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ABSTRACT
This st.":!lexplores the experiences of the students and staff
who participated in the Diploma in Community Speech and Hearing
thera9Y course in the Depar~~ent of Speech Pathology and
Audiology during 1991 and 1992. The study I!imed to document
these experiences with a view to understand.ing the rt:tasonsfor
the difficulties the course faced.

The methodolo~I used Was in-depth face-to-face interviews. A
total of thirteen students and sixteen staff members were
interviewed. The study is informed by the writinge of Harr6 and
his colleaguas I partIcularly echoqend.csand the rult!t'''rolemodel
of analysis. The interviews indicated that both Jj)articipanta
were extremely dieslatisfied with the course. Many felt
alienated and helpless. The students wanted a professional
qualification that would secure them well paying jobs. They
~egarded the diploma course as unchallenging and unsuitable for
\"
t~\l.eirneeds. The university and tne Department,,,were perceived
as inhospitable to the diploma students. Staff members believed
the students were inherently lacking Ln professional and
academic abilities and that the diploma course was iuadequate
in preparing them for the work they are ,expected to perform.

(/

The concLus.ton is tlhat the diploma in \::ommunity Speech and
Hearing therap-y course failed t·::>meet the expectations of these
students and that many staff members who participated in this
research did not agree with its ob~ectives.



CHAPTER 1

INTRODUCTION

T~-~ject Jose out of an identified need to investigate the
<-::--/ '0_; . ~ __:/

/::experiences--of staff and students involved in the Diploma in
(( Speech and Hearing therapy (communitywork), with a view to

explaining someof the teaching and learning difficulties being
expezLenced by both participants. As a lecturer and cc;prse
coordinator for the diploma course for many years, ~~e
reaear.char becameaware that there were a numberof difficultie~
'«lith the course which required clarification. Ni\bt only is "Che
diplotna course a recent innovation in the profes~;i..4")n~f Speech
and Hearing therapy in this country and indeed throughout the
world, the cuz'r'Lcu Lumand clinical work experiences of thE!:
diploma etudents is also different from that of the D~ee
students.

MoreoverI the majority of the students whoenrol for the diploma
course are black, which makes for addi tional psychologj,cal
stres:ses generated by feelings of being the Ulinority in a
predominantly white Department. The researcher believed t~hat
the diploma students as a group might experience difficult~ies
that were unique due to the iIlfluence of the socia-economic and
political factors prevailing in this country. Also I the stt'ess
of being involved in a newunknowncourse could have led to some
insecurity. It was hypothesised that. the student and st;aff
experiences in the diploma course were sufficiently diffex'ent
to that of the other students in the nepar'tment;to justify t;his
study.



In view of the f~ct that this study focuses on the diplOJ.'tla
course, the hlstorica.l background to the course is considered
in the introductory chr:pte:r.. This historical perspective is
;followed by an in"·depth discussion of the difficulties
experienced by students and staff who participate in this
course. Previous research a(.cempts on this topic as well as an
"'ppropriate m'1thodology for this type of investigation are
discussed. The result section is covatred in four chapters,
which includes fA. description of the interview re8ul ts and theiLr
analynis in line with the tltlioqenics methodology. The final
chapter of the report gives an elaborate description of the most
frequently recurring themes in both students and staff accounts
and the implications of these renults for the Department.

1 • 1 • BACKGROUNDINFORMATION ABOUT THE COURSE

The Diploma in ~~peechs'1.dHearing the:t ..apy (ColD.l'aunityWork) was
introdu.ced by the Departlnent of Speech pathology and Audiology
at the University of the Witwatersrand in 1984 following a
recommendation from the South African Speech-Language and
Hearing ~ssociation (SASLHA). It is a two year undergraduate
course. Whenit was first introduced the diploma waGseen as
the ~ost expedient way of providing the country with
professionals in the field of Speech-Language and Hearing
therapy to service the underprivileged communities (Aront 1984;
1986, l)~.plomaReview 1990; 1992). The rationale for introducing
the course was to provide services to people with communication
disorders in :t:ural and urban disadvantaged areas within the
linguistic and socia-cultural milieu of:the patient (Aron, 1987i
1989). Aron elaborates on this point further when she states;
"we took cognizance ot: the multifaceted nature of the linguistic
and soaio-cul. tural make up of various communities in south
Africa.
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We recognized th~t Speecb and Hearing tberapiB~s sn\~ldhave a
knowledge of their patients and an intimate ,knowledge of the
culture and socia-psychological dimensions Qf 'I;heenvJ.ronments
of the pa-:;'ient. 'Wewere only too mindful or the extreme
manpower shortage of Speeoh and Hearing therapists in tbe
country- (1987; p.2).

The development of the diploma course was not incidental. It
was in tune with World Health Organization (WHO)recommend<'l.tions
for the prv vision of health care services for developi.ng and the
underdeveloped countries. Recently, there has been a shift in
many university departm~nts towards more communityorientated
courses in kdeping with the demandthat the university become
more responsive to th'9 needs of underprivileged .communities.

There is an qmgoingdebate amongacademics I particularly within
t.he fields of psychology, medd.cd.ne and rehabilitation about the
need for communityworK. For soma, coltlmJ1nitywork involves an
attempt to rectify the imbalances of services and resources
between the privileged and the underprivileged sectors of our
community(Lazarus, 1986; Berger« Lazarus, 1987). For others,
it represents a concern that services are relevant to the needs
of communities (Dawes, 1986; perkel, 1988; Cornieljc, 1991).
Yet others may eee communitywork as a ·possible tacit joining
witb the oppressed masses· (Seedat., Cloete and Shochet, 1988).

Similar disagreements also exist within the field of Speech-
Language and Hearing therapy. There is disagreement as to
whether the diploma graduates should work independently or
should support the work of the graduate Speech and Hearing
therapists. SomeSpeech and Hearing therapists believe that the
diploma gradu.ates should be trained in more general aspects of
communitywork as they cannot func·tion as therapists. These
debates have had a direc';: impact on the teaching in the diploma
course and have influenced the wt:J.y thle students were taught as
well as howthey are perceived by other professionals.
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Staff u.ncertainty with the diploma courlile has been most
vociferous in the area of therapy. Q'i.1.6stiooshave been raised.
as to whet.uer the diploma students should be taught therapy
sk~..lls, and if so, whl:ttfonl of therapy techniques/.sltil.ls should
be taught.

Since the Lncepcf.cn of the d~.ploma,over seventy studen.ts have
qualified. A sig:nificant proportion CIt: these students were:t
sponsored by the fOl~er homeland governments to undertake the
courae, and were employed by the same governments to work in
hef\lth or educational faoilities (APPENDIXA)• The
majority of the diploma students are Africans. I~ addition,
there have a been few so called "Coloured", T ii~,nand White
students who r~gistered for the course (APPENDIX~;.

The diploma gradu.5tes have been reported t.o offe.:- a valuable
service. Aron (1987; 1989) spent some time working with the
diploma graduates employed ill hospitals in Gazankulu and in
regular schools in the Ci.ske!. Schneider (19!:1Z)evaluated the
work of the diploma graduates workillg in hospi tala in the
Gazankulu area. Both were saLisfied with the work they
observed, although they do not give details of the criteria they
used in judging the appropriacy (if!. the work performeq. This is
a part,icularly si.gnificant ldck since the scope of work for the
diploma graduate is at present still controversial.

Since its inception in 1936 the Department of Speech Pathology
and Audiology has been offering a four year degree programme.
The majority of the students registered for this degree are
White with very few Indian, "Coloured", and A. ican stUdents.
This history of the Department is important for understanding
the motivation for t~e introduction of the diploma course. As
Hall & Allen (1989) attest, "one cannot adequately understand
the phenomenon of black students in predominantly white campuses
without placing it in the proper historical context" (P •175)•
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At the time when the diploma was introduced the De'lpartmenthad
just qualified its first black Speech and Hearing therapist, who
was also the first in the couut.ry, Though the reasons f()r
introducing a Diploma course different from the degree course
were never stated in racial terms, it wo~id appear that SASLHA
felt at the time that the diploma ~urse would expedite the
training of black people in this field.

Generally r black students do not readily meet the mininn;lm
requirement for acceptance into the degree programme at this
university because of their poor matric results. In addition,
there are very few black students who matriculate with a higher
grade mathematics and science symbol D+ each year ( Pavltch &
Orkin,1993) I which are rega:t'dedas essential for success in the
degrE'!ecourse. Therefore many blad' students do not f.ulfil tbe
eligibility requirements of. the degree cour se,

1.2. THE SCOPE OF WORK FOR THE DIPLOMA GRADUATES

The diploma graduates are trained to work in the community and
the primary health care facilities. Their training emphasizes
preventative and promotive work, following principles Of
community work. They are trained to provide basic assessment
and therapy services in direct consultation with a graduate
Speech and Hearing therapist where possible, and, like the
degree therapists are regist~red with the South African Medical
and Dental Council (SAMDC). Diploma graduates may not undertake

\

any Community Speech and Hearing work unless employed by an
institution or an establisrunent recognised by the Council. They
may not work in the same inst.itution as the degree therapist
unless directed by SUch a person. Their scope of work as
defined in the Medical and Dental CQuncil Supplementary Health
Service Professions Act of 1974 is aD follows:
1. Recognition and assessment of speech, language and hearing

disorders in individuals and screening emonq groups to
detect similar problems.
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2. provision of elementary S~ech, Language and Hearit19'
therapy for persons with cOl:IlDlunicalltiondisorders and the
provision of basic guidance and counselling for the
patientf his/het" fam!ly an.d his/her community.

'I
3. Education of 'the communityregarding communi~~t"J;On

,)

disorder~, utilieat~ton of cOmlnuni't:yresaurc:es in the
recognition, treatment and preventiQn of communication
disorders,

, (

1.3. DIFFICULTIES EXPERIENCED WIT:t; ![l'HE COtntSE

1.3.1. Professional Difficulties

\'A number of diffict:lties P_'"'VEt been identified by t.he d.tploma
graduates regarding the above SAMDCrules. Firstly ~:.there are
no tleqree therapists working in clos~ proximity to W!llerethe
diplOOl.a graduates are el'tlplayed~)whfch makes consultation
impos.3ible. Secondly: these rules 'do not specify what is to be
con.sidered a basic/el~entary communication dis()rder, making
identification of such disorders difficult"' .A revis~d scope
taking these dilemmas into consideration hi pr~sentlY 'b$ing
negotiated at SAMDC.

Many students who have qualifieg havtiL b.sn unable to find
employment.. Despite concerted efforts on the '~~part of the
professional association, SASHLA,and the Depar:tment, it has
been impossible to establish standard posts and salary
structures for the diploma graduates. Manydiploma graduates
are employed in various situations with a variety of different
designations and salary sc~les Manyare paid in accordet ;3

with the salary scale laid down :f<:n;:,>dBgree therapists, which
creates problems between the two professions.
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The Department has been cr~ticisEXi by the; degree therapists
working at Hillbrow and Baragwanath hospital. (both historically
black hospitals) for introducing a diploma course which
seemingly attracted mostly black students. '1lhey criticiaed th~
Department' s concepcaon of communlty work, and for tra.iuing
students in an urban setting to go and practise community wo~k
in rural .settirtgs. They waraaparticularly concerned about the
following issues which were elaborated in their letter to the
university registrar in 1985. Firstly, they maintairr~ that the
couzee was established wi'choutadequatie consultation with people
in the communities which will be se~ved by the ~iplome
gradua'l:.es.Secondly, they claimed that the cour-sewas premat'J,re
becau3e of lack of well established ~nfrastructare in the
community, into which such work~rs could slot. Finally, they
highlighted the lack of resiearchdata regarding appropriate and
eff~ctive therapeutic intervention techniques for these
communities. It would seem that these criticisma are still
valid as will be uemonstrated later in the report. Most of the
present problems with the diploma course seemed to be a result
of the failure by the Department and ,the profession to attend
to these issues at the time when they were raised.

It mustl however, be pointed out that the reason why so many
diploma at.udent.sare black is partly because of their poor
metric results. The majority do not have matric axemption to
qualify for university study, so thai';most of them could not
have registered for terti.ary education at this university if
this diploma was not available. In an attempt to address the
second criticism ot the hospital therapists, th~ diploma cour~e
has recently been moved to Alexandra Health Centre, an ur.ban
primary health care facility in a black township outside
Johannesburg.
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1\I,
)/

The students still!! have access to the uni versi1;".y and are sti.ll
lectui'~ed to by t~~ un~ver8ity staff, but ~.t. of the, training
takeJ/! plaga at Al&..randra townsp.ip. Furthermorst staff ~r.s
are 'ncouragS<l to go on field excursions with the student:.s.t9
+,he various rural areas in o:c'der to fand liarise thems&l~~eswit.h
these setting-s<

It mu~t ~:lso be empha$ised at thifl point. that even though t.hti
problem&outlined above were specific to the diploma ct)urllJe, the

" ,

problem uf role definit.ion, a~c;JinappropriatL tr-aininq affects
the entire pt.'of6sn';'c1xof &~.t ach-r,,"mguageand Hearing thercpy
{Hugo, 1"J8; Uys and IIugo,/i19139; eee~ham, 199{J). During the
recent SiSHLAconference on Speech-Language and Hearing t)ierapy,
it was unanimously agreed by partlclpan'Cs that t~here was a'n
urgent need for a clear j(Jb deacX1,ipt.ionand role de:'::hl.ition for
Speech-Language and Hearing Therapists as, distinct from other
professionals such as the diploma graduates I a_unity
Rehabilitation Facilitators (eRE) and Ccmm\u~?:;ty BasEld
Rehabilitation ~lorkers (CBR) (Lewis, 1993). The cRFanetCBRare
apparently oue profe$sion, they are a new catE:lgoryof
rehabilitation prof9ssional who~e job is to work with disabled
people to help them to (lver,?omethe difficulties they experience
within the community as ~r~sult of their handioap (Cornleljet
19S\2) •

1.3.2. TRAININb DIFFICULTIES

Through the authors' involvement as a.lecturer, clinic
supervisor and coordinator of the diploma course it became
apparent over the years that there was a lack of consensus among
staff members re9~.J;difJ.gthe role. and function of the diploma
graduates and the type of skilJ.s·~Jle stqpants should be taught.

\I.
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Like the hospita.lthera'Pists a number of staff members were also
questioning the relevance and the appro?lriateness of training
students in an urban setting with li't.tleor no knowledqe of the
rural areas in which the students would work after graduation.
These concerns are supported by Patel (1987) who states "'no one
can sit at the ani t:"Ii:ities and prescribe what should be done.
A critic~~ thear.y a.n.d practiae in the final analysis COllIeS :fI'Olll

field experience and the real woI~d· (p.233). Many staff
members expressed frustration and a sense of inadequacy
regarding their ability to t~ach the diploma course (Diploma
Review, 1991). A number of meetings were held in an ~ttempt to
address these issues I hovever , various adaptations to the course
cont3nt and clinical practical dld not produce the desired
effect.

Similarly, statf members rogularly complained about students
behaviours. They were concerned that students did not seam to
understand the content of lectures, and ths.t on the whole the
diploma students were regarded. as more difficult to teach than
the degree students. Those who thought their courses ~ere
received positively and that students were able to grasp the
contient; of their lectures, were often disappointed when scudenus
failed to produce the expected results during .examinations or
class-tests.

Clinical tutors often complained about students' lack of
conunitment and accountability to their cLLentis; They complained
that the responsibility for proper management of the client was
often left to them. These clinical tutors also complained about
their lack of familiarity with t.he objectives of the diploma
course. Consequently, they were unsure about the clinical skills
to emphasize duri~g training. It is important to mention at
this point that the above outlined SAMDC scope of work for the
diploma graduates is readily available in the Department for all
to read.

9



Among those st~ff members who were familiar with the contents
of this document, some did not agrelewith it and therefore may
not have kept to it when teaching t:he students.

personal discussions with students also reflected similar
problems in relation to the course. The students' motivation
for enroling in the course often seemed mis~irected. Bec&uoe
it is the only undergraduate diploma course avai;.able at the
University, where students \-lithschool leaving ".atric
cert.ificate)are accepted, some student&. who wou'.d otherwit 19 be
denied admission to the university I aeek entrar ce through "his
course with no particular commitment to its mi~.ion. Other
st~dent$ apply for the course if their application for the
degree course ....n Speech and Hearing therapy has been rejected.
Very few students seek employment immediately after completing
the course which may suggest a lack of identification witn the
profession. 'llhemajority re-apply to the university to study
for a degree and seek employment only if they do not succeed in
this venture. It therefore seemed possible that the majority
of the students registered in this course viewed it as a means
of access to the univerl::Jityrather than halling any real interest
in its ob'[ect.Lves,

This apparent lack of commitment to the course was observed in
a number of areas. It manifested in poor attendance and
participatioll in lectures and tutorials, as well as poor
performance in clinical work, class tests or examinations. The
students' general lack of involvement was also observed during
their interactions with their clients. They were often late for
appointments with the5.r clients, were inadequately prepared for
their sessions, and presented very poor reports, often scribbled
on incorrect fa "'l'IS. The students were reported to show a
general lack of concern about the services they were rendering
or how these were perceived by their supervisors. These issues
were often discussed at length during the June and November in
tutors meetings

10



This lack of involvement was also observed durinq professional
forum seminars where all stud.....es in the Department came
together to discuss clinical/profeuulional issue., li~ten to
vi~iting lecturers or spe~kere, or to other students who were
prekenting interesting projects or case studies. It i;l important
to note that the students never expressed any dis.atisfaction
with any of the tasks they were assigned, nor did they argue
against these allocations. However I their reluctant involvement
in most activities they were assignedj and their failure to make
themselves available for initiatives specifically p18nned to
assist them with t,heir work appeared to indicate thelr
dissatisfaction with this course.

It would seem that the problems with the diploma course were too
complex to be addressed. in staff meetings and by minor changes
to the curriculum. The many staff initiated solutions did not
have the desired effect. It would also seem that the:~e art!
discrepancies between the students' motivation for doing the
,~ourse,their expectations of what the course would equip them
to do, and the reality of what the course actually offered.

Some staff members I both lecturers and clinical tutc..s, also
seemed dissatisfied with the course and the students registered
for the course. Some staff members indicated that they
preferred not to teach the diploma students but felt obliged
because of staff shortages in the Department. Others disagreed
with the objectives of the course whi ~h could have resulted in
conflict between what they were required to teach and their
b&liefs and values regarding the course. Hence, it seemed the
whole encounter between stUdents and staff in the diploma course
was an unhappy one, with both p'lrticipants disappointed and
demotivated. This dissatisfaction could explain the reluctance
on the part of.the students to exert themselves.
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Mathias and Rutherford (1983) have identified four fac:t.orswhich
could explain why some educational innovations fail while others
are successful. These are:
1. Gain/loss - advantages or disc'!ldvantllgesfor the individual,

personal satisfaction or self realisation as a result of
the innovation,

2. OWnership - the quality of feelings that individuals
experience and their commitment to its success,

3. l.eadersbip - who introduced the innovation and how invclveO:
were others in the creation,

4. Power - to implement, sustain I and lustitutionalise the
innovation.

These factors seem relevant for this situation as those members
of the diploma staff who were positive about the course and
seemed particularly concerned about its success ,were those who
participated in its introduction. Those who were not involved
with the course from the beginning always questipned its
relevance. Even when informed about tbe motivation for its
introduction somehow these staff members &eeMed unable to accept
this information.

Since the acudencs, were not involved in the introduction of this
course, its succeas and failure seemed insignificcmt for them.
Their unhappiness with the course was deduced from their lack
of involvement even after many changes to its structure. In
spite of all the changes introduced to make the course as
acceptable as possible, fo'rinstance introducing more
coqperative, participatory teaching methodologies, no
Improvement, in the students I behaviours was noted. It would
seem that if a significant long lasting change was the end
product of these innovations, then this could hardly take place
without th~ whole-hearted co-operation of the students and
staff.
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The students did not; attempt~ to inrprov.,,' th~;) situation fat'
;. .1

themselvf!ua. They l~lant~ the •.staf:f :Eot' ,aveIjlthing that w.nt~
wrong with c'ourse.! So thlt't mmehow the \students tf,1•• lIU1Dd

powerle.s to ohang~1tbe :sit.uation, p:robably 1,leollufle they werll!
so few in nllllber in, comparLson to thtfl deqt'ee st;lldents ~ho were
much 1.1l()reorganis~~d and able to u:!3e 8'lradlable Department'II
st:r.uctu.reJs to addr\l~ss their dis'sat,is',Eactl.lJns. :'or example, the
diploma students newer ~~ttended .f!li~y t:>f the mont.hly stud.nt ....gtaff
meetings where stu<ient 9ri,evance!,~are a.dd:l:"essedby the Head .)f

:1
I'
II
i[

1.4·. aOME !NSIGHTSREGARDING B!~b:K STUDENTS AT a:J:STOltICALLY
I
\

II

Department.

WHITE ONIVEK'iI':C.I:ES
\ \

The scant. South Africau literature on blaok studentlB at
/1 i h··'!'-"~predomnantly W ,lot" \

experienced by tfl
pilychological al'lIi "
st$en\to inf 1uencs ~4~"~~.
towards these instil..' ·~iOb.J,;'.

il
\\

\i CC:ooper(1981) surveyed the attitudes of blade students at the
Univ£~I'l!lityof Cape Town and fotlnd that 90% reported feeling
alie:r:lated. This ~:inding was suppor-ced by tha work of Honiklilan
(1982) and Loo s :R.olinson (1986). Loo s Rolinson state that
students at white llniversities experience feeli.ng of alienation
in that they hold values highly diverg€:nt :from the /Social
collEH::tivity of thle univer~ity. Leon & Lea (]'988) found that,
black et.udents I a:Lienation stemmed from three broad areas I

"f1(~~~fti$B reveals tha\\t the problems
..; ,.,t'$ material, 81o'ciC'l-politioal,

~~'I";'~vert socio-political factors
!~\~ntsI perceptions and attitudes

mater i;al, social and academic.
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A recent study conducted by the University of the witwatersrand
to id'lntify various communities' perception of th. university
indicaf.ed it demand for the university to respond to the need.
of the communities around it (Perception of W~t., 1986). !fll.
study found that black students were of the opinion that,<more
aff:!..rmative,and radical action was needed. They felt the
university should do More to support the disadvantaged
communities, by increasing access to the university education,
establishing resource centres and providing more part-time
courses in the communities.

An Academic Support Progr~e (ASP) report of the same year on
students' perceptions regarding this programme identifiec the
following academic problems experienced by the "students: The
report found that many students had poor academic backgrOUnds,
the size of the universi ty I r"-~turer expectations, and the lack
of individual attention creb,__a problems for many students. The
academic df&l1\andsof the university (standards, 'content and the
amount and complexity of the work) were all problems students
had to content with.

Alfre~ (1992) conducted in-depth interviews with 20.ex-Khanya
college studentJ!who have studied or were studying at Wits. All
the students interviewed said they felt unprepared to cope with
the culture at Wits. Many said they were shocked by the
individualism and their own isolation at this university. They
found the transition from Khanya to Wits very stressful and the
attitudes of some lecturers patronising and undermining.
These students were demographically similar to most students who
have registered in the diploma course. All attended DET
schools, lacked financial means and entrance requirements needed
for university entry.

14
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McKeever and Ramoshaba (1993) held a series of discussions with
black students registered for Accounts III to establish why they
failed. They highlightad the following problems: language, lack
of academic skills and trust in the evaluation process, lack of
business skills, low self-esteem and cultural differences. The
comments of all the students reflected feelings of alienation.
However, there was a positive outcome to their situation. With
intervention they were able to improve communication between
staff and students which led to better relationship. The
students became more responsive. They took control of running
their own programmes and asked the staff for help and guidance
in overcoming the problems they had identified.

Cardoso (1969) writing about the American experience o~ black
students in white universities during the sixties attests that
blacks who come from the urban ghettos to the white university
often face cultural shock. They are often belaboured with the
task of remaking the social setting, and, at the same time
tolerating a curriculum ·thatis irrelevant to their future
interests and needs (cited in Harper i 1974, p.23). The same can
be said about the diploma students. some studel"ttsreported that
they were shocked when they became aware of the objectives of
the course as they were under the impression that the diploma
was similar to the degree course.

Hall & Allen (1989) writing about the "lack of fi~- between
black students and white universities, state that white
universities often constitute environments that are vastly
differel~,tfrom pri!)r home or school experiences t.he students
have had. '1.'!v::q flL'"therstate that black students tend to come
fronllower x.ncone families, have lower high school grades, and
are usually academically and psychologically unprepared for the
-dog eat dog competitiveness· they often encounter at white
universities (P.175). Most diploma students have grown-up and
were educated in rural areas I some have never been to a
metropolitan area beforei coming to university.
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For nearly all the students this is their first experience of
being lectured to by a white lecturer. Adapting to this new
learning environment can be socially and acadenticallyextremely
taxing and students are forced to make a number of adjustments.

Generally, black students bring to the university perceptions
that are at odds with traditi0nal ones (Harper, 1975; Mpahlele,
1982; Shuenyane, 1991), and because of different perceptions and
backgrounds black students' expectations often conflict with
those white lecturers may have for them (Gibbs, 1973; Sanders,
1986) • It is lik.elythat the apparent discrepancy between the
expectations of students regarding the diploma course and its
objectives and the staff unwillingness to accept these
objectives has led to some of the difficulties experienced in
the course. Hall & Allen (1989) further state that white
universities sustain and promote the values of the dominant
group, that may not only differ from, but could also denigrate
those of the dominated groups. Staff members in the Department
seem unaware of the racial differences between them and the
students and how this could negatively impinge on the learning
process. Some of the well intentioned attempts by staff to
facilitate student learning were perceived by the students as
denigrating or patronizing as will be shown later.

It is important to note that in any newly developed branch of
training one could expect to find these kinds of uncertainties
and confusions (Cornie1je, 199~; 1993). However, because of the
nature of the South Af:.:icansociety r racial differences. also
seem to contribute to the difficulties experienced in the
diploma course. Due to a long history of segregation the two
groups know very little of each other which results in
misunderstandings with often disastrous outcomes. Lack of
interaction between the black and white races in this country
has led to feelings of difference and in some cases
inferiority/superiority.
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Inferiority among the students may be enhanced by the fs.ling-.
that as individuals these students have not had the
opportunities oth,,]"students in the Department have had. ,"or
example, ¥,,~i:loc;;'notqualify to regis~er for the degree course.
For some/students this denial may be seen as a challenqe to work
hard and to prove themselves. For the diploma students these
feelings appear debilitating.

It would seem that in spite of the positive intentions that led
to the establishment of the diploma course, that is, making
Speech-Language and Hearing therapy accessible to the
disadvantaged communities, the:rewere a number of difficulties
with training that required some clarification. The students'
and staff lack of commitment and involvement in the course,
their demotivation, students' disappointment with the course and
staff disappointment 'Ifiththe students were all issues to He
investigated. The purpose of this research was therefore to
investigate the experiences of the students and staff regard~ng

\

the diploma course, how they understood the aullSand objectives ':'coc:,:,~,

of this course, how they defined the'problems with the course,
and their explanations as well as their justification for how
they participated in the course.

Researchers in the area of course evaluations within this
discipline have so far focused on course content, pedagogical
methods and performance of the graduates on the field (Diploma
Review 1991; 19:92; Cornielje, 1992; Schneider, 1992; Tshule,
1994). However, they have neglected the most important aspect
of how participants feel ~bout the course and their knowledge
and understanding of ,the objectives of the course.
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CHAPTER 2

PREVIOUSUSEARCH ON THIS TOPIC AND RATIONAI.,E Fa. THIS STUDY

The Department has been aware of the difficulties with the
diploma course for many years. In particular, the problem of
training students with no knowledge of the areas where the

graduates work has been a concern for many staff members. This
has led to uncerteinty about which courses to teacb in the
dlploma course as well as how to differentiate the diploma
courses from the degree courses.

2.1. THERESULTSOFTHl!!1990 DIPLOMAREVIEW

As an attempt to begin to evaluate the effectiveness of the
diploma courge in meeting its objectives, questionnaires were
sent to all the diploma graduates in 1990. Of the 52
questionnaires sent out I. 26 were returned, that is, a 50%
response ratef 23 respondents were working as CommunitySpeech
and Hearing workers (CSHWs)in Education (special schools as!!
well as normal, schools) and in Ho,pitals. A prel.iminary'
analysis of these questionna.ires indic~ted that ':majority of the\
diploma graduates were dissatisfied. with their present work
conditions and sal~t'ies. The following reasons were given to
support this statement:

1. Those working in hospi,tals were employed in temporary
positions as clerks or in positions that were traditionally
reserved for degree Speech-Language and Hearing
therapists. This meant that these CSHWshad no career or
promotion prospects in these positions.
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2. For those working in schools, the diploma was not
recognised as an additional qualification to t~~t~eaching
diploma they already had. Consequently, no extra
remuneration was received for this extra qualification.

3. One CSHW employed in a T~'nsvaal provincial Hospital was
employed as therapy assistant yet she had to perform the
work of a degree therapist.

A substantial number of the graduates felt inadequately trained
for the work they were expected to perform. They reported that
the theoretical background to the course they were taught at the
university was inadequate and at times unsuitabl~ for their work:i

environments, particularly in the speech and language aspects
of their work. They further claimed to be confused about their
role in relation to that of the degree Speeph and Hearing
therapist. Some did not agree with their role definition as
outlined in the SAMDC rules. The qraquates I ~'Qa.jorconcern,
however, was the lack of official recogllit:i.onfor the course in
Education and Health Departments outside t~;e former self
governing and the TBVC states, so that those ~~\~ployment in
these Departments were insecure aoout keeping the~)jobs. This
feeling of insecurity was exacerbated by \2the imminent
incorpora·tionof the s€lf governing and the TBVC states into the
Republic.

Though the response rate for this research is generally.
considered good for a postal survey (Moser and Kalton, 1971) the
reliability of these results may still be considered
questionable due to a large number of questionnaires that were
not zetnrrned,
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Also, the use of a written questionnaire with a limited ral:19f!
of questions effectively precludes elaboration and
interpretation on the part of the respondent (Harr., 197ft; Moser
and Kalton, 1971) which makes it difficult to evaluate whether
the answers to the questionnaire are a true representation of
the viewpoints of the individuals concerned. The significance
of these results for the respondents, however, cannot be
underestimated. The problems of lack of posts and recognition
for the profession, as well as poor renumeration are experienced
by all Speech-Langaugeand Hearing therapists.

2.2. THE ~~SULTSOF SCHNEIDEffrS 1992 RESEARCH

The retsults of the Dep~rtm.ental research were supported by
Schneider (1992). She evaluated the efficacy of the diplom.8.
graduates in providing speec.:-:h-languageand hearing' services in
hospitals in Gazankulu, a rural area in northern Transvaal. She
gathered statistical data about patients presentinq themselves
for treatment in these settings' and conducted face-to-face
interviews with the gradu&tes to determine howthey felt about
their work and how):hey coped with their situations. She
concludes her :report by saying that the diploma graduates were
pl.·oviding-a useful and an effective service. The graduates were
report&'d to be confident in identifying and managing hearing
problems but were unsure about the suitable treatment protocols
for speech and language problems. How~ver, in spite of the
apparent success of their servicl.;1sthe most frequently recurring
themes during her interviewf~with the graduates were once again,
inade~uate training, role d?nfusion, lack of recognition and a
lack of career structure wit.h concomitant poor salary and
promotion prospects.
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Schneider's research is partly ~ descriptive survey and pa~tly
participatory I in that she involved the graduates in discussions
about their profession. This attempts to address some of the
concerns raisad with the use of postal questionnaires. Although
some of the problems she identified wi.th the diploma course do
not relate directly to training (for example, lack of
recognition and a lack of career structure) the majority iippear
to be related to the problems already identified with the
training programme. For example, lack of a clear roie
definiLion could have arisen from the apparent lack of consensus
among the teaching staff resulting in students being presented
with conflicting messages about their role.

The two research projects described above identified major
theoretical and clinical gaps which negatively affects
performance of the diploma ~raduates. This information led to
many discussions in the Department in an attempt incorporate
some of the suggestions into the course. However I because staff
member could not agree the course continued as'it was.

2.3. THE RATIONALE FOR THE PRESENT RESEARCH

The above discussed research on the diploma course focused on
the diploma graduates working in various rural environments.
The information obtained may have been influenced by the demands
grnduates faced at tnese situations and might not necessarily
have been a direct re~nection of the teaching they received ,
It was therefore of interest to the present researcher to
investigate lecturers I knowledge ai'~dunderstanding of the role
end function of the diploma graduates and their attitudes to the
diploma course. This study is ~n attempt to document the
difficulties staff members experienced with this course,
attempts they made in addressing these problems and their
general understanding of the objectives and the scope of w~.:{k
for the diploma graduates. The st~.dyfUrther aimed to compare
the staff responses to the knowledge and at:titud.esstudents have
about th ~ir roLe at the end of their t.'.:'aining.
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Quicke (1986) states that students' ~iews are under represented
in evaluation studies, probably because of the students
perceived. lack of status a". power. He f1.1rtherstates that.
students &re recipients of whatever innovations that are
introduced and ther~fore their views should not be ignored. In
fact their views are ar.guably more crucial than those .::>f their
teachers.

The study therefore further aimed to investigate the students
experiences of the diploma course, their understanding of the
course objectives as well as their attitude towardsthio
profession. It was hypothesized that the apparent low levels
uf motivation that seem to be evident amongst the students was
a result 0.. their disappoitltment when they discovered the
mismatch betw~en what they expected the course to be and what
it actually turned out to be. Consequently, the initial glib
statornefitsthey make when they are being interviewed ft)r
selection into the course about -interest and wanting to serve
the communj.tyN are soon replaced when despair. Many appear
cynical, some resentful while others 1rtaybe frustrated because
this diploma is the only university qu~lification available to
them. This is not to deny the· importance of other variables
such as poor opportunities for employment and lack of career
st=ucture once qualified. Unemployment may not be an
educational problem but it is according to Watts' (1978) -a
problem for education-.

Not only may rising unemployment dictate new aims for.education,
or call into questi9n their existing aims, but it may also
affect t.hemotivation, attitudes, and behaviour of students,
creating press~res to which educational institutes are obliged
to respond (in Raffe, 1986; p.ll). AccordLlg to Freire & Shor
(1987) there are concrete, historical condi1:.ionswhich create
students expectations about pedagogy. On t.hewhole students are
concerned about jobs and money. In fact t.heae are the reasons
students g'ive for enroling in the diploma course.
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The present study attempted to explore the dimensions of these
different expectations in mor, detail with a view to
understanding the problems with the diploma course. Th writer
agrees with Freire & Shor (1987; p129) who state -the problema
of school are deeply rooted in the global conditions of
society-. The diploma stuoents are mostly from disadvantaged
backgrounds, therefore they may view higher education as a tool
for helping them get out of t...lispoverty and fer improving til,eir
position in life. Staff members on the other hand appear to
view the diploma course as a means for making Speech and Hearing
therapy services accessible to underprivileged communities and
not necessarily as giving professional training to those Aho
regiater for the course.

The diploma course offers ~rtii'lryeducational opportunities to
students who would otherwise not have had this opportunity, yet
somehow students do not seem to make. maximal use of this
opportunity. A question the pldsent researcher has been
pondering over the years during her involvement in this course,
was, why the students enroled in the diploma course seem so
uncocpexacdve , seem to cause so much distress for their
lecturers and on the whole do not perform as well as other
students in the department.

Is the students' poor performanc:e due to their dissatisfaction
witb; the course? The researcheI' beli.eves that an incisi-Je
analysis of the problem is needed and a definite decision
reached if the department is to continue with this course.

It must be noted that the problems reported above are not
experienced by the other students in the Department, probably
because staff members are more secure in teaching the degree
students as they are familiar with their prospective work
contexts. Alternatively, do the diploma students e~perience
these problems because as black 13tudents from poor educational
backgrounds they are expected to struggle.
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It is stated in the document, perception. of Wit;..(1986) the.t
blacks are consistently expected to do less thon whit •• at this
university~ A variant of this is the tendency to as.De th"t
black students cannot do as well as white students because of
their educational background. This sort of expectation has a
powerful self-fulfilling dynamic. While the deprivation in

black education is a well documented and an accepted fact.
It is also true to say that it is unfair to compare the t~o
groups of students because of the disparity of the educational
opportunities the students received.

It was f~lt that the results of this research would not only
lead to the improvement of this course, but would also have
implications for other courses emerging in the field cf
community work. During recent years there has been a
proliferation of community based rehabilitation training courses
throughout the count~ and yet the only available research in
the area is of the prr.'lgramm&"offerctd at Alexandra Cornelje
clinic 1991 & 1992. This report gave detailed information about
teacherst perceptions of the course but failed to investigate
how students felt about. the course. Any programme or project
which proceeds without knowing what the community wants will be
meaningless.

The document, PercE.'ptionof ~its, 1986 states that people
dealing with the community should not ·push tbeir own pennies·,
but should work in consultation with the community they serve
(P.29). So, in the true spirit of community work the pre&ent
research endeavoured to consult the community, that is, students
and staff involved with the diploma course, to investigate their
experiences with the course.
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The main purpose of thi* research Willi therefore to elicit and
analyses the views of final year diplam~ student. a~d their
lecturers regarding their participation in the diplOllWlcourse.
The study aimed to investigate the participants· understanding
of the role and function of the diploma graduate with a view
to explaining same of the teaching and learning difficulties
they experienced.

It was hoped that the results of this study would provide the
Department with valuable information about the way forward for
this courae. It was also hoped that staff members who
participate in this l:'esearchwould develop new insiqhts I asswell
as f an increased consciousness of their attitude and perceptions
regarding the diploma eeurse , The resea~chers I expectations
were t.hatth.is research would stimule:te the sharing. of
information which would laad to beneficial discussions about
the future of this course. It wam further hoped that the
results of this study would provide valuable informat5.on to all
those who are contsmplatinq starting s:i.1nilarcourS6ts.



CHAPTER 3

THEORETICAL BACKC~OUND FeR THE RESEARCH DESIGN AND METHODOLOGY

On the whole the diploma students came to the university
expecting to study for a professional qualification that would
improve their earning capacity and their status in life. Some
of them have been employed for many years as clerks or teachers
before enroling for the course. Very few came straigh~ from
school having just completed matric. The staff members also had
their own expectations about the students, their own conception
of what the course should be, and the role the graduates should
fulfil.

The term expectation generally connot.ee awal'eness, thus
suggesting that pe0:f?;leare pbenomene LLy alive and rational in
their orientation td events. These expectations have important
consequences for motivation and therefore also for behaviour.
Motivation is concerned with why people act as they do and is
influenced by their eXperiences and knowledge in the form of
expectations. Biddle and Thomas (1966) state that expectations
are formed as a result of prior experiences and represent a
distillation of those experiences into a meaningful whole for
thl1'lindividual.

The use of a persons own report of his/her experiences has been
mooted as an a1~'ernative to more traditional techniqc.es in
psychological investigations (Harr~ & Secord, 1972; Harre, 1974;
Harre, 1979; Levi, 1977; Brown & Sime, 1989). Given thi!h.. the
focus of this research was on subjective interpretation and its
significance for motivation, it was necessary to move beyond the
constrains of positivist methodologies which often igno:rethe
subjects· interpretation of the situation. Also, given the
newness of the research area, it seemed most useful at this
point to use a method which did not only rely on hypothesis
testing but allowed for hypothesis generation as well (McGuire,
1973; cited in Forgas, 1979).
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3.1. THE QUALITY-QUANTITY DEBA1.~IN SOCIAL SCIINCIS

The protracted quality-quantity d'ebate in human SC!tU1C ... has
movedbeyond argument for a different method of data gathering
and analysis to an epistemological position that stat •• that
human research should be premised upon the search for meaning
and understanding (Henwood& Pidgeon, 1992). This epistemology
emphasises:

1. the presentation of reality through the eyes of
participants.

2. the importance of viewing the meaning of experience and
behaviour in context and in its full complexity.

3. the generation of a working hypotheses :rather than
immutable facts.

4. the change in attitude towards theorizing which emphasises
the emergence of concepts from data rather than their
imposdtion in t&rms of priori theory, a:nd

5. the use of qualitative methodologies fo:r research.
(Potter & Wetherell, 1981; Henriques, HIDlloway,Urwin, &

Walkerdlne, 1984)

3 • 2 • ETl:iNOGENY

Harre & secord (1912) contribute a valuable -theoretical
framework £o:r:this perspective. Their most coherently
articulated lalternative to traditional research which emerged
from this qut,.lity-quantity debate within social psycho-logy is
knownas ethl:>genic8or the identification of the generative
mechanisms which give rise to behaviour. This method of
study_:in~dsocj,al behaviour concentrates on the persons· construal
of hil\l/her sl::tci,!!tlworld and was the·refore t.he method of choi.oe
for tl1iis researt:::h.
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The most important concept of this theory, applicable to this
research is !thnoqeny, that is, the study of peoples' •• anings
within their owncontext. ECthnoqenywas regarded as preferable
for this research for a numberof reaSOllllJ. Firstly, it provide.
an alternative to the old paradigm in Social Science since i~
is based on the premise that people should be treated for
scientific purposes as if they were humanbeings. Secondly, it
relies on "1'1leOpen Bouls Doctrine'" which states that people are
aware of their intentions and can articulate the meaning that
these have for them. Lastly, ethnoqeny stattts that so,cial
behaviour consist of intentional social actions with subjective
meaning and that there is a joint construction of social
behaviotlr. It is not simply that A responds to B, since most
of the action is simultaneous, each is continuously monitoring
and z:espondingt.o the jointly cr~ated ol'lg-oingsituation (Argyle,
1987)•

Barr' & Secord (1972) offer an interactive understfAnding of
htUQanbehaviour within which people- participate actively in
mak.ingas well as, in responding to roles and rules opera,ting
in particular contexts. They calll these contexts;! episodes. An
episode is defined as "any part of humanlife involving one or
more people in whicb some inter.Flal structure can be discerned"
(Harre & Secord, 1972; P.159). n:pisodes are eith.r formal where
reference is made to explicit l~les or are informal, that is,
often unspoken, Rules generate iactions through the actor making
reference to them in consc.iouaIy monitoring and controlling
his/her performance. They can determine expectations, guide
action and are often referred to in peoples' explanations of
their ownactions.
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3.3. THE ROLE-RULE MODEL

There are two types of rules. Regulatj,ve rules guide behaviour
while interpretive rules allow people to assign meaning to
various events. Harre (1974, 1977) suggests that people draw
upon a set of cognitive resources and their ~hared social
competence made up of regulative and interpretive rules to
produce effective and legitimate social activity, and to mesh
t.heir activity with other peoples I actions. One of the :main
goals of ethnogenic research is thus the elucidation of the
rules that make up the social and conventional knowledge of a
person, subculture or society~

A role is a set of actions a person of a parti.cular type is
expected to perform within the act-action.structure of a certain
episode and provide a framework of meaning for that particular
action. Role expectations may be clear or they may not be
clear, that is, participants in a. particular act-action
structure may have role expectations of each other that are not
explicit or not spoken about.

This role-rule model has both a descriptive and an explanatol1r
function. The zormer'ia related to the way in which the epdsode
is described from the social point of view and the latter as to
how participation in it is accounted for from an individual
point of view. Thus this approach allows for a description of
the kinds of T.ulesand roles operating in a p~dagogical context
of this nature as well as offering reasons for student and staff
actions.

In terms of the current research the episode in question might
be defined as the pedagogical relationship existing within the
structure of the nepartnnent..
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This functions according to the formal rules governing such
interactions. Vor example, this might iuclude due performance
requirements, examination behaviour, attendance at allocated
clinics and or lectures, report writing and so on for the
students. Staff are expected to prepare and present lecturea
as outlined in the syllabus I to attend all clinics and mark
assignments, tests, reports and examinations. More important
for the present study, however I would be the informal or
unspoken rules operating within this episode. There seemed to
b. a conflict of interests amon~ the students ~nd staff in the
dIploma course.

Many students expected the course to give them a profession&l
qualification. Their internal motivation for coming to the
university was self-improvement, with a view to improving their
job opportunities and financial securit_)··,Their disappointmsnt
set jn when they realized that they were registerGd in a poorly
defined course, beset with confusions and disagreementB. Staff
members seelllednot particularly concerned. about the well-being
of the stv.dentsregistered in this course, but were are rathe~
concerned about service. delivery. They vi«~ed the diploma as
an expedd.ent; method of making Speech therapy services accessible
to the disadvantage communities,

It appears that there may be discrepancies and lack of mutual
understanding in the rules operating at the formal and the
informal level. At the fOL~al level students participation at
lectures and clinics on the whole has been unsatisfactory. The
teaching may not have been acceptable to the students since it
did not meet their expectations. In additioIl,',there may well
be dis-::repancies.tnthe rules governing the actions of students
as opposed to staff.
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In o,rder to get to thf~ rules and roles wb.icfh. define actions
Barrl' (1974) uses an analysis of individuals' account.s of their
action. Harr4isuggests that all action, whether it is perfo:rmed
through 'talk or otherw;LiH:tshould bEtexplained by reference to
the actors I social ompet:ence.

The l!?Olusessionof this no~;;ia1 competence sets limits on the acts
one can perform in soed.al situations and determines what will
be accepted as the correct performance of these acts. This
social competence enables people to both act and to giVe
acoeuntis such as explana:t:ions or justifications of their
actions.

Furthermore, it is possible to identify the nature of specific
acti,ons by using the actc'rs accounts. The notion of account
analy~is is based on everyday situations in which people are
call,ed upon to mak.etheir behaviour intelligibl.e to others. '1'he
analy&lis of accounts will reveal features o,f !:>eop1esI social
cOOlJ:;liSter.cewhich, in turn, will reveal the slgnificance of their
actsi. In a similar manner the researcher alukshis/her subjects
to c::ommentupon their behaviour in the episode he/she is
stuc:llying. '1~herule-role model is an analyt~ica1 tool to
complement t.he accounting method.
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3.4. THE COGNITIVE MATRIX MODEL

Ethogenics involve~ collecting the individual accounts of
participants and then assimilating them by a process of mutual
negotiation into a common view (Cla,rke, 1979). From these
accounts the ethnogenist is supposed to extrapolate the
·cognitive resources'" of the person doing the accounting. These
resources Harre (1974) contends can be arranged in a -cognitive
matrix- composed of the four items mentioned below:

a) the
b) the
c) the
I.n the

definition of the situation,
persona (presentation of the self)
arbiters of onets behaviour, and
rules used in monitoring or defini.lgsuch behaviour.

The situation for the present research might be the Department
as seen within the broader university context. The persona
refers to the indiv.:1dualstudents and staff who participated in
~he diploma course. Guidelines regulating how they function
within the department, their relationships, behaviours, and
explanations for these behaviours and how they are vindicated
forms part of the rule structure. Harre notes that while the
situations and arbiters are explicit parts of an account the
persona is an implicit element.

Levine (1979) believes that since in eliciting an account one
is asking the person to define his behaviour, to
implicitly/explici.tly use these monitoring rules, the rules
component of the m.atri:!...i.sanalytically separable from. the
others. In addd.t.Lcn f the way in which behaviour is accounted
fort the rules which are invoked to define ones' behaviour must
involve the presentation of self and be tempered by the
orientational others for whom such a~ :'!cotlntwould be saliel.1.t.
Thus, according to Levine (1979) the persona and arbiter
elements also locate these ru~es. Levine maintains that the
situation, persona and arbiter elements are part of the account
itself.
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CHAPTER 4

RESEARCH METHODOLOGY

4.1. RESEARCH DESIGN

This research is a qualitative case study. One of the most
ilnportant aspects of qua.lit.ativeresearch is its concern for
context. The case study approach is senaitive to context
because it develops themes within a particular case. This
approach is necessary for this research because it permits the
researcher to develop "th.ic1c deBcrl.ptions" of particular cases
while remaining sensitive to context. Qualitative researchers
believe that human ~xperience is shaped in particular contexts
and cannot be unders·toad if removed from those contexts.
Experience is viewed holistically as l'eserit'chersexplore all
aspects of an experience.

Another significant aspect of qualitative research applicable
to the present study is its focus on the descriptions of the
essential qualities of the events under investigation. This
allows fctr interpretation of the meanings and relationships
among cheae events to highlight ths significance of those events
in the larger picture of social and educational concerns (Cohen
& Manion, 1991; Kincheloe, 1991; Kvale, 1983; Taylor & Bogdan,
1984)•

This research is exploratory in nature. According to Marshall
& Rossman (1989) exploratory research aLas to investigate
Iittle understood phenomena, to identify important variables and
to generate hypotheses for further research. It was anticipated
that this type of methodology would permit the present
researcher to discover reasons for the problems experienced in
the dd.pl.omacourse, the salient themes operating, and how these
were linked with one another.
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The investigator was able to identify what eventsl beliefs
and attitudes were influencing students and staff behaviollrs and
how these interact to result in the problems experienced in
the course. The rule-role model and the cognitive matrix
analysis scheme of Harre outlined above facilitated this
description and provided a cause I explanation for the events
under investigation.

4.2. AIMS OF THE STUDY

The main purpose of this research was to elicit and analyses
accounts of final year diploma students and their lec:tuJtesand
clinical tutors regarding their experiences in the diploma
course with a view to explaining the difficulties expe.cienced
in the course and the apparent failure of the course to meet its
objeGtives.

Specifically this study aimed
1. To investigate the experiences of the staff and siudents

who participated in the diploma course in 1991 and 1992.
2. To determine their understanding of the objec"Cives of the

diploma course, the problems with course, and their
justification for the actions they took in trying to
adcress cheae problems.

3. Ifo compare the students and staff explanations of
objectives of the course, the problems with the course,
actions t8.ken to address these problems in an attempt to
evaluate how they influenced the behaviours and the
attitudes of the participant&.

4. To extrapolate rules that governed the participants'
behaviours in an attempt to understand how the problems
exp€"''::'iencedin the oour-se ca..,eabout.

5. To compare students and staff rules in orde'rto understand
how these cl.)ntribt:.tedto the apparent misund3rstanding;s in
the course.
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4.3. DATAGATH~RING

Participant observation, survey questionnaires and in depth
interviewing are techniques usually employed with qualitative
research methodology. Taylor & Bogdan (1984) support the
believe that not all techniques are equally suited for all
purposes. The choice of research tec~niques should be
det.ermined by the research interest and practical constraints
faced by the researcher. Interviews were felt to be uniquely
suitable for this research as they allowed for an in-depth
explanation of issues (Ker.~nger, 1986). Also, they allowed 'the
participan~B sufficient freedom to provide the researcher with
access to their owndescription of the situation •

...,1 d~pth interviewi!lg was therefore fE:lt to be the method of

.::hoice for the present study. Denscombe(1984) states that
il"T:ervie'J1sprovide the kind of access t; situation which is
1. ~C!essary for any balanced and l'epresentative view of the
situation. He further states that in-depth interviewing is
especially Bui.i.:ablewhenthe res~archer has time constraints ~lnd
wants to ilJ.um.inate human experience. Kvale (1983) writing
specifically about qualitative interview states .Nitspurpose is
to gather descriptions of the life-'fIDrld of the illterviewee with
respect to interpretation of the meaning of the described..phenomenaH (p.174).

Cannell & Kahn (1968) define the research interview as Ha two
person conversation initiated by the interviewer ror the
specir.ta purpose or obtaining research-relevant information, and
focused by bim/her on content spec.ified b}r research objectiv'es"
(in Cohens Manion, 1991, p.308). Technic.ally, the qualitative
research interview is aemd-at.ruccured (Kv.ale, 1983)I that is,
it is neither a free conversation nor ,a highly structured
questionnaire. It J.a carried through following an interview
guide I which focuses on certain t.hemea, Tht?: main purpose i~ to
describe and understand the central themes in the life-world of
the interviewee.
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There are four kinds of interviews that may be used specifically
for research purposes:

1. The structured interview is one in which the content and
procedures are organised in advance. The questions for the
in~erview are determined by means of ~ schedule which does
not allow for modifications.

2. The unstructured interview allows the interviewer to modify
content, seq~ence and wording of the questions while still
maintaining the aims of the research.

3. The non-directive interview allows the respondent to
initiate and direct the course of the interview. This type
of interview has been shown to be particularly valuable
because it reaches the deeper attitudes and perceptions of
the person beIng interviewed (Cohen & Manion, 1991).

4. The focul!led interview seeks to follow closely the
prLncd.peLa of non-directive interview but the researcher
controls the questions to be asked and may limit the
dj,scussion to certain areas.

The focused interview technique was felt to be suitable for the
purpose of this research because of the following
characteristics elaborated on by Cohen & Manion (1991).

a. The persons interviewed are known to have been LnvoIved in
the particular situation.

b. The researcher is aware of signif t.cantissues to be
discussed based on previous research or involvement .inthe
particular episode. The present researcher met both.
conditions.

c. This prior knowledge is used to arrive at a set of
hypotheses about the problem and to construct an inter,riew
guide.

d. The actual interview i~lfocused on the subjective
experiences of the persons who had been exposed to the
situation.
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It is however, important to point out th$ limitations of
interviewing that may arise specifically when interview data
consist solely of verbal statements. Deutscher (1973) reports
that there can be a great discrepancy between what people say
and what they actually do (cited in T~ylor & Bogdan, 1984).
Kvale (1983) believes that since interviews are context-bound,
one cannot assume that what a person says in the interview is
what that person believes or says in other situations. These
limitations should be taken seriously, hC"oJeverI for the present
research the theoretical framework chosen acknowledges the
importance of context and the significance of peoples' accounts
when studying social life.

The researcher's involvement in this course had given her much
insight into some of the important issues for this research and
her training in conducting in-depth clinical interviews was
regarded as valuab~e in dealing with these controversial
limi.tations. Furthermore, ethogenicB acknowledges that there
is no one true literal account of an event, any event can be
characterised in numerous different ways. Potter & Wetherell
(1984) support thks statement. They believe that the
researcher's task is not to determine ·thetruth of an account,
for peoples' accounts in these situations may be influenced by
their judgement of the normative desirability of their
statements for the particular situation, that is, what the~r
perceive other people will think.

4.4. THE INTERVIEW GUIDE

Kerlinger (1986) identifies three items which may be used in
constructing schedules used in research interview. These are
fixed -alternative items, open-ended items and verbal scales.
Open-ended items are defined as those that supply a frame of
reference for the respondent's answers but put a minimum
restraint on the answers and their expression.
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Open-ended questions were felt to be suitable for this reaearc:h
because tlleyare flexible, allowing the interviewer to pr9be or
clear misunderstandings when they arise. By their very nature
open-ended questions also encourages co-operation and may help
to establish rapport.

Spradley (1979) has Lden \fied three Guitabla questions for
semi-structured interviews: descriptive, structural and contrast
questions. Descriptive questions aim to elicit a large sample
of utterances while the lattar two types are used to elaborate
and clarify issues. Open-ended questions were used to
facilitate the flow of the interview. The interview guide was
fairly flexible, it comprised a list of general ideas to be
covered which could be expanded or narrowed as the situation
demanded (APPENDIX C). It is important to note that these
questions were designed to open-up and expose deeper rule
systems that were operating and in a way regulating students and
staff participation in the course.

Broadly the interv.:i.ewschedules for staff and stUdents ~ere
slightly different. Staff interviews were opened with a general
statement about the courses they taught, the objectives of that
pe.rticularcourse and.expectations about the students. This was
followed by a dd.acuaa Lon about staff experiences of the diploma
course, their unde~standing of t.he role and function of the
diploma graduate, and their general attitude towards the course.

•
Student interviews concentrated on their expect&tion about the
course and their under-standing of the objectives of their
profession. They were asked to give an evaluation of the
coux-ses t.hey studied and their relevance for the work ~hey are
expected '\.";0 perform. The students general attitude towards t.he
diploma course was also investigated.
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4.5. PARTICIPANTS

A total of 29 participants took part in this study. 'there were
u

13 final year diploma students and 16 lecturers whopartioipated
in the course in 1991 and 1992. One student did not arrive for
the interview and one staff memberrefused to p&rticipate. The
number of participants is not critical as qualitative
interviewing calls for a flexible research design. In fact, the
numbar of informants is usually no·t specified before the
research commences(Taylor & Bogdan, 1984). Someresearchers
try to intervie~ as manypeople familiar with a t~pic as
possible, while others use the strategy of theol1'etical sampling
(Glaser & Strauss, 1967). Due to the limited number of
participants in the diploma course it w!.\sneceasanr to interview
all participants in order to obtain a broad exploration of the
events focused upon.

4.6. DESCRIPTIONOFTHEPARTICIPANTS

4.6 ..1. Students

The mea.naqe of the students was 24 years with a ra.nge of 19 to
34 years. There were 11 African and two Indian studE~nts. The
majority of the students were fr·o'lTl'Venda.,Lebowaand Gaaankulu.
There was one student from Soweto and the two Indian students
came from 1?ietermaritzburg. There were two male students. The
students I matric results are included in Al?PltNl.>IXD. Tbr$e
studen.ts had bean registered for degree courses (gev.8ral tlA, BA
(Speech and Hearing therapy) and Social work) but were unable
to complete their studies.

'I
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4.6.2. LECTURERS AND TUTORS

The majority of the lecturers were Speech and Hearing
Therapists. There was one Social Worker and one psychologist.
All lecturers were white and lived in urban areas. Three
lecturers had been involved with the diploma course since its
inception. They were also part of the group that started the
course. There were two clinical tutors who were employed
specifically to tutor the diploma stude.'nts. . t"est of the
lecturers while giving specialist coui.ae- _,., 't.:.h& diploma
acudent s were mostly Lnvolved :.ntraining the d-egree st.udencs ,

4.7. PROCEDURES

Brown and Sime (1981) state that if account gathering is'to be
used as an academically acceptable research procedure, rigour
is required both in the collection of the material and in the
analysis that follows. Semi-structured face-to-face interviews
were conducted with all participI:1nts. The interviews were ..conducted at the university. All inteI'viewswere tape-recorded
and orthographically transcribed.

Staff members were interviewed individually while students were
interviewed in groups. It was felt that students may be too
intimidated to discuss their feelings individually with the
researcher who was also their lecturer. Group discussions is
one method for reducing the indexicality of individual
interviews particularly wh,en sensitive matters are to be
discussed. In addition, group interviewB were felt to be
particularly valuable in this instance as they have the
potential for encouraging the discussion to develop with minimal
intervention from the interviewer (Cohen & Manion, 1991). Watts
& Ebbutt (1987) state that such interviews are useful where a
group of people have been working together for some time. There
were practical advantages to be considered as well.
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"
Students were intetviewed at the end of their final year
examinations and may have been concerned about their marks.
Students were told to assign themsel VetS to a group of their
choice, hoping that those who got on well together would form
~ group, having had the experience of working well together in
the past, and would therefore not be inhibited.

4.7.1. STUDENT INTERVIEWS

The interviews took place at the Department in one of the
observation rooms. There were three groups of three, and one
group of four students. Studellts were seated around a table
where coffee, tea and biscuits were provided to lighten the
atmoaphere in order to help the students relax and to facilitate
natfral free conversation. They were presented with an outline
of ~he themes to be discuaaed and allowed approximately fifteen
minutes to look at th~ outline and write down whatever issues
they wanted to dd.acuas about each item. The researcher then
opened the interview with a brief introductic-n about the
research, its rationale, and an explanation who the participants
of the study were. Once the interview had started the students
spoke freely about topics both on and off the outline. The
interviews took approximately two hours.

4~.7 .2. STAFF INTERVIEWS

Participants wEire interviewed in their own offices. These
interviews were more formal than the students' interviews,
directly focusing on the interviews with no opening statements.
Most participants were aware of the purpose for the interview.
They were not provided with ~he outline for the discussion, the
interviewer started the interviews. She began by indicating to
the lnterviewee that she was not sure what questions to ask and
was willing to learn from the interviewee what issues were
important for her, a technique suggested by Taylor & Bogdan
(1984).
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\\
\\
\\Often this was enough to get the interview going I if n~;\

successful the interviewer always began with a discussion about
students, who they were and were the lecturers' expectations
before meeting them.

4.8. ANALYSISOFTHERESULTS

Data analysis is a process of bringing order, structure and
meaning to the data collected. Qualitative analyais is a search
for general statements about relationship'" .'.among categories I

building grounded theory (Henwood& Pidgeon, 1992}. Glaser &
Strauss (1967) advocate that researchers begin by aJ.lowi~~·an
array of concepts and categories to emerge from systemj!t.ic
inspection of a data corpus. In the early phases of grounded
theory the researcher is endowedwith maximumfle~ihility in
generating new categories from the data. As the analysis
proceeds the researcher builds up a set of categories Whichare
referenced with instances from the data. This flexibility was
highly indicated in this .'to eaearcn since the researcher was
already familiar with some of the concerns participants had
about, this course. Development of predetermined categories
using researchers I prior knowledgemayhave led to the exclusion
of significant information.

Henwood& Pidgeon (1992) attest that the emerging theoretica.l
account as a result of the constant interplay between data and
concepcueLi.set.Lon is a f15.p-flop between ideas and research
experience. This implies that the relationship betwesn theory
and da+e will at first be ill defined. Accep'canceof the need
to be tolerant of, and to seek out and explore ambiguity and
uncertainty in this relationship is crucial. They caution
researchers to avoid premature closure which could inhibit the
development of new insights. Denscombe(1984) suggest that in
deciding Which accounts to focus upon and what themes to
emphasize, researchers must consider the plausibility of the
account f reliability of the informant and cross-checking between
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informant's accounts.

Henwood & Pidgeon (1992) suggest a systematic way ot.' inteqra.ting
categories into a coherent theoretical account. They identify
two principles to follow. Firstly 1 the principle of theoretical
sampling of categori~PI involves coding all instances of the
categorie~ until no new examples of these categories can be
found, linking categot'iee together, tmd creating new
over-arching categories. Secondly, the principle of constant
comparative analysis, implies looking for similarities and
differences which may exist between concepts to ensure that the
full diversity and complexity of thG data is explored, This
method~of analysis supplements Kitwood (1917) in Cohen and
Manion (1991) who identified four analysis methods which allows
the researcher to establish situation definitions, persona, the
arbiters of one's behaviour, and the rules used in monitoring
and defining such behaviour. They involve tracing a trhsme,
studying omissions, reconstruction of a social life and
generating and testing hy'potheses. IrjlemellJ.,<~reidentified
following the broad categories such as ~~ctations about the
courSl9,expectations about the studentJ, participantst

understanding of the course objectives and the professional role
of the CSHW.

These explanations were analyzed acco~rding to the rule-role
modal of Harre (1974) to determine the particular rules which
guided participants behaviours. These
analyzed in terms of the definition
presentation of the self, and arbi'Cers
nutlined by Harre.

accounts were also
of the situation,
of ones • behaviour
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4.9. AUTHENTICATING THE Ra~OLTS

Hanwood & Pidq30n (1992) state that there is no easy resolution
to the problem of judging the adequacy of any particular piece
of research. They suggest the following principles:

1. Accountability in the research process implies that
emerging theory is checked with participants who evaluate
its relevance •

.2 • Keeping close to tl data means that categories developed
should be rationalisedl giving comprehensive definitions
of why ,theywere labelled in that particular manner.

3. Theory integrated at dlverse lS¥\I'elsof abstraction is
meaningfulll' related to the data.

4. Reflexivity implies an acceptance of the irlevitable role
of the resf~archer in the research process. Researchers •
attitudes should be fully described and i\:iiscussedand their
values acknowledged, revealed and labelled.

5. Transferability refers to applicability of the findings of
the study in contexts that are similar to the context of
the present study I which underscores the importance of
prQviding a full report of the contextual features of the
study as was provided earlier. They conc.lude by saying
that the outcomes of research should be evaluated in terms
of its persuasiveness and its power to Lnspd.r'e an audience.
The theory generated shoulJ be chall~nging and
stimulating yet highly plausibl..::.

checke on the authenticity of the accounts took place on a
number of levels. During the account gathering stage Cohen and
Manion (1991) and Harre (1972) recommend chf~ckin9 with
respondents through a proeeas of negotiation to establish their
perceptions of events they described.
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Once accounts have been gathered and analy~'ed, in tlddition, to
providing an explicit account of hew the final document was
arrived at (Brownand Sime, 1981), small group discussions were
held with selected members of the participant.; in order 1;.0

ensure that the final documentrepresent.ed the situl'ltion as they
saw it (Taft, 1988).

The process of triangulation suggested by Elliot &- Adelman
(1975) amongethers in which teach~rs, students and researchers
compare notes was employed (~ited an Deilscombe1984).

4.10.' LIMITATIONS OF THIS RESEARCH

There are two major limitations to this study. The result.s of
this study may not be generalizable t~.lother context given the
exploratory nature of this research and the small sample size.
These results can only be used as a working hypothesis for
further studies (Silverman, 1985 i Taft, 1988). Secondly, since
an interview is an instance of a complex ~ocial interaction as
it constitutes an interpersonal encounter (Brenner, 1978), there
ar,g·inherently numerousdifficulties which makeuniversal claims
for meaeurement; untenable. Also I because the interaction
involves cOlnmunicationof meaning through language there maybe
problems with adequate understanding of the expressions used by
both the interviewer and the respondent.

The above limitations, howeverI relates more to the data
gathering method rather than to the theory of ethogenics f

bec~'- , the theory accept:( that social interaction involves a
dramattlrgical format which can be used as a vehicle for acting
out certain roles. It was hoped that despite all these
methodological limitations the fi'Q.dings of ,chis research would
lead to a better unde'rat.andd.nq of th,e diff' :mlties of those
involved with the diploma course, and that this awareness would
influence the development, of new strategies to cope with the
problems identified.
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4.11. REFLEXIVIT~

During both student and staff interviews the interviewer wal.
required to provide a lot of feedback about he.l." opinions
regarding certain issues. Almost all participants wantau to
hear the researcher I s feelings about the course. Taylor &

Bogdan (1984) indicate that ~ince participants are expected to
open up completely there has to be somereciprocal exchange from
the interviewer. They believe that it is unwise fer the
interviewer to hold back his/her feelings completely.

4.11.1. STUDENTS

The researcher aeemed to try hard to ne"tralize nhe students
anger by repeatedly telling them how sorry she was that they
felt this way about the course and how she did not know that
they were experiencing r.he course in this way. This message was
repeated with all subsequent groups of stllA-<antswhenever they
expressed anger or dd.aeppod.ntanent; at what they felt they had to
endure. She repeatedly informed thev.'students that she was no
longer going to be involved in teachill)T t.;hi-s course. This, .
seemed l.LkE\a constant urge to prove her-self and to make sure
the szudentia realize she was on. their. side w

4.11.2.
There wal:3an uneasiness with particularly senior membersof
staff. The researcher spoke too much and gave manyexamples of
her experiences with the students. Again, it would appear she
was trying hard to showher understanding of the situation and
to demonatrratieto her colleagues that she went through the same
experLencea as they did. She tried hard to make the interview
less inti1errogatory whi<.-:hat times meant she missed critical
issues and did not probe when the speaker appeared
uncomfortable. She also, appeared to constantly endeavoured to
makeher colleagues fE-al at ease, ignoring sensitive issues when
raised or colluding with them whell she could.
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CHAPTER 5

DESCRIPTIONOFTHECO~NT OFTHESTUDENTS'INTERVIEWS

This discussion of ri"esultf:J follows the same fl>rmat of the
questions d.S th-ey appear on the student interview schedule.
Whet'. possible ~lFendsare identified for each Sitatement. This
description of the content of the interviews is necessar}· at
this stag-a of the report since it forms the basis of the
analysis that follows.

5.1. EXPECTATIONSABOUT THE COURSE

( 'J .5.1.1. :factors Which Influenced Students I Choice Of This
Course

Tho stude!lnts responses to the statements under this ~ection were
diverse. Eight students said they came ~to this universits
because of its reputation as an. internationally recognized
institution. This perception is reflected in this stat&ment:
"i t is not like 'P~rt:loop,the standard is high"'. Somestudents
reported that they came because they were specifically
interested in the diploma course. Thre~ ~tudents had applied
for the BA (Speech and Hearing) Thera(pydegree course but did
not meet the selection criteria for this course. six students
repor.t:ed that they wer~ more int,{Jreeted in degree courses
(Social Work, BSc, Law, Pharmacy, .Bcur, Occupational therapy)
but their applications had not been successful. Three students
had attempted degree courses prior to enrolling in the diploma
course.

Whenask~d.. whythey chose the diploma 'CourseI somestudents said
they thought the course would be interesting because it was
unique. others chose it bE:....ause it was a short cOUrse while
some had a particular interest in the community 'tI.~orkaspect \"f
the course.
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Almost all the students, however, felt the most .i.mportantreason
for choosing this diploma course was influenced by the ~~Ck of
therapists in the areas :fromwhi(.!hthey came. Many felt'this
need.would increased their opportunities for finding employment.
Six students enrolled in this course because they would
("lutomatically receive financial assistance from their
governments. Two students with family obligation!! stated that
the length of the course seemed most appealing for them.

THE FOLLOWING 'IS A S'U"MMARYOF THE STUDENTS; REASONS !'OR COMING
TO WITS:

1. The standard is high
2. The university is internationally recognized
3. The university has ~ good reputation
4. Sper::ificinterest Ln the diploma course because of the

j;ollowing raasons, it is a short cc.urae , it is unique,
community work aspects, and students receive funding.

5 F~jJ.ure to meet the selection criteria for the degree
course due to insufficient entry points, poor mathematics
results or did not do mathematics at matric.

5.1.2. EJcpectations About The Course

Most. students had high aspirat.ions. scme reported tha.t they
expected the courae to be difficult and challenging, while some
students reported that they expected to enjoy the course, to
gain knowledge and skills in order to improve their chances of
getting employment. Four students said they were slightly
anxious about failing the course because they would be excluded
from the university. Students from Gazankulu reported that they
ned been told the course was not difticult, and that nobody ever
failed.
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One .tud.~t .aid, III e:cpeatllJd to learn, not to 1» 110 :truli1t;rated,
:r didn' t :k:t:u:w tba't this couue bad so lIUlllT probJ.... It bas
dJ._PIO·tnted _ and brouqbt hope1.lIsnes. and discouragfJllHlJWt,
I 11M""_t., ...,IIUCb t.:l.DJttll_ Almos't all the students said they
~et~ the course to be well established and to offer good
job pt'tJS,~.. *this vi8'ltpoint is summarised in the following'
~t fr_ one student,r "I tb_ougbt it wu like Oral Bygieno
01" _tel tIlerapy, I tbfp~rl9'bt it bad high status and wall

i' ,

.N~ii".~, being itt Wits, I expected to be ",,11
"il
Ii
It
iIil

r~_;·~ 'Idle IfItudent!sl~eliei\l'Etdthe leve 1 of teaching WaS too
ica. students felt t)l~ework.-Ioad was not di.fferent from the

II
they had at,'schooL Some students felt at times

I

'.!.~k was even hftl:a'tlerI as exemplified in this comment,
1,_.".1. of detai.l WtS lower tban I expected, t:!le diploma is

\

>1I1a- lef!Kjing I' material taught was v..,ry simple, Itt t1laes school
~ Iuacd.rlt.. ThosUtstudents who had attempted degree

=ourl!UU!! felt there was r definite drop in standards.

lfliE STUDENTS· EXPECTAT'1:0N REGARDING THIS COORSll: ARE .SUMMARIZB:D

BELOW:

1. Challenging and difficult course
2. To gain knowledge and skills
3. To improve status
4. To obtain an internationally recognized qualification
5. To improve chances for employment
6. The course was well established
7. It is an easy course
8. To enj~y the cours~
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5.1.3. Changes In Students· Perceptions Regarding Th&ir
Expectations

All students agreed that their expectations did change. Two
students said they became despondent about the course am ear~y
as the first term during the first year. Others mentioned that
they gradually became despondent as they became familiar with
negative aspects of the course. They reported that by being
involved in the ~ourse they realized the confusions about the
title and the objectives of the course.

They reported that the most disappointing feature of the course
was that. it was excl\.lsivefor black students while degl,:ee
students ,f/ere,on the whole white, which made them suspici.bul3
about its qUE,lity.

'themajority of the students said they realized that the course
was not affo:cded the same status and recognition as the degree
course in tho Department. They telt they were being looked do'W'n
upon by both degree students and staff members. They reporb~d
that they experienced the same treatment from other therapis1;s
and teachers at outside institutions where they were assigned
to do their practical work.

At outside institutions Etudents felt more secure when they did
not have to work with a therapist. The following CC"'" 'ut from
one student explains this: Ifl~benthere is a therll!o, . at the
school, then everyone at tbe school knoW'sthat. we are not
therapists". Some students f~!ltthe diploma course was regarded
by other students at the university as inferior. This they said
made them feel alienated on campus and ashamed to acknowledge
any association with the uourse. They identified issues like
finishing examinations earLLer than other students and lack of
credits when enrolling for the degree courses as reasOns for
regarding the course as inferior.
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six students explained that they became despondent when they
realised that staff membersdid not acknowledge 'their efforts,
partic1ilarly when assignmen'ts and clinical work were allocated
much lo'·r;v:;:,marks than they had anticipated. The black: students
felt :there was racial discrimination in marking and allocntion
of mal:.s. There was a feeling that staff favoured Indian
students. The Indian students agreed with this perception, they
said, "we bad it easy with Bnglish but other students had to put
in a lot of effort and they should have been given credit zor
tbat". Eigll,t students felt the lower level Qf teaching was
because the majority of the students were black. This point was
reflected in the statement, "you could see with some lecturers,
it was difficult to co_ down :tromtheir USU/J1 level, we didn 't
waut them to come down, we are not at a 10W'&rlevel, we are
capable of understanding a lot more". They gave an example of
a lecturer who used jargon words in class and then told the
students not to worry because it was not essential to learn
those particular words. Onestudent said: "like these words are
too big for us, yet we hear the same words being used by the
degree stUdents all the time- •

Five students were concerned that lack of competency "97iththe
English language affected their expression and led to the low
marks they were allocated. They felt lecturers marked them on
the basis of poorly expre~sed written work and never gave them
a chance to explain themselves verbally. A student whohad been
experiencing a lot of difficulty in passing someof the courses
in first year summarised this by saying, ·You know, like you
deeerv« that mark, may~beit tfOuld be better i:l the le.-:turer sat
downwith you and lU!!Ikec.."f you exactly what it is you wanted to
say·. Another student said, ·Yes, with me it is a problem
because1was not expreSSil]g the things tllat I wanted to expX'f::lss
in the way I wanted to say them".
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students' I'UtmediuteAnd Long-TermPlans

Four students were:'preparing to work immediately upon oompleting
the course. Almost all were planning to study further at some
point: in the futu.~:e. Someof tho8& who wanted to work in the
profession were howe-vE:lr.,uncertain about findinq work and were
developing continquncy plans for study.ing further. Three
students had already appl~"d for the SA (speech and hearing)
there~py course, five J.ad applted for other degree couraes
offered &t the university. Illterestingly, two student. wanted
to study for diploma courses.

BELO~l I S A SUMMARY CEo' THE STUDENTS' IMMEDlATE AND LONG-TERM
PLAN~J :

Short~term plans: 4 students intended to work
9 students were planning to study further
3 applied .for BA(Speech s Hearing) therapy
6 aPJ?lied for social work, Dentistry I

B Pl:im. Ed, SAand Teaching Diploma
,I:
u
\\
1\

To ~wnmarise this section of the interview, the students 0

reasons fo~ coming to this university were many and diverse.
They ranged from lack of therapists .Ln their home areas I

availability Of<bursaries, the reputation of the university and.
interest in. speech therapy and communitywork. T':teyhad high
expectations about the course and all aspired to be

"professionals. They were excited to be among the few students
accepted for this unique co~rse. Even those who c~~e into the
diploma course after a rejection from the degree course were
I:r;,:il1excited to bl~ studying at this university. The course
seemed more appealing since it was new and unique, leading
students to believe that their chances for finding good
emplo}~ent were significantly increased.
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It would seem from the above that the students' participation
Ln the course led to disappointments. The uniqueness of the
course that was the attraction tor same of the students turned
out to be negative. As one student said, filly expectatiOlls
changed because up to now I'. really confused as to w.b~t I'm
going to do in my community when working I even tbe part about
getting s job is really disappointing because it seems l80St

people are not aware 0.( this course". The students felt they
were not treated like other students in the Department and that
their course did not have status in the university.

A ~....ry 4m.&11 minorit.ll"of the students were positive about the
cour.. and '!hat it had given them. Some students said they
wanted to deregister in first year but were advised to finish
the course. Manystudents said they were embarrassed about the
course and would nQt tell other students on ~ampus that they
yore registered in the course. Three Slitud-entswho lived
together at one of the un:lversity residences related how they
used to hide their examinat:ian papers and their text books from
other students. The student.s were concerned about the fel' ;'.t7in9
problen1S1with the course, namelyI the lengt.h of the course, lack
()f recognition for the course, the names of the subjects they
hi!.d to take, lack of credits when registering for the degree
course, examination time-table that is much shorter than that
of the. other students and contact: with degree students in the
t~epartment and at the university as whole.

5.2. ROLEDEFINITltoN

5.2.1. The Main Objectives Of The Course

The students seemed confused about the ~ole they were expe~ted
to fulfil and how this differed from. the role of the degl.-ee
Speech ':-lIldHearing therapists. They felt the1'¥could accomplish
most of the work undertaken by degree therapists.
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As one student said, "I aen do exa.ctly what tIle Speec~ tberapist
does includinq group therapy and depending on the school go on
outrelu.:b, go out to screea for problems and give therapy". They
all conceded that they underatood they were not allowed ~o give
individual the":apy, yet lectures and practical work emphasized
individual 'Worl...with rarely any mention of howthey should refer
or consult with the degree tht~rapist. One student said, "Jle
don't even know what therapy Ire are meant to give, or wh&ther
we are a.llowed to fit bearing .aids or not, because ""6 wre told
not to do indivlo1Sl therapy but somehowwe did it at schools.
On the other band what is tbe ,point of tea. ling us individual
therapy when our scope say we are not allowed to do it".

The students used words and phrases such as prevention,
education, identification, management,going out to do community
work, and not sitting in the office, to describe their work.
Other students telt they should only concentrate their efforts
on educating the community "because we don f t have e:rtensi ve
knowledge, individual therapy will be ~ nroblem". They felt
consultation with a degree therapist s';.
law but rather be encouraged for ~••
experiencing difficulty with a client.

not be enforced by
professionals when
Students felt the

concept lof basic therapy was confusing and unrealistic. One
student said, «i can't imagine ho" it Jr10uldiwork, wilenyou have
a child with a problem do you ~ive half tberapy and then say
sorry but I can't go on". Students were not sure if this
included or excluded what they considered as basic functions for
example, language therapy and swallowing difficulties.

On the whole, students felt their limited knowledge greatly
affected their work wr.enworking with doctors and when they are
expected to give advice on the implications of certain m~dical
problems I running workshops and providing guidance to parencs ,
Stutterir..g and voice therapy, hearing aid fitting and language
therapy with children were the main areas in which they felt
they lacked competence.



THE STUDENTS I UNDERSTANDING OF THE SCOPE OF THEIR WORK IS

SUMMARIZED BELOW:

1. TOidentify communication problems
2. Prevention and educacLon of communities regarding

communication disorders
3. To do communitywork
4. To give basic therapy
5. The students were uncertain about management,consultation I

therapy and hearing aid fitting

5.2.2. Course That Adequately Prepared Students For Their
Work

The first year COIntRllllitywork course was felt to be the only
course that attempted to clarify the role of CommunitySpe~ch
and Hearing Workers (CSHWS)for the students. HoweverI st:udenta
felt the course was too short and rushed. Most aspects of the
Hearing Disorders course were al.so felt to be suitable but the
practical work was regarded as too brief. The Speech, Language
&ndHearing Processes course was regarded as inappropriate by
all the st.udents. Somesections 0:1: the course such as Phonetics
were felt to be interesting but students 'Werenot sure how to
apply the information or how it re!lates to their work.

The students felt the best practical tl."aining situations were
those where they workedwith therapists whoaccepted and treated
themwith respect. Themost positively rated practical training
situation for most students was the school for the Deaf in
Lenasia and Ii Ilbrow Hospital. Almost all the students whowere
assigned to these places reported that the therapists at these
institutions were very helpful and supportive. Alexandra Health
Centre and Nokuthuia Day Care Centre were regarded by many
students as the most stressful situations they were assigned to.
The students felt the therapists at these institutions did not
want them there.
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They reported that these therapists seemed uninformed about what
the students were expected to do hut worst of all they hated
being belittled and denigrated in .front of patients. All
studEmt:f:~complained about; the la:c't of fit between practical work
and theory lectures as exemplified in this statement, -You f.irtd",
that a lecturer will cams to teach you about:mental retardat:ion
while last term you were at the school fOl' the mentally
bandicappeq and the next term you are going to the school Lor
the deaf-.

The Appropriateness Of The Students For This Course

Previous training, be it in teaching or nursing profes~ions,
interest in community work or previous work experience in the
community, were felt to be necessary elements for success in
this course. Students were of the opinion that previous
training would obviate the probl~3 of employment and lack of
x:ecognition. Younger students, felt the Department should onty
accept mature students because they' felt young students lack
credibility with clients. They believed that mature students
coped much better with complex cases . There were other students
who felt very strongly that age 'lIasnot; important 1 provided
students are trained well.

The students' response~ ~o this qUE~stion t\Tereinteresting since
none of the present students had any previous training. One
student had been employed as a cOlllItlunityworker for many years
before enrolling in the course yet his performance in the course
was mediocre. It would seem students were acknowledging some
responsibility for the difficulties in the course, that is, it
was not only that training was inadequats but that if they had
been older they might have coped be·tter with the demands of the
course.
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5.3.4. The Role Of CSHW I S Versus The Role Of speech And
Hearing Therapists

The students felt there W8,9 no difference between the two
professions. All students maintained that the main difference
was in the amount of knowledge ths degree therapists possessed.
One student said, "~bey h~~ mor:.,llJ· knowlodge than we have on most

aspects- e Many students stated \\thatthe degreed therapists did
..... )/not engage in any community wor-:r~while some students were awere

that recently degreed therapist ha4 also started doing community
\\work. These student$ felt this deve:'t9pmentcreated confusion and

blurring of the roles. The students wanted to know if the
degree students were being informed about the particular role
of the diploma students. In particular they w:lshed to ascertaiu
what "consultation" meant for the degree students. They felt
that the Department should be encouraging the two groups of
students to work together during training in order to prac~ise
for the future.

The students seemed well informed about the scope of their work
as outlined in ".:.heSAMDC rules. Nevertheless I they could not.
give deta.ils on critical aspects of their scope like what is
meant by wordls such a~imanagement, consultation, and baad,c
therapy. They felt there was no difference between th,eirwo:rk
~nd that of t~hedegree therapist. They were critical about
their training, particularly in respect to steff confusion about
their role. From the ten courses that students took over the
two years, only two were regarded as satisfactory. Students
felt these courses adequately prepared them for their role. As
one student said, "Bearing and community work, because in speech
WB don't know where J1e stlUld, we can' t do it anyway". Young
students felt they were not suitable for this course.
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5.4. EVALUATION OF THE COURSE STRUCTURE

The students experienced eama difficulty with this section of
the questionnaire. They could not remember details about the
courses they took, particularly first year couraee ;' For
examp.Le, even though they all agreed that communityworkwas the
most suitable course, that is, the lecturers who gave this
course were able to explain their role well, they could not
agree about the det~ila of the course or the sections of the
syllabus that were most appropriate.

5.4.1. Viel~g Regarding Time All'.Jcation For The Various
Courses

The information bel\lw is a summaryof' the first two questions
on this aeot.Lon, that is, statements covering course detail and
length. On the whole, students fl..lt ,all cour'aee. were too short
and rushed. They felt t;"'~ informati<:mthey received was
insufficient whencomparedtoi1=hat ,given to the degree students.
They felt the theory they were\\taught: in lectures did not match
the practic:al work they were expected to perform. For e:n:ample,
they were 1:.aughtto do language therapy in English, using
Englis}. exampLea, The stUdents felt this WB.S confusing as the
rellatiol)ship between the English language and the languages they
w(.luldbe "W'orkingin was not ~:ltraightforward~ This In&y explain
aomeof t~~eapplication problems tutoring staff had identified
with the ,students I clinical 1r1ork.

One studt!'mtsa,id, "'All courses a.re not detailed, seemingly tbey

are trying to cram this four yea.r degree course into two years,
that is why you :tind tllat they are trying to push everything at
us at sucb a great speed, ultimately you find at the end of the
day you are confused and you don't have enough information in
one specific aspect-. Students felt time was sometimes wasted
by lecturers whowere often uns ire about what to teach. They
felt a lot of time was lost while these lecturers were trying
to ascet't:ain from students what the course should be.
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six students were \llnhappyabout readings given in, class. They
I,

felt these t'eadings were often too difficult and bad no
relevance to the course. The rest of the st:udents felt the
readinge qivan in the community work course were stimulating and
challenging. Some students said there was no uped to do extra
reading as the information given in lectures were sufficient to
pass eJtamiuations. As one student said, "I never lltlled the
library reall.y, the baoksI took out cf the library wasjust to
bave books in my room, I never :felt moti vatG ',,to study, all one
needed to do to get through tests-,vas to try and remember what
happened jn class".

5.4.2-. Tha Teac.h1ng Methods And Their Appropriateness For
Meeting The Objectives Of The Course

Students were appreciati ve of some of the chang~'$Jthat some
\

staff members had introduced into their courses. They
appreciated being given notes as note-taking was difficult for
some of them. Some students "~,felt there ~Jlasno need for them to
attend lectures since they had all the notes. They felt role-
playing techniques used in some lectures helped in preparing
t.hemto Lmp Iesaent; the techniques taught and gave them confidence
in handling patients. Four stUdents felt that although role-
playing Lring lectures £acilit.ated learning and remembering,
they experienced pzob Lems when they had to reproduce that
inf(:>rmationduring examinations.

They felt the difficulty arose because they did not have lecture
not.es where concepts taught are explained. This problem was
exacerbated by lack of faroi,'iarity with terminology and concepts
used. in the profession. The students felt Clinical tu/ors
should be more critical and less tolerant. They felt that
without critical feedback t.hey did not know whether to improve
thrd.r performance in future. Students felt this facto:.:was
highlighted when they received their marks at the end of the
te ..,\1\.
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The marks they receiv~~
)1

q>ectations which were
throughout the term.

often did not correlate wit1;Ttheir
c> .',' \1

on positive tutor~ c~~entsbased

5.4.3. Good Lecturers And Tutors

Goodteachers wera those whoaccording to the. studtllnts, li/-.pole.
to us as people, nut down some supposed £.tud~t lel.l'~ They
were described as approachable, consistent in their inteX"~ct;ion
with students, did not denigrate students# and were dedL.:ated
and caring.

There were many disagreements amongthe ~,'~ud~,ntsduring this
saction of the interview Nonetheless they kgreed. that the
whole ccurae was crammedt that the l'::to'Wledge''theyreceiv-ad wa,
totally insufficient for the work they had to· perfont\, and thCt.
very few teachers ~fere interested in, and d,,:-1icated t.o the'
course. Clinical tutors were t'egald.~ a~ unfair.. \th.ecOhunents

. I.. "\t.hey gave to the students di6 not, ~j:'Ways concr=, wi"tl:htlle marks
students received at the end of ~,~ .erm,

BELOW IS A SUMMARY OF TaE MOST PERTINENT PROBLRMS STUDENTS

IDENTIFIED WITH THE COURS~t:

1. The length of the courae
2. Lack of professional.. recognition
3. The names of the courses are emb~rrassing
4. The lack of credits when e~rolling for the degree
5. The examination time-table does l'l,ot correspond with that:

of other university students.
6. The hierarchicdl location of the cour~a at ~he university,

that is I is it the only undergraduate diploma at the
university
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5.5. ATTITUDES REGARDING RECOMMENDING THIS COUR~~ TO
OTHERS

Studemts were ambivalent about thio statement. Four students
felt the knowledge they received would be very llseful in future
even if they werE='not practising Speech therapy. Al.I the
students felt very strongly that unless the post a~~ career
strruc+urea for this profession were well established the course
should be discontinued or held in abeyance for a while. One
acudenc said, "'Wbat's the point 01' training more people who are
going to be unemployed~. Seven students felt the Department
should be training only those people whowere from an area wher~
the l'lt1edfor ·the course had been identified and should only
choose people whowere already in employment.

As can pe seen from the above informat~on, thege students were
highly critical of this course 0 Students went so far as to
recommendthat the course be discontinued. The two Indian
students were however, positive about thei.r profession. They
had nO intentions of studying further or changing careers, yet
they agt'eed that the course should be offered only to those
peopLe who already had johs or where the need has been
documented for this course. The remainder felt ashamed to be
in the course because other students on campuswere ridiculing
them for doing the course. Two students would not even discuss
this course with their families because 'they did not want to
have explain to them the problems they were fac;~ng after
qualifying.

5.6. ATTITUDES REGARDING MOVIN~ rars COURSE TOALEXANDRA

HEALTH CENTE.~~

The students felt s~rongly that moving the course to Alexandra
Clinic would not address the issues they were critical of, that
is, recogni tion and respect by all in the Depctrtment, the
content of the cour-se as well as the status of the course within
the university.
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The students ide~tified the following negative factors related
to moving the course to Alexandra Clinic:

1. the unrest situation in the township,
2. the therapi9ts at the clinic would continue to undermine the

students' work,
3. u,nlass the practical work changed completely the students

would f:ltillbe confused about their role,
4. the students would have fewer opportunities for meeting

other students and participating in activities on campus
leading to more isolation and alienation.

01)0 student crystallized thie feeling as follows, -x mean yoa
are at "its but you are really supposed to be at lUexandra, so
they are l'l'S:ither here nor thA.rej' neither Wits nor Alexa.ndra
students, 'they need stability"'. Some students felt the
Department was shirking its responsibility. They felt the
people in Alexandra in charge of the course would take a long
time to understand their pzob Iems which would further delay
finding solutions.

The following is a smnmary of the students' responses to the
statements in this interview guide. These diploma students had
ve!y high aspirations before enroling in this course. Eleven
students were interested in deg~ee courses before coming to the
university.

Three students had attempted degree courses without success.
Six students accepted registration into this course for
financial reasons. They were promised by their former homeland
governments that their university fees would be paid if they
registered for the diploma course. Those students who were
unsuccessful in their degree applications were hoping they would
be favourably considered the next time they applied for the
degree course after hav.i.ngcompleted the diploma course.
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NO~t $1:114$1'11:;.$$ai~ 'they ~ hisn expectations about the diploma
QOl1rl#>~.~ ~!£~y thcuqht t.h. oourse had high status sil'ltJe it was
offet",~ mit.at highly reputabla unlv.rsityv Almost all of them
said. they ap&cted good education wit.h good jo~"~o.ep.ots. The
.tu~.ntt'· ~ri.ulC$s of the diploma course werfJ on the whcl.&
nfilqat.t.v... T1t:ut'freported lMlny academic and non-acad.emio pr~,b1E'$u.,
wit.h 'the couse. Acad_lcally 1 students exper:ienced lack. 0;(
c.lMrity ~ut thaix: prof.fulional rolel, lack of appropriate
teac~.btfI_·terials I v4ri~1. standards of teaching and

'. ',' \\

.1!fNl8t;~a. from ~ ent.ire student body in the Department and
'~+;.1$.ui"r~~$.J at large. Students were well aware 01. the
paf ... iotUtl Fobl.- they faced after qualification. They knew
~~t-~!,;.~.'Vb not recoqnised by major employing bodies.*).;~'\,'.....r$ of tIle salary and career difficulties

... ~<~ ~li:f~\~ diploma holders.
, .' . .--,~--, -- - -' \ -i - , .(.

I '

_, .t1ldeat-, i!«-l.t VEley strongly that the diploma course lilhould
Ii d1.~iDtlsd to allow time for the Department to address
,'t~B J"b,'f.--. f£'hey felt moving the course to AleXlimara Clinic
W.',·l.iot ac4dr.alsing their concerns, and that students in the

',;

~r .. ~la continue fo f&el ~ven more alienated. The themes
tlult. ... ad consistent in most students' accounts of their

fi •

~'.t~~s of the diploma course was their need for' status and
respet;!t, their feoling of alienat.ion, de:motivation, racial
discrimination, and resentment.
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CF.AP~rER6

DESCRIPTION OF THE CONTENT OF THE STAFF INTERVIEWS

As explained earlier the staff members concerns with the diploma
course were slightly different to those of the students. As a
result the questions in~luded in their respective interviewing
schedules were slightly altered to accommodate these
differences. The discussion in this section folltlwsthe same
format that was used in describing the students' results, that
is; the discussion follows the format of the interview achedu Ie,

6.1. STAFF EXPERIENCES OF THE STUDENTS

6.1.1. Perceptions Regarding The Need For This Course

On the whole many staff members fell:there was a deflnite need
for a diploma course. Many acceptea the concept of a diploma
in Speech and Hearing therapy but wer",dissatisfied with the
students enroled in the course; the content of the course and
their own teaching abilitie~o Eight lecturers felt the cou.rse
should continue with some modifications but it should not be
offered at a university. Seven staff members felt the course
should only continue if the right calibre of student was
recruited for the cou~se. These staff members felt the course
must continue but the content needed to change and the lecturing
staff should receive training on appropriate teaching
methodologies for these students. One staff member said,
"'Obviously there's a need, there's a whoIe lot of population not
being touched. The concept i,g good but we .are not meeting the
needs; We mlist adapt the Whole perception about what the course
is about"'. One staff member who felt the course should not
continue said, "I don't see a llsea for this type of profession.
A CBR is just as good.. They are a miAh-mash of nothing • to • '"

Another staff member with the same feeling said, HIt's a waste of
time, they are doing more harm than good.
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We~ust streamline the coarse for particular categories of
people like ,?'lrSeS and not take in people with 110 direction, I
don •t thinK t.fiey have the sk.ills, we must just; train.lIIOrEt Black
students in tbe degree course.'"

The need for the diploma course was explained in many different
ways. For some, there was a pressing ne~d to give therapy in t~e
language of the patient I III'We felt we had "to prr,vide some kind

/\
of training for people wbose leguage and culture was that of
a large majority of the people"'. Other staff members "rere
concerned about the large numbers of people who were not
:r::eceiving Speech therapy services~ SomeIBtaff members felt the
ccurae was necessi1try sinoe t.he Department had thus far not
succeedec _"1 recruiting suitable black candidates for the deg:ree
course. Those who had been involved with the diploma com~se
since its inception £el.t because the university was originally

\\
closed to black studen·ts the diploma course wou~d expectite t:he
training of black. people in thG profession of Spee;;h and Heari.ng
therapy.

THEFOLLOWINGIS A SUMMARY OF THESTAFFPERCEPTIONREGARDINGTHE
NEED FORTHISCOURSE:

!,-.

\ i

1. rJ:here is a definite need for the course becauee of tlile
following reasons:

a. There should be many courses like it.
b. But the course should not be given at a university.
c. The course should be r.eformulated.
d. The Department should recruit the right calibre of studen~~s

for the course.
e. The Department is not able to recruit suit.able students fc:>r

the degree course.
f. Because there are many people not racei ving Speech and

Hearing therapy services.
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2. Ther" is no n8~od,for this course because:
a. The diploma graduate~ are dOingMore harm than good to the

communitybecause they do not have the skills.
b. The ORe are doing a muchbetter job.
c , The :Ospe.rtalentshould be training more st.udent.e in the

d••• oour.e.

~otations About The Students

All .taft ~~. reported that they had heard many negative
~.au ,_ 'tbeir colleagues about the diploma students.

, . ,- l

Thei!!' ~ti®s of students ranged from limi ted academic
dJ.l~:=:":~"::r_ ill informed group not able to use information on
a p3t"~i_l I.vel, not able to do therapy, difficulty in
\tll'4"ltI:~_1a:q l.eotures, not keen to participate, passive and
lInDle~'take ally responsibility. One staff mel1'.bersaid tShe
ea_ W 'b~¢tb the diploma students ",because she has aJ.ways
wat.l.<tN·ttbdtnd out what it was about. '~.p.ereported that .ahEI had
*lW,. '!J)&enconcerned about the student)~I level of competiency,

Learning Difficulties Experienced By The Studen'cs

in ad~at$ knowledgeof the English Languagewas identified'by
all staff members as having caused many of the students I

aae:a,em;.cdifficulties. The students to.Teresaid to have poor
intogration skills, poor writ:i.n~1and poor note-taking Skills.
They were said to lack the maturity or sophistication to cope
with the work. Clinically, students were regarded as having
poor interviewing skills. They were said to be abrupt with
patients and their communicationskills were defined as static.
Tutoring staff felt there was a lack of commitmentin the way
students treated thoeir patients. Theywere reported to present
themselves as superiors to their patients and to treat them in
a condescending manner.

66



Pour staff members wE.I:J.:'eof the opinion that the students' lack
i-Iof motivation could be a resl..ilt of how they were treated in the
hcours •• They wer-e aware that their disssatisfaction with
~eachin9' in the course might have shown in their contact with
,~) (. . .' ,
thE:t !:lItudeate..'fWelva staff members found teaching the diploma
stu&Jl'J!t •. very diff:.cult.

'1'h. lollowinq are examples of what they said, ·!'bose tbree weeks
wen a 1"IINll st.ral1l1 IMa very pleased not to have to do it
OIjIUDi :l t'ourld it very stressful" the stress was motivating the
~ta ... titen _eing the total lack ot initiative; I found
.it ¥"lU'Y tir:1.1BJ, I felt I bad g1ven al~ I can and my best: waS

lil'tiJ.1. _t ~ Rough; I was very aware of being white and
t~ being black, I felt removed from themlt~ Tutoring staff
~rs were of the opinion that studental failure to receive
their $11aluatiollpromptly fo~lowing each contact with patients
lIfti1.J' also have affected their motivation" They were aware that
~urks thEey gay. :maynot have been consistent 'H.i eh what students
~Qted.

It. is important to note that though staff were asked to talk
~out stUdents' difficulties many spoke about the difficulties
they sA"Perienced in their teaching. They identified many
facters which made their teaching difficult. Students were
blamed for b~ing passive therefore making teaching difficult for
lecturers who were comfortable with a participative style of
teaching. Ten lec'l;urers felt limited because they were
unfamiliar with the objectives of the cours<:';.They also felt
limited because they were unfamiliar with the backgrounds from
which many students ceme , Their inability to speak an African
l~nguage was another limitation th~y identified. Many were
un~ure about the appropriate balance between the teaching of
clinical and community work skills.
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6.1.4. Methods Used In Addressing Student~J Learning
Difficulties

.Three staff members provided students with notes, or gave them
therapy programmes while another ~ave them a glossary of the
most frequently used terms relevant for her course. Three
repor+ed that they changed 'thei.rteaching methods a number of
times in an attempt to :eind a method that would facilitate
at.udent.sI compr-ehensLon of the material taught.

Very few reported that they did not have to do much to get the
students involved in the course. They found the students
gene~ally enthusiastic about the lectures.

Thirteen staff mevi.bersfelt they needed clarification with the,

phil.osophy of the course as well as an explanation of what
community work in Speech arid Hearing therapy <7hould be. Some
felt they needed guidance with the development of the content
of the courses they were required to teach. ThElse particular
staff members felt they needed some training on lecturing
skill~. Clinical tutors felt they needed more help in deciding
on the suitable practical training situations for the students.
They needed to know the contents of the subjects g:l.vento the
students and the level of detail for each subject. They felt
they needed information about how to tutor as well as how to
evaluate. They further reported that they needed someone to
overseer their work and to give them feedback on their
performance.

Many staff members felt there was a definite need for the
course. However, many felt the content of the diploma course,
the students registered in the course, the place of training and
the lecturers should all be changed. It would seem fxom these
results that staff members accepted the concept of a diploma
course. They were however, not in agreement with how this
particular diploma was originally conceptiueLd.aed ,
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There was only one staff member who had not anticipated any
difficult.ies in her teaching of the diploma students. She
howeve..;, reported that ,shewas disappoint.edwhen students failed
to perform as expected. She f~l.t there was no relationship
between input from te~ching and students performance. All other
staff members reported neg-ative eXi?ectationsregarding students'
abilities and attitudes towards their work. Many reported that
this perception was found to be tru.e while few reported a
positive encounter with the students.

This negative perception might have arisen from the discussions
IIstaff members hel.d regularly regardi:lgthe diploma C ':,t"g'b. As

one staff member' Faid, "'the negative dura in the De~J~rtl1len'l
It, I

regarding this couree was very dil/heartening".

StUQents' learning difficulties resulted from poor language
skills, poor integration of theory and practice, poor writing
skills, poor intervie~'1ingskills, idleness in taki~g down notes
and difficulty in understanding concepts. Some staff members
had Jev@loped some strategieft'tocope with these difficulties,
Some provfded students with notes while others experimented with
various teaching methods. Many staf$,members felt they ~~eded

• Iiassistance with the subjects they haa to teach. Other' staff
members felt they needed information and skills on how to teach
and tutor the students. Others felt they needed information
about the philosophy and the aims and objectives of the course,
as well as a clear definition of community work. staff members
who were supervising the students' clinical work felt they
needed snpervi3ion of their own pe.:formance.

There appeared to be two facto~s that characterised the
lecturers I experiences of the diploma course. There was on the
one hElndthe students' perceived difficulties and on the other
the lecturers I and tutors inability cope with these
difficulties.
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Staff members identified poor educational backgrounds of t:be
students and lack of Englisb language skills as factors
that led to the learning and teaching/difficulties experienced.
Some statf members idemtifi9d lack of skills, uncom.fortable
lecture halls, lack of clarity about,the professional role of
the diploma graduat.es and their inability to speak an African
language as r~ctors that led. to the teaching difficulties they
experienced. Others felt the students were to blame for these
difficult:le'!. Tha students were said to lack commitment or
interest in the course, to be too self-involved &~d to. have

negative attitudes towards the learni~g process.
The following pessimistic $catements are an indication of how
streng the negative experiences of the staff-students contact
in the diploma course were:

1. They lack conf Ldenoe , initiative, interest, experience,
accountability, motivation or responsibility~

2. They are not aware of their own inadequacies.
3. They are always inadequately prepared for their clinical

work.
4. They came across as indifferent, rude, sulky, insolent,

bored, resentful, hostile, lazy and passive.
5. They were a total nuisance

6.2. THE ROLE AND FUNCTIONS OF THE DIPLOMA GRADUATES

6.2.1. AiYllSAnd The Objectives Of The V~rious Courses Taught

There were major disagreamenta among the staff members regarding
the role and func:tions of the diploma graduates. Six staff
members felt students should be trained in the technical aspects
of speech and hearing therapy. They felt students should be
giVen programmes that indicated when and how they should be
used.
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Four staff members felt it was more appropriate to train
students:! in principles of therapy and how to determine a.
superficial approach to assessment and therapy. One etaff
membersaid, WI think we should concentrate on teaching
principles, because presumably if they Jenw what the pr.,tm::ilple
is, and theY'v6 had 3 little bit of hands-on e1fP8r.tene~, ';then
they should be able to d~tenrlne a faJr]y ~flperficiift"t approach
to assessment and to therapy". Twostaff. member-a:r:':dportedthat
they trained the stl! ,\)nt.""I to instruct ot.hexs (teachers, family
and care givers) in t,,4'';: patient1s life to manage the problem.
They felt detailed therapy and aaaeasment;W{"a3 not relevant for
these students.

One clinical tutor said she tra ned the students to idGntif~
problems, to refer to appropriate resourcee, to guide teachers
and parents and to set up facilities for the managementof the
problems identified. TheAudiology lecturers also reported that
they trained the students to identify lj',aring problems and to
refer accordingly.

6.2.2. TheMain Function Of The DiplomaGraduates

Staff membersfelt very strongly that the diploma students may
not call themselves therapists because there W/).'8 ~ limit to what
they were trained to do. This feeling vias pal cularl~. strong
amongthe Speech and Hearing therB.pi~ts.· There was disagreement
about whether diploma graduates had sufficient infol;'ltlation
required for developing homeprogranuites. Five staff members
felt the diploma graduates ~hould be able to design home
programmesfor their patients and follow up these patients to
make sure the programmeswere implemented. Six staff members
disagreed with this statement. Theyfelt ve1:Ystrongly that the
diploma graduates could not perform a consultative role s:!ince
they did not have sufficient information to imp<;lrtto the
relevant people. They felt the students s.dould have access to
therapists who ~ould develop these programmesfor them.
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Audiology lecturers were of the opiniou that diploma graduates
should be confined to identifying heari~g losses and r~ferrinq
the identified cases accordingly. They felt very strongly that
the students should no~ he prescribing heari~g aid$.

6.:2"3. DiplomaGraduates Relationship ToThe SpeechAndHearing
Therapists

According to two staff memberwho started the course, the
origlnal reason for the introduction of the course was to train
assistantlll to t,he degree therapists. They reported that "the
phrase "community work" was attached to the title of the diploma
graduates because it was felt to have more status than the wnrd
"assistant... Staff mentberswere equally divided about whether
the diploma graduates should work independently from the deqreet
therapists. Somefelt the diplonfa course was independent of the
degreed gourse whil!3others felt very strongly that the diploma
graduates should work under conacant; supervision by degt-ee
therapists. They however, recognised that practically it was
not possible to enforce this rule since there were few if any
/therapists working in rural areas.

6.2.4. Skills Required To Fulfil The Role Of CommunitySpeech
AndHearing Worker

There seemed to be some confusion about the true role of the
diploma graduates regarding communitywork. Manystaff members
felt the Department was expecting too much from tIM diploma
students. They believed that cOMnunitywork was difficult to
p~actise. People suitable for practising communitywork were
fel t to have specialised skills which diploma students were
lacking. These staff membera felt clinical skills were easi~r'
to teach but might not be applicable in rural areas. Tenstaff
memberswere adamec..'; that tihe diploma students should not be
trained to do therapy.
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Only three staff members((be 1ieveg .that cOl1l11{unityWQ~k and
clinical. skills should<be integrateci:and taught concurrent.ly.
O~e st·aff membersaid: "Maybe that W4$ one of the problems in
t8f~J.ng COi'IIDllZ'lity work, tha.t noa« of fIB, never 1lIind betwreen Ulf

\ ", )

.btrt '~v_ 00 our CWD '!'$itb.in ourselves, none of as reall.Y actually
bew wfutt we should be teacbiDg ..•

6.2.5. View. Regarding Sp~cialisation

There has bj8n s.:)medisbussion '<Ln th~ Dttpartment regarding
splitting thei purse into either speech or hearing. Manystaff\ .....
m~ers felt' that while this might be an effective way of
I!ddreseing sor.:teof the teaching qiffict!.ttiea they experienced,
the problams.,with tho professional .identity of the .diploma
graduates would still remain. Somefelt specialisation was not
practic¢ll with the present univ:arsity ·teachinq time-table
-schedule. To do this the Department would have t,c(· introduce a

'_'1'

modular systmn of teaching.

'l'here was agreement that the diploma graduates :maynot do
traditional therapy. Somestaff membe~sspoke about teaching
the students to lile.nage casea I while othere -spoke about teaching
basic principles of therapy. Very few staff m9mbersbelieved
tha,!.tstudents should be trained to work"directly with Gaae~"w)

Others believed t:tta.t students shouJd be trained' to instrtf\,,;~f
parents, teaching and other significant membersof the community
to assist the client with their problema'. There was disagreement
whether the diploma graduates should function iudependently or
under. supervi.sion by the degree therapists. !1anystaff members
were unfamiliar with the definith"ln of communitywork. There
was a j:eeling amongthe staff thfl.t these particular students
registered in the diploma course were unsuitable for the work
they were e1:pect~dto perform.

73



It is clear from the above summary that the diploma students
were naCopermitted to give traditional therapy. While staff
members agreed that their role should emphasise community work,
many did not agree on how this should be practised. The
question arises as to what these graduates can do, if they are
not allowed to practj '"traditional therapy and are not properly
trained in conununit.y."ark..

5.3, SUITA.BILITY OF THE STUDENTS FOR THIS COURSE

Almost all staff members lelt very few of the present group of
students who participated in the study were suitable for the
diploma course. Suitable students for the course were said to
be those who had particular skills, for example teachers I mature
women who had raised their own children and those with a strong
sense of directic.:;nas to where they would work once qualified.
None of t,h~present group of students were percE7ived as meeting
those criteria. Age was seen as not signiflcant in precluding
one from practiJL..,gcommunity work but young students in this
course were felt to be mOG~ difficult to teach.

They were described ae "sulky, dAsinterested, croSt and
insolent .. and were said to lack interest Ln community work.
Motivation, prior experience, and family ties were regarded by
most staff members as positive indi~ators for success in this
course.

6.4. VIEWS REGARDING TH~ CON~.~ATION OF THIS COURSE

Th~re was a strong feeling among most participants tha·t the
concept of a diploma course was acceptable in the profe~sion of
Speech and Hearing Therapy. One staff member felt the way the
ccaxse wae presently e+.ruccured was incorrect as exemplified in
this statement HI agx:ee with bav.ing a diploma coarse, but the
way its been structured 8.I,'ldconceptua.lized I don't a.gree with
and I !Ion! t support i (~It •
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However, there was disagreement as to how the course should
continue. Few felt the course should be moved to eeme Homeland
region and be taught at a Black university. Eleven felt it
should be transferred to the technician. One staff member said,
ffIt •s a d.fsaster. It should never have been part of the degrEtd
course, we did both sta:f:fand students a disservice. It "liS

demoralising, we all resented it-.

Many solutions were given for improving the teaching
difficulties experienced in the course. Four staff members f, 'It
university lecturers were too academic for the d.IpLoma ccurs-e,
They felt the Department sbould employ experienced diploma
graduates to teach in this course. Ten staff members felt the
lecturers in thf cour-se should receive proper training about the
aims and ·theobjectives of the course as well as training on the
teaching methods suitable for.this level of training. One staff
member felt that for the diploma CO.lrseto work well the degree
course has to change and that more students willing to work in
rural areas should be recruited for the degree cOUrse.

Other sugg~stions given were to close the course, disregarding
matric results when selecting the students for the course,
offering continuing education and workshops for the graduates
and encouraging staff members to spend some time in the rural
areas assisting the diploma graduates with their work.

6.5. VIEWS REGARDING RECOMMENDING THIS COURSE TO OTHERS

Almost all t3taffmembers stated they WOD ld never recommend this
course to someone they knew. "Not to anybody I know. l' actually
think ..1.t: is wrongto continue next year " was a comment from one
staff member. "No~ it depends on who the people are, I would
have to tell the people that the course was mess. As it is,
it's an insult to the community and to the people whohave been
dragged into doing it and it's an insult to the lecturers", was
a strollgcomment from another staff member.
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"Only it r can believe they w:U get a bettctr traJning. As is
no, because they are useless, I don't think this course ha...done
anything tor them", was another response. Some staff members
were undecided. "It depends on who and where they CaJItB :trom and
"'hat tIley Wlmted to do with tn..., course. Yes, if its the right
person, and they are really mot:i.vated to do it, and knoW'about
the course".

staff members attitudes to the diploma cour-sewere on the whole
negative, Their responses to the l,asttwo statements of the
questionnaire indicates divisicns among the staff members.
Some staff member-s were adamant that the course should be
closed. There was a concern among some staff members that the
tra'ining in the course was inadequate and had been a waste of
time for the students. Others felt the course was only suitable
for particular peop Lc from certain areas. One can interpr'et
this to meax; people from rural areas or people with a prior
qualification as had already been explained. Some staff members
felt motivation and information about the course were essential
for people who want to succeed in this course.

To conclude this chapter, below are a summary of the problemg
and solutions staff members recommended for this course:

PROBLEMS WITH THE DIPLOMA COtmSE

1. Students' poor self-image
2. Students' lack of motivat.ion and responsibility.
3. Difficulties in integrating conununity work and Speech

therapy.
4. Lack of familiarity with the work situQ',tionsfor the

diploma graduates.
5. Lack of clear definition of the roles and functions of the

diploma graduates.
6. Lecturers' lack of training in appropriate teaching

methodologies.
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7. Different intellectual abilities of the students .inthis
group.

8. Lack of coordination between theory and practise.
9. Many courses are too academic and irrelevant to the needa

of the rural areas.
10. Lack of clear definition of Speech and IiElarinqtherapy.

SOLUTIONS

TEl!: DEPARTMENT SHOULD:

1. !roployexperienced diploma graduates to lecture.
2.. Close the course and train more black students in the

degree.
3. Offer continuing education for all diploma graduates 6

4. Disregard matric rl'sults ~?hen selE~ctin9 students for the
courSe and develop methods for identifying potential

5. Teach basic principles and show students how to apply.
6. Train teachers and inform them about the philosophy ot the

~Jourse.
74 ,Moye the course to the HOOlelands or black university or

technician.
S. Change the deg;t;eecourse to faci.litate their. working

,~, .
together with.'+.Ue diploma graduates.

9. Give modular c,,,,~rsesto facilitate specialization.
10. Lecturers should familiarise themselves with the working

conditions of the diploma/gt-aduates.
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CHAPTER7

ANALYSISOFTHESTUD!NTSRESULTS

Ethnogeny (Harre & Secord, 1972) presented earlier as a
preferable methodology for this research is based on the premise
that persons should be treated for scientific purposes as if
they were humanbeings. Themost important aspect of ethnogeny
applicable for this research is the f10pml Bouls doctrine". This
claims that people knowand are able to articul~te their
meanillgs. Harre (1974) identified two research techniques based
on tlds doctrine. These are analysis of person.s' accounts of
their behaviour anc re¢onstruction of a formalizediscript
underlying incomplete or'enig ,tic episodes referred to as the
rule-role model.

The notion of acco'li is based on everyday situations
in which people a" ,"'Ju to make their behevi.our
intelligible to others. ~ture of meaning relations can
be di£lCOVsrEJdby stuo. ug ~l:'I".;" .unt.s people give of social
interactions in which they he.. ."'6 +.i~l(enpart. Fromthe\'8eaccounts
the researcher extrapolates the ~G~gnitiveresources" of the
person doing the accounting. EU.."genics has suggested four
elements to be used as guidelines f')r this analysis. These are
(a) the distinct social situation, (b) the persona(s) presented
within that situation, (c) the arbi.ters of correct action wit.hin

\

the particular situation, and (d) the rule e,1tructure(s) for the
occasion. Harr~ (1974) caution that the analysis of episodes
should not be undertaken Ln the hope of discovering laws of
nature, but 6£ identify::.ng patterns in humanlife. Accoun·tsmay
offer reasons in justification, e~?lanation or excuses for what
has been done.

The above categories are used as features o:Ethis research to
explain the students I participation in this course and to
demonstrate howthe rules extrapolated are arrived at.
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The fundamental ethnogenic hypothesis of accounting is the idea
that an individual's ability to give accounts depends upon
his/her stock of social knowledge. Such knowledge forms a
single system in each individual person so that h~,.slheraccounts
are performances drawing only upon one corpus of knowledgeJ
This knowledg~ is revealed in different ways, accounting is one
way while acting is another. Actions. are the means by which we
accomplish social actsl while accounts serve to make what we do
lnt.elliWibl. and justified. This study aimed to raveal this
~ledf. and to explore its structure based on students'~t.. The students were asked to explain thoir experiences
La t~. course in order to determine reasons for the failure of
~.course to meet its objectives. The four items of the

1\~itive matrix mention~ld above will be discussed separately.

'1.1. THE DEFINITION OF ~"'. ;SITUATION

Prior to enrolling at the university, the studellts had high
expectations about the course. The students' aspirations were
dampened when they realised the real objectives of the course
and the difficulties they faced after graduation. The
university was seen as a place where diploma students were not
afforded the same stat:usas other students. They believed that
the diploma course did not belong at the university. There was
a general agreement that the problems students faced resulted
from the pOsition of the course within the university
hierarchical structurE)of courses. The position of the diploma
course was seen as undermining to the students.

The Department was regarded in the same light. The student~
fel'tthe degree at.uderrt.s had more status. They felt alienated
and unwelcome in the Department, as one student said, -Maybe at
a tecbnicon I would feel betterj because the problem with this
course is that it is at a place for degrees"'"
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The fact that staff and degre:· students used terminology or
concepts that were not familiar to the diploma students was seen
as a deliberate attempt to exclude themfromparticipating fully
in the profession. The curtailment of information given to the
diploma students as a re$ult of time constraints and/or
different need and focua of training was also i.nterpreted in the
samemanner.

7.2. THEPERSONA

The persona element can be used to explain the students
participation in the diplomacourse, that is, their relationship
with staff memb~rs, patients and other stUdents in the
Department. This concept can also be used to interpret the
students participation in the interv:: '9WS • This latter
interpretation forms the basis of the following discussion. The
discussion is based on the researcher t s observation of the
students' part.i.cipation during the interviews. Pearce (1979)
believes that the persona is a function of the expressive l.evel
of communicationand is thus inaccessible to the individual.
Given this assumption, the researcher can only rely on the
instrumental aspects of the communicationfor his/her analysis
since people ar.e unable to account for the expressive aspects
of their bebaviour. The students I relationship with other
membersin the Department is illuminated under tli~ discussion
of rules.

The presentation of an appropriate social-self is one of the
important products of the self-monitoring of social performance.
Ethogenics alleges t:at social behaviour consist of intentional
socia! actions with s,.bjective meaning. It further assets that
a public persona is built up from expressive featUres of action
which are varied with respect to perceived social situations.
It is therefore possible that the information elicited from
students during these interviews maynot be obtainable in other
situations.
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There is however, no reason to believe that students were less
than frank in their explanation of how they understood their
situation. They were at the end of their training and.had just
finished their final el~aminations, so that they could not have
been concerned about any reprisals for speaking out. In fact,
they willingly discu8s~d courses given by the researcher and
were highly critical of one of her courses. They openly said
t.3ae Q1;)UX':lJeva.. a waste of their time because throughout. the
~··1t: w•• at.a.tad repe~\tedlythat they were not allowed to
pr,.• .t,s;•. wut. they were beIng taught. The students were aware
.~ $iti. report would be available for all members of the
~b~t to read yet they freely shared their experiences with
~·"Rreber. the student.sseemed sincere about suggesting
~~t.1ons that might he111 to improve th\~course.

lfll. $t.11td'5tltswere encouraged to discuss their responses to the
~.~~Qhaire among themselves before the general discussions
h~,. There was not much disagreement among the students
regarding their experiences of the various aspects of the
course. As far as group dynamics were concerned, these student
selected th,eirown group members, that is, students were in a
group with people they felt most comfortable with. Every effort
was made to ensure that members contributed equally with no
domination or influence from more outspoken members. The

researcher ther~fore felt that the students presented h~r with
a true representation of their experiences and perceptions of
the diploma course.

7.3. THE ARBITERS OF ONE'S BEHAVIOUR

Here it is important to mention that the cognitive matrix is not
as discrete in its elements as the term implies. The situation
is incorporated into the rule itself. In addition, the way in
which the behaviour is accounted for Lnvolves self presentation.
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Thus the persona and arbiter elements also locate these rules.
Harre (1975) distinguishes the situation, persona and arbiter
elements as being part of the account itself, while the rule
elements are often formulated as such by the observer (in
Levine,1979).

In considering the third element of the cognitive matrix, it is
important to ask whose opinions in the setting are crucial in
the judgement of what is deemed appropriate in the situation.
The dramaturgical metaphor suggests that the audience for the
arbitration of the action are more important. It is perhaps not
surprising that the peer group emerged as crucial in this
instance. There was a strong sense of group cohesion among the
students in their responses to the questionnaire. Even those
who wanted to disagree· were tentative in dissension.

The students were not asked to account directly for their
behaviours in the various settings~ Instead, they were a~ked
to talk about their experiences, so that their performance at
the various settings was never directly probed. The information
below is therefore the researcher' 6 extrapolations from the
students I accounts of their experiences at the variouES settings.

The students felt the level of teaching was very low for most
courses except co~nunity work. They did not feel any challenge
or a need for extra readings. r.rhisperception was, however I not
supported by their marks. Hence t even though they felt the work
was easy, they did not perfor.m as well as they should have. A
number of r~asons can be postulated for this poor performance.
Firstly, the students believed the course was inferior.
Secondly, they believed that there was favouritism in the way
marke were allocated. Finally, they believed that the diploma
course had no status in the Department, in the profession of
Speech and Hearing therapy and that their opportunities for
employment were therefore not favoural.
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The students' motivation to work hard to achieve better gr~
was th.r~i'ore severely affected by this perception.

For all participants, a central issus that constQntly recurred
ia their interpretation of their da:y-to-day prAtctises at the
vari;':3uiI institutions was the extent to which they vere
t$d~1.ed and treated with respect. The students were
con..equently highly sensitive to any occurrence that :might
offeiil4 .gainjJt this need. It was evident thai::Ilitftuy of their
~~1 ..cea with staff members, degree students and Speech and._t71~therapists at outside institutions were interpreted in
Ct• ..,. An expression of the general basis for this analysis
is'ft:mM in the following COmmeltlt,"I just felt disc:aur~ the
___t :r disoovered the probl_ with the course IJ1Jd that gvet.t
i~ :r ·CUUl graduate I'. not going .00 get a job. :.r bave been
~ioating ,ri.:tb t.be bealtb Departm&1lt at home and they hav.
told mB that they would not give me a job.. So the fruBtratiOZl,
disa1fJPQintment and the cl1.soou:ragement COlJtributed to my losiDg

Couple this with all the degradation and the undermining that
student.sbelieve they received from other university students,
then it is possible to understand why students behaved
negatively in most situation. The informa.tionthey receive from
the outside world ~out their profession also ad~~ to their
frustrations. Their profession is not recognized which afftlct
their opportunity for employment and they are not allowed to
register for the degree course in order to improve their status.
This lack of formal recognition and the consequent inability to
get good jobs directly influences students I partic1,pation in
this course.
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7.4. TIm RULESTRUCTUR.E(S)FORTHISSITUATION

Whatwould a rule from an actual account analysis lbOl(' like?
Since in eliciting an account one is asking the person to define
his/her behaviour, that is, to impl.icitly or explicitly use
these monitoring rules, the rules component of the cognitive
matru seems analytically separ6ble from the others. According
to LeVine (1979) the other three elements of the cognitive
matrix must in some way interact to "ground- these rules of
def1~tioli (P. 2:39).

ft. ~j ..t.. (If ethno-qenic analyses are, by definition,
o 8_,.,_"..ta- epieodes, that is, episodes for which definitional

~l.$. era. aot. known. Therefore, according to Harre & Secord
£li'1lh it i$ logical to look at "formal- episodes for guidance
~$ to the structure of rules extrapolated from accounts. Formal
.'9isodes &.retho.~e sequences of happeningsI in which reference
is m~ to explicit rules i.n accounting for the type and order
Qf the component actions. In contrast, the rules of informal
episodes may be implicitly embeddedin members' accounts.

\,
\.
)/

The role-rule model of Harre & secozd (1972) discJ~~"'>dearlier,
:. '\' -,

has both a descriptive and an explanatory ~ole, t;~e-former is
related to the way the episode is described from a ~ocial point
of view and the latter vj howparticipation in it is accounted
for from an individual point of vi-aw,;, Role can be defined as
that part of the act-action structure produced by the subset of
rules followed by some individual defined as belonging to a
particular category of person. The actions of each participant
are specified by rule or convention.

Rules generate actions through the actor making reference to
them in consciously monitoring his performance. Rules can
determine expectations one may have of other people who accept
the rule and can also guide actions.
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It will be shown later in the report tha.t the problems
expftrienced with the diploma course is mostly a result of the
lack of. agreement between the fl!Jxpectationsand ttie rules staff
and students have of each other. The ultimate object of t~e
role-rule model of analysis is to produce for the eni~tic
episode ah analogue of the rules which govern formal episodes.

;.
III order to do this the researcher mtist have already made a
careful analysis of the formal episodea. Hence ~he description
of the content of the interviews given in the previous chapters.
This description is then used to develop a suitable model for
the enigmatic episodGs. At the end of the analysis the
researcher is g:i..\rena chence tc account; for the episode I and
through neqotiation between researcher and participants accounts
are brought together.

Marsh, Rosser & Harre (1978) believe that in talking about rules
we are not. offering a psychological theory of perfol:mance.
Rather the idea of actions as produced by the following ~£ a
rule is an icon or model of the process by which actions are
readily generated. They agree that rules appear in accounts to
justify act.Lon, But ir,,;generalizing the concept to the context
of the eontircl of actd.on, rule following should be tre~ted as
a metaphor. Lavin~ (1977) agree that the role-rule modals are
applicab'ie only at the instrumental level of eplsode analysis,
that is, with respect to the:action sequences with which various
social acts are achieved, not to the expressive level.

There are two types of rules. Rules of interpretation are to
be found in answers to questions such as, what is going on or
what does this mean? Whilst prescriptive rules are to be found
through asktng what should one do (Marsh, Roaser & Harre, 191"8),

85



A careful arualye;is o~ the .;tud~AtS· accounts revealed the,
following suigmat.i.c rules to be operating in their accOunts:

1. ~he students believed that there is direct relations»lp
bet~n a university qualiflcJtionf profemslottal status and
good job oppo,;rtunlties. Manyhad seen howother diploma.
greduates work. ;rhey noticed how people who had }J,,}en
o:tdin.ary clerks were suddenly transformed into respectable
professional. Theywere recruited to the course by these
qr&duates. Yet they were never told about the difficulties
the profession faced. A disillusioned student said
·x tltovght I 'fI'BB go1ng 'to be a Speech tbfJrapist and then
I .. oalled 4 COmmunity Speech 'tb.erap.ist and BOGetiJlles It

Coaarrlitlity worker or a Speecb and HeariDg wo.nter. Sometimes
jtOf1 are a workerMd sometimes a therapist;, bow confusing."

2. ':ebey all agreed that a Wits university qualification in
particular should gua.:cantee one a good job and a good

pa:ylMtnt. This comment exemplifies this statement, -x
,II

tbollglrt it was like Oral Hygiene or Denta.l ?"ra.py.. I
thought it had high status and was internationally
recoqnised. Beinq a "its graduate r expected to be paid
well .»

3. They expeotied th'f!.:ir lecturers and tutors to be well
informed about thisY course I to have all the information
about its objeGtives and the knowledge the students should'
possess at the end of their ;:::raining. One studc\>-::,'sald
about one particular course ~we don't know pbat ~ were
doing in that course. For example, we WTCltea class-t.est,
we all believed we ]lact failed, but we all came up with A' B
and B' B, we don't bowwe did that or how we will do in tbe
exam,,-
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4. Students expected to be 'Lrc;atedequally irrospective of
. ~ .race. There was a perceptl.v..that otaff members f.avoured

the Indian students I as indicated by this cc:mtment"'X wa3
severely affected by that one. fie wre assigned project.,
we had to develop all materia.ls lUld they (Indian lIt'lJden:t.itl)
took material that was already ava.ilable in the Deparbrlflnt..
I aVl.!m had my project corrected by the tutor before
subaittlng it and I still got 50 and they gilt gOI so that· s
when I aaid to the clB.sr1 I sbould cbange my colour. If

5. Students believed 1;hat there was no direct rela.tionship
between ones effoxt and the mark ana received. This
perception; \'asexpre$&led b:r ~l.l students when they were
discus$ing the~r practical work, but was applicable only
to the black stucientlJin their written academic assiqn.m:ents
and p:"'·rJjGcts.

6. They believed that th.ediploma course was not good. They
regarded a good course as well defined and challenging.
A challenging course requires a lot of work, wherE! students
are required to use the library to fInd information. They
bel ieved Ln the diplom'S_course th-ere was a l.otof spoon-
feeding. The fact that there is a high pass rate in the
diploma was regarded as an indication of low standards.
Thay concurred that the level of teaching ·in this course
was too low. 'The psychology course was regarded by most
students as challenging~ One student maid flI think we
neededsome challenge, she (the lecturer) was giving us raw
stuff, she W,,-:1 giving us exactly what we needed, she didn't
simplify concepts."
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7. The students felt most of the ....r lecturers were not good
teachers. A good lecturer' was defined as someone wt .)

treats students alike, who is well informed about the
course, wnodoes not patronise students and is dedicated
to her Ihis teaching. Many students spoke about their
relationship with therapi~ts at outside institutions as
this comment indicates "'I bl:..nefitted it. lot when I 1MS

working with a therapists rho had can:fidence in _". They
simply gave us a Jist of patients and told us to assess
them. The only thing they wanted was a report.

8. The lttlldents considered this diploma course to be inferior.
Hence the lack of professional recognition and lack of
credits whenenrolling for t',e degree course. ·1 think the
one depressing thing about this course 1s even if you oen
tell somebody tilat you did this thing (the diploma course)
and tbat you intend to regi,ster for ~hedegree, they always
ask if you will gt!Jt any credits, I always ignore that
question \\or just become rudelf was a comment from one

\~, ---<--

student. Another student added "Look I' Dr talking about my
tellow students, its difficult to tell them. ~bey·ll ask
you bow long the course is, IJ1ldbow many you' re in class
and you Bay 2 years and 12 black students, that's wby its
inferior".

9. They regarded the Department as uninterested in improving
this course. The fact that the Department was moving the
course to Alexandra Clinic was regarded by the stud~nts as
an indication of this lack of interest.

10. Theybelieved that students registE~red in this course are
regarded by their fellow students as stupid. Students
reported that other university st.udents said they were
doing a "mashangane" course.
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This is presumaf)ly very insulting since it has connotiatiLon
of being stupid and rural. As a results students reported
that they were embarrassed to inform their friends about
being registered in this couree.

11. St.udents were of the opinion that because this is a t",o
year course, it 1s r&gardedby others as inferior. "X think
the problem is tbat at tbe schools where there are teacbers
Nbc have done 4 three year diploma course and tbe
titer.pillrt. have III four year degree, so there you see••• ,
X IIIeU tbey lmow there's a 'therapist and th~se (diploma
student.) lire just superficial" was a comment;from one very
disgruntled ettldent.

As o.n be seen from the above, these students' beliefs and
.~ctations exemplified by these rules were all contrary to the
objectiveli of this course end the reasons why it was first
introduced. The Diploma course WaS developed to ,provide
disadvantaged communitieswith Speechand Hearing professionals.
The student~ did not feel they were treated as professionals.
Theywere confuaed about what they were actually required to do
in their communities, nevertheless, they believed that they wero
hot permitted to give therapy. The atrudentisdid not experience
the commitmentfrom the staff that led to the development of
this course. They perceived the Department and the E!;taff as
not committed to the success of this couz-se, There waa a'
general feeling of disappointment from the students. Theywere
frustrated that the course was not as respectable as they
expected.

The students perceived the course as inferior. They identified
lack of credits when enroling for the degree, lack of
recognition for the course and the fact that the course is
exclusively for black students as factors that affected their
motivation.
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Staff members lack of consensus about the objectives and the
name of the course after the course had been in operation for
ten years indicated to the students that the Department was not
committed to improving this course. As a result the students
perceived their status in the Department as inferior. The
students accepted this secondary role and performed accordingly
with what they expected as fitting this role. They obtained
poor marks because they did not put enough effort into their
work whi<:h resulted in more demotivation and less and less
accountability. The students were also perceived by lecturing
mtaff as passive and non-participatory. Students viewed the
situation differently. They believed some of their lecturers
were not,interested in teaching them. Some staff members were
said to be unsure about what to teach, uninformed about the
students' professional responsibilities once qualifled. Also,
the students felt the level of teaching 'in the diplome course
was too low. All these factors may have contributed to the low
morale among the students hence the lack of involvement and the
poor performance.

Willie and McCord (1972) studied black students on white
campuses in New York and found that black students adjust to the
white campus world through cooperation, withdrawal, aggression
or acting out (in Harper,1974). The black students in this
research had chosen withdrawal to demonstrate their
diasatiafact,ionwith this course. Harper (1974) gives an
appropriate description of how these students felt. He states
that black students are burdened with psychological frustrations
and social pressures. Such disadvantages often make it
impossible for the students to learn, self-actualize and develop
their potential. He believes that growth for such students come
at a price. They further state that such Students experience
loneliness, depression, alienation, anger, doubt, frustration,
anxiety and despair.
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It is clear from tr,8 above discussion that we cannot have
successful multiracial campuses without talking- lIIboutrace and
learning about raci&:lm. Oyer..,.relianceby the lecturers and the
tutors on the students f01:advice and assiliiltaC-~-~in handlinq

\racial and ethnic iususls negatively affect"/the students l

respect for their ceacher I~• The studentlJ were acutely aware of
their position in this Department and how this is influenced by
their race. The other issue that came up from this research,
for the students, is that courses provided specifically for the
black students run the risk of becoming ·gbettoisea-,
marginalised and essentially second~cate.
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CHAPTER a

ANALYSIS OF THE STAFF RESULTS

Ethnogeny is the science of making sense of human activities,
so that to understand staff participation or lack of

participation in this course the researcher had to unearth the
rules that led to the behaviours described. According to Barr!
" Secord (1992) "the most characteristic :formo:f hulIUUlbehaviour
is tbe conscious :following o:f rules and the intellti(fDal carrying
out of plans" (p.91). They believed that rules guide action
through the actor being aware of the rule and of what it
prescribes. They further maintained that in explaining action
by reference to the rule it is necessary to add aome further
account of wants, needs, or expectations of others, the
awareness of which would prompt the actor to act in accordance
with the rule. The description of the results of staff members
focused on describing their intentions and the actions they took
to realize those intentions. The analysis of these re$u1ts
therefore emphasizes the role-rule model and makes a brief
mention of the cognitive matrix structures. A further analysis
of these rules according to the dialectical methodology of Harre
& Secord (1972) discussed previously allowed the'researcher to
systematically compare these rules to staff expectations and
beliefs about this course which will be discussed later to
demonstrate how they were also affected.

8.1. THE DEFINITION OF THE SITUATION

The staff discussion of this section took the form of an
elaborate explanation of their teaching experiences with the
diploma stiudent.e and a brief commentary about the Department.
Staff members contact with the diploma students was regarded as
stressful by most participants. The following comments are
examples of whi:ltstaff members reported,
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"Those three weeks were a re,a'llstra.in, their behaviorxr used to
bug me, get .me real upset; 1 used to be very annoyed by their
late c01llingand reading ne'mpapers in class; :rbere was very
little interac1~ion, they seemed resentful, bored, fatigued, and
generally diff.icu1t to motivate; I found it very tiring, I felt
I had given a1.1 I can, the stress wa.s motivating the students
and seeing that total lack of initiative". Somestaff members
reacted to the:ae student behaviours by pretending not to notice.
One staff membersaid, "I never tackled the students or reported
on them", ano1:her said, "I felt like I'm not wanted, you feel
defensive, hel2eemaybeone is scared to reach out". Somestaff
members said they used to be embarrassed particularly when
students mi.sbehaved at outside institutions, but they did not
have the courage to confront the students.

Somestaff membersfelt the students were not committed to the
course. This caused staff membersto resct to them negatively_
One staff membersaid, "A lot elf t]Jemin :fact were actually a
nuisance". Another staff memberwho felt very strongly about
the students behaviours said, "They disliked me, they disliked
everything I stood for, tbey lillnoyed me, there Jlere times wben
I fal t so angry I wanted to walk out. I didn' t know whether it
was political or .f.t was the Bubject matter. A.t times I used to
give sarcastic oomments which of course linguistically tbey
didn't understa.nc[".

Most staff membersacknowledged thl~t the university was not the
ideal place fat' 'training diploma students. ·Theyrecognized that
the diploma students constantly comparethe:mselves to the degree
students and that this could be causing the: resentfulness often
noted with these students.

Staff acknowledged that their experiences in teaching the
diploma students were not the same as the experiences they have
with the degree atiuderrt.s, This student contact was unpleasant
for most staff members.
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Their response to this challenge was, however, unsatisfactory.
They chose to ignore the negative behaviours students displayed
in class and pretended they were not affected. It wpuld be
interesting to find out how the students felt about staff
behaviours in these situations.

Some staff members believed the Department was not a suitable
environment for the diploma students. They maintained that the
differences that existed in the treatment of the diploma and the
degree students in the Department could have caused the diploma
students to behave negatively.

B.2. THE PERSONA

Staff members presented themselves in different ways. Staff
members who had been inVOlved. with the course since its
inception spoke at length about the rationale for the course,
their consultations with the various community members regarding
the suitability of the diploma course and how they struggled to
get the course ratified by the university. Other staff members
who were not familiar with the history of the development of the
course spoke about the difficulties they experienced in their
teaching'.

very few staff members were satisfied with their teaching of the
diploma students. Without saying it in words it b~came clear
that staff members were aware that the students did not have
sufficient knowledge in the subjects they had taught. Some
staff members blamed the students I lack of motiv~ation while
others blamed the Department for not informing them about the
philosophy and the objectives of the course. The following
comment is an example of this feeling: "I was not looking
forward to lecturing because I knew very few of tl1emare going
to work? it was resen'tment and concern that I wa.sgoing to give
24 hours of lectures to people who told me indeed eve~ Single
one of them except the Indian stUdents that they were never
going to practise this professionH•
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There seemed to be a general feeling of hopelessness and
powerlessness in adapting the diploma course to make it
acceptable to the students. Many felt the problem was the
Department, the proximity to the degree students and the
inherent low self-esteem of the diploma students. Those staff
members who felt very strongly that the course should continue
were extremely defensive. They agreed that there were problems
with the course but these problems were as a result of
extraneous factors which could not affect the credibility of the
course. They mention problems such as for example, lecture~s'
lack of familiarity with community work practises, stUdent
admission criteria, and "~ee~bing problems·. This was
interesting since at the time of this interview the course had
been in operation for eight years and yet staff members were
still referring to teething problems.

The usual debate in moat diploma staff meetings had been about
the appropriateness of the st'ldents and the content of the
course. Yet very few staff metUbers elected to speak about the
appropriateness of the courses they taught. Many felt very
atrongly that a homogenous .group of students would have
facilitated their teaching.

Staff members spoke freely and honestly about their feelings and
experiences of this course. There was no reaSOIl'to doubt their
integrity or to feel that th€:iYwere being dishonest. Some staff
members seemed uncomfortable to talk about the reasons for the
students difficulties. There appeared to be a deliberate effort
to avoid ta~king about racial issues even when it was clear that
the issue was the racial differences between staff and students.
Many preferred to talk about linguiati~ or cultural differences
:rather than talk about race. This was to be expected given that
they were talking to a black person.
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The recognition of the impact of the racial differences between
the students and the staff members would have led to an
understanding of the difficulties black students faced in this
course. This understanding would have empowered staff and
helped them to develop suitable strategies for addressing these
difficulties. But because they felt incapable of confronting
the students and dealing ;p-front with the challenges they faced
this made them vulnerable. It appeared from their discussions
t.hat staff members believed that the students problems in this
cour-se- could not be changed and that
to change their own positions.
Department could have assisted in

staff members had no power
Yet when asked how the
their teaching, they all

reported that they coped well, indicating some defensiveness in
acknowledging their predicament.

8.3. THE ARBITERS OF ONE'S BEHAVIOUR

The diplol11acourse was characterized by struggle from the
beginning. Staff members who were involved when the course. was
introduced spoke about the difficulties they experienced before
getting the course accepted by the university, the South African
Medical and Dental Council, the Department of Health and the
Department of Education. They spoke about how they struggled
to formulate the course to suit university standards and to
maintain it at a un.iversity level. They referred to the
difficulties of attempting to balance academics and the
"pragmatic data of the fact that these people should never have
been at university and will never get out of university·.
was a comment from one staff member.

The other struggle that staff members spoke about was related
to the difficulties they faced in making the students understand
the content of their various courses and of motivating the
students. Some staff member's reported that they felt the
students were antagonistic towards them. One lecturer said, WI

was very aware of being white and them being black. 1 :felt
apologetic the whole time. I felt removed from them-.
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The struggle for some of these staff members might have also
been to motivate themselves to go and teach these students as
one of them said~ "I can only tell you that tbose :torty Irlnutes
four times a weekwas a real strain, it was almost: like talking

"to yourself, with very lit.tle interaction and then I think the
few students whodid interact tried because they :tel t: sorry for
me".

The staff members came across as feeling victimised~ They were
asked to teach a course many did not believe in its philosophy_
One staff member said, IlfX'vealways felt like I'm living SODteODe

c.T' ~.s dream".. Furthermore, they had to face a group of
stuae~ts who again many staff members were convinced did not
want to be in this course, as one staff member said, WIt: wasn't
the individuals' behaviours, it was this motivation aura., YOfl

know, that here we've got to come.. I used to look at their
faces and all r could Bee was, r don't want to be llere, I ha'Ve
to ccme because somebodyis going to shout, I'm being sponsored
to be here"d When students misbehaved staff members did not
know how to respond. Many reported that c.heywere aniloyed by
the students' behaviours but chose to ignore it.

There was a general feeling of impoten.ce among mauy staff
members. It was alntost like staff members saw the diploma
course as having its own history and momentum which they could
not be part of or control.
working against many odds.

There was a general feeling of
Th~y appeared constrained by

conditions such as the locat ion where the course was offered
(the university), the studenta in the cour-se (most under
prepared for university study), the nature of the cour.le itself
(limited time and the scope of work for the graduates) and the
fact that many did not believe in the
obliged to teach these students.

zrse yet they felt
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Many did not 1:.t"';.ievethat they were succeeding in tlleir
teaching. One staff member said, "~~e're failing in our
teaching, and I still do'l' t knowwhat the answers are", anot'her
.Lecturer said, "I didn't understand, I came in and I was given
this job. I didn't do it as well as I couldN• Manyagreed that
the diploma students were poorly trained for r.hework they were
expected to perform, again supp~rting that feeling that they
were not succeeding in their teaching. On,estaff membersaid:
-It's a dead end course wbich can only lead to frustration, one
wonders if we did anybody a favour by develop.tng it". Yet, with
all these negative feelings whenasked whether the course should
continue or not, a substantial n~~ber of them said yes. The
reasons they gave for this however, had nothing to do with their
believe about the appropriateness of the diploma course. They
wanted tbe course to continue because many felt the degree
course was inaccessible to black students.

Whenasked if they would recommendthis course to someonethey
knew. Only one staff meMberfelt she eQuId, her reason was
"more than tbe degree course, it is not as pressurizing. Yes,
if it is the right person and they are really motivated to do
it, and they know about Lt:": The other ·staff membersgave
commentssuch as "nat to MlybodyI know; No, I don' t: think t.hey
get usable knowledge; I wouldn't really want to be involved; I

wouldn't fly a :flag for our course at this stage; Absolutely
not,· except the tragedy is, in the course of my working in th~
commun.ity, il2:brake my heart that tibere were so many people I
recommendedto do it. Those were the people already working
with the communicatively impaired individua13, but I also had
to tell them that the course was a mess; As is no, because they
are useless, only if I can believe they will get better
training, I c!on't think the course bas done anything for them;
I actually think it is wrong to continue next; year. For someone
who is involved in this course; it is terrible that, feel this
way, because it must come across in my attitude during
lecturing. I feel very guilty thinking this way·.

98



Though many staff memberswere g(~~erallJr positive about the
concept of a diploma course, they did"not want to be completely
involved in this particular diploma course nor did they believe
it was doing anybody any good. There were those who
acknowledgedthere were problems but they were going tQ do their
utmost best to ensure the course continues and those who
presented as distant and uninvolved.

8.4. THERULE STRUCTURE(S) FORTHISSITUATION

The rules, as explained earlier, guide action through the actor
being aware of the rule and what it prescribes. Harre & Secord
(1972) believe that it is necessary to add somefurther account
of wants r needs I or the expectation of others when explaillil~g
action by re~erence to the rule.

This awareness of the expectations of others is what prompts the
actor to ~ct in accordance with the rule. So that knowing the
rule is not only to knowwhat one should do, but also it gives
one someground for expectations one may have of the behavi.our:
of others whoaccept the rule. By considering ru:~.esin reJ..atit.n
to the people who follow them, the concept of '~~herole can be
generated. Harre &: Secord (1972\~ define role ai~ "that part of
the a(;."t-action structure produc,jd by the subs~ft of the rules

followed by the same individ~,al defined as l~longing to 8.

partic1I1ar C!ategory of person- ,P.183). Thusi tole consist of
a sequence of actions, and knowledg~of role conaiat; of knowing
the ru]".)swhich join these actions together" AC~\.S ure referred

\\

to only when the rule comes under scrutiny t.)r has to be
justified.

THE FOLLOWING ARE EXAMPLES OFRULES WHICH APPEAREDTOBE GUIDING
STAFF MEMBERS ACTIONS AND THEIR PARTICIPATION IN THE DIPLOMA
COURSE:
1. Staff menbers believed the pres~nt diploma students were

not qualified -1;0 be at university nor did they have any
interast in the diploma course.
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One' lecturer said, -They are so under prepared that thera
is not much a lecturer can do. For you (re;fe.rringto the
researcher) baving been through DE'!' yoursel.r, is it maybe
they are students who shouldn't be at Wits JOecause there
are aertainly a lot of peo'\11e who shouldn' 't, be here.
And, is that the only problem". This parti,eular lecturer
seemed to insinuate other factors, unfortunately ehe was
not asked to clarify wha1~ she meant. Presumably, she was
euggesting that the learning difficulties students
experienced were a r( 'ul'!::. of some immutable
structural/cognitive def leits. Anot.her lectti.:rer'fho
was particularly disappotnl,.edwith 'Lhe students .aaid, "It
waB"lft the individual behaviours, mainly it was this
motivation eure :» not even demotivation, I just felt they
~.idnI t: come in wJ.tlJ anything, no x'$al interest in this
c.ourUG" •

2. Some staff members seem to assume that the cultural/racial
differences between them and the students were
insurmountable. One staff member who was ~oncerned about
the students' lack of motivation/accountability said, "I
don't think it; 1111knowledge of ethics, I find this hard to
say, I'm not denigrating them because of anything else, but
going deeper, is it a cultural thing, is it because
they've never neai~ of ethics, have we taught enough
ethics, but, are they interested in ethias, if they have
come in with a different motivationH•

3. Many staff members reported enormous difficulties in making
the students understand certain concepts in Speech-Language
pathology and Audiology. Many l~cturers were of the
opinion that the Department was asking too much from the
diploma students. "I had a feeling we were d~mandlng too
much. I mean I can see it even with the degree students
as 'Nell. The diploma studonts have a trf.tmendOUB

difficulties with the level of abstraction required for
these courses.
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They coped better with sante concrete aspects, but when it
comes to language, it is difficult :for them. !,be reason
that this happens is th,l.t you require metal,t~'1Uisticability
to understand language.. ~hiB is a very high level of
linguistic understanding" ,.

4. There were few ste.ff members who believed the diploma
course should not be taught at university. ·Well I don't
think the course does belong at the unJversity with all due
respect. It should be offered at some other level of
training, be it a technician or whatever" was a comment
from one staff member.

5. For Bornestaff members the diploma course was not really
their concern. Many f~'llt removed from it, they did not:
feel they could make any significant concr'Lbutidon to
addressing some if its problems. Some felt deliberately
excluded as indicated in this comment, "makethe person wbo
is lecturing part of this course, so she understands what
S11~'s dealing with" •

6 • The diploma course was seen by most staff members is an
appropriate tool for makillg Speech and Hearing therapy
accessible to the black community and not necessarily as
training pro"=essionals well equIpped to give therapy to any
community, irrespective of race. The following commentsare
examples of this sentiment,

"The questio~ to ask is what do people Yho have
communication impaj.rments need tWd 110W can they best be
served, not who are the people doing the diploma or 120w
good it is,. Do we need them? Yes, I say that there's a
definite need for people who ~an be giving basic therapy
to more people~ Certainly we should be training more
degree students, but :for the next few years, there' s alwa.ys
going to be this inferior person who Le trained here. HI

think we should iilccept that".
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7• Many staff members believed the diploma stu~.,nt8 were:t
unrealistic.
limitations

Th~y expected the student. to accept their
and be grateful for the opportunity the

Department had given to them by accepting them into this
course. One staff membersaid, WI mean one can't jUBtiry
away onets own failing in teaching, but I think you also
bave to look at black resentment. I mean they have thes.
enoI'lll.Ousexpectations when they COlD8 to Wits. Andat the
end of the da)" the've actually got to face their own
inadequacies wb.ich they can' t: do. So they project back on
to Uti and you' rEI taking an enormous amount at their anger" ..

8. The diploma course was regarded by most staff members as
complementary to the degree course. One staff member
defined the ideal working relationship between the diploma
graduate and the degree therapist as, Nthe diploma poople
should IW;lrk under "be guidance at a Sp&!!Icb and ifIel1l.ring
therapist and provide impetus for the programm~ 'without
nec&3sarjly goiDg into tbe details as to why they were
doing wbllt they did"'. The analogy of the dcccer--nur-se
relatione;hip was another example given to demonstrate this
diff~renc::e betwaen the two professions.

ji
II

9. Somestaff memberswere of the opinion that there is a
limi t to what the diploma students can be taught since they
are being trained for part.i.cular jobs. One staf~': member
whowas extremE~lyconcerned about what th9 acudent.e had
been taught said, ItIwouldn't like to Bee them work at
all. Yuu're asking people with their educational
,background to do what I couldn't, and I' m qui te well
trained.
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~hese people a.renot in anyway highly skilled for belping
the community further their needs. How can you ask people
with little ]mowledge, little skills and little self-
conference, particularly young people to do that-.

11. Somestaff memberswould have preferred not to be involved
in teaching the diploma ' ·udents. One member who was
particularly angered by the time spent in teaching these
students said, -I was not looking fOITfard to lecturing
because I }mew very few of them W'eT6 going to work. I was
resentful and concerned that .f was going to give 24 hours
of lectures to people who 'Coldme, indeed every single one
of them, except tbe Indian students, that they were never
going to practise this profession-.

It is clear from the above that staff memnexs experienced
similar emotions in responding to the difficulties they faced
in the diploma course to those experienced by the students. For
exampleI they expezLe'nced the lack of mot!vation and commitment
students displayed towards the course. They also felt they
were not accepted by the students. Their needs and expectations
were however, not the same. Staff memberswere acutely aware of
the need for training people in this field to servi.ce
underprivileged co~nunities. They regarded the diploma course
as a way of (Iffering Speech and Hearing therapy service to these
communities. The students expectations were that they had come
to a good university and therefore they were expecting a. well"
established course with good teaching.

Staff membersattempts to simplify the content of their subject
material in their believe that they should concentrate on
teaching .only the HbasicsH tlj the students was interpreted as
patronising and denigrating by the students. The students
wanted a well defined course which would give them sufficient
information to cope with most, situations they would encounter
in their practises.
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Staff membersI democratic attempts to consult the IItudents about
the content of their lectures in an attempt to make their
tea.ching releva.nt for the areas where the diplom,Agraduates
would work were also interpreted neqatively. 'rb.e student.
expected the lecturers to be well infol.lned. This expectation on
the. part of the students maybe unfair mince they camelfrom so
manydifferent geographical areas that it was not possible for
staff to be familiar with them all.

One of the most important sources of conflict between the
students and the staff appear to be in their concern about who
is course supposed to be serving. Staff believe tha't they are
serving the black community by participating in this course
while students regarded the course as unfair to them as black
people. \\

i\
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A brief summary of other areas of conflict is included below
8.5. A COMPARISON OF STUDEN'PS AND STAFF RULES

Staff Students
Students are not able to cope The level of teaching is too
with the standard of the course low for a university course
Emphasis on service to the Students were there for
disadvantaged communities personal improvement and

financial gain
Teach basic skills The course should be

challenging ,_
......-_'"""-

Deny the course is explicitly Acutely aware of the racia!
based on race connotations of this coUrse-
stiudentis must be grateful for Students believe they deserve
this opportunity better
The diploma is a good enough Students want a degree
qualification for these
student:s
The course is evolving hence The course should have a clear
the teething problems structure

-
They are powerless to change Staff are powerful but lack
the situation interest in addressing the

problems of this course
Staff sacrifice themselves Staff do not care-Students learning abilities are Students believe they can learn
lacking

The following are the few instances where there WCI.S some agreement
between the students and the staff. They both recCignized they were"
victims of the situatioI. and that the course was not as good as it
should be. They realized that there was a direct link between the
university tr,lining and work. Finally, they regarded each other as
lacking in motivation.
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CHAPTER 9

CONCLUSIONS

Some of the key ideas of ethogenics (Harr~ & Secord, 1972) are
that social behaviour consist of intentional social actions with
subjective meaning and that there is a joint construction of
social behaviour. Argyle (1990) believes that it i~ not simply
a question of A responds to Bf since most of the action is
simultaneous, each is continuously monitoring and responding to
the joint created ongoing situation. The following is a
d.i.scussionof the three most consistent themes from the results
that indicates how staff and students' participation in this
course was influenced. Bot:h were interpreted as lacking
motiv~tion, they were alienated from each other and the students
believed ~~hey 'Irj'6rediscrl,lilinated.

9. 1. MOTIVATION

Motivation plays a fundamental role in education. T.t is just
as central to learning as intellect is. Learning is an
extremely complex pl1enomenon, which involves much more than
cognition. Accord.ing to Biggs (1993) one of the crucial factors
affecting learning outcome is the students' perception of the
learning context. Students, and everyone else for that matter,
are moti vated by their perceptions of their needs and their
desires. Consequently, it is the students' perception of how
they can best meet their needs and fulfil their desires that is
important. Motivation to achieve better qualifications is a
direct resu~t of students perceiving that t.heir needs can be met
and their desires fulfilled by ~.good education. Biggs (1993)
belief that st.udentie' perceptions -nd their motives or abilities
has a direct influence on their learning abilities. He asserts
that students' perceptions of their learning context directly
affect their motives, predisposition and their immediate
decisions for action.
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~ great deal has been written about black stude"tsJ achievement
and persistence at college. A number of theories have been
postulated to explain this phenomenon. Anderson (1985)
postulatsd the Force Field Analysis Scheme which states that
a~hievement and persistence are less likely among students who
(a) experience more negative internal and external forces, (b)
have less well developed positive internal forces to cope with
negative internal and external forcss I and to overcome the
obstacleB that their college experience presents. This analysis
scheme points to the vario~s forces, pressures, obstacles and
problems that tend to confound students' achievement and
persistence. Recently, Anderson (1989) has developed another
theory to supplement the Force Field Analysis Scheme. The Gap
Theory of Ac~demic Achievement looks at what is necessury for
students to achieve and persist in college. It postulates that
there is a group of requisite skills, abilities, background
knowledge, qualities, characteristics and resources that c01.1..)ge
stUdents must have in order to achieve and persist.

The Gap Theory of Academic Achievement is student-centred in
that it looks at students who aspire to achieve and persist, who
assume the primary responsibility for their achievement and
persistence, and those who choose to invest the time and energy
that achievement and persistence demands. The theory also
recognizes that some students may not have the necessary skills
hence the idea of ~gaps·. It attempts to eh~lain differential
levels of academic performance by taking into consideration
those student and instructor factors that determine performance.
Accordingly, the theory states that it is the size of the gaps
and the number of gaps between the students and their lecturers I

performance expectations that determine the amount of time and
energy that students must invest in order to achieve
academically most staff members had low expectations regarding
the students abilities which Jould have affected their
motivation to work harder.
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Motivation and commitment to achieve as well as self-efficacy
are the most essential student characteristics needed for
academic achievement and persistence&

Tinto (1975) suggest a longitudinal theoretical model of
persistence-withdrawal behaviour that is the result of a process
of interaction between the individual and the institution (cited
in Stoecker, Pascarella and Wolfle, 1988). He recognises that
the students enter the institution with unique sets of
precollege characteristics including family background,
individual attributes and secondary school experiences. Many
staff members were unfamiliar with the students' background
leading to feelings of inadequacy shich could have affected
their teaching. These factors influence the students' level of
commitment to the institution. He believes that the students'
integration into the academic and social systems of the
institution have a direct influence on their persistence.

Self-efficacy is a term Bandura (1982) used to describe the
beliej;s an Lndd.vd.dueLholds regarding what they can accomplish
through their own efforts. These believes involve what a person
believe they can accomplish and how viable or effective they
believe their efforts will be in accomplishing certain goals.
There is therefore an interrelationship between self-efficacy
and commitment. A person will commit himself/herself to
achieving and pursuing only those goals about which he/she is
self-efficacious. It would seem the staff and the diploma
students who participated in this study lacked both qualities.
The diploma course did not meet most of the students'
expectations and aspirations, so that it is possible that they
may have not been totally committed to the course which would
exp Le.i.nwhy staff members felt they were difficult to motivate.

Many staff members did not believe in the viability of this
course in servicing the disadvantaged communities as. '.ras
purported by the original developers of the course.
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The Gap Theciry of Anderson better elucidate,s the problems
experienced by the students
A. The students I'eported that :t:.heyfelt· undermined and

alienated.
B. Theyreported that degree students end staff membersshared

a linguistic code that was inaccessible to them.
c. The students were not satisfied with the standard of

teaching in the diploma courso.
D. The students felt lecturers did not have confidence in

their ability to achieve. Therefore the task of meeting the
lecturers' expectations might have been greater for these
t:1tudents.

E. Thestudents reported that th~marks they received were not
representative of the effort they had put into the work,
which could further explain their poor motivation.

All these factors had a negative impact on the students I

motivation and commitmentto achieve. Anderson (1989) states
that all financial aid, housing priorities 1 study skills and
curriculum opportunities will not suffice if a students lack the
amountof motivation, commitmentand self-efficacy necessary to
achieve.

It is generally recognized that students' progress 'or lack of

progress is in accordance with the expectations of their
teachers (Wool, 1989). Woolbelieves if teachers accept that
their students are limited or have cognitive or linguistic
limitations, it follows that they will oppose all exhortations
to stretch or test the limits of ~'heir pupils intellectual
competence.. ~rany staff membersbelieved that the diploma
students did not possess the necessary skills to succeed at
university. Hence their attempts to cope with this situation
was to simplify information in order to make it accessible to
the students. Freire and Shor (1987) believe that the
democratic goal of liberating education can lead to
irresponsibility if the students perceive it as expecting less
from them.
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Many staff members were frustrated about teact:!ng in thHJ
course. They faced numorouscompeting Departmental priori.ties
and many did not believe that this course was worth the
sacrifice they were making. They believed that the devaluing
experiences they go through with the diploma students were
demotivating and was distracting th":1nfrom the manychallenges
they faced in this Department. Staff may have experienced
difficulties in maintaining their commitmentto ~his course
because of these challenges.

There were other factors as well that could have affected the
students motivation. For exempls, many students were unsure
about finding employmentat the end of their training. Manyhad
already been informed by the previous graduates of the diploma
course that manyemployers did not recognised the course. Raffe
(1986) maintains that unemploymenthas a demotivating and a
demoralising influence which challenges the existing aims of
education. Many diploma students expected good. employment
opportunities and occupational mobility with their qualification
and when th1eyrealized that this might not be possible, this
qualifh::ati.~')nbecame less important.

within the last 20 years research has linked education,
specially post secondary education, to status attainment and
social mobility (Stoacker,Pascarella & Wolfle, 1988). Stoecker
et all. believe that post secondary education should be used
by policy makers to improve existing social inequalities.

FurtherInl'"'- some students had reported that they were ashamed
~o be assoc.iated with the course as it was stigmatized. They
stated that students whowere registered in the diploma course
were branded stupid by other uniV' rei ty students. This is
further compoundedby the fact that nearly ali. the diploma
students are black which further brings in to question the
legitimacy of the course.
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The above..descriptions about the pr.oblems and the st~le.
students and staff. faced in this course implo.rethe question; (J

'to.what extent did they spent 1'\11 their energy and time on
su,:cess related tasks versus dwelling o.nth. problems and the
struggles. Thro.ughout the interviews a key difference between
successful and unsuccessful stat£ members became apparent. A
Very small r::inorityo.·fstaff members who.were confident that the
courses they had taught were well received by the students and
that the interventio.nstrategies they emplo.yedmade a difference
in the students l&arning abilities. These staff members were
aware of the challenges they faced and were determined to so.lve
them. Majority of the staff members conversely, gave the
impression that they felt unable to. .pvercame obstacles in ~ir
teaching and tended to blame'external forces. They belie~.;.a
that they were unsuccessful and that the problems the students
experienced were beyond t.heircontrol.

Woo.l (1989) talks about the learning alliance, where thf!student
in interactien with the teacber enlarges not only his/her body

:.ef knowledge but b.is confidence. In a ,p&rallel':fashion, the
teacher is enhanced by the acquisition of knowledge and by the
affir:matio.nof his role as a mentor. This ~earning all1ance was
net successflll in the diplorua course. Students and their

IIlecturers experienced poer achievem~nt an.-d.demoraliE~tion.

Except fer the two, in(iian students, many black students who
participated in this study weuld not have typically reached
tertiary-level education. Many lacked the financial means and
the entrance requirements needed for university entry. Clearly,
the diploma course and the financial assistanc~ it guaranteed
were crucial in facilitating these students tertiary educatien.
Yet, this epportunity was not sufficient to. motivate the
students to perform as was expected.
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However I the strongest finding of this research has been an
attitudinal difference between some staff m~bers and majority
of the students in -terms of personal motivation, daterntination
and the willingness to take reeponsibility for their own

-::.;:

teaching and learning respectively. -Those students a~p staff
members who displayed positive attitudes had strong feelings
that the course was vc~luable.

In an 8'.nswerto the question I what do we do if the students lack
motivation, Anderson (1988) responds by saying there is not much
that can be done. He believes, no one other than the students
can increase their own motivation. He alleges that under-
represented students in white universities nEed tu experience
relationship with the people whom they can respect and identify
with. What is crucial about these relationships is that people
affirm and invest confidence in these students. From th,-;
results of this research there is no reason to question
the r.espect these students had for the st~ff members involved
in this course. However, it was evident that students did not
identify with this course or the people teaching it.

It would seem from the above that in order to succeed in this
course students and staff needed to have the same attributes.
In particular they must develop mct.Lvat.Lonand commitment to the
course. Concerning motivation there i.san obligation for them
to remain true to what motivated to join their respective
professions. Interventions that promote students' academic and
social involvement in the Department should be instituted.
Student-staff programmes that facilitate interaction, (I social
invol vement and part.Lcfpataon have been shown "1::0 improve
relations alld student success (Alfred, 1992; Mckeever &:
Ramoshaba, 1993; Stoecker, Pascarella & Wqlfle, 1988). To
counter the distractions that tend to :.educe staff commitment
to this course, it is important'" i.atthey are empowered to feel
free to refuse involvement in the diploma course without feeling
guilty_
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Those staff members:who have ("'lected to continue in thE~course
must formulate their ownpersonal objectives of the course and
a mission statement of why they want to be involved in this
particular course. This will help them to be focused and
~ommitted in the midst of the many challenges they face. To,
promote atudents' achievement and satisfaction with this course,
staff must be prepared to address all those factors that Impede
students' acceptance of this course.

9.2. ALIENATION

Black,.students r&gilii:teredin the diploma course face particular
problems that have been highlighted and supported by the Gap
theory of Anderson and the Persistence-withdrawal theory of
Tinto described above. Th~ most important problem for these
students sea~ to be their under-representation in the
Department. Anderson (19,88) among others have states that
under-represented students may feel alone because of their
small nUl),\berBand alienated because they feel unwanted .and
uueceept.ed on campus. Anderson further states that the painful
experience of feeling t,lienated on campus is unpleasant that it
negatively affects st:udents I motivation and commitment to
achieve.

studies have shown that feelings of alienation arEl pre'lTalent
among black students in, predominantly white universities and
that this is an important. predictor of black students adjustment
at these universities. The sparse South African l.iterature
available on this topic reveals that the problAms e~~erienced
by black students are material, socio-political, psychological
and academic.

The only available South African research on this to):>ic has
been carried out at the upiversity of Cape Town (UCT).
According to Leon and Lea (1988) socia-politi ,"al factors are
determinants of bl~r:k students I perceptions arid I'ltti tudes.
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Cooper (1981) surveyed the attitudes of black students on the
neT campus tel being at a predominantly white university. He
found 90%reported feeling alienai';.ed in this regard (cited in
Leon and Lea, 1988). Mphahlele (19,92) noted that black 'Students
at predominan1':.lywhite campuses in South Africa experience
similar feelin~1s of alienation to those of minority students in
Al(lerican unive:t'sities. He beliey-as that these feelings are a
results of pressure to surrender tc the cultural values of the
domi.nant;white group. Mphahlele fUl~ther state that the black
studente react to these psychologic:al pressures by voluntary
segregation in order to protect their distinct social
experiences.

Honikman (1982) inve~tigated the experi.ences of first-year
students also at UCTin an attempt to identify factors that
influence the students well-being and academic performance. She
reports that so(:ia1 and emotional factors were extremely
influential in affecting thb general WElll ....being of students and
that black students expe. .l.enc.~dgreatelr feelings of alienation
and initial confusLon, LeonartidLea (19c8a) studied 10 black and
10 white students in the arts and soailal science faculties at
UCT. Their findil:lgs highlight the sOI':.!io-political ocmponene
of the alienation em the black studentllJ. On a psychological
level manyof t;tle bll3.ckstudents intervie'flE;idfelt distanced from
UCT,mainly because they felt they could not; iden';;ify with the
values of this! univ~~rsity.

Even though the above results could be interpreted as
representing the situation at UCTand mIght not be true for
other situations, the diploma students whoparticipated in this
study reported simil,ar feelings. Also, at Wits University
Medical f:chool shuenyane (1990) reported similar finr'ings. She
reports that black. azudentis in general ~,t wits face soci.o-
economic, accommodat.Lonand academic probf.ema, Students have
to recon.cile the fact that they are studying at multiracial.
institution while the rest of the country is segregated.
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The diploma students in this study reported that they fel t
excluded from the many social activities in the Department.
They felt undermined by both tbe staff in the Department and the
therapists at the outside institv;tions where they were assigned
to work. Academically, they reported that even when invited tq
participate I degree students and staff membersuse of unfamiliar
terminology prevented them fromparticipating in the discussion.
Alienation for these students was therefore as a consequent of
t.hese i:actors and not that they chose to exclude themselves.
The alienation they described was in accordance with the
definition of Seeman (1959) which delineates three components:
meaningless, powerlessness, and social isolation.

unfortunately, it is not possible to determine from these
results whether the feelings of alienation exp~rienced by the
scuderrt.s ceuaed the academic difficulties or were a consequence
of these difficulties. It would appear with the diploma
students in this stUdy that both contributed in lowering
students I m,otivation and commitmentto the course.

staff membersexperienced similar emotions in their contact with
'!:,hediploma students. While the students experLenced social
isolation and felt the course was meaningless to their needs,
staff member'sfelt powerless to motivate the students or to
adjust the course to make it more appealing to the students.

Like the students, staff members also felt un: ed and
unaccepted by the students. Thus, it is not surpril!dng that
they were percei ved by the students as being uninterested in
teaching appropriately. After all, whowouLd give their hest
in any environment, if they felt uncomfclrtable and unwanted.
Staff members felt they were unable to control the diploma
students. Many chose to ignore the extrr'emeLy challenging
sit;uations students put them under. Somefelt unqualified to
be teaching in this course. They had no knowlEl,dgeof its
objective,9 or what they were training the students for.
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All these c~J,,:;+..ributedtowards making staff ineffectual therefore
making the task of meeting students' expectations much more
difficult.

AndersoIl (1988) believes that affirmation is the only
appropriate solution to addreSSing problems of loneliness and
a.lienation. He believes that a peer support system can be
helpful in alleviating loneliness and alienation particularly
if the peer c~unsellor or tutor is from the same race group ns
the students. Students should have peer support groups where
they would feel accepted. Staff meetings should focus more on
developing positive well'~beingof those members teaching in the
diploma course. The Department should endure that the
university recognizes and gives support to those staff members
who are prepared to develop innovative teaching methodologies
for this lev9l of training.

9.3. RACE

The discomfort associated with the inclusion of race-relatp)d
content in the discussions led the researcher to discontinue the
line of questioning if she suspected that the interviewee was
getting uncomfortable.
members.

This occurred most often with staff

The students seemed comfortable discussing this subjectl
probably because Many believt~d they were aggrieved. It is
acknowledged that staff membe:t'sdifficulty in h6.l".dJ.j.ngthis
discussion with a colleague, notwithstanding the fact that she
is also black, ;.nighthave been more pronounced with the
students, leading to the relationship difficulties reported on.

Tatum (1992) reports that she has experienced ~t least three
major sources of student resistance to talking and learning
about race and racism in predominantly white unillersi1:y
classrooms.
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Firstly, race is coneider~d a taboo topic fo~ discussion,
especially in racially mixed settings. SecondlyI manystudents,
regt..rdless cf race, have,been socialized to think of the United
States as a just eQciety. These two issues are true for the
situation in this Departmer.t as well. Staff membersbelieve
there is no racism in this Department since there is free mixing
of the all races. Finally, many students t particular white
students, initially deny any per'sohe Lprejudice, recognising the
impact of racism on other peoples I lives I but failing to
acknowledge its impact on the: ~ own.

The a....,ovesources of resistance to discussing race-related
issues are applicable to the present situation. &outhAfrica
has had a long history of 1nstitutional racism that has just
been abolished. Psychologically, people have all suffered, and
they would like to forget the hurt this has caus~d for those who
were at the receiving end of this atrocity. It is therefore
mucheasier to pretend that racism does not oxiet, especial in
an eq~vironm'lntsuch as the Department in question. Staff
membe;l:8~!ouldeasily discuss the impact of the racist practises
of t.he preVi01.1Sgovernment on black people, but find difficulty
in focusing ,onthe roles they mayhave played as individuals in
perpetuating that racism.

St.aff membersembarra.!lsmentin talking about race-re l.ated issues
could result from their lack of understanding about the
influence of race in South Africa and personal rt:dationships in .
multiracial settings. Th~~ knowledge of the psychological
implications of racism on individuals and society would help
st:aff to understand the students I reactions and their own
responses to these Challenges. If both staff and students were
empoweredwith thi,; knowlec'ge they would then be able to
understand the impact of race ir: causing diff1.culti.es they faced
in this course. This lack of knowledge is a flmdamental
disadvantage for the participants of this resp-arch.
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Unfortunately the literature is scant in this regard. The only
recommenda~ion the researcher can give to staff members in this
situation is to ack~owledge that students do come with prior
experiences that differ from those the staff members may have
been exposed to. Staff members were feeling inadequate in
training the diploma students because they believed their lack
of experience of the ar~a8 where the students will work once
qualified was a major handicap. This should not be so. This
relativist concentration on students experience involves· a
consequent reduction in knowledge and contribute to the
students' deprivation. Rather, staff have to concentrate on
training students to Cope with most situations and give them
skills for finding information if lacking in particular aspects.

Staff must accept the assumption that change is possible for
them and their s7udents. Understanding and coping with
prejudice and racism is a life long process (Tatum, 1992) that
can be overcome when they openly talk about it. They are the
victims of the situation in as much as the students are, because
of the inherent prejudice and racism that they have liv~~ "·ith
for so many years in this country. Staff members must not feel
responsible for what has happened, but should be responsible
enough to make sure that this oppression does not continue.

They have the responsibility to seek out more appropriate
information about working with racism and impart this knowledge
to the students to ensure that their behaviours are adjusted
accordingly.

9.4. ESTABLISHING THE CREDIBILITY OF THIS ANALYSIS

Agar (1986) sugqeeted that terms such as reliability end
Validity are relative to the quantitative methodologies and do
not fit the details of qualitative research. He suggest that
reliability and validity should be replaced by terms such as
credibility, accuracy of representation and authority of the
writer.
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validity refers to the quality of the conclusions reached and
the process through which these were reached. In ethnogeny the
most appropriate criterion for validity is the credibility of
the research in question. Here the concern is with the steps
the researcher took in improving the credibility of the
analyses. one of the procedures that is often followed in tht!se
studies to confirm the validity of the interpretations, is to
give the report to selected members of the participants for
comment. DUe to time constrains this report was given to two
students and twO' staff members to comment on whether the
analyses represent their experiences of the ··i.plomacourse. ~he
students felt the report was a fair reflection of how they
experienced the course. One student said some of the comments
were Ha bit harsh on tbe staff~ but she agreed they needed to
be mentioned. Staff members were shocked by the students t

psychological experiences of the course. They both reported
that it was time that the Department looked at itself and decide
on how to proceed. One staff member was slightly defensive.
She felt there was an unfortunate r.istorical tendency to focus
only on what is wrong with the diplom1"l ':se , She falt what
was also needed was mere research otthal. J other graduates of
t.hecourse were succeeding in their practises of the profession.

9.5. IMPLICATIONS OF THESE RESULTS

The preceding infonna~ion despite being gained from preliminary
interviews and despite being analyzed in a rather general way
indicates quite clearly that if the diploma course is to
continue successfully certain changes .areessential. It is also
clear from the results of this study that both students and
staff members who participated in this research were not
sati61fied with the way the course was being run.



The students were divided between those. who felt the course
should be closed forthwith, and thode ~hQ felt it should he~d
in abeyance to allow the Dap&rtmemt time to attend to the
problems identified with the present cout-se, The students
experiences of the course w~re on the whole very negative. The
course did not meet their expectations. While students may have
had unrealistic expectations about the course and about it,1:!
objectives, and not ignoring the fact that their attitudes and
expectations may have to change (for example many students who
enrol in the ~ourse, do so in order to re-apply for the degree
course in the future, that is, their motives are contradictory
to the objsctives of this course) these implications have
significance for the continuation of this course.

!t was evident from interviewing these 13 students that their
experiences of the diploma course cannot be separated from:-

1) their desire for better.tertiary education and meaningful
qualifications,

2) the nature of the course itself, and
3) the hierarchical position of the coarse within the

university structure.

The overall impression obtained from talking to these students
was that the philosophical justification for the introduction
of this course and the scope of work fOr the diploma graduates
should be reconsidered. At the present moment;the diploma
course is seen as a ploy'to prevent black students from enroling
in the degree course. The success of this cour'seis further
dependent upc > creation of suitable employment opportunities for
the graduates as well as addressing the problem of inadequate
training of t.helecturers and tutors in this course.
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Staff members solutions for the problems they experienced in
their teaching focused mainly on the:

1) structure of the course, givi 11g a clearer definition of the
objectives,

2) students selection., defining suitable students for the
course,

3) traini~g of lecturers on specific skills needed for
teaching in this course, and

4) employment of suitable diploma graduates to teach in the
course.

These suggestions address just one of the many criticisms the
students had against the course, that is, the need for a clear
definition of the roles and functions of the diploma. graduates
and appropriate training. Staff members'failed to mention the
most itnportant requirement the students identified with this
course. The students felt a need for acceptance, recognition
and respect. Thia i~ a serious omission since all the staff
members: were aware of the students' dissatisfaction with this
course ..

Freire and Shor (1987) attest that if teachers are to produce
a:'lacceptable product at the end of their teaching then they
must, be concerned about the process. Ander~Jon (1989) believe
that the problem teachers face in addressing studants'
motivation and commi,tment to their studiea is an extremely
difficult one. He argues that whereas motivation generates the
energy needed for achievement, commitments are promises that
people make concerning what they will do in order to accomplish
certain goals, and only students themselves can do that. The
Department should create an environment where studen,to feel
accepted and cherished.
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Newman (1981) I in enumerating the ways in which students
alienation can be reduced, emphasizes the fact that school work
that is "incongruen:t" with the studsnts' d~ltural commitment can
assault self-esteem. He advocate~ the recreation of
commonalIty within the school to engage the students in a
learning process that stimulates social int~gration. He
believes that whatever is meaningful to a person is
motivational, and when something is personally meaningful, it
is also something to which a person is willing to make a
commitment. Therefore academic and social integration of the
diploma students in life of the Department is one of the
important considerations staff has to look into if the diploma
course is to succeed.

Staff experiences of the diploma students were also generally
very negative. staff expectations and reasons for particip6til19
in this course were contradictory to those of t~e students. It
would appear that this incompatibility caused some of the
problems experienced in this course. In addttion, there were
disagreements between staff regarding the objectives of this
course and the job description for the diploma graduates. These
discrepanci~s should be looked at and clarified.

The Department should negotiate with all the stake holders of
this course and develop a clear, well documented description of
the objectives of t.he course and the job description of the
graduates.

The following at.acement.e from staff members give the most
comprehensive comment about the perception of the training
students received and the way forward for this cours~:
MIt was a waste of time. I don't think I gave a good course.
I dOll~ t think it was directed at the right goal and I think
perhaps that's wby they were so frustratedM•
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•I tb.ink it needs to continue, the content needs to be examin~
and drastically changed. I think the people teaching need it

lot of educa.tion where issueJs tI!lre discussed. First, po$sibly
staff sbould go out and ~ee tbe settings in which ~bo students
w111 be workilJg. Secondly ~ they must discuss, the content of
the course. Ny particuJ.r bias is tbat the content must be
lesB academic, mucl.: more practical training wit:h the main
emphasis all training therapists in thera.py principles is
r1u"'lred- v (I-'2" \\

Staff membersbelieve the cour-se flhculd continue but. the content
of the course and the students selection criteria should be
changed. The students were of the opinion that the course
should be closed.
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Appendix A

DISTRIBUTION OF THE DIPLOMA STUDENTS

WHO li:NTEREDTHE COURSE (1984 - 1993)

GAZANKL"LU 25

P.W.V. 21

VENDA 9

CISKEI 8

LEBOWA 7

TRANSKEI 5

NATAL 5

E.. .iUTHA TSWANA,

O.F.S. 3

2

CAPE TOWN 1

EASTERN TRANSVAAL 1

:.'24



Appendix B

S'l"UDltNTS WHO REGI STEREO FOR THE

DIPLOMA IN C~TNITY SPEECH AND HEARING THERAPY

(1984 - 1993)
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Appendix C

Students interview schedule

A. EXPECTATION'! ABOUT THE COURSE.

1. What influenced you to join this course?
2. What expectations did you have about the course before

registration?
~. Did these expectations chan'1e,when did you notir.:ethe

change?
4. What are you immediate career plans with this qualification?
5. What dre your long tarm plans Bay five years from now?

B. SPECIFIC ISSUES ABOUT THE PROFESSiON.

1. Fole definition
2. What is the main function of the course/course objectives?
3. What type of people are required to fulfil this role/are the

students suitable for the course? (age,experience, race)
4. Which courses do you think specifically prepared you for

this role?
5. How do you see this role in relation to that of the degree

Bp~ech and hearing therapist?

C. EVALUATING THE COURSE STRUCTURE.

1. Is each part 01 the curriculum g~ven sufficient time?
2. Ie the level of detail taught appropriate?
3. Are teaching methods appropriate for the learning

objectives?
4. Which teachers were most effective in preparing you for your
role,what made ::'hemgoad?

D. ARE THE PRESENT STUDENTS SUITABLE FOR THE COURSE?

E. WOULD YOU RECOMMEND THIS COURSE TO SOMEONE YOU KNOW?
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STAFF INTERVIEW SCHEDULE

A. GENERAL ISSUE::! ABOUT THE COURSE.

1. Why the need for a different course?
Why a different course

2. What were your expectations about these students?
(Their learning capabilities)

3. What learning difficulties did the students experience?

4. How did you address these difficulties?

i5. Dj.d these expectations change and at what point did you
notice the chauge?

6. HoW did you address these difficulties?

7. Is there anyt~bing the department coul.d have done to
facilitate your teaching?

8. Were these scudent.e suitable for this course?
(age,experience,previous qualification)

B. ROLE DEFINITION.

1. What were the aims and objectives of Yol.'rcourse?
2. What do you see as the main function of CSHWs?

-health educators
-direct treatment

3. What is their role vis- a -~ris the role of the degree
speech and hearing therapist?
-complementary
-supplementary

127



4. How do you see this relationship,should they work
in consultation with a speech and hearing therapist or
~hould their services be supervis~d by a therapist?

5. What skills are needed to fulfil this role
(communication,counselling,Lrrcezpez-sone.I ,management)
Should we teach them clinical skills or community work.

sk~lls only or a combination?
6. What should the proportion be between community work and

clinical skills?
7. How do you feel about specialisation?

c. IS TH~E A NEED FOR THE DIPLOMA COURSE/SHOULD ~HE COURSE
CON~INtJE?
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STUDENTS' MATRICULATION RESULTS

~- \
SUBJECTs \\
ENGLISH II1. GRADE MARKS Sn!BOJ;,~ AGGUGATE

2. MATRS .
A L2 HG 69 C 57.28

SG 53 E

B L2 BG 45 E 43.50
C L2 BG 36 F 41.50- I.,

D L2 HG 45 E 45.20
E L2 HG , 52 D 45.66

- .......
F L2 BG 55 D 48.66,

G L2 BG 135 D 48.33
H 'L2 HG 65 D 56.66

HG 55
I L2 HG 65 C 44.42

HG 10 B
J L2 BG 49 E 44.62

SG ~ H

K L2 HG 56 D 49.50
BG 45 E

L L1 HG 67 C 58.16
HG 64 C

M L2 HG 55 D 11:6.85
HG 2'7 G

---",.'.

N Ll HG 57 D 58.33
HG 50 D
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