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ABSTRACT 

 

The focus of this research, PIL 72 (Building institutional capacity through staff development) 

was active at the Eastern Cape Technikon (ECT), a tertiary institution of higher learning in 

the Eastern Province, South Africa from 1999 to 2001.  The project addressed curriculum 

and staff development with the ultimate aim of improving institutional capacity.  This was 

done through a series of training sessions for a group of 22 participants over eighteen 

months in Outcomes Based Education (OBE).  

 

This research investigated the impact of PIL 72 on the teaching and learning practices at 

the ECT. Literature was reviewed on aspects of staff development, curriculum development, 

assessment reform, instructional improvement and project evaluation. Qualitative research 

was conducted with stakeholders at the institution.  Data was gathered through interviews, 

questionnaires and document analysis.   

 

The major findings indicated that the benefit for participants resulting from participation in 

the TELP project was mainly personal; the project was to some extent successful in 

equipping participants with the required knowledge but not the wide academic corps; the 

format of the staff development activities was adequate but lacked sufficient monitoring and 

feedback mechanisms; developmental academic leadership, especially at Head of 

Department level, was absent at the institution and that institutional culture both influenced 

and hampered institutional learning.  

 

Recommendations for implementation and possible further research are made.  The 

research revealed that institutional culture plays a crucial role in the degree to which 

institutional learning takes place.  Further research in this regard is recommended at 

institutions with similar organizational characteristics as Eastern Cape Technikon, to 

explore the extent to which institutional culture influences institutional learning as well as 

alternative staff delivery modes that can be used at institutions of higher learning. 

 
OPSOMMING 

Die navorsing waarop in hierdie tesis gekonsentreer is, was PIL 72 (Die bou van 

institusionele kapasiteit deur personeelontwikkeling), ŉ projek wat tussen 1999 en 2001 

aan die destydse Eastern Cape Technikon (ECT), ŉ tersiêre instelling in die Oostelike 
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Provinsie, uitgevoer is.  Die projek, met die uiteindelike doel om institusionele kapasiteit te 

verbeter, het kurrikulum- en personeelontwikkeling aangespreek.  Dit het ŉ reeks 

opleidingsessies in Uitkomsgebaseerde Onderwys (UGO) vir ŉ groep van 22 deelnemers 

behels.  Die projek het agtien maande lank geduur. 

 

Die navorsing het die invloed van PIL 72 op die onderrig- en leerpraktyke by ECT 

ondersoek.  ŉ Literatuurstudie is gedoen oor aspekte van personeelontwikkeling, 

kurrikulumontwikkeling, onderrigverbetering en projekevaluering.  Kwalitatiewe navorsing 

is met belanghebbendes by die instelling uitgevoer.  Data is deur middel van onderhoude, 

vraelyste en dokumentanalise ingewin. 

 

Die belangrikste bevindinge het getoon dat die nut vir deelnemers aan die TELP-projek 

(Tertiary Education Links Programme) persoonlik van aard was.  In ŉ sekere mate was die 

projek suksesvol wat betref die verskaffing van die verlangde kennis aan die deelnemers, 

maar nie aan die wyer akademiese gemeenskap nie.  Die formaat van die 

personeelontwikkelingsaktiwiteite was voldoende, maar het mank gegaan aan 

moniterings- en terugvoermeganismes.  Akademiese ontwikkelingsleierskap, veral op 

departementshoofvlak, het by die instelling ontbreek.  Dit het uit die bevindinge geblyk dat 

ŉ gebrek aan akademiese ontwikkelingsleierskap verhinder het dat inligting en 

vaardighede aan ander akademiese personeel oorgedra is.  Die bevindinge het ook 

aangetoon dat institusionele kultuur ŉ beperkende invloed het op institusionele leer. 

 

Voorstelle vir toekomstige implementering en moontlike verdere navorsing word gedoen.  

Die navorsing het aan die lig gebring dat institusionele kultuur ŉ deurslaggewende rol speel 

in die mate waartoe institusionele leer plaasvind.  Verdere navorsing in hierdie verband 

word voorgestel by instellings met soortgelyke organisatoriese eienskappe as die Eastern 

Cape Technikon, om die mate waartoe institusionele kultuur die institusionele leer 

beïnvloed, te ondersoek.  Daar word ook voorgestel dat verdere navorsing gedoen word oor 

alternatiewe aanbiedingsmetodes wat by hoëronderwysinstellings gebruik kan word. 
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CHAPTER ONE:  BACKGROUND TO THE STUDY 
 

1.1 INTRODUCTION  

In April 1999, the author of this document was seconded to the position of project leader for 

a curriculum development program at the ECT.  The project, funded by USAID through 

TELP, aimed at building institutional capacity through a comprehensive staff development 

program which would develop technical expertise of staff in the areas of curriculum reform, 

assessment reform and instructional improvement (Christoffels & Moodly, 1998).   In the 

previous year, 1998, the department of Staff, Academic Development and Research was 

established at the institution. The TELP project became the first organised staff 

development program driven from this department.  The project started in 1999, in the midst 

of the nation-wide education transformation process in South Africa. 

  

The transformation of education in South Africa necessitated a shift in education paradigms 

across the entire education sector, from a traditional approach of teaching and learning to a 

competency-based approach known as Outcomes Based Education and Training (OBET).  

The South African Qualifications Authority (SAQA) Act of 1995 demanded that institutions of 

higher learning now plan and deliver academic courses using this approach (Du Pre, 1999).  

It was envisaged that the TELP project would empower the ECT to make this shift.     

 

The ECT  (then Transkei Technikon) received autonomy from the University of Transkei 

(UNITRA) with approval from the Minister of Education under section 10(01) of the 

Technikon Decree of 1994.  It is an institution of higher learning operating in the rural 

Transkei region in the Eastern Cape, offering national Technikon programs.   The institution 

has campuses in Butterworth (main campus), East London, Queenstown and Umtata.  The 

institution prides itself on bringing education to the people, "and caters particularly for 

students from disadvantaged rural backgrounds" (Mjoli, 2003:4). 

 

The rural location of the institution often impacts negatively on the quality of the expertise 

the institution is able to attract.  According to Harvey and Van Wyk (2001:119) lecturing staff 

at the institution is recruited mostly from industry (i.e. engineering, fashion etc.) and 

therefore are not familiar with the teaching and learning environment.  This has become one 
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of the major challenges facing the institution, and the staff development unit at the ECT was 

established specifically to address this need.   

 

Staff development units within institutions of higher learning provide a support service to 

academic staff members.  At the ECT, the staff development unit since 1999 had focused 

most of its activities on capacity building in the areas of teaching and learning with the 

financial backing of the Tertiary Education Linkage Program (TELP). 

 

The needs analysis conducted at the start of the project identified a knowledge gap amongst 

academic staff with regard to the required curriculum changes in South Africa as prescribed 

by SAQA and the National Qualification Framework (NQF).  Steyn and Naidu  (1999:6) 

pointed out that "the immediate priority for the ECT should be to define existing and new 

qualifications in terms of the format and nomenclature of the NQF for interim registration 

with SAQA by June 2000".  The focus of the audit was therefore to determine staff 

perceptions and responses to the NQF process  (Steyn & Naidu, 1999: 2). Based on the 

findings of the initial audit, it was decided that planned project activities (staff development 

workshops) would focus on creating an awareness for the need to change to an OBE 

approach to teaching, and at the same time build capacity amongst project participants 

which would enable them to make the necessary shift to Outcomes Based Education 

(OBE).   

 

The extent to which this shift has taken place (individually or institutionally) within the ECT 

has not been investigated to date.    

 

1.2 PROBLEM STATEMENT AND RESEARCH QUESTIONS  
 

It is assumed that two years after the completion of the initial TELP intervention, 

participants (and by implication the institution) would have had the opportunity and time to 

integrate the training into teaching and learning practices.  This study investigates the effect 

of the TELP project, PIL 72, on teaching and learning at the institution.  The following sub-

problems are addressed: 

 

• Did participation in the TELP project lead to the adoption of an OBE focused 

approach to teaching and learning practices amongst participants? 
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• Was the chosen training format the most effective way of re-training academic staff at 

a tertiary institution? 

• To what extent were departmental representatives supported by departmental 

structures in imparting their “newly’ acquired knowledge within their own departmental 

settings, thereby ensuring the implementation of OBE throughout the institution? 

 

1.3 REVIEW OF RELATED LITERATURE 
 

This particular project aimed at improving curriculum activities within the context of a staff 

development program.   Staff development departments at institutions of higher learning 

have a specific purpose and function.  According to Kapp and Cilliers (1998), staff 

development departments at institutions of higher learning contribute positively to making 

the work of academics more professional.  Brew (1995, quoted in Kapp & Cilliers, 

1998:117), more specifically expands on the purpose and function of staff development 

activities to include "creating an awareness of the importance and value of good teaching, 

facilitating effective curriculum design, presenting courses and workshops, disseminating 

information on teaching and learning and doing research on teaching and learning".   

 

The need for staff development programs are based on the assumption that providing 

academic staff with certain skills and teaching recipes will not only produce better 

facilitators of learning which in turn will lead to an increased throughput rate, but also allow 

participants to accept and welcome these skills and methods (Ho, 2000). According to Ho 

(2000), recent research indicates a relationship between the conceptions the educator has 

of teaching (how they think about teaching) and their own teaching methodology.  This 

suggests that a genuine improvement in teaching can be achieved if educators change their 

thinking about teaching and learning.   

 

The importance of evaluating the impact of such an intervention, two years after its 

completion lies in the fact that it could provide valuable feedback for future program 

planning and program development (Moore, 2003).  Program evaluation within this context 

would be a process of inviting comments, suggestions and opinions from the various 

stakeholders at the institution, as well as looking for visible outcomes, which could be linked 

to the intervention, such as OBE learner guides and institutional policies on teaching and 

learning.  Moore (2003) suggests that the best way for gathering information would be by 
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way of a survey, because it allows for both yes/no responses and for respondents to give 

comments.  Peterson (2003) on the other hand, warns against large-scale evaluations of 

programs, because it often does not provide valuable information regarding the effect of the 

intervention, which enables both practitioners and researchers to understand the intricacies 

of the program, the participants, and the interaction between the two.  In the case of this 

study, the size of the population does not allow for a large-scale survey.   

 
1.4 RESEARCH DESIGN AND METHODS 

 

The aim of this study is to interpret the ECT setting at the time of the TELP project and to 

judge how effectively the project reached its espoused goal.  The issues to be scrutinised 

will include: the reasons for embarking on the project, the actual training events, 

participants, facilitators of training, training venues, training material, delivery modes, 

communication mode, presence or absence of policy, the researcher’s own role as project 

leader, and the impact this intervention had on teaching and learning practices at the 

institution. 

 

The researcher sought the necessary approval to conduct a study of this nature from the 

authorities at the institution.   The participants, from whom opinions were sought, were 

assured that the researcher would deal in a responsible manner with the gathered data.  All 

records of information gathered would be stored safely.  Respondents would be ensured of 

the confidential nature of their disclosures.  None of the data gathered would be used in any 

way to disadvantage anyone at the institution.   

 

1.4.1 Sampling 
 

The TELP proposal required the training of one departmental representative per department 

at the institution to a maximum of 22 participants over the 18-month period.  There are 

fourteen academic departments, organised into three faculties (Applied Technology, 

Business Sciences and Engineering).  All departments were invited to participate at the 

start of the project.  Two members of this core group (representing two departments) 

attended the first workshop and did not attend any further training activities until the 

conclusion of the project.  For the purposes of this research a minimum of twelve trainees 

(one per department) would be included as part of the sample. In addition to this, five 
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individuals (selected from the core-group of trainees) were to receive additional training at 

Texas Southern University (TSU) in order to become curriculum experts, within their 

faculties, also formed part of the selected sample. 

 

The other role-players, included in the sample were the project proposal writers, the project 

management team, the international external consultant on the project and other academic 

staff at the institution who did not participate in the project.  At an institution like the ECT 

with 150 academic staff members, distributed over four campuses, individuals often wear 

many different hats.  The project proposal developers were part of the project management 

team.  Two individuals were interviewed in their capacity as project developers and one 

person as part of the project management team.  The interview with the external consultant 

would be conducted via e-mail or if necessary, telephonically.  The decision on whom to 

include into the sample would be done purposefully. The researcher is of the opinion that 

those selected were the individuals from whom the most useful information would be 

learned.  If at all possible, the researcher would attempt to include all project participants 

into the sample. 

 
1.4.2 Data gathering methods 

 

The researcher conducted an in-depth study of a qualitative nature with the aim of gaining 

insight into the circumstances and processes at the time of a TELP funded staff 

development project at the ECT.  Since this research is a case study, and this type of 

research “does not claim any particular method for data collection or data analyses” 

(Merriam, 1998:28), the methods used by the researcher included: 

• Questionnaires to the wider ECT academic community  not part of the project 

• E-mail questionnaire to the external international consultant at TSU 

• Interviews with the project proposal developers 

• Interviews with the project management team 

• Interviews with project participants  

• Interviews with the five individuals who were identified out of the project participants to 

receive intensive training at TSU. 

• Analysis of the following documents: 

o Project proposal 
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o Initial needs analyses 

o Final project evaluation 

o Annual reports on project progress 

o Examination statistics 

o The report compiled by the team of trainers 

 

The approach to data gathering was mainly qualitative.  Data from questionnaires, which is 

classified as a quantitative method, were used for triangulation purposes.  This research 

was designed to be exploratory and descriptive.  The purpose in using qualitative 

methodology is to understand how and if the particular intervention impacted on the current 

teaching practices of participants. No attempts would be made to establish cause and effect 

relationships under experimental conditions.    

 

1.4.3 Data Analysis and Presentation 
 

Data was analysed simultaneously while it was being collected.  Throughout the process of 

data collection, the researcher ensured that only data, which addressed the problem, was 

collected.  The simultaneous nature of this process enabled the researcher to develop 

tentative categories and themes, which could  provide answers to the research questions.   

 

Qualitative information is essentially individual narrative reports of experiences.  The 

research report highlights both the similarities and differences between individual 

experiences.  The findings are clustered according to themes (determined by the data itself) 

and reported on in a narrative manner (using the words of research participants).  The 

researcher analysed and interpreted the data in terms of the research questions.   

 

1.5 CLARIFICATION OF TERMS AND CONCEPTS 
 

The following terms and concepts are used within this document:   

 

Case Study – This is an intensive, holistic description and analysis of a single instance.  In 

the context of this document, the term refers to research into a particular staff development 

program at the Eastern Cape Technikon (ECT).  The ECT is an institution of higher learning 

in the Eastern Cape Province. 
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ECT – Acronym for the Eastern Cape Technikon  

 

Impact – This refers to the visible, measurable result of an action, which can directly or 

indirectly be ascribed to the action.    

 

Institutional capacity – Refers to the ability of academic staff to respond appropriately and 

efficiently to demands of their jobs.   

 

Institutional audit – The needs analysis conducted at the start of a particular project.  The 

aim of an audit is to provide an ‘as-is’ picture, or provide base-line information which would 

guide project implementation. 

 

PIL – Acronym for Project Implementation Letter. Each PIL is assigned  a number under the 

Tertiary Education Linkage Project. The project at ECT was PIL 72. 

 

Program Evaluation – This refers to the scientific practice of evaluating projects, a practice 

often utilised by funders to determine outcome in terms of financial cost.  Institutions of 

higher learning also evaluate the relevancy of their academic programs against stakeholder 

demand.  In the context of this document, the term is used to refer to the evaluation of the 

impact of a particular staff development project on the teaching and learning at ECT. 

 

Staff Development Interventions – This refers to the academic staff-training program at the 

ECT.  It is the purpose of the program to re-skill academic staff at the institution in 

preparation for the nationwide shift to Outcomes-based Education and Training (OBET), 

implemented after 1994. 

 

Teaching Practices – It is generally agreed that teachers engage in the act of imparting 

knowledge to learners in a preferred way which is dependant on the individual teacher’s 

own thinking and philosophy about teaching.  Teaching practice refers to the preferred 

teaching strategies and classroom management techniques of a lecturer (Cohen & Manion 

1983: xiv). 
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TELP- This acronym refers to Tertiary Education Linkage Projects (TELP).  TELP is the 

result of a bi-lateral agreement between the United States Government and the South 

African Department of Education, to provide technical support and financial aid to 

historically disadvantaged institutions of higher learning in South Africa.  ECT is regarded 

as such an institution due to its location in the rural Transkei, the population it serves, and 

its origin as a branch of the University of Transkei.  The University of Transkei was 

established by the pre-1994 government to serve the predominantly Xhosa speaking 

student of the Transkei homeland. 

 

TSU – Acronym for Texas Southern University 

 

USAID – Acronym for the United States Agency for International Development. 

 

1.6 FRAMEWORK OF CHAPTERS 
 

Chapter one is introductory and provides an overview and justification of the study.  In this 

chapter the background to the study is given with the aim of justifying why it was deemed 

necessary to conduct the research.    

 

Chapter two deals with the literature relevant to the identified areas namely, project 

management, staff development, outcomes-based education and linkage programs.  

Particular attention was paid to models of staff development. 

 

Chapter three is devoted to a discussion of research methodology and the design of the 

study.  The chapter pays particular attention to data gathering instruments and data 

analysis procedures from a qualitative case study perspective.  

 

In chapter four, the collected data were analysed and interpreted.  Chapter five presented 

conclusions and recommendations based on the findings in chapter four. 

 

The following chapter reviews relevant literature in the identified research areas. 
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CHAPTER TWO:  LITERATURE REVIEW 
 
2.1 INTRODUCTION 

 
This chapter reviews literature on aspects such as staff development, curriculum reform, 

and program evaluation. The chapter briefly describes the aims of PIL 72.   The aim is to 

establish an understanding of these concepts within the context of PIL 72 (Building 

institutional capacity through staff development), a TELP funded project that was active at 

the ECT, a Tertiary institution of Higher learning in the Eastern Province, South Africa from 

1999 to 2001.  The author attempts to create this understanding against the backdrop of the 

rapid changes in the South African Education system since 1994.   

 

South African society has been characterised by rapid transformation, a great amount of 

excitement, expectancy and uncertainty following the 1994 democratic elections  (Bitzer, 

1999).  Nowhere has this been more dramatic than in the education system.  After 1994 

there has been a significant increase in school leavers entering the higher education 

system, a system not ready for the challenges it is now facing.  The route chosen by the 

education authorities in South Africa was to transform the education system into an 

outcomes based system.  

 

Outcomes-based Education (OBE) is characterised by a strong student-centred approach 

to learning, instead of the traditional teacher-centred approach, with an increased emphasis 

on the student’s ability to demonstrate knowledge, skills and attributes (outcomes).  It was 

hoped that this switch would produce graduates who would meet specific market-related 

needs. The implication for the entire education system was a shift from a traditional teacher-

centred to a learner-centred approach.  Instructor and instruction material could no longer 

just simply be  transmitters of information (Mehl in De Bruin & De Bruin 1999: 129).   

 

The change was required throughout the entire South African education system.  To assist 

the country in making this transition, the South African Department of Education (DoE) 

relied on financial aid from the United States of America.  The USA has had a history of 

providing assistance to those nations who are struggling to make a better life, recovering 

from a disaster or striving to live in a free and democratic country.  Foreign assistance to 
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these countries has a twofold purpose, namely the furthering of the United States foreign 

policy interests in expanding democracies and free markets, while it improves the lives of 

the citizens of the developing world. 

 

2.2 THE UNITED STATES AGENCY FOR INTERNATIONAL DEVELOPMENT (USAID) 
 

The United States’ involvement in foreign aid goes as far back as the reconstruction of 

Europe after World War Two.  On September 4th , 1961, the American Congress passed the 

Foreign Assistance Act, which re-organised the U.S. foreign assistance programs and 

separated military and non-military aid.  The Act mandated the creation of an agency, 

USAID, which would administer economic assistance programs (USAID History,2003).   

 

Less than half a percent from the federal budget is allocated to USAID to use in supporting 

economic growth, agriculture and trade, global health, democracy, conflict prevention and 

humanitarian assistance.  USAID provides assistance in many regions of the world, which 

include Sub-Saharan Africa, Asia and the near East, Latin America, the Caribbean, Europe 

and Eurasia (USAID history, 2003). 

 

The headquarters of USAID is in Washington, D.C but its strength around the world lies in 

the field offices in the country where the agency is operational.  USAID works in close 

partnership with various voluntary organisations, indigenous organisations, government 

agencies and universities around the world.   

 

USAID has been a major role player in the development of higher education in aid-recipient 

countries.  The focus for assistance has been to build capacity within these countries and 

education is seen as the appropriate vehicle for such capacity building interventions.  In 

some countries USAID support has succeeded better than others.  In countries such as 

South Africa, the education system has been plagued for a long time by national crises, 

staff and student unrest, inadequate policies and resources and therefore still required 

considerable support (USAID: Education, Universities and Training: Higher Education, 

2003). 

 

Since 1992, USAID started targeting effective education partnerships, alliances and 

networks to increase the capacity of citizens in the targeted countries, which would lead to 
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sustainable development in the aid-recipient country (USAID: Education, Universities and 

Training: Higher Education, 2003). The areas identified as of strategic interest for USAID 

assistance were:  

• higher education leadership and administrative transformation; 

• workforce development; 

• agricultural productivity improvement; 

• HIV/AIDS pandemic and the impact this has on human and institutional capacity; 

• the quality of teacher training colleges and institutes; 

• private sector development and alliances  and 

• the role of higher education in public administration and management. 

     

The USA’s commitment to help South Africa to address the legacies of apartheid, through 

improving the educational system, particularly in the higher education sector became known 

as TELP.  USAID also provided assistance in other sectors of the educational system (and 

is still continuing assistance), but for the purpose of this discussion, the focus will be on the 

TELP initiative. 

 

2.2.1 USAID involvement in South African Higher Education – the Tertiary Education 
Linkage Project (TELP) 

 

The education struggles of the 1980s strongly pointed to the need for transformation in the 

higher education sector in South Africa. (Cloete & Bunting, 2000:1).  To this end, a series of 

legislative measures were put in place since 1994 to make this transformation possible 

(Dwayi 2002:1). This involved key shifts in policy and practice particularly during the 1997 – 

2001 time period, which required a vast amount of funding (DoE, 2002).  The resultant 

undertaking between the USA and SA governments would provide funding and technical 

assistance to the DoE in South Africa to make this transformation possible and sustainable.     

 

TELP, as the USAID’s initiative became known, has been managed from 1998 to 2003 by 

the United Negro College Fund Special Programs (UNCFSP) in South Africa.  

The overall goal of the project was to provide monetary and technical assistance to the 

seventeen (17) Historically Disadvantaged Institutions (HDI’s) in the Higher Education 

sector in South Africa, which would ideally lead to the strengthening of these institutions in 
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the delivery of quality education.  These institutions included both Technikons and 

Universities (ZED consultants, 2003).  

 

The TELP project specifically focused its activities and interventions in the areas of Student 

Academic Development, Staff Development, Management and Administration, Curriculum 

Development and Research.  In addition to funding successful proposals, all HDI's received 

support in project conceptualisation and proposal writing over the five- (5) year period in 

which TELP was active.  Funds were awarded by a UNCFSP selected panel to those 

institutions whose proposals were judged to be furthering the aim of the TELP initiative 

(enhancing the quality of education in Higher Education in South Africa).   Proposals for 

funding could target any of the already mentioned focus areas.  Projects could include 

components such as joint activities between a South African institution, linkage projects with 

American educational institutions, policy implementation or institution-specific activities 

(ZED consultants, 2003:10).  

 

The ECT, as a disadvantaged institution of higher learning, became eligible for assistance 

under the TELP project.  In order to understand the context within which this particular 

TELP intervention operated, one has to take note of the institution’s relatively short and rich 

history. 

 

2.3 HISTORY OF THE DEVELOPMENT OF EASTERN CAPE TECHNIKON 
 

The University of Transkei (UNITRA) established a branch at Butterworth in 1985.  This 

institution offered part-time, career-orientated courses with the specific aim of improving 

teacher qualifications in the area.  Butterworth, at this time, was known to be the industrial 

growing centre in the Transkei.  UNITRA, responsive to market demands, strategically 

decided to extend this branch's activities to include programs in the fields of Applied 

Science, Technology, Industry and Commerce.   

 

The Butterworth branch operated as an extension of the Science faculty at UNITRA.  A 

school of Engineering was established in January 1987 to offer Technikon National Diploma 

courses in Civil Engineering and Surveying  (Eastern Cape Technikon, 2003:5).  UNITRA 

Technikon was established in 1989 with the election of a Technikon Council with delegated 

powers to govern and direct the institution.   
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In October 1991, the UNITRA Technikon became the Transkei Technikon.  A new era 

dawned on the 20th April 1994 for Transkei Technikon, when it obtained autonomy from 

UNITRA with the approval of the Minister of Education under section 10(01) of the 

Technikon Decree of 1994 (Eastern Cape Statute, 1999).  The establishment of the 

Transkei Technikon in 1994 made it the youngest of the fifteen (15) Technikons in South 

Africa.  The name of the institution was once again in 1996 changed to the ECT (Mjoli, 

2003:5). 

 

The ECT, strategically positioned in the heartland of one of the poorest and the largest 

provinces in South Africa, has since grown to a multi-campus institution with campuses in 

Butterworth, East London, Queenstown and Umtata. In 2000, the institution had a student 

enrolment of approximately 4000 students (both full-time and part-time) over four 

campuses.   In  2001 the ECT acquired two teacher training colleges in Umtata, which 

boosted its student number with another 1 500 students.  The institution currently offers 

programs in the Faculties of Applied Technology, Business Sciences and Engineering.  The 

quality assurance of its programs is taken care of by various bodies such as the Higher 

Education Quality Committee (HEQC) and the Engineering Council of South Africa (ECSA). 

The institution faces various challenges. 

 

Harvey and Van Wyk (2001:119) highlighted some of the challenges.  These include: 

• Young, inexperienced staff members (both academic and administration staff). 

• The communication challenges brought about by a fully centralised management 

system.  The main campus is located in Butterworth, a town with both  semi-urban 

and rural characteristics.  

• Medium of instruction.  The students at the institution come from a pre-dominantly 

non-English speaking background, whilst the medium of instruction is English. 

• The academic under-preparedness of first year students and the absence of student 

academic support programs. 

• The government’s policy on the non-funding of bridging or foundation programs. 

• A poor student pass rate and the stagnation of students in the system which 

negatively impacts on the government subsidy. 

• The inability to retain quality students, who uses the institution as a springboard to 

other institutions in the country. 
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• Clash of cultures – running a first-world, technology driven institution in a third-world 

rural environment. 

• The high cost involved in drawing and retaining experienced staff due to the 

competitive nature of the private sector, and the strain these expenditures places on 

the resources of the institution.  

 

These challenges, when coupled with the national call for transformation in higher 

education, and the ECT’s commitment to deliver graduates who would contribute positively 

to nation-building, propelled leadership at the institution to look at drastic interventions 

which would immediately remedy the situation.  The ‘remedy’ came in the form of USAID’s 

assistance in various types of interventions at the institution. 

 

2.3.1 USAID Involvement at Eastern Cape Technikon 
 

The USAID’s involvement with ECT goes as far back as 1996, when in conjunction with the 

Ford Foundation, it funded the development of a strategic plan for the ECT, for the 1996 – 

2000 period.  This strategic plan identified the three core value areas as teaching, 

community service and research.  In the area of teaching, the institution would strive to 

ensure a 60% pass rate of students in all academic programs, that the quality of teaching at 

the institution adheres to standards set by accredited external quality bodies, and that an 

ideal teacher:student ratio of 1:30 be strived for (Eastern Cape Technikon  Strategic Five 

Year Plan, 1996 ). 

 

A SWOT (Strengths, Weaknesses, Opportunities and Threats) analysis, done at the time, 

revealed a number of weaknesses in teaching at the ECT.  Not only were the majority of 

students academically and economically disadvantaged due to the geographic location of 

ECT, but teaching was seriously hampered by inadequate and poor physical infrastructure.  

The quality of teaching was further hampered by the lack of qualified staff who could teach 

at higher levels, and at the same time, contribute to research output at the institution. 

 

It was decided to employ various strategies to address the identified weaknesses.  These 

included, amongst others, the establishment of bridging programs for academically 

disadvantaged students, and the implementation of a competitive human resources practice 

and staff development strategy aimed at improving teaching and learning.  It became 
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imperative that the institution embark on strategies which would strengthen niche areas, 

determine the needs of the institution, create a research centre for facilitating international 

linkages, actively participate in activities of the National Council of Higher Education 

(NCHE) and employ effective corrective staff development practices and address the issue 

of quality education (Eastern Cape Technikon  Strategic Five-year plan,1996 ). 

 

It was clear that the institution had urgent needs but not the required capacity to address 

these needs.  The USAID’s TELP program presented itself at a most appropriate time in the 

history of South Africa and the institution, since the program was designed to help 

historically disadvantaged institutions such as the ECT, to increase their capacity to 

promote development and equity in the country in the aftermath of the transition to majority 

rule.  The five components in which the Linkages Project focused its activities were 

curriculum development, research development, staff development, administrative 

development and student development.  The particular project, PIL 72, which is the focus of 

this research, impacted on both the areas of curriculum and staff development with the 

ultimate aim of improving institutional capacity. 

 

2.3.2 Project Implementation Letter 72 – Building Institutional capacity 
through staff development 

 

The project aimed to build institutional capacity through a comprehensive staff development 

program. It was anticipated that expertise of staff in the areas of curriculum development, 

assessment reform and instructional improvement would be enhanced by their interaction  

with and participation in this program. 

 

The specific objectives  for the project  were as follows: 

 

• To identify the skills gap and capacity needs in the focus areas of curriculum 

development, assessment and instructional design. 

• To generate a pool of skilled teaching staff with strong technical skills in the areas of 

curriculum, assessment and instructional design and implementation within their areas of 

expertise. 

• To produce modules within the key areas of existing Technikon programs (Business, 

Engineering and Technology). 
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• To establish curriculum resources (curriculum development training material, reference 

material, exemplars and resources in the areas of curriculum, assessment and instruction 

innovation) for the purpose of continuing education in curriculum development. 

• To develop the capacity of ECT staff in action research, monitoring and evaluation 

(Christoffels &  Moodly, 1998:8 ) 

 

Ultimately, the project aimed at training a core-group of academics drawn from all 

departments through a series of workshops.  From the core-group five educators would be 

identified to receive advanced training at the American partner institution, which would 

enable them to become trainers to their colleagues. 

 

PIL 72 was to simultaneously address the areas of teaching and learning though a 

comprehensive in-house staff training approach.  The project was officially moved into the 

newly established Department of Staff Development and Research. The Department of 

Staff Development and Research was officially established at the ECT in 1998 with the 

appointment of a Director.  Prior to this, an Advisory Committee dealt with the 

administration of grants and bursaries to academic staff for staff development activities. At 

this stage, staff development was perceived to be the provision of financial assistance to 

mainly academic staff furthering their own academic qualifications at other educational 

institutions.   The TELP project presented another model for staff development, one which 

was very different to the one which was used by the institution up to this point.   

 

2.4 STAFF DEVELOPMENT 
 

It is often said that a company is only as good as its people. Within the business 

environment, production and/or profit are evidence of the success of the company.  

In education environments success is measured in terms of student throughput and to what 

extent the graduates of a particular institution are sought after by industry. Good teaching is 

believed to lead to increased student academic performance (Birman, Desimone, Porter & 

Garet, 2000).  The importance of academic staff development programs lies in the fact that 

it is one of the internal drivers of institutional development.  Not only does it support 

teaching and learning reform but also aids in transforming academic staff’s perception of 

their task at an institution (Gray, 1999). 
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Literature on staff development is inconclusive about the definitions and uses of the term 

(Webb, 1996:1).  The big debate is invariably about the difference between training and 

development.  Wexley and Latham (1991:3) define training and development as  "a planned 

effort by an organisation to facilitate the learning of job-related behaviour on the part of its 

employees.”  The term behaviour is used in the broad sense to include any knowledge and 

skill required by an employee through practice. They further claim that almost all private and 

public organisations have formal training and development programs.   

 

Erasmus and Van Dyk (1996: 2) on the other hand define training as “the systematic and 

planned process to change the knowledge, skills and behaviour of employees in such a way 

that organisational objectives are achieved.”  Training is task-orientated in that it focuses on 

the 'work' performed in an enterprise.  Here training is specifically linked to the work the 

individual has to perform within his/her work context.  According to the same authors, 

development refers to ‘employee’ development rather than the development of the 

individual in general.  Employee development is directed mainly at creating learning 

opportunities and making learning possible within an enterprise"  (Erasmus & Van Dyk, 

1996:3). 

 

Training and development are seemingly synonyms for the same activity, with the same 

end goal.  A distinction often made is that training is a formal activity linked to some form of 

qualification or accreditation while development on the other hand is what individuals will 

engage in without it being required by external forces such as organisational policy 

requirements regarding promotion or salary increases. 

 

2.4.1 Staff development at Institutions of Higher Education 
 

Elton (1987:55) defines staff development as “a broad concept covering the systematic 

identification of the present and anticipated needs of an organisation and its members”. 

According to Webb (1996:1) "staff development is normally considered to include the  

institutional policies, programs and procedures which facilitate and support staff so that they 

may fully serve their own and their institution's needs."  This definition broadly sweeps 

together into one statement the goal and function of staff development activities, which 

points to the integration of the teaching and learning process within the broader context of 

the goals of education.  Partington and Stainton (2003:1) is of the opinion that the field of 

 



18  

"staff development is essentially concerned with releasing the potential of all staff to be 

effective, successful, creative and to be 'bold' in taking initiatives in their work to the benefit 

of their students, their colleagues, their institutions and their own career development”.  

 

This places the responsibility of the development of all staff, but specifically academic staff 

development at the higher management levels of the institution.  It is assumed that the 

development of the capacity of specifically academic staff will lead to and influence other 

areas, such as student academic performance and research excellence, which, in turn, will 

reflect favourably on the institution as a whole. 

 

Staff development (formal and informal) at HEI’s takes places within the context of a 

specific organisational framework because of the challenges faced by institutions of higher 

learning throughout the world. The constant changing societal and economic needs 

demand that programs offered at such institutions stay current and relevant.  Therefore, it is 

only logical that all (academic and administrative) staff members at HEI’s constantly update 

their existing skills and competencies within the context of the challenges faced by the 

particular institution they find themselves in.  

 

Within the higher education context, the organisations biggest asset is its human resources  

(UNESCO, 1998).  A scrutiny of the salary budgetary expenses at academic institutions 

leads to the conclusion that competent and skilled staff is an expensive resource.  It is thus 

anticipated that any staff development activity would be regarded as a worthwhile 

investment, which in the context of higher education translates into training opportunities, 

which will lead to staff development (Ashworth & Harvey, 1991:67).        

 

Staff development is central to the quality of higher education, and the way it is considered 

and delivered at present owes a lot to the general employment framework and conditions of 

service for academic staff at institutions of higher learning. (UNESCO, 1998).   Partington 

and Stainton (2003:1) lament the fact that although staff development activities at 

educational institutions have increased substantially, it is still "under-resourced and 

misunderstood".  This state of affairs is the result of "lack of clarity senior staff has about the 

nature, role and potential impact of investment in developing staff" (Partington & Stainton 

2003:1).   
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Matheson (1987:159) emphasizes that staff development plays an essential role in ensuring 

the "up-to-dateness" and relevance of staff expertise. He identifies three distinct dimensions 

to staff development.  According to him staff development should firstly include the context, 

which describe the routes along which development can take place.  This include career 

structure, promotion criteria and job specifications.  Secondly it should outline the skills 

required for various jobs related to inter-personal skills, administrative skills, communication 

and intellectual skills.  Lastly it should describe the techniques and wide range of 'means' 

that are available to achieve the 'ends' of a particular job. 

 
Staff development in Higher Education (HE) concerns itself with the development of 

teaching and learning strategies and techniques among academic staff.  According to Burke 

(1987: vii), staff development in teaching and learning institutions is seen as including the 

successful induction into teaching positions and tasks of the individual academic throughout 

his/her career, the provision for continuing personal and professional renewal in knowledge 

and teaching and lastly re-directing the individual according to his/her expertise and as the 

changeable academic environment dictates. 

 

Those responsible for academic staff development have to consider various modes of 

delivery to suit the diverse needs of academic staff at institutions of higher learning. 

 
2.4.2 Modes of delivery of academic staff development programs at institutions of 

Higher Learning 
 

Most often the mode of delivery commonly followed by staff developers at institutions of 

higher learning is to gather a group of interested academics and present to them in the form 

of a workshop on a given topic.  Institutions of higher learning in recent years have 

embraced flexible learning.  The main reason has been the huge advancement made in the 

development of information technologies.  The term “flexible learning” has been used to 

refer to and include amongst other things open learning, independent learning, on-line 

learning and learning with technology.  This still, however, receives mixed and often 

negative reaction from academics.  According to Kirkpatrick (2001:169), flexible learning 

encourages the use of different delivery modes and delivery venues.     
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Partington and Stainton (2003:188) and Kirkpatrick (2001:169) list some of the flexible 

delivery modes for staff development activities in teaching and learning: 

• coaching by a senior colleague; 

• guided reading; 

• involvement in quality circles; 

• job/task/role rotation; 

• peer observation; 

• secondments; 

• self-paced open learning; 

• sitting in as an observer on committees; 

• tutoring by peers; 

• visiting other departments/institutions; 

• resource-based learning and 

• technology enhanced learning.  

 

These alternative delivery modes require careful planning, organisational skill and access to 

adequate resources from staff development departments.   

 

The following section outlines the development with regard to curriculum reform within the 

South African higher education sector since 1994, with particular reference to how this 

impacted on the focus of the staff development activities at ECT within PIL 72. 

 

2.5   CURRICULUM  REFORM IN SOUTH AFRICAN EDUCATION 
 
The aim of the staff development project at ECT was to build capacity amongst academic 

staff at the institution, which ultimately would impact on teaching and learning practices. It 

has been established in the previous section, that   the primary goal of academic staff 

development within educational settings is to improve student learning.   The curriculum 

reform process which started in 1994, impacted dramatically on all aspects of teaching 

and learning.  It was expected that this staff development project  would assist the 

institution in making the required mind shift. 

 
The Government of National Unity set itself a two-fold task in 1994.  It would attempt to 

provide in the basic needs for all South Africans, while at the same time sustaining 
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economic growth through the development of a technologically advanced export economy. 

These are seemingly two conflicting priorities.  On the one hand there is the need to make 

South Africa more competitive in the global marketplace and on the other hand the need to 

develop affirmative action and social welfare policies targeted at social groups historically 

disadvantaged under the apartheid system (Naidoo, 1998).  From a development point of 

view, higher education is seen as the mechanism  which serves particular economic ends.  

It has always been assumed that higher education will contribute directly to South Africa's 

increased competitiveness in a global economy.  Coupled with the new emphasis on 

academic standards and quality and the type of student who enters higher education, one 

can understand the rise of the academic development movement. 

 

Academic development is the umbrella term, which includes staff development, student 

academic development and curriculum development (Boughey, 2000 in Dwayi, 2002:56).  

Within higher education, academic development is a relatively new concept.  It emerged in 

the mid 80’s as part of the libratory educational and social movement in South Africa 

(Volbrecht, 2002:1 in Dwayi, 2002:56). The focus of this movement has always been on 

quality of education delivery rather than on liberation.  Curriculum, one of the components 

under academic development can roughly be described as what is taught (content), why it 

is taught (the link with market needs, and/or socio-political purpose) and how it is taught 

(specific training techniques and methods).   

 

Curriculum reform has become focal points within the South African educational system 

since 1994.  The first five years of educational reconstruction (1994 – 1999) focused 

specifically on systemic reform aimed at removing and dismantling structures and 

procedures prior to democracy.  The reform in this phase was characterised by its 

administrative nature, involving the integration of bureaucracy’s i.e. transferring staff, 

offices, records and assets of learners and educators into a new national system 

(Department of Education, 2001).  This period was heralded by the production of policies 

mandating the establishment of bodies and structures, which would change the face of the 

delivery of the entire education system in South Africa from this point forward.   

 

The establishment of SAQA in 1995 provided for the creation of not only the NQF but also 

various standards generating (SGB’s) and quality assurance (QA) bodies.  Apart from 

coming to terms with a whole new vocabulary which now described what educators do in 
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classrooms, they were also required to change their thinking about teaching and how they 

deliver it in classrooms with the introduction of a competency-based approach to learning 

known as Curriculum 2005.  

 

The implementation of Curriculum 2005 was made mandatory in the General Education and 

Training band (GET), while in the Further Education and Training (FET) and Higher 

Education and Training band (HET), academics were urged to adopt the general philosophy 

of the outcomes-based approach to teaching and learning. The vision behind Curriculum 

2005 is that it would move education away from a racist, apartheid, rote-learning model of 

learning and teaching to a liberating, nation building and learner centred outcomes-based 

one.  The implementation of outcomes-based education was seen to be the vehicle to allow 

greater mobility between different levels and institutional sites, and the integration of 

knowledge and skills through learning pathways (DoE, 2001).  Calling this approach 

outcomes-based education (OBE) is an indication that the emphasis is on attaining visible 

and measurable outcomes or competencies. Qualifications now had to be defined in terms 

of outcomes which translated into standards and competencies (CTM Curriculum 

Workgroup, 2001b:5).    

 

In addition to specific outcomes, the OBE teaching strategy also includes critical cross-field 

outcomes.  The importance of these critical cross-field outcomes is emphasised by the fact 

that graduates, with the added competencies including problem solving; teamwork, 

communication and leadership are sought after by companies (Jones, 2002). Tedrow, 

Harvey, Van der Merwe and Matsilisa (2002) felt it is the overt emphasis on critical cross-

field outcomes which makes the South African version of the competency-based education 

model different from the versions used all over the world.   The shift from a content-based to 

an outcomes-based approach brought about the need for a shift in related teaching and 

assessment methodologies. 

 

In the OBE paradigm, curriculum reform is driven by four critical questions. The first is what 

educational outcome(s) this particular program seek to attain, secondly what educational 

experiences (knowledge and skills) will lead to achieving the identified outcomes, thirdly 

how to effectively and efficiently organise and present such educational experiences and 

finally how it should be determined whether these outcomes were attained (assessment) 

(Strydom, Hay & Strydom, 2001). 
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The particular challenge for all educators is to differentiate or adapt instruction to respond to 

the diverse student needs found in inclusive, mixed-ability classrooms (Tomlinson, 1995).  

This is not a new challenge but most definitely an urgent challenge for a society embarking 

on nation building.  According to Tomlinson (1995) teaching and learning in differentiated 

classrooms is concept focused and principle driven; on-going assessment of student 

readiness and growth are built into the curriculum; makes use of flexible grouping based on 

learner readiness, learner interest and learner’s learning style and finally changes the role 

of the educator to that of facilitator and guide in the classroom.   

 

OBE curriculum and instructional reform require learners to become active participants in 

the learning process and to work on real world issues or problems. The problems are often 

open ended with no single correct answer.   The assessment of the learning is an indication 

of whether the learner has mastered the intended learning outcome (Jones, 2002).  For 

those educators who ascribe to the philosophy that learning is driven by assessment it 

poses somewhat of a problem.  The educator can no longer take a previously set paper 

from his/her archive. Educators can only assess those learning outcomes identified at the 

start of a particular learning encounter, and since learners are unique in what they take from 

learning encounters, assessment instruments must mirror this.   

 

According to Sutherland and Peckham (1998) mastery of content in higher education is 

assessment-driven.  Learners focus only on those topics which will be formally evaluated  

as a way of ensuring good grades.   OBE requires that the assessment of student learning 

becomes more of a developmental or formative nature, which will make it one of the 

teaching tools in the armour of educators.  Assessment can no longer only be used to pass 

or fail a learner but should be used as a valuable tool to develop the abilities which will 

make him/her a successful student.  This is echoed in the 1997 SAQA bulletin and the 

DoE’s national guidelines for assessment, which suggest that assessment is to be seen as 

a tool for learning. (Sutherland & Peckham, 1998: 98-99).   

 

The introduction of an OBE approach to assessment into the South African Higher 

Educational system is however not without obstacles.  This can be ascribed to two main 

reason.  The first is that the face of higher education has changed enormously as outlined 

in section 2.3. Across the higher education system, there are varying degrees of 
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shortcomings and limitations with regard to resources which makes a smooth transition 

from traditional to competency-based assessment a bumpy ride for educators.   

 

The second reason is that competency-based assessment is a continuous process where 

knowledge, skills and attitudes are assessed against a pre-determined outcome (Olivier, 

1998:3).  Teaching, learning and assessment in this paradigm focus on supporting the 

learner’s progressive attainment of skills, attitudes and practical and theoretical knowledge 

against predetermined outcomes of unit standards and qualifications (SAQA, 2005:6). 

 

Boud (1990, in Sutherland and Peckham, 1998) indicates that a gap exists between what 

educators encourage learners to focus on for the purposes of assessment, and what is 

needed for meaningful learning to take place.  Competency-based assessment requires the 

use of a wide range of assessment techniques. Assessment techniques adopted by 

educators can only encourage and foster deep learning once they stop using those 

assessment techniques which reward the reproduction of knowledge.   

 

The two distinct roles to be played by assessment in OBE is formative and summative.  

Educators are generally familiar with summative assessment as the most commonly used 

form is the end-of-year/end-of programme/end-of-semester examination.  The potential 

developmental role of formative assessment is new on the South African assessment 

scene.  Its newness lies in the fact that educators are asked to explicitly indicate where and 

how this activity fits into their overall assessment plan for a learner.  It also requires a mind 

shift of assessment as part of the learning process rather than assessment as an end in 

itself (SAQA, 2005:6).   

 

Experienced educators are familiar with the developmental aspect of assessment and used 

it in a much more informal and less structured manner. The implementation of OBET 

impacts on all aspect of higher education, which necessitated the re-training of academic 

staff as assessors and facilitators with respect to OBET teaching and assessment practices.  

This became the focal point for staff re-training under PIL 72 at the ECT.   

 

The re-training of academic staff within the disadvantaged sector of higher education in 

South Africa was done mainly through USAID funded projects.  The following section deals 

with aspects of program evaluation.   
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2.6 PROGRAM EVALUATION 

 

Globally, but specifically within the Third World, there has been a notable increase in the 

number of developmental programs delivered. As the civilised Western World takes up its 

responsibility to invest in the developing world, more developmental programs come into 

existence. Most of the development work is embarked upon in the form of projects.  

 

2.6.1 The need for the evaluation of intervention activities 
 

Projects are defined as specific once-off activities to meet a specific goal or outcome, 

undertaken over a set period of time which has a specific allocation of financial resources or 

costs to ensure that goals are met (Coleman, 2000). Despite the huge number of 

operational projects many of them fail into obscurity, leaving behind debt, a deeper 

dependency on outsiders and a sense of despair, resentment, distrust and cynicism 

amongst local people (Frick, 2002). 

 

Funding organisations have sought alternative ways to focus their development efforts to 

ensure sustainable development and counteract the negative side effects already 

mentioned.  Very often project planners have considerable information on what their clients 

need, but often neglect to evaluate the progress made towards those needs (Mtshali, 2000).  

Most funders require feedback information at every phase of a project in order to determine 

progress and the release of further funds towards the end goal.  This type of information 

can only be gathered through the systematic evaluation of a project.  

 

2.6.2 What is program evaluation? 
 

For the purposes of this discussion, the term “program” is used inter-changeable with 

“project”, and is assumed to mean the same.   According to Posavac and Carey (2003:1), 

"the practice of evaluating one's own practice is as natural as breathing". At the most basic 

level, program evaluation is the process of applying an everyday common sense practice to 

organised efforts (programs) within formal, structured settings, as a strategy to ensuring 

success.  
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The evaluation of programs and projects has grown from being such an everyday common 

sense practice to a highly skilled professional practice.  The growth of this practice 

highlighted that there are a number of factors involved in and impacting on the outcome of 

the process (Barer-Stein & Draper, 1994).  The key issues in the debate are what will be 

evaluated; who is evaluated; who uses the evaluation results and how the results will be 

used (Imel, 1990 in Frick,2002). 

 

Generally, program evaluation refers to the periodic collection, organisation, analyses and 

reporting of data concerning a selection of features of a program within the context of its 

stated outcomes (Frick, 2002).  Program evaluation therefore gathers systematic feedback 

about program activities, which can be used by policymakers.  The feedback enables policy 

makers to make informed changes to programs and service delivery (Posavac & Carey, 

2003:14).   

 

The aspects under such systematic scrutiny during program evaluation include program 

performance, efficiency and impact on participants, performance in terms of planning, 

programming and implementation.  The data gathered will help lead to recommendations 

regarding possible changes and will have a direct impact on the future of this or similar 

ventures. 

 

2.6.3 Program evaluation in organisational settings 
 

According to Posavac and Carey (2003:2), there are several crucial aspects in program 

evaluation within organisational settings, which makes this different from activities such as 

self-evaluation and/or research.  Organisational efforts are always carried out as part of a 

team effort, which means that the evaluation of the worth of the effort is diffused amongst 

many people.  Furthermore, the final product (i.e. an educated student, a departmental 

guide or a strategic plan) is not the sole responsibility of a single individual. 

 

Secondly, most programs attempt to achieve goals and outcomes, which can only be 

observed and evaluated in the future.  If a program is of a developmental nature, it 

introduces a shift in thinking and practice, of which the outcome will only be visible in the 

future.  This indicates that development projects have a time lapse between the activity and 

 



27  

its final outcome.  This makes it less clear to project evaluators what has to be observed in 

order to decide if the activity was carried out successfully or not. 

 

A common belief held by training personnel is that a change in the behaviour of the trainees 

reflects program effectiveness.  It is expected that this change in employee behaviour 

should impact on the work situation in a positive manner.  It is this change in behaviour, 

which provides the benchmark against which the potential contribution of the training 

program should be measured (Simpson, 1975: 4).  

 

In evaluating a program, the evaluator determines the criteria indicating success or failure 

of a program.  Criteria for evaluation will differ according to who has to decide upon it.  The 

criteria decided upon by the program evaluator will differ from the ones chosen by the 

program personnel, the client or the funding agency.  The four basic indispensable 

elements which should be included as the focus for evaluation includes the participant, the 

instructor, the topic area and the context (Knox, 1980).   Evaluation can take place on three 

basic levels, namely a measure of the participants’ reaction to the program (satisfaction), a 

measure of the acquired knowledge and/or skills (the behaviour as a result of learning) and 

lastly the benefits to the organisation (i.e. business results, or impact) in terms of workplace 

education (Frick 2002:9).  Evaluation criteria and procedures become more complex with 

increasing level as it moves from evaluating basic consumer satisfaction to determining 

program impact.   

 

2.6.3.1 Evaluating development programs in educational settings 

 

The evaluation of development programs within educational settings has two important 

goals: to improve the quality of the program and to determine its overall effectiveness.  

Typically, development activities are evaluated at the end of the activity.  This type of 

evaluation is restricted to participants’ initial reaction to the session, relevance of the 

training and the effectiveness of the presenter or facilitator.  It is important to conduct a 

follow-up evaluation to determine the long-term impact of the development activity.  This is 

conducted after participants had the opportunity to implement ideas from the activity.  Data 

gathered from the follow-up evaluation is helpful in assessing the impact of the training 

activity. 
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 Development programs differ in many ways.  It is incorrect to assume that one type of 

program evaluation designed for a particular context can simply be duplicated somewhere 

else as educational organisations differ in terms of the types of services it offers.  Program 

evaluation designed to evaluate educational services should take into account what type of 

service is offered by the particular institution, the client for which these services are 

designed and the particular institutional culture. 

 

This implies that the design of an effective program evaluation tool within an educational 

setting cannot not only focus on results as measured against program goals, but ought to 

be sensitive to the wider context in which the program operated. In the context of this 

research, the designed evaluation tool had to be sensitive to the particular organisational 

setting and the wider transformation agenda in South Africa at the time of project  

implementation.   

 

2.7 SUMMARY AND CONCLUSION  
 

The chapter focused on the various elements which played a role in the execution of a 

particular activity, PIL 72 at the ECT.  These elements included a description of the 

conditions at the institution prior to PIL 72, the backdrop against which PIL 72 was executed 

and the many educational changes at the time which determined the focus for PIL 72.  The 

areas of staff development practices and program evaluation were also reviewed.   

 

In 1996, the need for establishing a formal staff development department was introduced at 

the ECT. From the literature reviewed it is clear that staff development is an important 

developmental strategy to equip employees to be more productive at their places of work.  

The concept of having ongoing, in-house developmental activities for academic staff was 

the result of the need to equip staff with the knowledge and skill to deal with educational 

changes characteristic of this period.  

 

Management's view of staff development is that it was the appropriate vehicle to address 

the weaknesses in teaching and learning as identified in the 1996 - 2001 strategic plan.  It 

can be concluded that staff development is a very broad area.  It is not clear what 

management's expectations were around staff development and whether their expectations 

matched those of the project team who designed the TELP project which was to form the 
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crux of the staff development activities in the 1999 – 2001 period.  Within this period staff 

development activities were funded by USAID through the TELP linkages project. 

 

The discussion of the particular staff development activity, a TELP funded project, clearly 

highlights that its implementation took place against the background of a number of political 

changes.  Academics across the South African education system were simply drowned in a 

flurry of legislative requirements, which impacted not only on the way in which they taught, 

but also on the way in which they conceptualised teaching.  For this reason, PIL 72 focused 

all its developmental activities on aspects such as the NQF, SAQA, OBE and assessment 

practices, with only one workshop dealing with personal development issues such as time 

management and motivation.  The project aimed at preparing the participant to deal with 

national education changes which impacted on the delivery of his/her teaching within the 

organisation.  No formal qualification was awarded to those who  participated in the project. 

 

A review of staff development delivery modes indicated that the traditional approach to staff 

development is not always effective, and that staff developers ought to consider the various 

alternative modes of delivery.  Literature suggests  that the application of newly acquired 

skills to current practice will only take place if the trainer demonstrated the new skill and the 

trainee had the opportunity to practice the new skill under the supervision of the trainer.   

 

The final section of the chapter dealt with program evaluation.  A brief overview was 

presented on the concept of program evaluation. From the discussion it is clear that the 

design of an appropriate program evaluation methodology depends on various factors, as 

well as the desired outcomes the evaluator aims to achieve.  Program evaluations in 

educational settings has the added dimension of organisational context and culture for 

consideration. 

 

In conclusion it can be said that the evaluation of the impact of TELP Project PIL 72, has to 

be considerate of issues at the level of the wider organisational context, the departmental 

context, the level of the personal professional expectations and constraints of the individual 

project participant and those related to the project itself.  The following chapter will outline 

how the methodology of the research was formulated. 
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CHAPTER THREE: RESEARCH DESIGN AND METHODOLOGY 

 

3.1 INTRODUCTION 
 

The previous chapter discussed staff development within institutions of higher learning and 

sketched the background to a staff development project, within a particular setting, at a 

specified time, at a South African institution of higher learning.  

 

In trying to make sense of the world, researchers work from different mindsets concerning 

the nature of reality.  Researchers have to consider their own philosophical orientations to 

research, since the choice of research design is guided by the researcher’s own beliefs 

about the nature of reality, about knowledge and about the production of knowledge 

(Merriam, 1998:3).   

 

The research was conducted in a systematic and methodical manner with the aim of 

increasing existing knowledge (Hussey & Hussey, 1997:1). The aim of the detailed and 

careful investigation (Chambers, 1999:1186) was to determine the impact the externally 

funded staff development project had on teaching and learning at this institution.   This 

chapter briefly describes existing research orientations, locates the present study within 

these paradigms, discuss the data-collection techniques and how data was analysed.   

 
3.2 RESEARCH PARADIGMS 

 

Research has already been defined as a detailed investigation into an area of interest 

(Hussey & Hussey, 1997; Chambers 1999.)   A paradigm is defined as “a conceptual 

framework within which scientific theories are constructed which is consistent within it, and 

may need complete revising as evidence challenging the factual accuracy of some aspect 

of it (the theory) accumulates” (Chambers 1999:998).   This suggests that paradigms are 

not static but are constantly changing as new information emerges. 

 

According to Swann and Pratt (2003:52)  “…there is a long standing debate in the social 

sciences about different paradigms, usually associated with different techniques and 

methods, and even about different kinds of knowledge.”  The different paradigms are often 
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associated with research for different purposes.  The “great divide”, is between a positivist 

(naturalistic) view of knowledge at the one end of the continuum, and locally embedded 

knowledge or phenomenology at the other (Crotty 1998:14,  Easterby-Smith, Thorpe and 

Lowe 1994:76).  

  

Positivism is based on the belief that reality exists out there and that truth can be found 

through observation and subsequently be reduced to observable facts and expressed in 

terms of mathematical relationships (Breakwell, Hammon and Fife-Shaw, 2000; Cooligan, 

1999).  Positivist knowledge therefore is regarded to be independent of context, value-

neutral and generaliseable.  Locally embedded knowledge on the other hand is the result of 

the individual’s reflection on own experience.   Positivist research is characterised as using 

‘hard’ data and techniques, such as statistical analysis.   

 

To the positivist researcher, reality exists irrespective if it is observed or who observes it.   

The key idea within the positivist approach is that the social world exists externally, and that 

its characteristics can be measured through objective methods (Easterby-Smith et al, 

1994:77).  Such discoveries about the reality of human actions can be expressed as factual 

statements.  Positivist researchers see themselves as independent from what they are 

observing.  Their presence does not influence their own research in any way.  They expect 

other researchers to come to similar conclusions as themselves under similar conditions.  

The research methods used by positivist researchers are often described as quantitative. 

 

The classification systems used by various authors are confusing at times.  Crotty (1998:5) 

lists phenomenology together with symbolic interactionism and hermeneutics as part of the 

interpretive methodologies in research.  Easterby-Smith et al  (1994:77) lists interpretive 

sociology, naturalistic enquiry, social constructionism, qualitative methodology and the ‘new 

paradigm’ as variants associated with phenomenology.  According to Merriam (1998:5) 

terms such as naturalistic enquiry, interpretative research, field study, participant 

observation, inductive research, case study and ethnography are often used 

interchangeably with qualitative research.  Each of the variants takes a slightly different 

stance in the application of phenomenology.  Common amongst all the variants is the 

emphasis on the individual’s own perception and interpretation of events or reality  

(Nicholas 2003:227).   
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In the interpretative research paradigm, reality is seen as a construct of the human mind.  

People perceive and construct the world in ways that is often similar but not necessarily the 

same.  This means that there can be different understandings to what is real, because 

concepts of reality will vary from one person to the next.  Interpretative researchers reject 

the positivist view that the social world can be understood in terms of general statements 

about human actions.  To interpretative researchers, descriptions of human action are 

based on social meanings and the fact that meaning changes through social 

intercourse/interaction.  Interpretative researchers see themselves as significant potential 

variables in their own research.  They ask questions which may influence the individual’s 

perception of the phenomena that is being studied.  The data collected by interpretative 

researchers are usually verbal and are richer than the data collected by researchers from a 

positivistic orientation.  The research methods used by interpretative researchers would be 

described as qualitative.   

 

This study will be conducted within the qualitative research paradigm. 

 

3.3 QUALITATIVE RESEARCH 
 

Qualitative research is difficult to define because it means different things at different times 

and in different contexts.  This approach is multi-method in focus, involving an interpretive 

naturalistic approach to its subject matter.  This means that qualitative researchers study 

their subjects in their natural settings in an effort to makes sense of, or interpret a 

phenomena in terms of the meanings people bring to them (Denzin and Lincoln, 1994:2 in 

Bassey, 1999: x). 

 

Research within organizational settings deals with a heterogeneous group of people with 

different attributes, abilities, aptitudes, aims, values, perspectives and needs.  The complex 

social contexts require sophisticated research, able to accommodate and account for all the 

differences found in such settings. A widely held view is that qualitative research is 

subjective, value-laden and therefore can safely be dismissed as unscientific and invalid, 

and that it uses ‘soft’ techniques such as interviews, ethnography or auto/biographical data. 

 

These views put quantitative research on the other side of the scale as being objective, 

value-free, scientific and therefore valid.  The critique on quantitative research is that it fails 
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to produce truths useful to social sciences as social sciences lack the methods of validation 

available to physical science. Experiments can be repeated in physical sciences, allowing 

the researcher another opportunity to observe it.  In social sciences, every situation is 

different and it is not possible to observe exactly the same situation twice.  This suggests 

that that the link between results and reality for qualitative research is assumed rather than 

systematically investigated (Krentz & Sax, 1986).  Qualitative researchers, in pursuit of 

‘truth’ use a variety of methods, approaches, strategies and techniques in the full 

confidence that their work is rigorous, legitimate and totally justifiable as research (Bassey, 

1999:ix).   

 

Merriam (1998:5 – 8) describes the characteristics common to all variants of qualitative 

research.  These are briefly listed below:   

 

• Qualitative researchers are interested in understanding the construction of meaning.  

The researcher is interested in understanding the phenomena from the participants’ 

perspective and not his/her own.  

 

• The researcher is the primary instrument in data collection and analysis.  The 

researcher responds to the data, with the instrument and research techniques adapted 

to specific circumstances.    

 

• Qualitative research involves fieldwork.  The researcher collects data on-site.  The 

behaviour is observed in the natural setting in which it occurs.  It is very seldom that 

qualitative studies only rely on document analysis. 

 

• Qualitative researchers primarily use an inductive research strategy.  This means that 

the qualitative researcher builds concepts and theories from the gathered data, rather 

than testing existing theories against the data gathered.  Those involved in qualitative 

research has been debating what the purpose of this type of research is.  Some believe 

that qualitative researchers develop new theory; others believe that they verify existing 

theory and a third group is of the opinion that they do both (Bailey, 1991:134).  In 

qualitative research, theory is built from observations, and the researcher’s intuitive 

understanding gained in the field. Qualitative research findings are in the form of 
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themes, categories, typologies, concepts and hypothesis, which have been inductively 

derived from the data. 

 

• The focus of qualitative research is on process, meaning and understanding.  Therefore, 

the product of such a study is richly descriptive.  The researcher uses words and 

pictures to convey what was learnt about the phenomena.    

 

• Sampling is usually nonrandom, purposeful and small. 

 

• The qualitative researcher spends a substantial amount of time in the natural setting of 

the study, often in intense contact with participants. 

 

Within the context of this study, the researcher was the primary instrument in data collection 

and data analysis.  Sampling was done purposeful and nonrandom from a very small group 

of participants. The information was gathered on-site from participants.  The themes 

emerged from the data, and were not decided upon beforehand by the researcher.  

 

The many variants of qualitative research include a mix of designs, data analysis 

techniques and disciplinary orientations.  According to Merriam (1998:11) the five types of 

qualitative research commonly used in education include the basic or generic qualitative 

study, ethnography, phenomenology, grounded theory and case study. The following 

section describes case study research in general, and how aspects such as  sampling, data 

collection and data analysis was dealt with from this perspective in this study. 

 

3.4 CASE STUDY RESEARCH 
 

Case studies are in-depth studies of singularity  (research is conducted into a particular 

event).  Case studies refer to an individual, a situation, a family or any group setting that 

can be considered a unit.   The design enables the researcher “to gain an in-depth 

understanding of the situation and meaning for those involved” (Merriam, 1998:19; Bailey, 

1991:141). Educational case study research is useful in that it develops educational theory 

that serves to both illuminate educational policy and enhance educational practices 

(Bassey, 1999:3).  Using case study research as the preferred approach stems from a 

researcher’s belief that an in-depth investigation of the interdependencies of parts and 
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emerging patterns will illuminate the researcher’s understanding of why things happen as 

they do (Stuurman in Bassey, 1999).   

 

The catagorisation of qualitative case studies is based on whether the overall intent of the 

case study is to describe, interpret, evaluate or build theory (Merriam, 1998:34). The aim of 

this study was to interpret and evaluate the historic impact of a training intervention at an 

individual, group and organizational level, which would catagorise this as an evaluative 

case study. 

 

The data gathered in an evaluative case study is aimed at policy and program development; 

implementation and problem solving and decision making in general. The aim of the 

researcher is to determine whether a particular policy, program or course of action achieved 

what intended to achieve.  Evaluation research compares the situation, as it exists now, to 

the situation before the intervention event.  However, case study findings cannot be applied 

wider than the context it investigated.   This apparent weakness of the design is justified by 

the fact that the aim of the research is to investigate the process rather than the outcomes, 

context rather than a specific variable, discovery rather than confirmation.  This type of 

design has its roots in the disciplines of sociology, anthropology, history and psychology, 

each of which developed procedures to establish the validity of case study for their 

purposes.  (Simon in Bassey, 1999:22).  The advantages of case study design is elaborated 

on by Adelman et al. (in Bassey 1999: 23) and are listed below: 

 

• Case study data is ‘strong reality”, but difficult to organise whereas other research 

data is often ‘weak in reality’ but can be organised more readily. 

• Case studies do not allow for generalisations about an instance or from an instance 

to a class.  The particular strength of the case study lies in the fact that the case 

study gives attention to the subtlety and complexity of the case in its own right. 

• Case studies recognise the complexity and ‘embeddedness’ of social truths.  By 

carefully attending to social situations, case studies can represent something of the 

discrepancies or conflicts between the viewpoints held by participants. 

• Case studies form an archive of descriptive material, which is rich enough to admit 

subsequent re-interpretation. 
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• Case studies are a ‘step of action’.  They begin in a world of action and they 

contribute to that world.  The insights offered by case studies may be directly 

interpreted and put to use.   

• Case studies present research or evaluation data in a more publicly accessible form 

than other forms of research reports. 

 

Case study research has some disadvantages.  The first is that the study of a small number 

of cases offer no grounds for establishing reliability or generality of findings (Soy (1998).  

Secondly, the intense exposure of the researcher to the study of a case may also increase 

the likelihood of biases in the findings. Some researchers regard case study research as a 

useful exploratory tool, while others continue to use it with success in the study of real-life 

situations and problems.   

 

A key strength of evaluative case studies is that it involves multiple sources and techniques 

in the data gathering process.  The researcher determines beforehand from whom evidence 

should be gathered, what evidence to gather, and what analysis to use to answer the 

research questions.  

 

3.4.1 Sampling 
 

The selection of a sample refers to the selection of the unit of analysis.  The researcher has 

to consider where, when, who and what to observe. Researchers in natural sciences do not 

have to worry about samples, for the simple reason that what is true in one laboratory, 

would be true in any laboratory, at any time.  Social scientists have smaller populations and 

usually more variables to accommodate.   

 

Effective sampling of large populations is difficult and expensive.  The two basic types of 

sampling are probability and non-probability sampling.  In probability sampling the 

researcher selects a sample from the population in a random manner.  Anyone from the 

population has an equal chance or opportunity to be included in the sample.  The aim of the 

researcher is to generalise the finding from the sample to the population.  Generalisation is 

not the goal of qualitative research; therefore probability sampling is not a preferred choice 

of sampling for the qualitative researcher.   
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Non-probability sampling can also be described as purposeful sampling.  It is based on the 

assumption that the researcher wants to “discover, understand and gain insight”.  Sample 

selection is done in such a way that the researcher gains the most information.  In this 

study, due to the population size, the researcher used purposeful or non-probability 

sampling.  Sixteen individuals were selected to be interviewed. Twenty-six respondents  

completed questionnaires.  The selection criteria for sample selection in this study are 

explained in the following paragraphs. 

 

3.4.1.1 Project Proposal Developers and Project management 

 

Two senior staff members (a member of Rectorate and a HOD of a department) at the ECT 

developed the project proposal.  The project management team consisted of the project 

leader (which in this case is also the researcher and author of this document) and the head 

of the department in which the project was located at the institution.  The two project 

proposal writers and the head of the department were selected to be part of the sample.   

 

3.4.1.2 External consultant 

 

The services of a number of external consultants (local and international) were contracted 

in the course of the project. They provided services in areas determined by the project 

management team.  Local consultants were contracted to the project only for the training 

activity they facilitated.  Their relationship with the project ended at the completion of their 

activity. 

 

The project required a linkage with an American higher education institution, in this case 

Texas Southern University (TSU).  The consultant from this institution acted as mentor to 

the project leader and provided support and training to participants for the duration of the 

project.  This individual was selected to form part of the sample because she was 

permanently contracted to the project. 

 

3.4.1.3 Project participants 

 

The TELP project required the training of one departmental representative per department 

at the institution to a maximum of 22 participants over the 18-month period.  There are 
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fourteen academic departments, organised into three faculties (i.e. Applied Technology, 

Business Sciences and Engineering) at the ECT.  All departments were invited to 

participate at the start of the project.  Two members of this core group (representing two 

departments) only attended the first workshop and did not attend any further training 

activities until the conclusion of the project.  

 

The pool from which participants could be selected was only twenty-two and some 

members of the initial group has since left the institution or are no longer employed in the 

same capacity as at the time of the inception of the project For the purposes of this 

research a minimum of twelve trainees were selected to be included as part of the sample.  

In reality nine trainees were interviewed. 

 

3.4.1.4 Trainers 

 

Of the twenty-two project participants, five staff members were selected to receive further 

training at TSU.  All five members were selected for inclusion in the sample, however only 

four of the five were interviewed.  The fifth member of the team was not available at the 

time of the research due to illness. 

 

3.1.4.5 The wider ECT academic community 

 

Respondents who attended staff development activities after the completion of the TELP 

and who were not participants in the original project were targeted for data gathering.  Data 

was gathered from twenty-six respondents.  These respondents represented ten of the 

fourteen academic departments at the ECT.   

 

3.4.2 Data gathering methods 

 

Case study research does not claim any particular method for data collection.  The three 

major methods in which research data is collected, is through asking questions and 

recording the answers, observing events and noting carefully what happens and reading 

documents (Bassey, 1999: 81).  It is most important that the researcher considers what and 

when to observe, whom to interview, how many and which documents to review.   
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In this study, the researcher attempted to conduct an in-depth study of a qualitative nature 

with the aim of gaining insight into the circumstances and processes at the time of a TELP 

funded staff development project at the ECT.  Data was collected through interviews, 

questionnaires and document analyses.  

 

3.4.2.1 Interviews 

 

Interviews are conversations with a purpose (Dexter in Merriam, 1998:71).  Information is 

gathered for a particular purpose.  In the most common form of this technique, information 

is gathered in a person-to-person encounter where one person asks questions from 

another.   In case study research, this is an effective method to discover and portray variety 

in respondent’s opinion.   

 

The type of interview is determined by the amount of structure the researcher desires.  

Interviews can be highly structured on the one end of the continuum, or unstructured on the 

other end.  Highly structured interviews are questionnaire-driven interviews, which makes it 

a quantitative approach, while the unstructured variety is open-ended and conversational.  

Qualitative researchers prefer to use semi-structured or unstructured investigations. This 

allows them the freedom and flexibility in exploring individual opinions and responses.  In 

this study, the one-to-one semi-structured or open-ended interview was selected.  This 

approach enabled the researcher to enquire around a set of basic questions and issues and 

to explore meaning and nuances as it emerged.   

 

Interviewing as a research technique has some advantages and disadvantages.  The 

strength of the approach lies with the fact is that it is a good method to produce in-depth 

data.  Because of its flexible format, the researcher can respond to situations as it arises, 

such as the emergence of new ideas on a chosen topic.  The researcher is guided by the 

list of issues to be explored so questions are flexibly worded. 

 

Requesting respondents to be interviewed with the aim of recording the expressed opinions 

will evoke a myriad of emotions and an induced reaction. This can be a potential weakness 

in the design.  It is imperative that the researcher is sensitive to the cultural differences and 

language barriers to be considered in this type of research.  The respondent’s reaction to 

the request will influence his/her answers to the researcher’s questions.  Depending on the 
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cultural and or language barriers, researchers should be ready to meet resistance in the 

form of silence.  In this research project, the researcher experienced some language 

barriers, but it is assumed that since the research was conducted with educators lecturing 

at tertiary level, the effect of this is minimal. 

 

According to Gorard (2001:82), the biggest single weakness of an interview is the length of 

time it takes, and the practical consequences of this.  In the case of this study, the 

respondents who were interviewed were located at three separate campuses within a 

radius of two hundred kilometers.  This has time and cost implications if an interview does 

not take place as scheduled. 

 

The data produced is unique to the situation and the individual being interviewed.  This has 

some implications for finding the ‘truth’, since the data reflects the individual’s perception of 

reality.  In the case of this research, the identified sample was located in four distinctly 

different realities (project proposal developers and project management, external 

consultant, project participants and trainers).  In order to accommodate this, four different 

sets of interview questions were developed although the questions regarding impact were 

common to all sets. 

 

Out of the possible population of twenty-two individuals, face-to-face interviews were 

conducted with the two project proposal developers, one person in his capacity as part of 

the project management team, four out of five of the individual educators who received 

intensive training at TSU, and nine project participants.  Information was gathered from the 

external consultant via e-mail.  In total, fifteen face-to-face interviews, and one e-mail 

interview were conducted. 

  

The permission of the respondents were sought to record the interview (tape recording), as 

this allowed the researcher to follow up leads as and when it emerged, instead of having to 

take detailed interview notes.   

   

3.4.2.2 Questionnaires 
 

Questionnaires were used as an alternative to face-to-face interviews to gather information 

from academic staff   attending staff development activities.  These respondents were not 
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participants in the TELP project.  The development of the instrument was guided by the 

research questions.  The following aspects were considered:   

 
Goal of the questionnaire.  The goal of the enquiry was to gather from the wider staff 

complement the extent to which Outcomes-based Education implementation has taken 

place.  This enabled the researcher to verify the opinions from the core-group regarding 

wider institutional impact.  It was assumed that wider impact could be ascribed to the efforts 

of the departmental representative in his/her role as change agent.    

 

Instructions for completion.  The respondents were given clear guidelines on how to 

complete the questionnaire.  Respondents were not requested to supply biographical detail 

such as age, gender, teaching background or qualification.  It was anticipated that it would 

foster greater honesty to the questions if respondents were not asked to declare this 

information. 

 

Questionnaire content.  The questionnaire was designed to be self-administered.  It was 

logically sequenced to deal with the areas as addressed in the staff development project 

namely curriculum development, assessment reform and instructional improvement.  The 

questions in the instrument were close-ended, in that it encouraged the respondent to 

provide an opinion.  For some questions, respondents were requested to elaborate on their 

responses.   

 

Questionnaire administration.   Questionnaires were administered during staff training 

sessions, which were conducted by the researcher in her capacity as a member of the staff 

development department at the ECT.  Respondents were encouraged to be as complete as 

possible in their responses. 

 

The questionnaire is attached as appendix B 5.  

 

3.4.2.3 Document Analysis 

 

The analysis of any written work is regarded as document analysis.  A literature review can 

therefore also be regarded as document analysis, except that a literature review is 

conducted for mainly two reasons, namely for the researcher to rethink and define the 
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research topic and methodology and to inform readers of the context in which the research 

was conducted. 

 

According to Robson (1994:237) the definition of “a document has been extended to include 

non-written document such as films, pictures and drawings.”  Document analysis is 

commonly referred to as content analysis.  This type of analysis is of an indirect nature.  

The researcher is not directly observing or interviewing, but is gaining his/her insights from 

a document produced for a particular purpose.  Document analysis is an example of an 

unobtrusive measure, in that the nature of the document is not affected by the researcher’s 

analysis of it. 

 

In document analysis, the researcher is required first of all to judge whether he/she has 

easy access to the material, secondly whether the selected documents provides insights 

relevant to the research question, and finally whether the insights gained from the 

documents can be acquired in a reasonably practical yet systematic manner (Merriam, 

1998:124).   Documents to be analysed are not produced for research purposes and it 

might be that the information it offers may not be useful or understandable to the 

researcher.  The interpretation of data from such sources can therefore become 

problematic.   

 

A possible weakness mentioned by Merriam (1998) involves the authenticity and accuracy 

of the sources.  Researchers cannot always be sure of the authenticity and accuracy of the 

documents.  In the case of this research, this is not a problem as the researcher can vouch 

for its authenticity due to her involvement with the project.   

 

Documents that were analysed during the course of this study were the project proposal, 

the initial needs analysis report, the semi-annual reports written by the project leader, the 

final project evaluation report, the report by the trainers and the examination statistics for 

ECT for the period 1999 – 2003.   These documents (project proposal, initial needs 

analysis, semi-annual reports and final project evaluation report) provided guidelines for the 

development of the interview questions.  Examination statistics were analysed as part of the 

verification process for the data gathered through interviews and questionnaires. 
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3.5 DATA ANALYSIS AND PRESENTATION 
 

Qualitative research generates a mass of information which needs to be organised and 

meaningfully reduced.  The major phases of data analysis is data reduction, data display, 

conclusion and verification (Miles and Huberman,1994).  

 

Data is reduced through a process of selecting, focusing and simplifying the data.  The aim 

is to condense it in such a way that it becomes more manageable and transformed to make 

it intelligible in terms of the research questions being addressed.  A mistake often made by 

qualitative researchers in their attempt to be objective, is to present large volumes of un-

categorised and unassimilated data.  It is imperative that the researcher through a process 

of deductive and inductive analyses selects that data to be singled out for description.   

 

In qualitative research data gathering, data coding and the construction of categories 

occurs simultaneously.  This process allowed for the development of categories and 

themes, as the research progress.  Data was gathered through interviews, questionnaires 

and document analysis.   

 

The data gathered through interviews, questionnaires were coded using an open coding 

system.  Coding involves a process of analyzing and interpreting the collected data by  

“assigning some sort of shorthand designation to various aspects of the data, which will 

allow the researcher to easily retrieve specific pieces of the data” (Mirriam1998). This is a 

flexible open process that requires every interview transcript to be coded individually.  

Categories were added to the ‘master list’ as they emerged from each transcript.    

 

The data analysis of documents in this study utilised content analysis as a research 

method.   Content analysis in quantitative research, metrically defines units that enables the 

researcher to characterise and compare documents (Manning and Cullum-Swan, 1994 in 

Merriam 1998:160). In qualitative studies the focus of the method is on the analysis of 

words to extract meaning.  

 

Data display is the second element or level in Miles and Huberman's (1994) model of 

qualitative data analysis. Specific techniques of data display include creating matrices of 

information, creating flow charts and tabulating frequency of events.  A data matrix is 
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particularly useful when comparing different target group responses to the same questions. 

Data in this study is not displayed in the form of a data matrix.  In this study, data is 

presented, analysed and interpreted per sample grouping, and is presented as narrative 

text.   

 

The third activity in the process of qualitative analysis is the process of drawing conclusions 

and verifying findings.  In drawing conclusions the researcher steps back from the analysed 

data to consider what it means.    Verification is not only linked to the process of drawing 

conclusions, but is also an indication of the validity of those findings. The findings in this 

research project were verified in two ways.  Firstly, by comparing the data from different 

sample groups with each other and secondly, by comparing interview and questionnaire 

data with data gathered from document analysis.    

 

3.6 RELIABILITY AND VALIDITY   
 

Conducting the investigation in an ethical manner is one of the ways in which validity and 

reliability can be ensured in qualitative research. The question of ethics in qualitative case 

study research revolves around the integrity of the researcher.   The researcher is the 

primary instrument of data collection and analysis.  This has its advantages, but 

unfortunately also some disadvantages like the unethical researcher selecting from the 

available data “virtually anything he/she wishes to illustrate”(Guba and Lincoln, 1989 in 

Merriam, 1998:42).  

 

 Reliability is particularly problematic in the social sciences, since human behaviour is never 

static.  Reliability refers to the extent to which the research findings can be replicated under 

similar conditions.  The traditional notion of reliability is based on the assumption that there 

is a single reality and that a repeated study of the same phenomena should yield similar 

results (Merriam, 1998:205).  Qualitative studies however are based on different 

assumptions about reality.  The aim of the researcher is to understand particular 

phenomena within a specific setting.  Reliability of the data was ensured by recording each 

interview, transcribing each interview into written text and then checking whether the verbal 

recordings matched the written transcriptions.  One example of such a written transcription 

is attached as appendix C. 
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Validity refers to whether the researcher’s interpretation of the data is in fact a true 

reflection of what was discovered.  Ratcliff (1983, in Merriam, 1998:201) aptly refers to the 

researcher as the ‘translator or interpreter’ since ‘data does not speak for itself’.   The 

following strategies ensured reliability and both internal and external validity in the study: 

 

• The researcher declared her own position as project leader of PIL 72 in chapter one 

of this document. It is assumed that the researcher was aware of her biases, theories 

and assumptions throughout the study and guarded against allowing these to 

influence findings.   

 

• The selection criteria for selecting the sample and the social context in which the 

information will be collected were declared in section 3.5.1. and chapter two 

respectively.  

 

• Data was triangulated and verified by seeking various forms of information and using 

various data gathering techniques (i.e. interviews, questionnaires and document 

analysis) from different sources. Data were gathered from a number of role-players 

(i.e. project developers, management team, participants and the external consultant).  

A general questionnaire to the general staff body was used to monitor participant 

responses regarding impact.   

 

• The detailed description of the data will enable other researchers to determine how 

closely their situation matches this study, and by using this study as a departure 

point for comparison. 

 

3.7   CONCLUSION 
 

This chapter discussed the qualitative case study as a research method.  Various aspects 

such as sampling and data gathering techniques were discussed within this research 

orientation.  The following chapter will include a description of the research findings, an 

analysis of the data and a discussion of the results. 
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CHAPTER FOUR: PRESENTATION, ANALYSIS AND INTERPRETATION 
OF FINDINGS 

 
4.1 INTRODUCTION 

 

The data gathered in this research attempts to answer the following three research 

questions: 

 

• Did participation in the TELP project lead to a change in teaching and learning practices 

amongst the participants? 

• To what extent were departmental representatives supported by departmental structures 

in imparting their newly acquired knowledge within their own departmental settings 

thereby expanding the implementation of OBE throughout the institution? 

• Was the chosen training format the most effective way of re-training staff at a tertiary 

institution? 

 

The information was gathered through interviews, questionnaires and an analysis of project 

documents. 

 

In this chapter the information gathered is reported, discussed and presented separately. 

Section 4.2 deals with the responses gathered through the interviews.  Interviews were 

conducted with project proposal developers, project management, the group of five 

educators who received further curriculum training at TSU (also at times referred to as the 

Texas five) and the rest of the project participants. In section 4.3, the findings of the 

questionnaires are dealt with.  Questionnaire information was gathered from the wider 

academic community who did not participate in the project.  In 4.4, the findings of the 

document analysis is discussed and presented. 

 

The researcher conducted forty-five minute interviews after arranging an appropriate time 

with participants.  All interviews were recorded with the permission of the interviewee, and 

transcribed by the researcher.  A sample of such a transcription is included as appendix C.  

All interviews took place at either the Butterworth or East London branch of the ECT.  The 

interview data is presented separately for the different groups.  The responses for the 
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project proposal developers and project management are reported simultaneously followed 

by responses by the external consultant, the project participants and the trainers. 

 

4.2  ANALYSIS OF INTERVIEWS 
 

4.2.1  Project proposal developers and project management 
 

The three people who were interviewed (using the same set of interview questions, see  

appendix A 1) included the two individuals responsible for writing the project proposal and a 

third person as part of the project management team.  The two-member project proposal 

writing team included the head of an academic department and a member of the Rectorate 

at the ECT.  The third interviewee is the director of Staff, Academic Development and 

Research at the institution.  Responses to all questions are reported.  Drastic differences in 

opinion by respondents were highlighted and reported. 

 

Question 1: What were the perceived problems at the ECT at the time when PIL 72 

was written? 

 

The respondents cited different problems.  These included teaching staff lacking elementary 

teaching skills and a lack of accountability amongst academic staff.  The proposal writing 

team felt that the project was written in response to an invitation and an almost certain 

guarantee that the institution would be funded if it produced a funding proposal by the 

required date. 

 

Analysis and Interpretation 

The current director for Staff Development was interviewed in his capacity as part of the 

project management team. He was not employed at the institution at the time of 

development of the proposal.  This was made very clear during the interview. The major 

problems cited by this respondent, was the weakness in teaching skills as explained to him 

at his appointment in his current position.  The respondent indicated that this weakness still 

exists to a large extent. 

 

None of the respondents cited the strategic institutional decision taken in 1996 to improve 

student pass rate as a major reason for the development of the funding proposal.  
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The project development team seemed to have been unaware of this strategic goal.  

Instead, the USAID’s call for funding proposals was emphasised as the main reason for this 

initiative.  

 

Question 2: How do you think PIL 72 addressed these problems?  Do you think it 

was addressed adequately? 
 

One of the respondents acknowledged that the proposal was aiming too high, although the 

proposal developers tried to keep ‘it simple’ initially.  However, on the advice of the TELP 

advisors the scope of the project was expanded hoping that the project implementation 

team would ‘try to attain higher aims’.  Overall, respondents felt that the project 

accomplished more than what was anticipated.  One respondent remarked that ‘the initial 

idea behind PIL 72, the very broad idea, was to get people involved in curriculum 

awareness and Outcomes-based Education’, and that ‘more were attained than what was 

initially in my mind’. 

 

Analysis and interpretation 

All the interviewees felt that the project adequately addressed the perceived problems in 

terms of its objectives.  It was assumed that since this group was intimately involved with 

the project during its conception, they would still be able to recall the initial project 

objectives. The time lapse between the investigation and the actual event, however posed a 

limitation.  It was evident to the researcher that detailed thoughts, feelings and opinions on 

the project were no longer uppermost in the mind of respondents. 

 

Question 3: You decided that a train-the-trainer approach would work best.  Could 

you explain your rationale behind this? 

 

The train-the-trainer approach was felt to  ‘work the best in theory and is the best solution 

for the Technikon’.  A respondent acknowledged that the approach could be more 

successful within departments with better leadership.  

 

Another respondent explained that the decision to use this approach was influenced by 

issues of practicalities, such as who to train, financial considerations and issues of 

sustainability.  The project development team was confident that ‘colleagues would take this 
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forward within their various departments’, but at the same time, were aware of the difficulty 

of the task. It was assumed that the trained staff member would succeed in ‘‘infiltrating’ 

their respective departments’. 

 

Analysis and interpretation 

The proposal developers were senior staff members who were familiar with this context, 

and it is not clear whether they were optimistic in their choice of this model.  The responses 

suggest that the model was chosen because it would allow the allocated funds to be spread 

in the best way possible given the constraints at the institution. 

 

Question 4: The five staff members who returned from TEXAS received no support in 

using their ‘added expertise’ within the ECT context.  Your comments? 

 

All respondents acknowledged that institutional support is lacking, and that the academics 

returning from training did not receive any form of encouragement to train fellow staff 

members. It was felt that the absence of institutional support is a typical institutional 

response to such issues.  The institutional culture of dealing with such things is described 

as ‘we (the institution) tend to ‘sort of’ do the formal, the official things that we (the 

institution) are supposed to do, and then they (staff) are left to their own devices…’ 

 

One of the respondents felt very strongly that both the Texas five and the management of 

the institution should shoulder the accountability and responsibility for the subsequent 

situation.  It was felt that the chosen team were not sent blindly into a new responsibility and 

was  ‘aware of the shortcomings (of the institution), they accepted to receive the training 

and they committed themselves to traveling, learning and implementing the acquired 

knowledge’.  

 

Analysis and interpretation

The responses suggest that the institutional culture of non-support and lack of clear 

management direction is something to be accepted and tolerated.  This makes it imperative 

that the institution has self directed, self-driven and self-motivated staff members who are 

able to drive processes based on their own internal convictions.  The comments seems to 

suggest that the Texas five could still have been successful if they could find alternative  

ways to support their intentions of sharing their knowledge with other staff.    The team 
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consisted of five members spread over the entire institution, they could have used each 

other as support systems.  Furthermore, they were selected by the core-group of 

departmental representatives, which not only suggests that other trainees regarded them as 

capable, but by implication, would have supported them in sharing their knowledge.   

 

Question 5:  Did PIL 72 equip participants with new knowledge and skills to meet the 

challenges brought about by policy changes? 

 

It was felt that ‘people really learnt a lot, became more aware oft OBE education, and learnt 

even more in terms of Curriculum Development’. It is acknowledged that the exposure to 

PIL 72 (in particular, and projects in general) leads to individuals being more marketable, 

subsequently allowing individuals to leave the institution and seek other employment.  

Lastly, it was felt that the project provided opportunity for participants to have contact with 

American colleagues.  This was regarded to be very valuable for the personal development 

of participants. 

 

Analysis and interpretation 

The responses indicate that participants were equipped to some extent to deal with policy 

challenges.  An added benefit from participation is on a personal level.   

 

Question 6: Your comments on project success or failure? What, in your opinion, 

were the reasons for it? 
 

Despite acknowledging the need to have a standard against which one can measure the 

output of this activity, there was reluctance or an inability to either declare the project a 

success or failure.  The impact of the project was described as ‘a positive start’’.  The 

establishment of an office for Curriculum Development was regarded as a one measure of 

success.  It is acknowledged that ‘maybe some people feel that it must have been much 

bigger and broader, definitely, it did not just die there, it definitely grew’.   

 

The only respondent in this group who were willing to outright judge the outcomes of the 

project said, in terms of success or failure, that it was successful because it prepared the 

institution to be ready for the demands brought about by OBE. 
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Analysis and interpretation 

Some of the respondents were reluctant to express an opinion on either success or failure, 

but acknowledged the need for having a standard against which one should measure 

project output.    Instead, the project is seen as having led to other developments.  The one 

respondent who was willing to express a judgement on project’s success declared it 

successful. 

 

4.2.1.1 Summary of findings for project proposal developers and project 

management 

 

The data gathered revealed that: 

 

• PIL 72 was mainly developed in response to a perceived lack of appropriate teaching 

skills amongst teaching staff at the institution and in response to a call by USAID 

under its TELP program to HDI’s to submit funding proposals.  The proposal was not 

developed in response to the 1996 strategic decision to increase the student pass 

rate to 60% in all offerings. 

• The objectives of the project were adequately addressed.  

• The rationale to adopt the train-the-trainer model was influenced by the project 

developers’ attempts to utilise the acquired funds in a way, which would impact the 

wider institution in a quick way.  It was hoped that the training of an institution-wide 

core-group instead of a single department would be more successful in its impact  on 

the wider institution.  The success of the approach depended on finding the right 

individual (in terms of being self-directed and self motivated) to be the champion for 

Curriculum Development within their respective departments. 

• The team who returned from Texas was aware that they would not receive the 

required support from the institution and should have found more creative ways in 

which to deal with the lack of support.  Management is only partly responsible and 

accountable for the fact that the team never shared their acquired knowledge with 

other academic staff at the ECT. 

• The Institutional culture of non-support is seen as something to be accepted and 

tolerated.   

• Project participants benefited personally from their involvement in the project. 
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• Those who participated in the project are more conversant on OBE matters as   

compared to prior to participation. 

• Overall the project was seen to be successful, and led to other initiatives such as the 

development of the Curriculum Development office.   

  

4.2.2  The External Consultant 
 

The schedule of questions (see appendix A 2) was sent to the external consultant via e-

mail.  The external consultant, who is an experienced senior academic at TSU, was 

requested to respond the question and return the responses via the same route.  . 

 

Question 1:Do you think TSU and ECT were well matched  in this project? 

 

The external consultant acknowledges that her knowledge is ‘limited primarily to the 

segment of the project’ on which she worked.  The TSU/ECT match is seen to be a positive 

and productive match based on the fact that the two institutions share many similar 

experiences. The identified similarities which facilitated a common understanding between 

the two institutions were funding and student profile.  Both institutions have a pattern of 

under funding, which means that a large number of students fund their own studies.  Both 

institutions ‘serve two major populations of students--those who are well prepared  and 

those who are under-prepared academically’. 

 

In terms of the two institutions working together to accomplish project goals, she felt that  

‘communication and the quality of interactions between key players in the collaborating 

institutions contributed significantly to accomplishing some of the goals of the project’. 

 

Analyses and interpretation 

This comment must be understood against the background that at the time of this project, 

the ECT has a wider linkage with TSU focusing on other institutional issues.  PIL 72, though 

funded independently from the linkage, was just one of the many activities which took place 

under the linkage agreement between the two institutions. The match was positively 

evaluated in terms of the quality of the communication between key role players responsible 

for implementation as well as the institutional characteristics in terms of student profile.  
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TSU is also a historically black institution (HBI) as the ECT, which further ensured a good 

match. 

 

Question 2: How did TSU benefit from its link with the  ECT? 

 
It was felt that the link with the ECT provided TSU with opportunities to ‘to expand its 

participation in the global education community, beyond its campus, where a large 

international student population is served’. The institution also benefited academically and 

financially from its involvement in the training of ECT staff since ‘the University created a 

specially designed graduate course to provide extended training for a core of the ECT 

faculty persons who participated in the earlier three-day competency-based education 

workshop.  Tuition costs for the course were paid to TSU’. 

 

Some personal benefits are mentioned for ‘a TSU faculty person who had previous 

experience in the education community in East and West Africa’ who ‘had an opportunity to 

broaden a base of knowledge and experience through interaction with the faculty and 

selected leaders at the ECT in South Africa’.  This broadened experience is seen to be 

‘useful information to integrate into graduate courses in the College of Education at Texas 

Southern University. 

 

The broader benefits included the development of professional relationships and friendships 

that  ‘have continued beyond the contractual requirements of the project’.  The expectation 

is expressed that ‘ultimately, these people to people interactions should improve foreign 

policy in our respective countries and make us better neighbours in a world community’. 

 

Analysis and interpretation 

The benefits ranged from the benefits to the university as a whole, to personal benefits for 

those TSU personnel involved with the project.  Primarily, the relationship between the two 

institutions was that of educator and learner.  The American partner gained cultural 

knowledge while the South African partner had the benefit of the knowledge and skill of an 

experienced educator.  It is implied that South African Educators did not contribute to the 

academic discourse but that the experience aided the American partners in the 

development of graduate courses in the College of Education, which is seen to be useful.  
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Question 3:  Did ECT and TSU have a common understanding of what it tried to 

achieve? 

 

The respondent states her uncertainty to whether the two institutions always shared a 

common understanding of the goals of the project.  In retrospect the obstacles and 

difficulties around train-the-trainer approach is highlighted, despite the fact that both 

institutions were in agreement on the chosen approach.  Both institutions under-estimated  

‘how much support the core training team would need in order to be the trainers of others 

on the faculty in their home institutions’.  The model is seen to be unrealistic because the 

core faculty team ‘had widely differing backgrounds of experience in teaching and 

Curriculum Development’.  

 

It is acknowledged that the training of the Texas five did not include a section, which would 

prepare them for the task ahead.  The training primarily focused on ‘classroom instruction 

and field experience in the Houston area schools to get a true picture of how individualised 

instruction is designed and implemented in real world settings in schools’.   

 

Analysis and interpretation 

OBE is not used as the official teaching philosophy in the state of Texas.  The state 

advocates the equivalent, referred to as the ‘Individualised- Instruction’ or  ‘Learner- 

Centered’ approach.  Although this approach differs from OBE, there are many similarities. 

It is not sure if this is cause for the uncertainty expressed by the respondent.  It is believed 

that these feelings of uncertainty are based on failed training attempts (or rather no 

attempts by the majority of the trainers) to train their colleagues.  This is not something TSU 

can be held responsible for as they delivered what was requested from them. 

 

Question 4: Were the two institutions full/equal partners in the process? 

 

It was felt that the two institutions were full partners since the work was equally shared 

amongst the two institutions.  ‘It was the South African team who established what the 

Faculty and Technikon’s  institutional  needs were.  This information was based on a formal 

needs assessment’ which ‘informed our work’. 
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Analysis and interpretation 

The two institutions were full partners in the process.  

 

Question 5:  I am not sure if you have seen the project proposal, but if you did, 

please comment on whether it was thought through in terms of content, focus, 

purpose and criteria. 
 

The respondent indicated that she had adequate knowledge of the project proposal.  This 

knowledge was gained from her own reading of the project proposal and the verbal and 

electronic communication between herself and the project leaders at the ECT and TSU.  

Additional reasons for why the train-the-trainer model was not successful were stated.  

These were: 

• the inadequate time available for the trainers to assimilate the content of the course 

before they were expected to share this knowledge back at the  ECT; 

• the unrealistic expectation given the differences in background and experience  amongst 

the team to make the leap from acquiring new knowledge to applying it in their 

departmental settings; 

• the lack of systematic support for the team as trainers back at the ECT; and 

• the fact that the ECT failed to release the team for at least one semester from their 

normal duty  to develop resources to conduct training. 

 

Analysis and interpretation 

The success of the train-the-trainer model was central to this project.  This understanding 

comes clearly from the responses the external consultant offered in response to the 

question.  The response implies that this was one aspect the project developers and 

implementation team did not sufficiently attend to.   

 

Question 6:  Please comment on the format in which the professional development 

work sessions (in particular the one presented by yourself) were presented.  Most of 

the workshops were delivered in this format. 

 

 It was emphasised that ‘one shot workshops are ineffective’.  However, this project 

intended to offer additional professional development through additional workshops, 
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enrollment of a core training team in a graduate course and subsequent training for the 

broader faculty using the  ‘train the trainer’ model.  

 

Analysis and interpretation 

The external consultant conducted the first three-day workshop at the start of the project.  

She also designed and facilitated the learning program of the Texas five during their twenty-

five day course at the TSU.  Her comment indicates an awareness of the workshop-halo 

effect, however, PIL 72 did not consist of one-shot workshops.  The same group of 

participants was invited to a series of six training activities.  The question was designed to 

determine if the consultant was aware of alternative delivery modes of professional 

development at tertiary institutions.  She preferred to limit her comments to the approaches 

used in this project.  

 

Question 7. Please comment on project success or failure.  Substantiate your 

comments. 

 
The consultant indicated that ‘there were some significant successes associated with the 

project’. but that ‘there were areas where we did not reach some of the proposed 

outcomes’. She felt that her responses to questions one , four and five also provided an 

answer to this question and she had ‘no additional statements in this regard’. 

 

Analysis and Interpretation 

The response to this question did not address the issue of project success or failure clearly.  

Questions one and four explored the working relationship between the two institutions for 

the duration of the project.  Question five dealt with aspects of the project such as content, 

focus, purpose and criteria.  The responses to this question is an indication of the 

respondent’s opinion on the factors preventing the team of five staff members to act as 

trainers to their peers on their return.   

 

4.2.2.1 Summary of findings:  external consultant 

 

The comments by the respondent indicated careful reflection.  The findings were as follows: 

 

• The two institutions were well matched because of similarities and commonalities.   
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• The listed benefits for TSU ranges from the benefits to the university as a whole, to 

personal benefits for those TSU personnel involved with the project. 

• The two institutions did not always have a common understanding of what it tried to 

achieve. 

• In retrospect, the train-the-trainer approach was not successful to ensure project 

sustainability for a number for reasons. 

• The two institutions were equal partners in the process i.e. regarding the amount of 

effort invested in the exercise 

• The training of the Texas five did not include aspects on how to function without 

institutional support but focused on techniques of individualised instruction. 

• ‘One-shot-workshops’ are not successful. 

 
4.2.3 Project participants 

 

Twelve participants were selected for inclusion in the sample. All attempts were made from 

the researcher’s side to meet with all twelve participants, however in the end the researcher 

could only successfully interview nine members from the group.  Five members of the group 

were female educators and four were male.  The group was representative of the 

departments of Fashion (2), Mathematics (1), Civil Engineering (1), Law (1), Electrical 

Engineering (1), Communications and Languages (1),  Education (1) and Secretarial 

Studies(1).  Two members of the group have a formal teaching qualification.  The rest of the 

group joined the ECT either from being employed in their professional field or straight after 

the completion of their own studies. Four members of the group are currently Heads of 

Department, two are senior lecturers and the rest are lecturing staff.  All interviews took 

place with the participant’s permission to record it, at a time convenient to the participant 

and primarily at the office of either the participant or the researcher.  The interview 

questions is attached as appendix A 3. 
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Question 1: How were you selected to become part of PIL 72? 
 
Responses to the question ranged from ‘I could not say I don’t want to go, so I had to go ‘ to  

‘I volunteered’. Three respondents indicated that their inclusion into the project was in 

response to an invitation from the project office for departmental representatives.  One  

respondent indicated that he became a part of the project because ‘all the guys were tied 

up’. One respondent automatically became part of training because of his position as HOD.  

The remaining three respondents did not have their inclusion discussed with them, they 

came to training because they were told to do so. 

 

Analysis and interpretation 

The review of project correspondence to departments indicated that departments were 

requested to identify one participant who would represent them at workshops.  The project 

office (although it was not indicated) assumed that this person would hold some status 

within the department (i.e. seniority, or program-leader) that would influence their 

subsequent task of sharing their knowledge.  Responses indicated that no criteria (known to 

them) were used to select the individual staff member who would be attending training 

activities. Those who were sent to the training activities were just informed by their 

respective Heads of Department with no proper briefing to attend the training workshops, 

especially in cases where they were junior staff members.  This is evident from responses 

that the individual was not very sure how he/she became part of the core-team. 

 
Question 2: What were your expectations of the TELP project at the start of it? 

 

The responses to this question were varied.  Three respondents indicated that they had no 

or very little expectations for their involvement with the project.  These responses mainly 

came from more junior staff members. ‘ it was during  my first year at the Tech, within the  

first few months.   I was not interested in it, I just had to go, I could not say I don’t want to 

go, so I had to go’.  

 

More substantial responses to the question are given below: 
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‘ I’ve sort of expected to learn a whole lot of new things, not knowing exactly what it would 

be.  I don’t think we really knew, I understood that it was going to be a long-term activity, 

more like that’. 

 

‘At that point one was of the view, because the higher education scenario was in transition, 

that the program would address issues of the changing educational landscape, general 

transformation issues in higher education and especially academic issues’. 

 

‘Since we, some of us as academics, are not trained as teachers, I thought it’s a good 

opportunity for us to at least you know…know the basics on how to approach a subject in 

class in terms of OBE’.  

 

Senior staff members with professional teacher qualifications expected that the training 

would address OBE aspects.  ‘I was expecting teaching and learning strategies to be 

explored, some assessment techniques and methods to be looked into, also program 

design, because I was new to the Technikon environment’. 

 

Analysis and interpretation 

The expectations of project participants were not determined at the start of the project, 

therefore, the researcher is not sure whether their exposure/contact with what subsequently 

followed, is clouding their responses.  If their response is a true reflection of their 

expectation then one would have to conclude that the project goals were shared by some 

heads of departments with participants prior to their training since document analysis 

indicated that this information was communicated to departments through regular 

correspondence from the project office.  Only two from this group indicated that they either 

had no expectations or just ‘tagged along’. 

 

Question 3: What is  your  philosophy about teaching and learning? 

 
The majority of respondents indicated that their philosophy of teaching comes from their 

own experiences as learners.  They have modeled their own teaching styles on the way in 

which they were taught.  One respondent described teaching as ‘a dynamic exercise’.  

Those respondents without formal teaching qualifications expressed their uncertainty at 

‘finding yourself in front of class, wondering if you are doing the right thing, having the right 
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approach . One respondent described his philosophy as ‘just reading from the textbook and 

the study guide’.  The more experienced staff members in the group indicated an 

understanding that the learner is central in the learning process. ‘When we started, my 

understanding was the fact that, we were moving from emphasising from what a teacher 

was going to do in class and looking more into what the learner will do and what the learner 

will be able to do and evidence of them having learnt’.  One response indicated that the 

nature of the subject matter influence how content is presented, ‘What I did in my own 

class, is to see to it that whatever I do be practical,’.  The same respondents’ response 

indicated that  her choice of teaching approach is wider than just transferring the knowledge 

‘ I want to make it a point that they understand they are just not pure secretaries, they can 

apply whatever skill that we give them in their own small little business, that they can start 

off with things like photocopying, like faxing…’ 

 

Analysis and interpretation 

The younger and more inexperienced staff member reported that they fell back on what was 

modeled to them when they were still students.  Older, more experienced indicated a 

deeper understanding of their philosophy on teaching and learning.  The responses indicate 

that the educator’s philosophy on teaching and learning is tied up with that educator’s view 

of the purpose of education and the nature of the content to be taught.  One respondent in 

particular indicated that her methods of transferring content knowledge must make it 

possible for her students to see the possibilities in starting their own little business.   
 

Question 4: What was your understanding of OBE at the time? 

 
The majority of respondents indicated little or no knowledge of OBE at the start of the 

project.  One member of the group, prior to her involvement in this project was part of 

another activity with her previous employer, where she was exposed to OBE.  She was the 

only respondent who indicated more than surface knowledge of OBE.   

 

Analysis and interpretation 

The younger more inexperienced educators seemed to have known less of OBE in 1999.  

Older more experienced staff who had been in education before the start of the project 

indicated limited knowledge. 
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Question 5: Were you familiar with the aims of PIL 72? 

 
Six of the respondents indicated that they were not aware of what the aims of the project 

were. One respondent was ‘under the impression that it would be on Curriculum 

Development’.  One respondent indicated that he believed that he thought it would be on 

‘academic development’ but that he was not really sure of that.   

 

 

Analysis and interpretation 

The majority of respondents claimed to have had no knowledge of the aims of the project.  

This claim is not supported by a previous question regarding expectations.  The analysis of 

project documents indicated that the aims of the project were communicated at every 

possible opportunity.  Prior to the first workshop, participants were also requested to sign a 

letter in which their commitment to the project and the aims of the project were indicated.  

One can only assume that time lapse caused respondents to forget the initial aims of the 

project.    

 

Question 6: Please comment on project format and content. 

 
Respondents indicated that the chosen format (training workshops) was effective because  

‘we (the lecturers) learnt a lot, if you are in a workshop for example, you know you hear that 

you must do this and that and you go to the classroom and you try to apply that, so I learnt 

a lot from those workshops’.  Respondents described workshops as ‘useful’.  One 

respondent felt it was good orientation to ‘the Technikon way of doing things’. The training 

workshops were effective in providing participants with teaching skills as is evident in this 

comment, ‘ it helped me a lot because after that I had an idea what is expected of me when 

I stand in front of the class’. 

 

 A number of the respondents indicated that despite the effectiveness of the training format, 

it lacked proper follow-up, ‘It was effective but the only bad part about it was perhaps that 

there was no follow-ups to make sure that it was well implemented in the departments’.  

Respondents indicated that it was not clear to them whether they were expected to share 

the knowledge with their colleagues in a formal manner, but that knowledge sharing 
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happened more informally.  One example of informal knowledge sharing was when 

knowledge was shared as in the development of a learning guide. 

 

One respondent who particularly commented on the lack of follow-up activities by the team 

who returned from TSU said, ‘there was just no continuity, you know feedback and 

monitoring ‘. 

 

Two of the comments indicated that the amount of content covered was a bit much to 

handle, and that it would have been dealt with better over a longer period of time.  ‘You get 

given so much and you absorb what is relevant to you’ and ‘so I think it was very good 

giving us all of that, it might have been like if it was over a longer period, or if we had time to 

absorb…’.   

 

The final comment on content and format suggested that participants needed to see the 

process through in order to get the full benefit from it.  ‘As a participant we did not always 

understand how they linked but once you were through the whole process you could see 

the bigger picture’. 

  

Analysis and interpretation 

Participants had no input into the chosen format or content of the training workshops.  This 

decision was jointly determined by the project objectives, the findings of the Skills Audit and 

the input from the project management team.   

 

The reaction from respondents were mixed.  For most the content and format was 

acceptable.  At least two of the respondents reported being overwhelmed by the amount of 

information they had to digest.  This suggests that continuing professional course designers 

have to present content in smaller chunks, with more time for respondents to both absorb 

and try out the ‘new’ knowledge. This seems to suggest that behaviour modification only 

happens over time. It would take an individual a while to assimilate the new behaviour 

pattern into his/her way of doing things.   

 

Respondents indicated that a major flaw in the design was the fact that there were no 

monitoring and follow-up activities that followed training activities.  
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Question 7:  Comment on your role in your department and whether you were 

perceived differently because of your participation in the project? 

 
All respondents indicated that their involvement in the project did not change either their 

role or their status in their respective departments.  None of them were at any stage 

expected to ‘change anything, or contribute anything or share anything’. 

 

Analysis and interpretation 

The responses here are consistent with responses from the management and proposal 

development team (see 4.2.1) that stated that the institution has an institutional culture of 

non-support and lack of clear management direction.  Similar sentiments were echoed by 

the external consultant (see 4.2.2) and the trainers (see 4.2.4).  In this case, the lack of 

management direction is also present at the middle management or Head of Department 

(HOD) level. 

 

Question 8: Are you regarded as the OBE expert in your department? 
 

Respondents were not regarded by their colleagues as having expert knowledge on OBE 

and neither did they regard themselves as such.  ‘No, I do not know how to be the expert’.  

Respondents only evaluate their professional training as worthwhile, and not any teaching 

experience and knowledge acquired.  ‘We’ve got the same background in terms of training, 

it’s a new phenomena to us all together’.  

 

The case of the department of Communication and Languages is unique in the sense that 

the majority of this department who participated as trainees in the project are trained 

teachers.  The success experienced in this department is ascribed to the fact that almost all 

members have a formal teaching qualification which helps them to do ‘things in our 

department differently’. 

 

One respondent who has a senior role within her department expressed her willingness to 

assist colleagues by saying that, ‘I don’t want to say they can never come to me though I’m 

not an OBE expert but I can give it a shot, I can stand up and say I can help’. Another 

senior member of a department felt that the responsibility to create an enabling environment 

for training rest partly with department heads by making time available for such sessions.   
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Analysis and interpretation 

Departments failed to use the individual trainee’s added knowledge and expertise to enrich 

departmental skills.  The individual trainee indicated little confidence in sharing or using the 

knowledge acquired during training.  They were reluctant to regard themselves as having 

expert knowledge with regard to OBE-related teaching techniques.  This indicates that 

training workshops failed to empower participants with regard to their professional role at 

the institution.  This is not consistent with the opinion by the project development and 

management team (see 4.2.1) and the trainers (see 4.2.4) that participation in the project 

resulted in some professional development with regard to teaching and learning. 

 

Question 9:  What type of support have you received from your HOD in implementing 

OBE within your department? 

 
Respondents indicated receiving no opposition from their HOD’s to attend the training 

sessions. One respondent who currently holds this position within her department described 

her own actions to facilitate the implementation of effective teaching methods as 

encouraging teamwork amongst lecturers in developing learner guides and setting 

examination papers.  She indicated that not all staff is at the same level of readiness to 

embrace change, ‘we find that there are lecturers who are negotiating the change already, 

and embracing it, and there are those who do not even know that they should be changing’. 

 

Analysis and interpretation 

HOD’s did not prevent individuals from attending training (which suggest support for the 

individual) yet at the same time failed to use the trainee ‘new’ knowledge to the advantage 

of the department. This is consistent with the opinion by the member of the project 

management team (see 4.2.1) that leadership at the institution readily comply with formal 

request but do not commit to it after the compliance stage.   A few respondents indicated 

that they were requested to share their knowledge with the development of learner guides, 

but not with regard to such aspects as teaching methodology.   The learner guide is the one 

document which is scrutinised by accreditation bodies, and used as evidence that a 

department has transformed or changed their teaching practices.  This suggests that only 

the information most urgent to a department’s needs (such as re-writing of learner guides 

for an accreditation visit) was used. Changes, therefore seems to be somewhat superficial 

and merely cosmetic. 
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Those participants who were HOD’s reported that they do encourage staff members to work 

in an OBE-related manner (i.e. group preparation). The responses indicated that the 

preferred teaching method is dependant on the nature of the content matter they teach. 

 

Question 10: Your comments on project success or failure. 

 
Overall the respondents regarded the project as being successful.  Respondents reported 

that they ‘learnt something from that project’, that ‘it served to reinforce some of the things I 

had learnt already’,  and that it was ‘ worth it, worth the try’. 

 

 It was suggested that future projects of this nature should make provision for  ‘a follow-up’.  

This was explained to be some form of an evaluation of the lecturer concerned which would 

require students’ evaluation of the lecturer.  The only respondent who felt that the project 

was not successful commented that the ‘success lies with individuals, I don’t believe there 

is any evidence’. With regard to how successful the project knowledge filtered down to the 

wider academic corps, respondents indicated that they were unsure about this. 

 

Analysis and interpretation 

The majority of respondents regarded the project as having been successful. Two of the 

respondents linked project success to the cascading of knowledge to the wider institution. It 

was felt that the core-team was unable to transfer the benefits of training to the rest of the 

academic staff at the institution and therefore the project cannot be regarded as successful.   

 
Question 11: Any other comments  
 

Additional comments were made on the role and functions of the Staff Development 

Department in facilitating training both inside and outside the institution.  The role of the 

department was described as assisting staff who wanted to attend conferences.  It was felt 

that that the department had to do become more visible by marketing their product to staff.  

In terms of training needs, respondents indicated that the department ought to facilitate 

provision for training on topics such as presentation skills and PowerPoint (a computer-

based program). The Staff Development Department should also embark on the training of 

junior staff members.  Respondents felt that in  ‘this area, teaching and learning styles as 
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well as methods are very critical because if you don’t use proper measures to teach 

students, you kill your students and that becomes glaring and very clear at the exit level’. 

 

Suggestions were made as to how the department can build feedback systems into its 

operation.  It was felt that clear guidelines with regard to follow up activities must be 

‘negotiated with the participants as to how they can transfer the information to their 

colleagues’.  It was felt that unless departments who release staff to attend training expect 

the returned staff member to ‘submit anything to show that it has happened it will not 

happen, they will not do it’.  Respondents suggested that the Staff Development 

Department should require evidence from the participant that departmental training took 

place. Respondents were not sure what would be regarded as evidence and how it would 

be used  to benefit  the person who conducted the training.   

 

Respondents felt that it is important to conduct regular training activities.  The reasons for 

this were indicated as individuals ‘easily become used to their way of doing things ‘ and that 

there is a need for  ‘some kind of wake-up call’ which will force academic staff to revisit their 

methodology. 

 

Analysis and interpretation 

All respondents indicated that more training is needed within departments.  It is the duty of  

the department of staff development to facilitate this training, facilitate the process of staff to 

attend conferences, advertise their products in a more visible way, and have ongoing 

training to bring young staff members on par with existing staff members. 

 

4.2.3.1 Summary of findings:  project participants 

 
From the interviews conducted with a sample of project participants the following were 

found: 

• Respondents were not aware of the application of any special criteria, which led to their 

inclusion. 

• The majority of junior staff members were not sure what they would learn from their 

involvement with the project.  Senior staff had some idea what they would gain from 

their involvement. 
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• Junior staff members modeled their teaching behaviour on how they were taught.  

Participants’ teaching styles depended on the nature of the content area they taught.  

Senior staff members with teaching qualifications and experience had a deeper 

understanding of their own teaching philosophy. 

• Junior staff had little or no knowledge of OBE at the start of the project.  Senior more 

experienced staff members had knowledge of OBE because of their own exposure to 

the system outside the Technikon environment. 

• HOD’s did not prevent participants from attending training, but have not made use of the 

added knowledge of participants.  Only one HOD who has been part of the project is 

actively encouraging the implementation of OBE within her department. 

• Their respective departments did not support participants to share their knowledge. 

• The training workshops were effective but lacked follow-up to be more effective. 

• Participant’s role within their own departments has not changed after their involvement 

with the project. 

• Participants are not regarded as OBE experts by either their departments or by 

themselves. 

• Respondent were not familiar with the aims of PIL 72. 

• The project is regarded as successful, but lacked monitoring and follow-up mechanisms. 

• The department of staff development should play a bigger role in providing and 

facilitating training activities at the ECT. 

 

4.2.4 Trainers 
 

Four out of the five individuals, who received advanced training from TSU, were 

interviewed.  The fifth trainer was not available at the time that the information was 

gathered. Out of the four trainers, the two males have professional teaching qualifications.  

The other two, female, do not have professional teaching qualifications.  In 2000, when this 

group where chosen to attend intensive curriculum training at TSU, they represented the 

departments of Mechanical Engineering, Information Technology, Communication and 

Languages, Food & Beverage Management and Management Studies. In 2004 three 

members of the group are no longer teaching within these academic departments.  Their 

current work is more of an administrative nature.   The interview questions is attached as 

appendix A 4. 
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Question 1: Do you think TSU was the right match for the ECT? 

 

Two of the respondents felt that  ‘TSU is a different institution from the ECT.   Its make-up 

and people are different. Taking this into account, I do think that the two institutions are 

compatible.  The people we work with at TSU under the project fitted in with us’ and there 

are ‘a lot of commonalities between us and them so they did understand our situation here 

at the ECT’. 

 

Two of respondents felt that it was a good match but some things were not completely 

satisfactory.  One respondent’s reflections on the content of the course attended at TSU 

indicated that the application of the course content was at ‘kindergarten level and  not at 

tertiary level’  and that much time was taken in ‘trying to convert what we got from there and 

then fit it into the higher level’.  

 

Analysis and interpretation 

Respondents were divided whether TSU was an appropriate match or partner to the ECT 

on this project.  They acknowledged that the two institutions were different in make-up and 

people, but that there were commonalities.   One respondent commented that if TSU were 

in South Africa, they would also be classified as an HDI.   It was acknowledged that there 

were some obstacles at an administrative level with how the agreement and the linkage 

was managed, but that at the level on which these four individuals interacted with TSU 

personnel, they felt comfortable with the match.  The trainer who commented on the linkage 

at a wider level was subsequently involved with TELP activities outside the Curriculum 

Development context as well.   

 

Question 2: How did you benefit from undergoing the training? 

 

All respondents reported that they benefited from the experience in positive ways.  One 

respondent described it as a ‘worthwhile experience’.  Respondents felt that their exposure 

to this training led to their own growth and that they were inspired by the experience.  ‘I 

think part of the Curriculum Development project is the fact that  I saw myself growing and 

the way I was inspired by the whole thing. I wanted to move forward and I wanted to see 
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things better and that would mean my life would also improve’.  Respondents felt that 

professionally the training impacted on ‘individual learning strategies, knowledge and skills’.   

 

Analysis and interpretation 

All the respondents agreed that they benefited from participating in the advanced training 

offered by TSU.  The benefits at the professional level included the re-evaluation of 

teaching methods and strategies, exposure in terms of knowledge, interaction with other  

students, mentorship, understanding  Curriculum Development, student involvement ‘in 

another way’ and the benefits from observing how things are done differently elsewhere in 

the world.  On a personal level, respondents benefited from experiencing another culture  

and traveling internationally. 

 

Question 3:  Describe your role within your department prior to your involvement 

with this Curriculum Development program. 
 

Respondents reported that they were ordinary lecturers at the time they became a part of 

the project.   

 

Question 4:  Was there any change in how you were perceived within your 

department  after you study tour to TSU? 

 

Respondents reported that there was no change in the way in which they were perceived in 

their departments on their return.  They were not asked to share their knowledge with their 

colleagues.  They were not asked to embark on departmental training. They were not 

perceived to be the OBE expert.  Their colleagues did not use them as a teaching resource.  

All reported that they have received no support from their departments to share their ‘new’ 

knowledge. 

 

Analysis and interpretation 

This is consistent with what was reported by the project participants previously( see 4.2.3). 

Departments were not interested in tapping into the added knowledge that was brought 

back by the group.  
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Question 5:  How could the ECT have used your expertise more effectively? 

 

Respondents reported that on their return, management showed no interest in using their 

knowledge.  ‘There was no support from management.  We held a report-back meeting.  

The Deans sent other people to represent them and I am not even sure if the Vice-Rector 

Academic turned up for the meeting’. Respondents felt that they would have been able to   

‘to mobilise other staff members and run some workshops on Curriculum Development’ if 

they received support from management.   They would have used their expertise to ‘drive 

some workshops trying to train other people’.  It was felt that the process should have been 

more strongly determined by the academic leadership at the institution.  ‘I think the Vice-

Rector Academic is the person who is responsible, so it has to flow from the top to the 

HOD, so that we know that we have to report to the HOD’s, and they have to report to the 

Vice-Rector Academic.  

 

Only one of the respondents reported that he conducted formal training on his return.  

‘Despite these obstacles, I persisted on my own, and at the end of 2002 I conducted some 

training in the department’. One respondent remarked that the team submitted a report to 

management in which certain recommendations regarding Curriculum Development were 

made.  He expressed his doubts whether the report received the necessary attention.   

 

Analysis and interpretation 

Respondents unanimously agreed that their newly acquired knowledge was not used in any 

way despite them making suggestions how it could be done on their return.  The returned 

trainers were expected to ‘mobilise’ other staff members by running some workshops on 

Curriculum Development. One respondent felt that management is responsible for the state 

of affairs by not having a policy in place, which would have made it compulsory for HOD’s to 

expect a report back from them.   

 

An analysis of the recommendations (section 4.4.3)  made in this report ( report attached as 

Appendix D) indicate that it was not written in the form of an action plan and still required 

substantial input from the academic leadership at the institution. 
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Question 6:  What training did you conduct on your return from TSU? 

 

One trainer initiated and facilitated (together with the department of staff development) a 

three-day formal training workshop within his department.  Two of the respondents reported 

that they have not conducted any formal training but that their colleagues used them 

informally.  

 

One respondent indicated that he uses his training in ways not anticipated by the project.  

This respondent has since become the project leader for student academic development at 

the ECT.  The knowledge gained as part of the Curriculum Development project is used to 

coach new staff members, and in the training of mentors under the student academic 

development project. 

 

Analysis and interpretation 

From the responses it is clear that some form of knowledge transfer took place, granted that 

it was in a very informal way such as coaching in some cases.  Only one trainer conducted 

‘formal’ curriculum training workshops in his department, one trainer conducted the training 

in his ‘new’ capacity while training facilitators for the student academic support program.  

The rest of the trainers either had informal discussions or provided some guidance to 

colleagues. 

 

Question 7:  What are your comments on project impact? 

 

The majority of respondents regarded the project as successful to a certain extent.  One 

respondent felt it could not be said it failed because objectives were met at the time, yet it 

can also not be declared a success because only a handful of people benefited from the 

training and the Texas five was unable to train colleagues.   

 

Two of the respondents felt that there was a ‘tremendous impact’ on an individual level and 

organisational level as far as they because  ‘other people at the institution also received 

very positive impact from the exposure to the workshops’. 
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Analysis and interpretation 

The project is regarded to have had an impact on various levels.  Project impact on a 

personal or individual level was reported to be significant for all the respondents.  Trainers 

reported that they made changes to their own teaching techniques, that they tried the 

student-centred approach in their classrooms and that students started working together in 

groups.  They reported a greater awareness of the issues that impact on curriculum and 

student learning.   

 

At the program or department level, one trainer reported that during a faculty meeting he 

enquired from faculty members on the faculty’s progress in re-writing learning guides in the 

OBE format.  The dean of this faculty assured him that he was satisfied with their progress 

and that they were meeting the SAQA requirements.  According to this trainer, this is an 

indication that the project had a positive impact at departmental level. 

 

The evidence of impact at the organisational level is the establishment of the office of 

Curriculum Development.  One trainer remarked that ‘at least now we’ve got a structure in 

place which can assist and deliver and drive issues of Curriculum Development’. 

 

Question 8:  Is there anything else you would like to add? 
 

All respondents expressed their frustration at the lack of academic leadership in one-way or 

the other.  It was felt that ‘the people in the trenches are demoralised’ because ‘only those 

at the top are taking joy-ride trips and no-one hears about it again’.  As long as the 

commitment of academic leadership is questioned, the institution will not change in a 

positive way.  

 

It was felt that exposure to professional development activities motivate staff yet it is the 

responsibility of academic leadership to create an enabling environment for successful 

implementation of new knowledge.  The institution being understaffed also hampers 

change. 

 

One respondent felt that Curriculum Development should become a central focus for all 

academics at the institution and not only be regarded as the responsibility of one office.  

HOD’s ought to champion the Curriculum Development causes within their departments.   
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Analysis and interpretation  

The comments indicate that the institution has a number of challenges to deal with.  Staff is 

de-motivated because those in management seem to enjoy all the benefits offered by their 

position but without any accountability to the other stakeholders.  

 

Despite the fact that the project was seen as successful, there are other factors which 

hampers the institution-wide implementation of OBE, such as big classes, understaffing, the 

failure of management to harness and utilise the enthusiasm of staff who returned from 

training and the lack of follow-up and monitoring systems for staff who participate in 

training.  The perception that Curriculum Development is the responsibility of the person 

employed in that capacity and not every academic is an indication of lack of academic 

leadership and vision.   

 
4.2.4.1 Summary of findings: trainers 

 

• TSU was generally regarded as an appropriate match for the ECT on this project. 

• Trainers benefited personally and professionally from their exposure to training. 

• There was no change in the roles for the trainers after their return from training. 

• Trainers made recommendations in an official report on how they could be used to train 

colleagues. 

• Trainers were willing to conduct training workshops for colleagues. 

• The process of knowledge transfer would have been more successful if it was driven by 

the academic leadership at the institution. 

• One trainer conducted a formal training workshop with his department. 

• Other trainers shared their knowledge in less formal ways. 

• The project had an impact at the individual, program and institutional level. 

• The academic staff at ECT is demoralised for a number of reasons. 

• The institution does not offer the individual an enabling environment to try out ‘new’ 

knowledge. 

• There is a lack of academic leadership at the institution. 
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4.3 ANALYSIS OF QUESTIONNAIRE RESULT 
 

This information was gathered from twenty-six academics at the ECT who did not 

participate in the TELP project. Questionnaires were administered at staff development 

training activities. The information was collected before the start of the training sessions.  

The data indicated that mostly young inexperienced staff members were sent to the 

sessions.  The questionnaire is attached as appendix A 5. The table below reflects the 

faculty, departments and campuses at which respondents are working.   

 

Table 4.1:  Location of respondent in terms of faculty, department and campus 
FACULTY DEPARTMENT NUMBER OF 

RESPONDENTS 
CAMPUS 

Applied Technology Commerce 1 Umtata 

 Adult Education 1 Umtata 

 Food and Beverage 1 Umtata 

 Technical Education 1 Umtata 

Business Sciences Accounting (2 respondents) 2 Umtata 

 Language and Communications 1 Umtata 

 Management Studies (5 respondents) 5 Umtata 

 Office Management and Technology 1 Umtata 

Business Sciences Accounting (4 respondents)  4 Queenstown 

 Management Studies (2 respondents) 2 Queenstown 

 Commerce 2 Queenstown 

 Administration 1 Queenstown 

Engineering Electrical Engineering 1 East London 

 Mechanical Engineering 1 East London 

 Civil Engineering (2 respondents) 1 East London 

 Construction Man. & Quant. Surveying 1 East London 

TOTAL NUMBER OF RESPONDENT:                                  26 

 

A summary of responses to each question is given below. 

 

Question 1: Have you been involved in training? If not provide reasons why you have 

not been involved in training? 

 
The majority of respondents (seventeen) indicated that they have not attended or 

completed any staff development training programs. Reasons for not being involved in 
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training included being newly appointed, and the fact that the respondent was not aware of 

any ongoing training.   

 

Question 2: Has there been a change in the way you teach your course since the 

introduction of Outcomes-based Education? 

 

The researcher wanted to determine whether the introduction of OBE prompted the 

respondent to change or modify his/her existing teaching approach.  Fourteen (14) 

respondents indicated that they have changed their teaching approach since the 

introduction of OBE; ten (10) indicated no change and two (2) did not respond to this 

question. 

 

Question 3: Explain how your teaching has been changed since the introduction of 

OBE? 

 

The fourteen (14) respondents who indicated a change in their teaching approach since the 

introduction of OBE, stated the following as ways in which they changed: 

• Start with objectives at the beginning of lesson. 

• Is more aware of the student’s prior learning. 

• Encourage students to be active participants in their own learning process. 

• Used group work and independent learning. 

• Change from a lecture-centred to student-centred approach. 

• Change own teaching to be more collaborative, innovative and to encourage maximum 

student participation. 

• Use computer-aid in the classroom. 

• Adapt own teaching methods due to obstacles and restraints at the ECT. 

• Use OBE methodologies. 

• Create conducive environment for teaching and learning. 

• Is more practical in the classroom  

• Use demonstration in the classroom. 
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The ten (10), who have not changed their teaching methodology, consistently stated that 

they still teach in the way they have been taught.  They site heavy workloads as the reason 

why OBE teaching methodologies cannot be implemented. 

 

Question 4: Why did you change the way in which you teach? 

 

Reasons given for the change in teaching methodology included the fact that the 

respondent has read OBE literature, and the fact that he/she observed that the alternative 

approach has lead to improved student performance, motivation and confidence. 

 

Question 5:  Have you and/or your department re-written your learner guides into an 

OBE format? 

 

Fourteen (14) respondents indicated that learner guides had been rewritten; ten (10) 

indicated that it had not taken place, and two (2) did not respond to the question. 

 

Question 6: Have you and/or your department changed your approach to 

assessment?  If yes explain? 

 

Nine (9) respondents indicated that they or their department have changed their approach 

to assessment, ten (10) reported no change and five (5) did not respond to the question. 

 

The majority of the respondents indicated that they were not aware if their departments 

changed assessment practices.  These types of responses typically came from respondents 

who were recently appointed.  They have not been part of their respective departments 

before the introduction of Outcomes-based Education. 

 

4.3.1 Summary of findings for questionnaire 
 

• The majority of respondents have not been involved in any previous training. Those 

who did not change their teaching approaches cited a heavy workload as the reason 

for it.   
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• Respondents indicated that the changed approach is due to their exposure to OBE 

literature and the fact that a changed approach had proven to bring more positive 

results. 

• The majority of respondents indicated that learner guides were rewritten in the 

required OBE format.   

• The majority of respondents indicated that departments have not changed their 

approach to assessment.  This could be due to the fact that many of them were not 

aware of any changes. The reasons given for this include either being newly 

appointed or not being aware of the training sessions. 

• The majority of respondents indicated a change in their own teaching methods.  The 

changes they have made to their approaches include a more student-centred 

approach, the use of group work and teaching aids.  

 

4.4 DOCUMENT ANALYSIS 
 

4.4.1 Report by the Texas five 
 

The recommendations section in the report is attached as appendix D.   In this document, 

the trainers formally state their commitment to the institution with regard to training. The five 

individuals who undertook the 25-day study tour to TSU collaboratively compiled the report.  

It outlines the purpose of their visit, a day-by-day account of main activities during this 

period, a description of the training program, and recommendations for the ECT based on 

their own experiences.  This document was tabled during a special report-back session with 

management, and officially submitted to the project management team on the 30th October 

2000.  The group addressed the wider academic community on the content of the report at 

the end-of-project certificate function. 

 

The recommendations addressed two issues. The first category of recommendations 

referred to the Curriculum Development project, i.e. PIL 72.  The second category outlined 

the implications of the TSU visit and subsequent training of the team of five on the overall 

strategy of the institution. 
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Under Curriculum Development, the team suggests that a number of workshops be planned 

for the core team where the Texas Five will share their newly acquired knowledge. The 

team reported commonalities between OBE and the system used in Texas called TEKS.  It 

would seem that they suggest that academics at the ECT embark on academic debate and 

scrutiny to see how the two can be integrated but still conform to what is expected in South 

Africa (appendix D, Curriculum Development Plans, par. 2).   

 

The content of the envisaged training program would include topics such as techniques for 

individualised instruction, and ‘imparting the required skills and the necessary knowledge in 

constructing instructional programs based on the model of Continuous Progress Programs 

(CPP) taught at TSU’ (appendix D, Curriculum Development Plans, par.2).  Trainers felt that 

the CPP model collates well with the recent training received by the group on Assessment 

and OBE.   The team indicates their willingness to act as teaching resources within their 

respective faculties, but that it ‘may require re-organising of current workloads’ (appendix D, 

Curriculum Development Plans, par.3).    

 

Under institution-wide implications the team acknowledges that curriculum cannot be 

viewed in a vacuum as is currently the case at the ECT, but that there is a great need to 

shift from viewing curriculum as an entity devoid from other aspects affecting teaching and 

learning.  The team argues for moving away from a systems approach to the facilitation of 

learning to the total development of the learner (appendix D, Organisation-Wide 

Implications, par. 1).   

 

This calls for an improvement in all those areas, which affects learner development.  The 

proposed change requires the identification of the feeder schools from which ECT 

traditionally draws its learners.  This will enable the institution to determine the standards at 

such schools and the gaps, which needs to be filled when such a student enters the 

system.  The team suggests that the identified gap be addressed by putting a learner 

developmental program in place, similar to the one used at the General Academic Centre at 

TSU.  This centre provides various intervention programs, which include reading, writing, 

math and bridging programs (appendix D, Organisation-Wide Implications, par. 2 & 3).    
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4.4.2 Examination statistics 
 

The examination statistics reported on below covers the five-year period from 1999 to 2003.  

Enquiries were made to the examination department at the ECT for statistics prior to 1999.  

The official in the department reported that data for the period prior to 1999 exists but has 

not been captured in the current format, and therefore is difficult to access.  

 

The TELP project was implemented in the time period 1999 to 2001.  The results reported 

on, covers the implementation and post-implementation phase of the project.  The results 

are first reported on for the institution as a whole and then per individual faculty.   

 
4.4.2.1 Discussion of examination statistics for the ECT as a whole 

 

The following table display student numbers and passrate per campus per year. 

 

Table 4.2: Student numbers and % pass rate per campus per year 

 
Year Butterworth East London Queenstown Umtata  

Student 

enrolment 

%Pass 

rate 

Student 

enrolment 

%Pass 

rate 

Student 

enrolment 

%Pass 

rate 

Student 

enrolment 

%Pass 

rate 

Total 

Student 

enrolment 

Average 

% Pass 

rate 

1999 2145 47 357 42 572 58 352 56 3426 49 

2000 2621 45 318 46 468 46 474 47 3881 46 

2001 2890 43 567 30 534 51 682 50 4673 44 

2002 3388 46 701 40 526 64 1181 54 5796 49 

2003 4432 50 833 38 601 59 1644 55 7510 51 

 

 

i) Growth in student enrolment 

 

In 1999, the campuses in order of size were Butterworth, Queenstown, East London and 

Umtata.  In 2003 Butterworth was still the biggest campus followed by Umtata, East London 

and Queenstown. There has been a student growth at all the campuses over the five-year 

period with the lowest growth rate at the Queenstown campus and the largest at the Umtata 

campus.  The phenomenal growth rate at the Umtata campus is the result of the 

incorporation of two colleges of education into the institution at the end of 2001. Overall the 
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institution’s student numbers has grown from 3426 in 1999 to 7510 in 2003, which is an 

increase of 119%.   

 

ii) Student Pass rate 

 

The campus with the poorest academic performance for the time period is the East London 

campus.  It has not managed to produce a pass rate above 45% for all students enrolled. 

This is followed by the Butterworth campus, who has consistently been showing a below 

50% pass rate except for the pass rate in 2003.   The Queenstown campus has consistently 

been performing better than the other three, with a dip in 2000.  The same dip in results in 

2000 evident at the Umtata campus. These two campuses have shown a consistent pass 

rate of at least 50%.  

 

4.4.2.2 Discussion of examination statistics per individual faculty 
 

The following table displays the student enrolment and passrate per faculty per year. 

 

Table 4.3:  Student enrolment and pass rate per faculty per year 
FACULTIES 

Applied Technology Business Sciences Engineering 

 

YEAR 

Enrolments % Pass

rate 

Enrolments % Pass

rate 

Enrolments % Pass rate 

1999 397 62 2103 49 928 44 

2000 467 60 2390 43 1024 45 

2001 560 45 2664 48 1449 35 

2002 949 52 3096 53 1751 39 

2003 2090 63 3630 53 1790 32 

 

Faculties do not all operate on four campuses.  Where a faculty operates on more than one 

campus the combined student numbers are indicated.  The three faculties at the ECT has a 

presence at the following locations: 

 

• Applied Technology:  Butterworth and Umtata 

• Business Sciences: Butterworth, East London, Queenstown and Umtata 

• Engineering: Butterworth and East London 
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i) Growth in Student Enrolment 

 

The faculty of Applied Technology has shown a student growth rate of 426,44%.  The 

growth is the result of the incorporation of the two colleges of teacher education at the 

Umtata site. The department of teacher training is part of the faculty of Applied Technology. 

 

The faculty of Business Sciences has always been the faculty with the largest student 

numbers.  This faculty has shown a student growth rate of 72,61%.  It is still the faculty with 

the largest student number in 2003.  The faculty of Engineering has had a student growth 

rate of 92.68%.   

 

ii) Student pass rate per faculty 

 

In all cases the average student pass rate is indicated where a faculty operates on more 

than one campus.  Of the three faculties, Applied Technology has been performing 

consistently better with an average student pass rate of 58,4 % as compared to the 49,6 of 

Business Sciences and 37,8 of the Engineering Faculty.    The Engineering faculty has 

been performing the poorest of the three faculties and is the only faculty where the student 

pass rate has been declining from 44% in 1999 to 32% in 2003.  

 
4.4.2.3 Discussion and Interpretation of Examination Results 

 

An analysis of examination statistics is included as a way of triangulating data gathered 

through interviews. During interviews, respondents indicated that an improvement in 

student pass rate couldn’t be regarded as an indicator of an improvement in the quality of 

teaching techniques and strategies at the institution.  According to respondents other 

factors influence the overall student pass rate at the institution.  These factors include the 

quality of resources in the case of technology-based programs and the academic caliber of 

the student who attends the institution.  Respondents are of the opinion that the institution 

attracts an academically weak student. 

 

The data was obtained from an official source (the head of the examination department at 

the ECT) and are therefore considered to be reliable.  The data is useful in the sense that it 

 



82  

provides an overall picture of the throughput rate at the institution.  The researcher hoped to 

discover an improvement in pass rate that could be regarded as the result of increased staff 

development activities in the area of teaching and learning at the institution since 1999.   

The results do not indicate a significant difference in the pre- and post 2001 period. 

 

4.4.3 Summary of findings of document analysis 
 

This section examined and scrutinized the report by the team of five academics who 

returned from advanced Curriculum Development Training at TSU and the examination 

statistics for the time period 1999 to 2003. 

 

The report made recommendations in the areas of Curriculum Development and Student 

Academic Development.  The team suggested that Curriculum Development workshops be 

conducted, jointly facilitated by themselves and the Department of Staff Development to 

share their knowledge on TEKS with the bigger group of trainees.  The content of the 

training program will be based on what was covered during their training at TSU.  The team 

was willing to act as teaching resources in their faculties if their current teaching load was 

re-organised.  It was felt that the teaching and learning culture should be strengthened 

holistically by embarking on pro-active ways to empower students such as determining who 

the feeder-schools to ECT is, and developing specific intervention programs based on the 

identified weaknesses at such feeder schools. 

 

The examination statistics indicated that ECT has doubled in student numbers over the five-

year period.  The formula for calculating student pass rate at the ECT is to divide the total 

student enrolment figure in a particular year by the number of students who passed in that 

year.  This figure is then expressed as a percentage.   

 

The pass rate for the institution has shown little fluctuation over the 5 year time period.  It 

has ranged between 49% in 1999 and 51% in 2003. The East London campus has 

performed the poorest with regard to passrate with the Queenstown campus performing the 

best.  The faculty with the best student pass rate has been the Faculty of Applied 

Technology, with the Faculty of Engineering performing the poorest.   
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4.5 CONCLUSION 
 

In this chapter the results of the research was presented in three sections.  The first section 

reports on the interviews for four different groups who were directly involved with PIL 72, 

either as project proposal developers and project management team, external 

consultant/partner, members of the core-group, and the group who were selected to 

become trainers.  What emerges from responses for the different groups is that this 

particular intervention strategy, PIL 72, was regarded as being successful in terms of the 

impact it had on this group of people on a personal level, however this positive impact has 

not been sufficiently transferred to the institution as a whole. 

 

The second section reports on the findings of the questionnaires gathered from academic 

staff who was not part of the core group of members who were trained.  The evidence 

supports the fact that the benefits of PIL 72, was confined to a small group at the institution.   

 

The final section of the chapter reports on the various documents that were analysed. 

These include the recommendations made by the Texas five  and the examination statistics 

for the time period 1999 to 2003.  Analysis of the report by the Texas five supports their 

claims that they were willing to assist in the process of institutional transformation of 

teaching and learning.   

 

The examination statistics does not indicate the expected increase in the student pass rate 

across all departments and campuses.  Academic staff is of the opinion that the formula 

used to calculate student pass rate does not provide an accurate reflection of it.  

Examination statistics for the period prior to 1999 is not available which makes a 

comparison with an earlier set of data impossible.  The difference between the overall 

student passrate reported in 1999 of 49%, and the overall student passrate reported in 

2003 of 51%, is not indicative of the impact of increased staff training under PIL 72.  

    

The following chapter will be devoted to a synthesis of the results, conclusions and 

recommendations.  

 

 

 

 



84  

CHAPTER FIVE:  SYNTHESIS, CONCLUSIONS AND RECOMMENDATIONS 
 

5.1 INTRODUCTION 
 

This chapter presents a synthesis of the literature review and research findings in terms of 

the research questions posed in chapter one.  This chapter draws some conclusions and 

make recommendations for future consideration.   

  

5.2 SYNTHESIS OF FINDINGS  IN TERMS OF THE RESEARCH QUESTIONS 
 

The research questions investigated in this research were: 

• Did participation in the TELP project lead to a change in the teaching and learning 

practices amongst the participants? 

• Was the chosen training format the most effective way of re-training academic staff 

at a tertiary institution? 

• To what extent were departmental representatives supported by departmental 

structures in imparting their  “newly” acquired knowledge within their own 

departmental settings, thereby ensuring implementation of OBE throughout the 

institution? 

 

5.2.1 Change in teaching and learning practices as a result of participation in the 
staff development project. 

 

The evidence gathered from the literature review indicated that there is a need for staff 

development departments at higher education institutions because of the impact it has on 

improving teaching and learning, yet teaching staff new skills will not automatically improve 

teaching. A change in an educator’s perceptions about teaching (thinking) is the end result 

of integrating the acquired knowledge   to modify existing practices. 

 

The evidence gathered from interviews and questionnaires suggest varying degrees of 

impact on teaching and learning. The project developers felt that participants were more 

conversant on OBE matters as compared to prior to their participation (see 4.2.1). Project 

participants themselves did not share this view.  They did not feel confident enough to be 
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regarded as OBE experts within their respective departments (see 4.2.3).  The trainers felt 

that they benefited from their involvement (see 4.3.4).  The questionnaire to the wider 

academic community indicated that their knowledge of OBE did not come from their 

colleagues who participated in training, but from reading OBE literature. (see  4.2). 

 

Within academic organisations, student through-put rate is regarded as the barometer of 

success.  The ECT does not have a good track record in this regard as discovered in the 

analysis of the examination statistics for the time period 1999 to 2003.  The statistics quoted 

in Table 4.2 does not reflect the increased staff development activities at the ECT, under 

the banner of the TELP funded project, with regard to teaching and learning.   

 

All interviewees (see 4.2.1, 4.2.2, 4.2.3, 4.2.4) blamed the absence of an institution-wide 

shift in teaching and learning practices as a result of participation in the project on 

inadequate academic leadership at the institution. Inadequate academic leadership leads to 

a lack of an enabling academic environment at institutional level.  All interviewees identified 

the lack of effective monitoring and feedback systems as a major reason why PIL 72 did not 

impact teaching and learning practices at the institution (see 4.2.1, 4.2.2, 4.2.3, 4.2.4). 

 

5.2.2  Delivery mode of staff development programs 
 

Traditionally staff development courses are delivered in the form of once-off formal courses 

or workshops.  The literature review indicates that alternative delivery modes of staff 

development exists, but its use within the South African higher education context was not 

explored in this research.  

 

The research findings indicated that project participants regarded the delivery mode (in this 

case workshops) of the training programs as sufficient, however the lack of a monitoring 

and feedback system led to the benefits of the training not filtering through to staff members 

who were not part of the training. (see 4.2.2, 4.2.3). 

 

5.2.3 Departmental support for sharing of knowledge. 
 

Academic leadership and support is an important aspect of the orientation of young staff 

members within a department.  This study found that those in senior academic positions 
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such as HOD’s who were part of the core-group do not see themselves as academic 

leaders, or even as capable and able to take leadership roles within their department (see 

4.2.3).    

 

There is an indication that HOD’s perceive the identification of training needs and capacity 

building within their own departments as something that is outside the scope of their own 

domain of responsibility.  This is seen as the responsibility of the Department of Staff 

Development (see 4.2.3).  The individual lecturer is expected to find his or her own way by 

either seeking training outside the institution or through the staff development department.   

Those individuals who are seeking to improve their own teaching and learning practices 

receive very little if any support from their colleagues or heads of departments whether this 

be in the form of encouragement or a reduced workload (see 4.2.1, 4.2.3, 4.2.4). 

 

The research indicated that at the ECT, the culture of non-accountability, non-support, non-

involvement and non-responsibility is not only tolerated but is acceptable practice (see 

4.2.1, 4.2.4.  Pockets of excellence exist but is in no way promoted or supported.  The 

effect of this management practice has a de-moralising effect on all staff (see 4.2.4).   

 

5.3 RECOMMENDATIONS  
 

The following suggested recommendations for implementation and research are made 

based on the findings of this study. 

 

5.3.1 Recommendations for implementation 
 

• Management need to review or strengthen the existing institutional policy that 

recognises staff development as the bedrock to improve teaching and learning in the 

institution ( see 2.4)  

• Staff development should be developed within the framework of a broader set of 

institutional policies such as staff recruitment, staff tenure, appraisals and incentives 

for quality teaching (see 2.4.1).  

• The current Department of Staff Development must actively be extended in terms of 

manpower and expertise (see 4.2.3.1). 
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• Institutional priorities and responsibilities should be collectively worked out with close 

and regular monitoring of progress in achieving targets with clear strategies which 

will create the required internal pressures for the institution to become a learning 

organization (see 4.2.4., 4.4.3). 

• The institution must ensure through effective monitoring mechanism that institutional 

managers (heads of departments, deans) initiate and drive change at the discipline 

level (see 4.2.3. 4.2.4). 

• The department of Staff Development must intensify and accelerate its efforts to train 

staff. ( see 4.4.2.3). 

• Regular internal monitoring and evaluation of quality of teaching and learning and 

assessment practices must be introduced into the institution (see 4.2.3.1). 

 
5.3.2 Recommendations for further research 

 

From this research it is clear that the impact of institutional culture on the success of 

institutional learning is under-estimated.  The research indicated that staff development, 

institutional culture and project management was closely interlinked within the context of 

PIL 72.  It was not the aim of this research project to study institutional culture at the ECT.  

 

Institutional or organisational culture and the impact thereof was not formally reviewed, 

however it became clear during the study that the successful implementation of PIL 72, was 

closely linked to this (see 4.2.1.1, 4.2.3, 4.2.4).   It is recommended that further research be 

conducted into what constitutes institutional culture and how it affects the delivery of an 

appropriate and effective staff development model in institutions with a similar profile.  

 

5.4 CONCLUSION   
 

This research evaluated the impact of a teaching and learning project on the teaching 

practices of academic staff members at ECT. Whether or not participation in the Staff 

Development Project lead to change in teaching and learning practices was not 

conclusively determined in this study.  What was determined was that successful learning is 

influenced and hampered by institutional culture and that the institutional culture at the ECT 

does not promote the successful academic transformation which is required from an 
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academic institution in the twenty-first century world.  The fact that the institution has not  

been making in-roads as far as student success is concerned, coupled with the high staff 

turn-over rate, suggest that the intervention strategies (of which PIL 72 was the beginning) 

has not significantly impacted on the institution. 

 

The question of managerial support for educational change was conclusively answered.  

Research indicated that the managerial practices at ECT do not foster a culture of 

collaboration amongst its employees.  Outcomes-based Education requires the blurring of 

boundaries between different disciplines.  This necessitates collaboration not only within but 

also across disciplines.   If the institutional culture does not promote such collaborative 

efforts, it hampers the learning required from the institution to survive the challenge of the 

future.   

 

The reluctance and resistance of staff to act as mentors to their peers hamper the type of 

institutional learning required by the post-1994 changes. It is assumed that the time it 

normally takes for an institution to learn and implement new behaviour patterns are 

increased by the fact that individuals reject other’s experience and insist on learning from 

their own mistakes.   

 

It can therefore be concluded that PIL 72, was not successful in shifting thinking and 

practice in teaching and learning at the organisational level at the ECT.  One should 

remember that change is a long term process, however in the case of the ECT, one cannot 

but feel that like the proverbial horse which was led to water, the ECT could not be 

persuaded to drink, despite its thirst.  
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APPENDIX A 1: INTERVIEW SCHEDULE FOR PROJECT PROPOSAL 

WRITERS AND PROJECT MANAGEMENT TEAM 
 

 

1. What were the perceived problems at the ECT at the time when PIL 72 was written?   

 

2.  How did you think PIL 72 would address these problems? 

 

3. You decided that a train-the-trainer approach would work best.  Could you explain 

your rationale behind this? 

 

4. The 5 staff members who returned from TEXAS received no support in using of their 

‘added expertise’ within the ECT context. Your comments? 

 

5. Did PIL 72 equip participants with new knowledge and skills to meet the challenges 

brought about by policy changes? (i.e. changing theories on learning and cognition, 

designing curricula which focus on outcomes, learning and assessment techniques 

relevant and suitable for OBE?). 

 

6. Your comments on project success or failure?  What, in your opinion, were the 

reasons for it? 
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APPENDIX A 2: INTERVIEW SCHEDULE FOR EXTERNAL CONSULTANT  

 

1. Do you think TSU and ECT were well matched in the project? 

 

2. How did TSU benefit from its link with the ECT? 

 

3.   Did ECT and TSU have a common understanding of what it tried to achieve? 

 

4.   Were the two institutions full/equal partners in the process? 

 

5.   I am not sure is you have seen the project proposal, but if you did, please comment 

on whether it was thought through in terms of content, focus, purpose and criteria? 

 

6.  Please comment on the format chosen in which the professional development work 

sessions (in particular the one presented by yourself) were presented. Most of the 

work sessions were delivered in this format.   

 

7.  Please comment on project success or failure.  Substantiate your comments. 
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APPENDIX A 3:  INTERVIEW SCHEDULE FOR PROJECT PARTICIPANTS 

 

PRE-PHASE 
 

1. How were you selected to become a part of PIL 72? 

 

2. What were your expectations of the TELP project at the start of it? 

 

3. What were your own philosophy about teaching and learning at the start of the 

project? 

• What happens when learning takes place? 

 

• What inhibits or promotes learning? (Swann and Pratt 2003:22) 

 

4. What was your understanding of OBE at this time? 

 

5. Where you familiar of the aims of PIL 72? 

 

DURING 
 

6 Please comment on the Project Content (OBE related teaching and assessment 

practices) and format (workshops) at ECT campus venues.  How effective was this? 

 

7 Comment on your role in your department and whether you were perceived differently 

because of your participation in the project. 

 

POST 
8. Are you regarded as the OBE expert in your department? 
     

9. What types of support have your received from your HOD in implementing OBE 

within your department? 

 

10. Your comments on project success or failure, and the reasons for it. 

11.  Any other comments 
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APPENDIX A 4: INTERVIEW SCHEDULE FOR TRAINERS 

 

1.  Do you think TSU was the right match for the ECT? 

 

2. How did you benefit from undergoing the training? 

 

3. Describe your role within your department prior to your involvement with this 

curriculum development program. 

 

4. Was there any change in how you were perceived within your department after your 

study tour to TSU? 

 

5.  How could the ECT have used your expertise more effectively? 

 

6.  What training did you conduct on your return from TSU? 

 

7.  What are your comments on project impact? 

 

8.  Is there anything else you would like to add? 
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APPENDIX A 5: QUESTIONNAIRE  

 

DEPARTMENT OF STAFF, ACADEMIC DEVELOPMENT AND RESEARCH  

 

Dear Colleague, 
 
Please provide the following information.  Please note that the information gathered 
is strictly confidential and will only be used for purposes of training and research. 
 

 

Faculty:      

 

Department:  

 

Campus:   

 

 

 

1. Have you been part of the ongoing training in curriculum development provided by 

the department? 

 

YES      NO       

           

 

 

2. If no, please provide reasons why you have not been involved in training. 

 
 

 

 

 

 

 

3. Has there been a change in the way in which you teach your course since the 

introduction of Outcomes-based Education? 
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YES     NO       

           

 

4. If yes, explain how your teaching now differs from previously. 

 
 

 

 

 

 

 

 

5. If yes, why would you say there has been a change in the way you teach? 

 

 

 

 

 

 

 

 

6. Have you and/or your department re-written learner guides into an OBE format? 

 

YES     NO       

           

 

7. If no. Explain why not. 

 
 

 

 

 

 

 

 

 

8. Have you and/or your department change your approach to assessment? 
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YES     NO        

             

   

10. If yes, explain. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Thank you for your co-operation. 

 

 

 

Irene J. Harvey 

Curriculum Co-coordinator 
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APPENDIX B: TRANSCRIPT OF INTERVIEW NO. 5 (Project Participant – HOD) 

Thursday 18 August 2004 

Butterworth main campus  

 
 
How were you selected to become a part of PIL 72? 
 

I remember there was a sort of invitation to people who were interested … but I 

can’t remember.  Ja, I can’t really remember. I think the departments were asked to 

send representatives as a department, I do not know it was sort of ex-officio. 

 
What were your expectations of the TELP project at the start of it? 
 

If I can remember correctly the first one was the Curriculum Development, I’ve sort 

of expected to learn a whole lot of new things, but knowing exactly what it would be.  

I don’t think we really knew, I understood that it was going to be a long-term activity, 

more like that.  

 
Are you a trained teacher? 

No 
 
 
What where your own philosophies about teaching and learning at the start of the project? 
 

I do not think I had the correct approach.  It was basically teach the way in which 

you were taught. 

 
Did you ever give some thought to the fact that some things might promote learning and 

some things might prevent it from taking place? 

 
No, I never really thought about it. 

 
 
What was your understanding of OBE at this time? 
 

When we started with the project, no, I did not know what it was about.  After the 

first three or so, after the Curriculum Development, some where in that process I 

sort of started to understand what it was about, and we actually look at the end, to 

what we would like to achieve to plan the whole thing. 
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Describe your classroom practise in terms of teaching and assessment at this time? 
 

I basically used to teach as I was taught. 

 
Were you familiar with the aims of PIL 72? 
 

No…. I think we were sort of under the impression that it would be on Curriculum 

Development but that was only because that was the topic of the first workshop. 

 
 
Please comment on the project content (OBE related teaching and assessment practices) 
and format (workshops) at the ECT campus venues.  How effective was this? 
 

It was so much to learn from it. You get given so much and you absorb what is 

relevant to you. I only realized afterwards when I was talking with Yoli, that we were 

taking different things from it, so I think it was very good giving us all of that, it might 

have been like if it was over a longer period, or if we had time to absorb… but I 

think it was good, it gave a lot information and things to think about later on. 

 
Do you think it was effective?   You must remember that the project management decided 

what was going to go into the workshops.  Do you think the things we included were 

effective? 

 
It was.  As a participant we did not always understand how they linked but once you 

were through the whole process you could see the bigger picture. 

  
 
I want to ask you about your role in the department.  This was in 1999, before you became 
HOD.   Did they use you?  Did they come to you and ask you questions on OBE? 
 

No not really. 

 
Your comments on the shift in teaching approach in South Africa after 1994? 
 

I don’t know, because I only started lecturing in 1993, so I don’t think I can  

really compare.  I was not teaching long to really compare, it was basically just a year 

and the first year will always be difficult.  You get experience after that. 

 
 
What type of support did you receive from your HOD in implementing OBE within your 
department?   
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We did sort of have a forum where we talk about it, about once a month where we 

discuss about what we want the outcome the students to achieve, we talk about 

how we going to go about it. We go backwards.  You know, we want them to finish 

a skirt, by what time, we sort of set the project together, in a way to like sort of 

getting everyone’s input.   

 
The only thing we sort of focus on now is to really start of with the project so that we 

can actually give the students a checklist so that they can know. 

 
So you’ve made some changes to the way in which you do things now. 

 
Ja. But I can’t see that it is completely, but that is what we trying to do, and the 

subject are so interlinked, that is why everyone has to sit together. 

 
So would you consider those briefs as sort of informal training for the department? 

 
I hope so. I think it does. And you also now with Nomonde doing the assessor 

training, you know, she also give some training.  So I think it is informal way of all of 

us learning from each other. 

 

You’ve been in the department since 1993, have you seen a shift in the way people do 

things… teaching. 

 

Ja.  I think we starting to have everything more relevant, because fashion keeps on 

changing, so even if it is a theory subject its not to say we keep it like the previous 

year. We change and develop according to what is happening at the moment.  It all 

interlinked.  Before it was separate subjects.  We are working towards having 

everything linking together, which is a process for students who fail something and 

having to repeat. 

 

 

In 1996, the Technikon made a strategic decision to increase the pass rate to 60% in all 

subjects and then we had the project.  Now over the years have you seen a change in our 

students? Are your students performing better?  And would you say it was because of all 

these interventions we’ve been having? 
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There has definitely been an improvement with our students, from a 34% pass rate 

to a 78%. We had a dip in 2000, and I think it is because of the intervention.  

 

Are students aware that they are now being taught in a different way? Do we have them 

buying into it. 

 

They do.  They do realize, we had students and students group interact, actually 

have meetings with the others telling them how things used to be. Senior students 

will tell junior students that what is happening now are better. 

 

Are you getting a better product from the school lately? Student quality. The ones who 

come in. 

 

No, its actually becoming much more difficult.  I find that we have to put in so much 

more effort now.  They come in less prepared than before, we often talk about that. 

It is becoming more and more difficult, that we have to put more effort into it.  It 

should have been easier now, because we have tutors now,  

 
Your comments on project success or failure, and the reasons for it? 
 
So much that one took from it.  Sometimes it is quite a while from being to a workshop 

before you start implementing it.  But I think it was successful 
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APPENDIX C: Recommendation from report by the Texas five team 

 
Curriculum Development Plans  
“The project leader, in collaboration with the Texas Five, devise mechanisms whereby two 

to three workshops are conducted for the curriculum development team.  These workshops 

should try to integrate the Texas experience with the training received so far by the team on 

OBE and Assessment for OBE.  For example how does the aspect of TEKS (Texas 

Essential Skills and Knowledge) relate to our standards and outcomes as being generated 

by SGB’s according to the NQF?  Reviewing the last workshop on Assessment and OBE 

could be a very good point of departure. 

 

The Texas Five to further train the CD team on the techniques of Individualised Instruction.  

That is, to upgrade the CD Team to the level of the skills and knowledge acquired from 

TSU.  The team will impart the required skills and the necessary knowledge in constructing 

instructional programs based on the model of Continuous Progress Programs (CPP) taught 

at TSU.  The CPP model collates well with the recent training received by the group on 

Assessment and OBE.  The Texas group will demonstrate the required skill for these 

models behind OBE Programs.  The modules developed by the respective members at 

TSU should serve as points of departure for developing other models in all departments.  

Those departments that where not represented in the group will be helped by the Faculty 

Representatives (members of the Texas Five) to design their own OBE-based 

modules/instructional programs. 

 

The Texas Five and the Curriculum Development team should own the process of 

institutionalising OBE programs as expressed through the letters of intent.  Members of the 

Texas Five will avail themselves on advisory basis although this may require re-organising 

current workloads.” 

 

Organisation-Wide Implications 
As discovered during the training on the techniques of individualized instruction, there is a 

great need to shift from viewing curriculum as an entity devoid of other aspects affecting 

teaching and learning.  A broad view of curriculum demands not only a systems approach 

to the facilitation of learning but also the total development of the learner.  Not only 
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facilitator capabilities should be developed for improving organisational effectiveness but 

also of all those contributing to learner development.    

                                                                                                                               

Eastern Cape Technikon should embark on a vigorous campaign to identify its feeder 

system.  The type of learner coming from this system or the outcomes and standards set by 

these schools should be known to the institution so that there is continuity in learner 

development.  Knowing the type of the learner inherited by ECT from the high school 

system is more important than mere recruiting.                                                                                       

                                                                                                                              

Eastern Cape Technikon should put in place a learner developmental program similar to the 

one used at the General Academic centre at Texas Southern University.  This centre would 

assess each learner joining the institution and provide the necessary intervention programs 

in the forms of various skills programs (reading, writing, math) and bridging programs.  With 

the Technikon currently grappling with the issues of learner performances, one hope that 

not only teacher skills but also the organisation processes as discovered by the Texas Five 

could be developed by Curriculum Development. 
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