Aggressive behaviour

Low self-esteem
Low self-control

Age

Gender

Location

Mobile Bully-victim behaviour

Social Integration

Peer rejection
Popularity
Power

Self-perception

The figure above represents the potential causes of mobile-ictily behaviour. The
independent factors include aggressive behavioural factors and factors related to social
integration. Mobile bullyictim behaviour is the dependent variable.

Conclusion

This study reviewed the literature to identify the potential causes of mobile-Mictiiy
behaviour. Factors such as individual factors and demographic factors were examined
together with those resulting from social integration. The literature rewetfurims that both

social integration and aggressive behaviour can influence mobilevictiyn behavior. The

study emphasizes the important of studying these factors together and not in isolation as has
been done in some previous studies. The currenteptural model will be validated in a
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future study to determine which of these two factors has the greatest influence on Mobile
bully-victim behavior. This model can be useful to psychologists, teachers and school
governing bodies as they try to understdhd nature and causes of mobile bwligtim
behavior, and also come up with appropriate intervention programs.

Limitations

There could be other influencing factors not considered in this model. Bullying is a complex
problem that may require examinatiohmany other factors, processes in the development of
the student and the way they respond to this aggression. The study should therefore be
extended to accommodate these other factors.
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