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ABSTRACT
This st..y explores the sxperiences of the students and staff
who participated in the Diploma in Community Speech and Hearing
therany course in the Deparﬁmant of Speech gpathology and
Audiology during 1991 and 1992. The atudf aimed to document
these experiences with a viaw to ﬁndarstanding the reasons for

the difficulties the course faced.

The methodology used was in-depth face-to-face interviewas. A
total of thirteen students and sixteen staff membefa wera
interviewed.'_Tha study is informed by the writings of Harré aﬁd
his colleagues, particularlf ezhogenics and the rule~role model
of analysis. The :nterviews indicated thart both narticipanta
‘were extremely dissatisfied with the course. Many felt
alienated and helpless. The students wanted a profeasional
qualification that would secure them well paying jobs; They
gégarded the diploma cﬁuraa as ﬁnchallenging and unesultable for
é&eir needs. The university and the Department, were percaived
as inhospitable to the diploma students., BStaff members believed
the students .wera inherently 'lacking in professional  and
academic abilitiee and that the diploma course waa.in#ﬂéquate
in preparing them for the work they greﬂaxpacted to perform.
The conclusion is that the diploma in.%bmmuniﬁy Spsech and
Hearing thergpy course failed to meet the expectations of these
gtudents and that many staff members who participated in this

research did not agree.with its objectives.



CHAPTER 1
INTRODUCTION

Th).}"ﬁ&gect %/[oae out of an identified need to investigate the
/gxperiencea of staff and students invelved in the Diploma in
/ Speech and Hearing therapy {community work), with a view to
explaining some of the teaching and learning difficulties being
experienced by both participants. As a lecturer and odrse
coordinator for the diploma course for .many years, the
researchsr becaiic aware that there were a number of difficulties-
siith the course which required clarification. nibt enly is. the
diploma course a yrecent innovation in the profesamn of Bpeech
and Hearing therapy in this country and indeed throughout the
world, the cuzrriculum and clinical work experiences of the
- diploma gtudents is also different from that of the Dearee

P . .;__\
students, -\\_

\
Moreover, the majority of the atude}r}xta vho anrol for the diploma
course are black, which makes for additional paychological
stresges genarated by feelings of being the ninority in a
predominantly white Department. The researcher believed that
the diploma students as a group might experience difficulties
that wers unigque due to the influence of the socio-economic and
political factore preveiling in this country. Also, the stvess
of being involvaed in a new unknown course could have led to some
insecurity. It was hypothesised that the atudent and staff
- experiences in the diploma course ware auffiuiantly different
to that of the other students in the Department to justify thie

study.
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In view of the fact that this study focuses on the diploma.
course, the historical backgrounnd to the courses is considered "
ir the introductory chmpter. This historical perspective ia
followad by an in-depth diecussion of the difficulties
experienced by students and staff who participate in this
courss. Previous ragearch ai';ﬁemptg on this topiu as well as an
appropriste mnthodology for this type of investigation are
discussed, The result section is covered in four chapters,
which includes a description of the interview results and their
analysis in line with the etliogenics methodology. The final
chapter of the report gives an slaborate description of the most
frequently recurring themes in both students and staff accounts
and the implications of these results for the Department.

1.1. BACKGROUND INFORMATION ABOUT THE COURSE

The Diploma in Speech and Hearing therapy (Community Work) was
introduced by the Department of Spssch Pathology and deialogy
at the University of the Witwatersrand in 1984 following a
recommendation from the South African speech-mnguage and
Hearing sssociation {(BASLHA). It is a two year undergraduate
course. VWhen it was first introduced the dipldma WAL seen as
the most expedient way of providing the country with
professionals in the field of Speech-Language and Hearing
therapy to service the underprivileged communities {Aron, 1984;
1986, Diploma Review 1990; 1992). The rationale for introducing
the course was to provide gervices to people with communication
disorders in rural and urban disadvantaged areas within the
linguistic and socio-cultural milieu ofthe patient {Aron, 1987;
1989). Aron elaborates on thia point further when she states;

*we took cognizance of the multifaceted nature of the lingunistic
and sacio-cultural make up of various communities in South
Africa.



We recognized that Speech and Hearing therapists should have a
knowledge of their patients and an intimate knowledge of the-
culture and soclo-psychological dimensions of the environwents
of the paitlent. W¥e were only too mindfol of the extrese
Banpower shortage of Speech and Hearinq therapists in the
country” {1987; p.2).

The development of the diploma course was not incidental. It
was in tune with Worlc Health Organization {WHO) recommendations
for the pruvigion of health care services for devaloping and the
underdeveloped countries, Recently, there has bean a shift in
many university depariments towards more community orientated
courges in keeping with the demand that the university become
more responsive to the needs of uaderprivileged communities.

There is an ¢ngoing debate among academics, particularliy within
the fields of psychology, medicine and rehabilitation about the
need for community worx. For some, commrnity work involves an
attempt to rectify the imbalances of services and resources
between the privileged and the underprivileged sectors of our
community {Lazarus, 1986; Berger & Lazarusg, 1987). For others,
it represents a concern that services are relevant to the needs
of communities (Dawes, 1986; Perkel, 1988; Cornlelje, 1991).
. Yet others may fee community work as a *possible tacit fjoining
with the oppressed masses” (Seedat, Cloete and Shochet, 1988).

Similar disagreements also exist within the field of Speech-
Language and Hearing therapy. Theras is disagreement as to
whether the diploma graduates should werk independently or
should support the work of the graduate Speech and Hearing
therapists. Some Speech and Hearing therspists believe that the
diploma graduvates should be trained in more general aspects of
community work as they cannot function as therapists. These
debates have had a direct impact on the teaching in the diploma
course and have influenced the way the students were taught as
well as how they are perceived by other professionals,



steff uncertainty with the diploma course has been most
vociferous in the area of therapy. Questioné have been raised
as to whetber the diploma students should be taught therapy
sk.ile, and if so, what form of therhpy techniques/skille should
be taught. _ | |

gince the inception of the diploma, over seventy students have
qualified. A sigtificant propoftion of these stndents were
sponsored by the former homeland governments to undertake the
course, and were employed by the same govermments to work in
heaith or educational facilities (APPENDIX A). The
majerity of the diploma students are Africans. In addition,
there have a besn few so called “Coloured”, I '{.i.gfiz and White
students who ragistered for the course (APPENDIX £}, )

The diploma graduztes have basu éreported to dffa’i-,*f_' a valuable
service. Axron (1987; 1989) spent some time working with the
‘diploma graduates employed in hospitals in Gazankulu and in
reqular schools in the Ciskei. Schneider (1942) evaluated the
work of the diploma graduates working in hospitals in the
Gazankulu area. Both were satisfied with the work they
observed, although they do not give details of the criteria they
used in judging the appropriacy of the work performed. This is
a particularly significant lack since tha 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 deqree are
 White with very few Indian, “Coloured”, and A. ican students.
This history of the Department is important for understanding
the motivation for the introduction of the diploma course, As
Hall & Allen (1989) attest, "one cannot adegquately 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 Departwent had
just qualified its first black Speech and Hearing therapist, who
was also the firat in the couatry. Though the reasons for
introducing a Diploma course different from the degree course
were never stated in racial terms, it wopid appear that SASLHA
felt at the time that the diploma %ﬁrae would expedite the
training of black people in this fisld,

Generally, black students do not readily meet the minimum
requirament for &cceptance into the degree programme at this
university hecause 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 ( Paviich &
Oorkin,1993), which are regardesd as easential for success in the
degree course. Therefore many black students do not fulfil the
eligibllity requirements of the degree course.

1.2. THE SCOPE OF WORK FOR THE DIPLOMA GRADUATES

L

The diploma graduates are trained to work in the community _'_and
the primary health care facilities. Their training smphasizes

preventative and prometive work, following prin'ciplas of ,.{r
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
deqree therapists are registered 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 establishment recognised by the Council. They
may not work in the same institution as the degree therapist
unless directed by such a person. Their scops of work as
defined in the Medicszl and Dental Council Supplementary Health
Service Professions Act of 1974 is as follows:
1. Recognition and assessment of speech, language and hearing
disorders in individuals and screening among groups to
detect similar problems.
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''2. Provision of elamentary apaach, Languagt and Hearing
" therapy for persons with comeunication di:ordarn aﬁd the
proviaian of basic guidance and counselling for the -
~ patient, his/her family and his/her cannunihy.g
3. Education of the community regarding cummnni*am;on
' disordera, utilisatioa cf‘cuﬁmuﬁity resources in the
recognition, treatment angd pravantion of communication

disorders . : _ : _ §
O {\ - ’( - : ! '
1.3, DIFFICﬁLTEES EXPERIENCED WITE |THE COUKSE’
1.3.1.  Professional Difficulties .- 6 . i

. R -
E. g . Ve . .

A number of difficulties h-ve been identified by the diploma
.gradnatea regarding the above SAMDC rules. . Firatlyw there are
- no &sgraa therapidte working in close proximity to ‘where the
diploma graduates are emplayedf whith makes consultation
_tmpossihle. Becondly; these rules do not specify what is to be .
. copeiderad a basic/elsmentary communication dieérder, makimg
 jdentification of such disorders difficult. & rumisad sCODe
_taking these dilemmas into consideration &Y prgaently ‘being
negotiated at BAMDC.

Many studente who have qualifieq havd M un&ble to find-
employment. Daapita concerted efforts on the t’];:aa.":t of the
professional association, SASHLA, and the Department, it hag
‘been impossible to establish standard posts and salary
gtructures for the diplama graduates. Many diploma graduates
are emp]cyéd in various aituatlons with a variety of different
designations and salary acalesl\xnany are paid In accorda: }
with the salary scale laid down £&i-degree therapists, which
creates problems betwesen the two professions.



The Dspartment has been criticised "by the degree therapists
working at Hillbrow and Baragwanath hospitals (hoth; historically
black hospitals) for introducing a diploma course which °
seemingly attracted mostly bhlack students. They criticlised ths
‘Department‘s conception of community work, and for trai.ning
students in an urban setting to go and practise community work
in rural settizge, They weras particularly concerned about the
. following issues which were elaboratsd in their lstter to the
un:wers:.ty registrar in 1985, Firsily, they mintaiif,ed that the
course was ‘established without adeguate consultation with people
‘in the communities which will be served by the diploms
gradustes. Sécondly, they claimed that the course was premature
becavse of lack of well established infrastructare in the
cmunity, into which such workers could slot. Finally, they
highlighted the lack of redearch data reqarding sppropriats and
effgctive therapsutic _J.ntarvention taechniques for these
communities. It would ssem that these criticiems are ‘still
valid as will be demonstrated 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 professlon to attend
to these issues at the time when they were raised.

It must, however, be pointed out that the reason wiy so many
diploma students are black is partly because of their poor =
matric results. The majority do not have matric axemption to
qualify for university study, so thad most of them counld not
have registered for tertiary education at this university if
this diploma was not available. In an attempt to address the
second criticism of the hospital therapists, the dipioma course
has recently been moved to Alexandra Health Centre, an urban
primary health care facility ism & black towaship md:aide
Johannesburg.
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Tha ‘students 31:5.11;! imw: acc-ass t.o the ﬁnivarsity and ars still\(

1ectu,#ad to by thp unfversity statf,, but most of the traim.nq
takegf/ place at amamn&ra tmnhip. Purthermore, staff Wﬁ!’ﬂ___
are oncanragsd to go on field excursions with the studenaa te
~she various rural arxeas .in order to familiarise thmselﬂes with
t:heae settings. - | - S

It must also be emphasissd at this poin', that cven thaugh the
problem: outlined above were specific to the diploma course, the

. problem bf roie definitwn, aqd inappropriatce training affects

the ent:r.re profession of ﬁ_ig mch-l‘..anguagn and Hearing therapy
{Hugo, 1 '18; Uys and Augo,’ '1989; Bescham, 1994). During tha. .
racant sasm conference on Bpsech-Language and Hearing tmrapy, __
it was uunnimously agreed by participancs that t:hare wag .an..
urgent need for a clear jub description and role dtsf;imtion for
Spesch-~Language and Hearing Therapists as .distinct from other .
 professionals such as the diploma graduates, dommunity

| Rehabilitation Facilitators (CRF) and Camugity Based

. Rehabilitation Workers (CBR) (I.ewm, 1993). The CQF and CBR az:&
apparently one profession, they are a new category of s
rehsbilitation professional whose job is to work with disabled Y
people to help them to overcome the difficulties they exgerience AN
within the community as a rasult of their handicap (wrnielje,
18923, :

a

: u.,..y

1.3.2. TRAINING DIFFICULTIES

Through the authurs involvement as a .lecturer, clinic
supervidor and caordinatar of the diploma course it becama
apparent over the years that there was a lack of consensus among
staff members regarding the role and function:-of the diploma
graduates and the type of skilJ'._‘s'\‘s\ge stydents gshould be tgught\_?

N
" \\ H :-\ )
“ . .

D,

SN
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Like the hospital therapists a number of staff members were also
questioning the ralevance and the appronriateness of training
students in an urban setting with liztle or noc knowledge of the
rural areas in which the students would work after graduation.
These concerns are supported by Pate] {1987) who states “no one
can sit at the uni rsitles and prescribe what should be done.
A criticp] theory and practioce in the final analysis comes from
field experience and ihe real world® (p.233). Many staff
members expressed frustration and a sense of inadeguacy

- regarding thsir ability to tmach the diploma course {Diploma
Review, 1991). A number of'meatinga werse held in an sttempt to
address these iszsues, however, various adaptations to the course
content and clinical practlecal did not produce the desired
sffact.

Similarly, ataff members rcgularly_complained.ah&ht atudents
bhehaviours. They were concerned that students dld not seem to
understand the content of lectures, and that on the whole the
diploma students were regarded as more difficult to teach than
the degree students. Those who thought their courses .ere
raeceived pogitively and that students were able to graap the
content of their lectures , were often disappointed when students
failed to produce the axpected raaults'during examinations or
clags-tests.

Clinical tutors often complained about students' lack of

[

commitment and accountability to their clients. 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 the objectives of the diploma
course. Consequently, they were unsure about the clinical skills
to emphasize during 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.



Among those staff members who were familiar with the contents
of this document, some did not agree with it and therefore may
not have kept to it when teaching the students.

Personal discugeions with students also reflected aimilar
problems in relation to the course. The students’ motivation
for enroling in the course often seemed miscirected. Becaune
it is the only undergraduate diploma course avail’able at the
University, where students with school leaving wﬁtric
cartificate are accepted, some students who wan d otherwiis be
denied admission to the university, sesk antrarCa through his
course with no particular commitment to its mi&pion. Other
students 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. The majority re-apply to the university to study
for a degree and seek employment only 1f 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 university rather than having any real interest
in its objectives.

This apparent lack of commitment to the course was observed in
a number of areas. It manifested in poor attendance and
participation in lectures and tutoriala, as well as poor .
performance in clinical work, classg 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 their clients, were inadequately prepared for
their sessions, and presented very poor reports, often scribbled
on incorrect fo ns. The studants 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 during professional
forum seminars where all stud. c# in ths Qapartment came
together to discusg clinical/professional issues, liaten to
visiting lecturers or speakerg, or to othar students who wers
pra‘é-anting_intaresting projects or case studies. It is lmportant
to note that the studente never sxpressed any dissatisfaction
with any of the taske they were assigned, nor did they argue
against these allocations. However, their reluctant iavolvement
in most activities they were assigned, and their faillure to make
themselves available for initiatives specifically plsnned to
agsist them with their work appeared to indicate their
dissatisfaction wlth this course.

It would seem that the problems with the diploma course ware too
complex to be addressed in staff meetings and by minor changes
to the curriculum. The many staff initlated solutions did net
have the desired effect. It would also sesm that theje are
discrepancies between the students' motivation for doing the
sourse, their expectations of what the course would eguip them
to do, and the reaiity of what the course actually offered.

Some staff mambera, both lecturers and cllnical tutc.s, also
seeamed dissatisfised with the course and the studants ragistered
for the course. Some gtaff members indlcated that they
preferred not to teach the diploma atudents but felt cbliged
because of staff shortages in the Department. Others disagread
with the objectives of the course whi th could have resulted in
conflict between what they were required to teach and their
beliefs and values regarding the course. Hence, it eesmed the
whole encounter between students and staff in the diploma course
was an unhappy .one, with both participants disappointed and
demotivated. This dissatisfaction could explain the reluctance
on the part of the students to exert themsalves,

11



Mathiae and Rutherford (1983) have identified four factors which
could explain why some educational innovatiuns fail while others
are successful. These are:

1. Gain/loss —~ advantages or disadvantages for the individual,
personal satisfaction or self realisation as a result of
the innovation, ] |

-2, Ownership - the guality of feelings that indlviduals

' sxperience and their commitment to its success,

3. Leadership - who introduced the innovation and how invelved
ware others in the creation, _

4, Power - to implement, sustain, and institutionalise 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 concernsd about its auccass Jwere those who
participated in ite introduction. Those who were not involved
with the course from the beginning always questipned its
relevance. Even when informed about the motivation for its
introduction somehow thepe staff members ssemed unable to accept
- this infnrmation.

Since the Btudan£§3were not lnvolved ln the introduction of this
course, its success and failure seemed insignificant for them.
Their unhapplness with the cou;se was deduced from their Iack
of involvement even after many changes to its structure. In
spite of all the changes introduced to make the coHurse as
acceptable as possible, for instance introducing more
cogperative, participatory teaching methodologles, no
improvement in ‘the students' hehaviours 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 the whole-hearted co-opetation of the students and
staff.

12



The students did not 'attampﬂi to . :lmpravn thp aituatim i‘er
themselves. They ilamod the staff for rwaq&hing that went
wrong with ‘comrse. 8o that | Lsomehiow the ‘students sm«i
powarless to c:hange/ the situation, prohalply lecause they wera
s> few ln number .m comparigon to the deqraa students who wqra
much more organiu#ﬁd and able to uss available Departmental
structures to nddrqass their dissatisfactipns. FYor example, the
diploma students never attended any of the monthly student-staff
meetings where student griavancel are addressed by the Hoad m!
Dapartmant l
1.4, SOMR INSIGHTS REGARDING snﬁ X, swunzuws AT wxsronxcnbnw |
" WHITE UHIVEkalrtEs ﬁ_ S

1‘ ]

1‘ \. i

The scant South_nfricait' liter&tufe on black ztudéhtn at
predominantly wiit: "'::'r‘ﬁiir‘z‘@g;q’}tias reveals that the problems

experienced by t‘i - . "’"-’-‘wra material, socic-political,
paychological and ﬁreq!rer, socio~political factors
séem to influence ﬂh« ;.fw o dants perceptiona and attitudes

tmmr&a these inetiy ..ion... o

"\_. T )

”écoper (1981) surveyad the attitudea of black students at the

University of Cape Town and foiund that 90% reported feeling
alienated. This {inding was supported by the work of Honikman
{1982) and Loo & Rolineon (1986). Ioo & Rolinson state that
students at white universities experience feeling of alienation
in that they hold values highly divergent f£from the social
cbllectivitjr of the university. ILeon & Lea (1988) found that
black etudents' alienation stemmed from thres broad areas,
material, social and academic.

13



A recent study conducted by the Univerwity of the Witwatersrand

to identify various communities' perception of the university

indicared & demand for the university to respond to the nesds

of the communities around it (Perception of ﬁéta; 1986)}. ‘Tha

study found that black students were of the opinion that wmore
affirmative and radical action was needed. They felt the
university should do mors to sepport the disadvantaged
communities, by increasing access to the university education,
establishing resocurce centres and providing more part-timn
courses in the communities.

An Academic Support Prugrammo (ASP) raport of the same year on
gtudents' perceptions ragarding this programme identiflecd the
following academic problems exparienced by the«students: The

‘veport found that many students had poor academic backgrounds,

the sizae of the univarsity,,**gture: expsctations, and the lack
of individual attention cres f problems for many students. The
academic demands of the university (standards,'content and the
apount and complexity of the work) were all prohlams studsnts
had to content with.

Alfred (1992) conducted in-dépth interviews witﬁ 20, ex~Khanya
college students who have studied or were studying at Wits. All

the ptudents interviewed eaid they fslt uuprepared.tb_aope;kith 2
- 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 ware demographically similar to most students who
have registered in the dipiloma course. All attended DET
schools, lacked financial means and entrance raquiraments needed
for university entry.

14
!



McKeever and Ramoshaba (1993) held a series of discussions with
black students registered for Accounts ITI to eatablish why they
faiied. They highlighted the following problems: language, lack
of academic skills and trust in the evaluation process, lack of
huginess skills, low gelf-esteem and cultural differences. The
comnents of A1l the students reflected feelings of alienation.
However, there was a positive outcome to their situation., With
intervention they were able to improve communication betwean
staff and studepts which led to better relationship. The
gtudents became more responsive. They took control of running
their own programmes and asked the staff for halp and guldance
in overcoming the problems they had identified.

Cardoso (1969) writing asbout the American expafience of black .
gtudents in white universities during the sixties attests that
blacks whe 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 that is irrelevant to their future
interests and needs (cited in Harper, 1974, p.23). The same can
be said about the diploma students. Some studewnts reported 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 fit* between
black atudents and white universities, state that white
universities often constitute efivironments that are vastly

- different from pricr home or school experiences the students
have had. They fur-ther state that black students tend to come
from lower incone families, have lower high school grades, and
are usually academically and prychologically unprepared for the
*dog eat dog competitiveness* theyr often encounter at white
universities (P.175). Most diploma'students have grown-up and
wera educated in rural areas, some have never been to a
metropolitan area before coming to university.
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For nearly all the students this ls thair'first axparisnce of
being lectured to by a white lecturer. 2dapting to this new
learning environment can be socially and academically extremely
taxing and students are forced tc make a number of adjustments.

Generally, black students bring to the university perceptions
that are at odds with traditicnal ones (Harper. 1975; Mpahlels,
1982; Shuenyane, 1991), and becausge of different perceptions and
backgrounds black students’ expectations often conflict with
thoge white lecturers may have for them (Gibbs, 1973; Sanders,
1986). It is likely that the apparent discrepancy between the
expsctations of students regarding the diploma course and its
objectives and the staff unwillingness to ,aécept thess
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 alao denigrate
those of the dominated groups. Staff members in the Department
seam unaware of the racial differences between them and the
studente and how this could negatively impinge on the learning
process. Boms of the well “intentioned attempts by staff to
facilitate student learning were perceived by the students as
denligrating or patromizing as will be shown later.

It ie important to note that in any newly developed branch of
training one could expect to find these kinds of uncertainties
and confusions (Cornielije, 199%; 1993). However, because of the
nature c¢f the South Afivican society, racial differences also
geen to contribute to the difficulties experienced in the
diploma course., Due to a long history of gegregation the two
groupe know very little of each other which results in
misundarstandingalwith often disastrous outcomes. Lack of
interaction between the black and white races in this country
has led to feelings of difference and in sgome cases
inferiority/superiority. '

16



Inferiorit; among the students may be enhanced by the Peslings
that as individuals these students have not hed the _
opportunities othan students in the Departuent have had. For
example, 1 7= not qualify to register for the degrse course.
For some/students this denial may be seen as a challenge to work
 hard and to prove themselves. For the diploma stndents these

'faulingm”appaar debllitating. -

It would seem that in spite of the positive intentions that led

to the establishment of the diploma course, that is, making
Speach~Language and Hearing therapy accessible to the

disadvantaged communities, thers were a number of dlfficulties

with training that required some clarification. The students’
and staff lack of commitment and involvement in the course, |
thair'damotivation, students’ disappointment with the course and
staff disappointment with the students were all isspues to be
investigated. The purpose of thie research was therefors to
investigate the experiences of the students and staff regarding
the diploma course, how they understood the aims and objectives

of this course, how they defined the problems with the course,

and their explanations as well &s their justification for haw
they participated in the ceurse. :

Researchers in the area of course avaluations within this

discipline have so far focused on course content, pedagogical
methods and performance of the graduates on the field (Diploma

Review 1991; 1992; Cornielje, 1892; Schneider, 1992; Tahule,

1994). However, they have neglected the most important aspect

of how participants feel about the course and their knowledge

and underatanding of the objectives of the course.

B
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CHADPTER 2
PREVIOUS RESEARCH ON THIS TOPIC AND RATIONALA FOR TNIS 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 uncertsinty about which courses to teach in the
diploma course as well as how to differentiate ths diploma
courses from the degree courses. |

2.1, THE RESULTS OF THE 1990 DIPLOMA REVIEW.

As an attempt to begin to evaluate the effectiveness of the
diploma course in mesting its objectives, questionnairess were
‘gent to all the diploma graduates in 1990. Of the 52
questionnaires sent out, 26 were returned, that is, & 50%
reasponse rate, 23 respondents ware working as Community Speech
and Hearing workers (CSHW2) in RBducation (spsclal schcols asy
well as normal schools) and in Hospitals., A prelinin&rji
analysis of these guestionnaires :.ndich?nted that mjarity of tha\
diploma graduates were dissatisfied with their present work
conditions and salaries. The following reasons wers given to
support this statement: |

1. Ti:ose working in hospitals were employed in temporary
positions as clerks or in positions that were traditionally
reserved for degree Speech~Language and Hearing |
therapiste. This meant that these CSHWs had no careér or
promotion prospects in these positions. '
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2. Por those working in schools, the diploma was not
racognised as an additional qualification to'ths'toaching
diploma they already had. Conssquently, no exbtra
remuneration was received for this extra qnalification.

3. One CSBEW employed in a Txanevaal 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 psrform. They reported that
the theoretical background to the course they wsre taught at the
university was inadequate and at times unsuitable for their work:
snvironments, particularly in the speech and l&nguaqa aspects
of their work. They further claimed to be confussd about their
role in relation to that of the degree Spesech and Hearing
therapist. Some did not agrse with their role definition us
outlined in the ZAMDC rules. The graduates' major concern,
however, was the lack of official recoghition for the course in
Educstion and Health Departments outside t@e former self
governing and the TBVC states, so that those m,amplayment in
these Departments were imsecurs about keeping t'ewﬁ)jobs. This
feeling of ingsecurity was exacerbated by ktha imminent
incorporation of the self governing and the TEVC states lnto the
Republic.

L

Though the response rate for thie research ls generaliy.

considered good for a postal survey (Moser and Kalton, 1971) the
reliability of these results may stlll be considered
questionable due to a large number of questionnaires that wers
not returned.
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Also, the use of a written questionnaire with a limited range

of questions effectively preciudes elaboration and :

interpretation on the part of the respondent (Harré, 197%; Mower
and Kalton, 1971) which makes it difficult to evaluate whether
the answers to ths questionnalre are a true rspresentation of

the viewpoints of the individuals concerned. The significence
of these rebult_-.s for the respondents, however, camnot be

"undarestimated.“ The problems of lack of posts and recognition

for the profession, as well as poor renumeration are experienced
by all Spesch-Langauge and Hearing therapists. '

2.2, THE QESULTS OF SCHNEIDER'S 1992 RESEARCH

The results of tke Departmental research were supported by
Schneidsr (1992). 8She &evalunated the sfficacy of the diploma
graduates in providing speech-language and hearing' sewicet in
hospitals in Gazankulu, a rural area.in northern Tranevaal. She

4 gathered statistical data abount patients presenting themzelves

for treatment in these settings' amd conducted face-to-face
interviews with the graduates tp determine how they felt about |
their work and how they coped with their situations. 8She
concludes her report /by saying that the diploma graduates wers
providing a useful and an effective service. The graduates were
reportéd to be confident in i&entifying and managingf héaring-

problems but were unsurs about the suitable treatment’ protocols

for speech and language problems. However, in spite of the
apparent success of their services the most fre¢mently recurring
themes during her interviawfp with the qraduates were once again,
inadeyuate training, role ébnfusion, lack of recognition and a
lack of career structure with concomitant poor salary and
promotion prospects. a

20
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Schneider's research is partly 2 descriptive survey and partly
participatory, in that she involved the graduates in discussions
about their profesgion. This attempts to address same_of“the
concerns raisad with the use of postal questiannaires.' Although
some of the problems she identified with the diploma course do
not relate directly to training (for example, lack of )
recognition and a lack of career structure) the majority appear
to be related to the problems already identified with the
training programme. For example, lack of a clear role
definition 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 desdctibed above identified major
theoretical and clinical gaps which negatively affects |
performance of the diploma yradustes. This information lad to
many discussions in the Department in an attempt incorporate
some of the suggestions into the course. However, bocause staff
member could not agree the course continued as it was.

2.3, THE RATIONALE FOR THE PRESENT RESEARCH

 The above discuseed research on the diploma course focused on
the diploma graduates working in various rural enviromments.
The information cbtained may have been influenced by the demands
graduates faced at these situations and might not necessarily
have bheen a direct réﬁlection of the teaching they received.
It was therefore of interest to the present researcher to
investigate lecturers' knowledge and understanding of the role
and function of the diploma gradﬁétes_and their attitudes to the
diploma course. This study is an attempt to document the
difficulties staff members experienced with this course,
attempts they made in a&dressing these problems and their
general understanding of the objectives and the scope of woik
for the diploma graduates. The study further aimed to comﬁ&re
the staff responees to the knowledge and at;itudes students have
about thkeir role at the end of their'training.
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Quicke (1935) states that students' views are under represented
in evaluation studies, probably because of the students
parceived lack of status a..: power. He further states that
gtudents &re recipients of whatever innovations that are
introduced and thersfore their views should not be ignored. in
fact their views are arguably more crucial than those of their
teachers.

The study therefore further aimed to investigate ths students
experiences of the diplama course, their understanding of the
course objectives as well as their attitude towards. this
profession. It was hypothesized that the apparent low levels
of motivation that seem to be evident amongst the students was
a result o. their disappointment when they discovered the
mismatch between what they expected the course to be and what
it actually turned out to be. Consequently, the initial glib
statements they make when they are being interviewed for
selection into the course about “interest and wanting to serve
the community* are soon replaced when despair. Many appear
oynical, some resentful while others may be frustrated because
this diploma is the only university qualification avallable to
them. This is pot to deny the importance of other variables
such as poor opportunities for employment and lack of career
structure oance qualified. Unemplovment 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 guestipn their existing aims, but it may also
affect the motivation, attitudes, and behaviour of students,
creating pressures to which educstional institutes are obliged
to respond (in Raffe, 1986; p.l1l). According to Freire & Shor
(1987) there are concrete, historical condit.lons which create
studente expectations about pedagogy. On the whole students are
concerned about jobs and money. In fact these are the reagonsg
students give for enroling in the diploma course.
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The present study attempted to explore the dimensions of these
different expactations in mor. detail with a view to |
undsrstanding the problems with the diploma course. Th writer
agrees with Freire & Shor (1987; 9129)'whn atate "the problems
of achool are deseply rvoted in the global conditions of
society®. The diploma stuuents are mostly from disadvantaged
backgrounds, therefore they may view higher education as a tool
for helping them get out of t.is poverty and for improving their
‘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 necegsarily as giving professional training to those who
register for the course.

The diploma course offers ‘ertiary educational opportunities to
students who would otherwise noi have had this opportunity, yet
somshow getudents do not seem to make . maximal uvees of this.
opportunity. A questicn the prasent researcher has been:
pondering over the years during her involvement in thisz course,
wag, why the students enroled in the diploma course seam =so
uncooperatiive, seem to cause 8o much distress for <their
lecturers and on the whole do not perform as well as other
atudents in the department.

Is the students' poor performance due to their dissatisfaction
witph the courss? ‘The researcher believes that an incisive
analysis of the problem is needed and a definite dacigion
reached if the department is to cantinue with this course.

It must be noted that the problems reported sbove are not
experisnced 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 studente experience
‘these problems becauss as black students from poor educational
backgrounds they are expected to struggle.
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It is stated in the document, Perceptions of Wits (1386} that
blacks are cansistent ly expected to do less than whites at thisg
university! A variant of this is the tendency to assume that
black studentz cannot do as wall as white students becanse of
their educational background. This sort of éxpectatian has a
powarful self-fulfilling dynamic. While the deprivation in

black sducation is a well documented and &n accepted fact.
It is also true to say that it is unfair to compare the two
groups of students bscause of the disparity of the sducational
opportunities the atudents received. '

it wvas falt that the results of this research would not only
lsad to the improvement of this course, but would also have.
implications for other courses emerging in the field of
community work. During recent years there has been a |
proliferation of community based rehabilitation training courses
throughout the country and vet the only available research in
the area is of the programme offered at AlaxandraDCaneljs
clinic 1991 & 1992, This report gave detailsd information about
teachers' perceptions of the conrse but failed to invedtigate
how students felt abouh the course. Any programme or project
which procesds without knowing what tha cammunity wants will be
meaninglesa. -

The documsnt, Perception of Wits, 1986 atates that people
daaling with the community should not “push their own pennies”,
but should work in consultation with the community they serve
{(P.29). 8o, in the true spirit of community work the preseat
research endeavoured to consult the community, that is, students
and staff involved with the diploma course, to investigate their
experisnces with the course.

4
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The main purpose of this research was therefore to sliclt and
analyses the views of final guar.dipldma.studento-aaﬂ thelyr
lecturers regarding their partiéipatian in thu'diplama course.
The gtudy aimed to investigate the participents’ undsrstanding
of the role and function of the diploma graduats with a view
to explaining some of the taachinq and learning difficnltits
they exparisncad.

It was hoped that the results of this study would provide the
Departwant with valuable information about the way forward for
thisg course. 1t was also hoped that staff members who
participate in thie ressarch would devslop new insights, as well
as, an increased conscicusness of their attitude and perceptions
regarding the diplome course. The researchers' expectations
ware that this ressarch would stimulate the sharing.of
information which would lead to beneficial discussions about -
the future of this course. It was further hoped that the
results of this study would provids valuable information to all
those who are cnntsmplating gtarting aimilar courses.
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CHAPTER 3
THRORETICAL BACKCROUND FGR THE RESEAKCH DESIGN AND METHODOLOGY

On the whols the diploma students came to the university
expecting to study for a profeassional quallification that would
improve their earniug cnpacity and their status in life. Home
of them have been employed for many years as clerks or teachers
bsfore euroling for the course. Very few came straight from
school having just completed matric. The gtaff members also had
their own expectations about the students, their own conception
of what the courge should ke, and the role the graduates should
£ulfil.

The term expeactation generaily connotes awareness, thus
suggesting that paogle are phenumenally alive and rational in
their orientation to evente. These expecrtations have important
consequences for motivation and therefore also for behaviour.
Motivation is concerned with why pecple 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 experliences into a meaningful whole for
the individual. ' 5

The use of a persons own report of his/her experilences has besn
mooted as an alternative to more traditional techniques in
psychological investigations (Harré & Secord, 1972; Harré, 1974;
Harré, 1979; Levi, 1977; Brown & Sime, 1989). Given tha. the
focus of this research wae on subjective interpretation and its
significance f£or motivation, it was necessary to move beyond the
constrains of positivist methodologies which often ignors the
subjects' interpretation of the situation. Also, given the
newnese of the research ares, 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 (McGuirs,
1973; cited in Forgas, 1979),
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3.1. THE QUALITY-QUANTITY DEBATE IN SOCIAL SCIENCES

The p:ntfacted quality-guantity dabats in humati sciences has

moved beyond arqument for a different method of data gathering

and analysis to an epistemological position that states that
human research should be premised upon the search for meaning
and understanding (Henwood & Pidgeon, 1992). This epistemology
emphagises: ' '

. {

1. the preseﬁ%ation of reality through thuﬁeyas of
participants.

2. the importance of vi&wing the meaning of experience and
bahaviour in context and in its full complexity.

3. the gensration of a working hypotheses rather than
immutable facts. ' _ :

4., the change in attlitude towards theorizing which emphasises
the emergence of concepts from data rather'than their
imposition in terms of priori theory, and

5. the use of gualitative methodologies for rasearch.

{(Potter & Wethsrell, 1987; Henriques, Holloway, Uzwin, &

Walkerdine, 1984)

3.2, ETHNOGENY

Harré & Secord (1972) contribute a valuable theoretical
framework for this perspective. Their most coherently
articulated alternative to traditional research which smerged
from this quality-quantity debate within social psychology is
known as ethogenice or the identification of the gensrative
mechanisms which give rise to behaviour. This methoed of
studying social behaviour concentrates on the persons' construal
of hia/her social world and was therefore the metlod of cholce
for this reéaar#h;.
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The most important concapt of this theory, applicahlo to this
ressarch is Ethnogeny, that is, the study of psoples’' wmeenings
within their own context. Bthnogeny was regarded as preferable
for this research for a number of reasous. Firstly, it provides
an elternative to the old paradigm in Soclal Sclence since it
is based on the premise that psople should be treated for
scientific purposes as if they were human beings. Secondly, it
relies on "The Open Sonls Doctrine® which states that people ars
aware of their intentions and can articulate the meaning that
these have for them. Lastly, esthnogeny states that social
behaviour consist of intentional sociml actions with subjective
meaning and that there is a joint construction of social
behaviour. It is not simply that A responds to B, since most
of the action is simultaneous, each is continuously monitoring
and responding to the jointly crepated ongoing situation (Argyle,
1987). - :

Harré & Secord .(1972) offer an isteractive understanding of
human behaviour within which people participate actively in
making as well as, in responding to roles and rules opsrating
in particular contexts. They call these contexts episodes. An
episode is defined as "any part of human life involving one or
more people in which some internal structure car be discerned*
(Harré & Secord, 1972; P.1B9). Eplsodes are sither formal where
reference is made to explicit rules or are informal, that is,
often unspoken. Rules generate actions through the actor making
reference to them in consciouzly monitoring and costrolling
his/bher performance. They can determine expectations, guide
‘action and are often referred to in peoples’' explanations of
their own actions. |
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3.3. THE ROLE-RULE MODEL

There are two types of rules. Regulative rules guide behaviour
while interpretive rules allow people to assign meaning to
various events. Harré (1974, 1977) suggests that people draw
upon a set of cognitive resources and their shared social
compstence made up of regulative and interpretive rules to
produce effective and legitimate social activity, and to mesh
their activity with other peoples' actions. One of the main
goala of ethnogenic research is thus the elucldation 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 particular type is
expected to perform within the act-action structure of a certain
spisode and provide a framework of meaning for that particular
action. Role expéctations may be clear or they may not be
clear, that 1is, 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 explanatory
function. The tormer is related to the way in which the episods
is described from the social point of view and the latter as to
how participation in it is accounted for from an irdividual
point of view. Thus this approach allows for a description of
the kinds of rules and roles operating in a pedagogical context
of this nature as well az offering reasons for student and staff
actionse. '

In terms of the current research the episcde in gueation might

be defined as the pedagogical relaticnship existing within the
structure of the Department.
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Thiz functlons according to the formal rules governing such
interactions, Por example, this might include due performance
requirements, examination behaviour, attgndAnce'at allocated
clinice and or lecturee, report writing and s0 onrn for the
students. Staff are expected to prepare and present lectures
ag outlined in the syllabus, to attend all clinics and mark
assignments, tests, reports and examinations. More important
for the present study, however, would be the informal or
unspoken rules opsrating within this spisode. Thers seemed to
be a conflict of interests among the students and staff in the
diploma course. ”

Many students expected the course to give them a professional

qualification. Their internal motivation for coming to the

university was self-improvement, with a view to improving their
job opportunities and financial security. Their disappointment

set in when they realized that they were registered in a poorly
defined course, beset with confusions and disagresments. Staff

‘members seemed not particularly concernsd about the well-being
of the students registered in this course, but were are rather
concerned about servics. delivery. They viawed the diploma as
an sxpedient method of making Spesch therapy=servicea acceasible
to the diaadvantage communities,

It appears that there may be discrepancies and lack of mntual
understanding in the rules operating at the formal and the -
informal level. At the formal level students participation at
lectures and clinica on the whole has been unsatisfactory., The
teaching may not have been acceptable to the students since it
did not meet their expectations. In addition,’ there may well
be discrepancies in the rules governing the actions of etudents

as opposed to staff, ' -
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In crder to get to the rulss and roles which dkfina-aatiana
. Harré (1974) uses an analysiz of individuels® sccounts of their
action. Harré suggests that all actiox; whether it is performad'
through talk or otherwise should be explained by reference to
the actors' social ompetencs. '

The poaaassion.of this gsocial compstence sets limits on the acte
one can perform in soclal situations and determines what will
be accepted as the correct performance of these acts. This
social competence snables people to both act and to give
accuhnts such as explanations or justifications of their
actions. ’ |

Purthermore, it is possible to identify the nature of specifioc
actioﬁs by using the actors accounts. The notion of account
analysis is based on everyday situnations in which people are
called upon to make thely behaviour intelligible to others. The
analysis of accounts will reveal featuree of peoplas’ social
competerce which, in turn, will reveal the significance of their
acts. In a similar manner the researcher agsks his/her subjects
to ¢omment upon their behaviour in the episcde he/she is
atu&ying. The rule~role model is an analytircal tool to
complement the accounting method,

iy

31



3.4, THE COGNITIVE MATRIX MODEL

Ethogenics involves collecting the individual accounts of
participante and then assimilating them by a process of mutual -
negotiation into a common view {Clarke, 1979), From these
accounts the ethnogeﬁiat is supposed to extrapolate the
*cognitive resources* of the perscon doing the accounting. These
resources Harré (1974) contends can bs arranged in a "cognitive
matrix” composed of the four items mentioned below:

a) the definition of the situation,

b) the persona (presentation of the self)

c) the arbiters of one’s behaviour, and

) the rules used in monitoring or defini.ig such behaviour.

The situation for the present research miéht be the Department
as seen within the broader university context. The persona
refers to the individual students and staff who participated in
~he diplome 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. Harré 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 accouwnt one
is asking the pergson to define his behaviour, to
implicitly/explicitly use these monitoring rules, the rules
component of the matrix is analytically separable from the
others. In addition, the way in which behaviour is accounted
for, 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 ai scount would be salient.
Thug, according to Levine (1979) the persona and arbiter
elements also locate these rules. Levine maintaing that the
situation, persona and arbiter elements are part of the account
itself,
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CHAPTER 4
RESEARCH METHODOLOGY
4.1. RESEARCH DESICN

This research is & qualitative case study. One of the most
important aspects of qualitative research is its concern for
‘context. The case study approach is sensitive to context
because it develops themea within a particular case., This
approach is necessary for this research because it permits the
regearcher tovdevalép *thick descriptibns' of particular cases
while remaining sensitive to context. Qualitstive researchers
believe that human experience is shaped in particular contexta
and c¢annct be wunderstovod if removed from those contexts.
Experience is viewed holistically as Leaeﬁrchars sxplore all
aspects of an experience. /

Another significant aspect of qualihﬁfive research applicable
to the present study is its focue on the descriptions of the
essential qualities of the events under investigation. %This
allows for interpretation of the meanings and relationships
among these events to highlight the significance of those events
in the larger picture of social and educational concerns (Cohen
& Manicn, 1991; Kincheloe, 1991; Rvale, 1983; Taylor & Bogdan,
1984). '

This research ls exploratory in nature. According to Marshall
& Rossman (1989) exploratory research aing to investigate
little 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 diploma course, the salient themes operating, and how these
were linked with onse another. :
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The investigator was able to identify what events, beliefs
and attitudes were influencing students and staff behavioyrs and
how these interact to result in the problems experienced in
the course. The rule-role model and the cognitive matrix
analysis scheme of Harré outlined above facjilitated this
description and provided a causal 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 lecturtes and
clinical tutors regarding their experiences in the diploma
| course with a view to explaining the difficulties experienced
in the course and the apparent failure of the course to meet its
objegt;ves.

Specifically this study aimed

1.

2. -

To investigate the experiences of the staff and a%hdants
who participated in the diploma course in 1991 and 1992,
To determine their understanding of the objectives of the
diploma course, the problems with course, and thelr'
justification for the actions they took in trying to
address these problems. .

Yo compare the students and staff explanations of

“objectives of the course, the probleme with the course,

actions tasken to address these problems in an attempt to
evaluate how they influenced the behaviours and the
attitudes of the participants. .
To extrapolate rules that governed the participants’
behaviours in an attempt to understand how the problemsz
expecienced in the coarse cane about.

To compare students and staff rules in order to understand
how these contributed to the apparent mlsunderatandinga in
the course. '
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4.3. DATA GATHERING

Participant observation, survey questionnaires and in depth
interviewing are techniques usually employed with qualitativd
researclh methodology. Taylor & Bogdan (1984) support the
belisve that not all techniques are equally suited for all
purposes. The choice of research technigues should bse
determined 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
participarts sufficient freedom to provide the researcher with
access to their own description of the situation.

i depth interviewing was therefore felt to bs the method of
shoice for the present study. Denscombe {1984) states that

' irrerviews provide the kind of access t. situnation which is

L. yeesgary for any Lalanced and representative view of the
situation. He further stares that in-depth 'interviewing_\ is
especially suitable when the researcher has time constraints -_éind
wants to illuminate human experieuce. Kvale (1983) writing
specifically about. qualitative interview states “its purpose is
to gather descriptions of the life-world of the interviewse with
respect to interpretation of the meaning of the described
phenomena® (p.174}), *

Cannell & Kahn {1968) define the research interview ag *a two
person conversatlon initiated by the interviewer for the
specifie purpose of cbtaining research-relevant information, and
focused by him/her on content specified by research objectives”
(in Cohen & Manion, 1991, p.308). fTechunically, the gualitative
regearch interview is semi~structured (Kvale, 1983), that is,
it is neither a free conversation nor a highly satructured
questionnaire. It ig carried through following an interview
guide, which focuses on certain themes. The main purpose is to
describe and waderstand 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
interview are determined by means of = schedule which does

not allow f£for modifications.

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

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 valusble
because it reaches the deeper attitudes and perceptions of
the person being interviewed (Cohen & Manion, 1991).

The focused interview seeks to follow clogely the
principals of non~directive interview but the ressarcher
controls the questions to be asked and mey limit the
discussion to certain areas.

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

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

The researcher is aware of signif'cant issues to be
discussed bhased on previous research or involvement in the
particular episode. The present researcher met both
conditions.

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

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

The researcher's involvement in tiis 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 valuabie in dealing with these controversial
limitations. ¥®urthermore, ethogenics ackncwledges that there
is no one true literal account of an event, any event can be
characterised in numerous different ways. Potter & Wetherell
(1984) support this statement. They believe that the
researcher's task is not ¢ determine the truth of an accouni,
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 they
perceive other people will think.

4.4. THE INTERVIEW GUIDE

Kerlinger (1986) identifies three ltems which may be used in
constructing schedules used in research interview. These are
fixed -alternative items, open-ended iteme 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 thig rnuarch_
because they are flexible, allowing the interviewer to probe 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 iden 'fied three guitabis questions for
semi-structured interviews: descriptive, structural and contrast
guestions. Descriptive guestions aim to elicit a large sample
of utterances while tha lattar two types are used to elaborate
and clarify issnes. Open-ended questlions were used to
facilitate the flow of the interview. The interview guide was
fairly flexible, it compr'iaad a list of general ideas to be
covered which could be expanded or narrowsd as the situation
demanded (AP?ERDIX C). It is important to note that these
quaestions were designed to open-up and exposs desper rule
aystems that were operating and in & way regulating students and
staff participation in the course..

Broadly the interview schedules for staff and students were
‘plightly different. Staff interviews were opened with a gensralv
‘statement about the courses they taught, the objectives of that
.particular courss and expuctations about the students. Thia was
followed by a discussilon about staff experiences of the diploma
course, thelr understanding of the role and function of the
diploma graduate, and their general attitude towards the course.

student interviews concentrated on their expectation about the
course and their understanding of the objectives of their
profession. They were asked to give an evaluation of the
courses they studied and their relevance for the work they are
expected to perform, The students general attitude towards the
diploma cowrse was also investigated.

3¢



4.5, PARTICIPANTS

A total of 29 pdfticipants took part in this study. Thars were
13 final year diploma students and 16 lacturers who participatéh

ln the course in 1891 and 1992, One student did not arrive for

the interview and one staff member refused to participate. The
number of partlcipants is not critical as guaiitative
interviewing calls for a flexible research design. In fact, the
number of informants is usnally not specified before the
research commences (Taylor & Bogdan, 1984). Somes ressarchers
try to intervier as many people familisr with a topic as
possible, whils others use the strateqgy of th&oﬁpticnl sampling
‘(Glaser & Strauss, 1967). Dus to the limited number of '

participants in the diploma course it was necessary to intsrviuw _

all participants in order to obtain a broad nxploratinn of the
avents focused upon.

4.6, DESCRIPTION QF 'THE FARTICiEAﬁTS
4.6.1. Students

The mean age of the students was 24 years with a range of 19 to
34 years. There were 11 African and two Indian students. The

majority of the etudents were from Venda, Lebowa and Gaganknlu.

There was one student from Soweto and the two Indian students
came from Pietermaritzburg. There were two male students. The
students' matric results are included in APPENDIX D. Three

students had besn registered for degree courses (gereral RA, BA

{Speech and Hearing therapy) and Sncial work) but were unable
to complate their studies. ” :

v
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4,6,2. LECTURERS AND TUTORS

The majority of +he lecturers were Speech and Hearing
Therapists. There was one Social Worker and one Psychologist.
All lecturers were white and lived in urban areas. Three
lectureras had been involved with the diploma course since its
inception. They were alsc part of the group that started the
course. There were two clinical tutors who were employed
specifically to tutor the diploma students. - rest of the
lacturers while giving specialist CONLEE cvhe diploma
students were mostly involved .n training the dpgré& studencs.

4.7, - PROCEDURES

Brown and Sime (1981) state that if account gathering is to be
used as an academically acceptabls research procedura, 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 participants. The interviews were
conducted at the university. All interviews were tape-recordsd
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 wag also their lecturer. Group discussions is
one method for reducing the indexicality of individual
interviews particularly when sensitive matters are to bs
discussed. Iia addition, group interviews 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, 1891), 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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Studente were inteéviewed at the end of their final vyear
examinations and may have been concarned about their marks.
Students were told to assign themselves to a group of their
choice, hoping that those who got on well together would form
usgroup, having had the experience of working well tagether in
the past, and would thersfore not be inhibited.

4.,7.1. STUDENT INTERVIEWS

The interviews took place at the Department in one of the
obgervation rooms, There were three groups of three, and one
group of four students. Studente were seated around a table
where coffee, tea and biscuits were provided to lighten the
atmosphere in order to help the students relax and to facilitats
natt_"_"ral free conversation. They were presented with an outline
of Lhe themes to bs discussed and allowed approximately fifteen
minutes to look at the ontlins and write down whatever issues
they wanted to discuss about each item. The researcher then
opened the interview with a brief introduction about the
research, ite 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. STAPF INTERVIEWS

Participants were interviewed in their own offices. These
interviews were more formal than the students’ interviews,
directly focusing on the interviews with no ocpening statements.
Moat participants were aware of the purpose for the interview.
They were not provided with the outline for the discuasion, the
interviewer started the interviews. 8She began by indicating to
the lnterviewee that she was not sure what questions to ask and
wag willing to leaxrn from the interxrviewee what issues were
important for her, a fechnique suggested by Taylor & Bogdan
(1984).
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Often thie was enough to get the interview going, if ng\\g
successful the interviewer always began with a discussion about
students, who they were and were the lecturers' expectationsz
before meeting them. '

4.8. AMALYSIS OF THE RESULTS

Data analysis is a process of bringing order, structure and
meaning to the data collected. Qualitative analysis 1s a search
for general statements about relationshipe-among categories,
building grounded theory (Henwood & Pidgeon, 1992 }, Glaser &
8trauss (1967) advocate that researchers begin by allowivg an
array of concepts and categories to emergs from systamat.ic
inspection of a data corpus. In the early phases of grounded
theory the researcher is endowed with maximum £lexibillty in
generating new categories from the data, As the analvsis
proceeds the regearcher builds up a set of categories which are
referenced with instances from the data. Thia flexibility was
highly indicated in thig ‘t®search since the researcher was
already familiar with some of the concerns participants had
about this course. Develcopment of predetermined categories
using researchers' prior knowledge may have led to the exclusion
of significant information.

Henwood & Pidgeon (19%2) attest that the emerging theoretical
account as a result of the constant iﬁterplay between data and
conceptualisation is a flip~flop between ideas and research
experience. This implies that the relationship betwesn theory
and data will at first be 111 defined., Acceptance of the need
to be tolerant of, and to seek out and explors ambiguity and

uncertainty in this relationship is crucial. They cautiocn
researchers to avoid premature closure which could inhibit the
development of new insights. Denscombe (1984) suggest that in
decidirg which accounts to focus upon and what themes to
emphasize, researchers must {consider the plausibility of the
account, reliability of the informant and crogs-checking between
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informant's accounts,

Henwood & Pidgeon (1992) suggest a systematic way of integrating
categories into a coherent theoretical account. They identify
~ two principles to follow. "?irstly, the principle of theoretical
sampling of categoriss, involves coding all instances of the
categories until no new examples of these categories can be
found, linking categories together, and creating new
over-arching categories. Secondly, the principle of constant
comparative analysis, implies looking for seimilarities and
differencas which may exist hetween concepts to ensurs that the
full diversity and complexity of the data is explored. This
method*of analysis supplements Kitwood (1977) in Cohen and
Manion {19%1) who identifisd four analysia methods which allows
the researcher to establish situation definitions, persona, the
arbiters of one’s bshaviour, and the tules used in monitoring
and defining such behaviour. They involva tracing a qﬁema,
studying omissions, reconstruction of a social life and
generating and testing hypotheses. .Themagfﬁé}e identified
following the broad categories such aséyfﬁncﬁntians about the
course, expectations about the studentd, participants’
understanding of the course objectives and the professionsl role
of the CBHW. '
These explanations were analyzed accoyding to the rule-role
modal of Harre (1974) to determine the'particular rules which
guided participants behaviours. These accounts were also
analyzed in terms of the definition of the situation,
presentation of the self, and arbicvers of ones' behaviour
cutlined by Harré.
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4.9, AUTHENTICATING THE RESULTS

Henwood & Pidga2on (1992) state that there is no easy resolution
to the problem of judging the adequacy of any particular plece
of research. They suygest the following principles:

1. Accountability in the research process implies that
amerging theory is checked with participants who evzluate
its releavance. ' :

Z. Keeping close to t! .. data means that categories developed

' should be rationalised, giving comprehensive definitions
of vhy they were labelled in that particular manner,

3. Theory Intsgrated at diverse levels of abstraction is
meaningfully related to the data.

4. Reflexivity implies an acceptance of the inevitabla role
of the researcher in the research braceas. Ressarchers’
attitudes shouid be fully described and"kliacusaed and their
values acknowledged, revealed and labelled.

5. Transferazbility refers to applicebility of the findzngs of
the study in contexts that are similar to the context of
the present study, which underscores the importance of
providing a full report of the contextual features of the
study as was provided earlier. They conclude by saying
that the outcomes of research should be evaluated in terms
of its persuasiveness and itz power to inspire an audience. -
The theory generated shoulu be challenging and
stimulating yet highly plausible.

Checke on the authenticity of the accounts took place on a
number of levels. During the account gathering étage Cohen and
Manion (1991) and Harré (1972) recommend checking with
respondents through a process of negotiation to establish their
perceptions of events they described. : :
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Once accounts have been gathered and analyjed, in addition, to
providing an explicit account of how the final document was
arrived at (Brown and Sime, 1981), small group discussions were
held with selected members of the participants in order ro
ensure that the final document represented the situation mas they
saw it (Taft, 1988). | -

The process of triangulation suggested by Elliot & Adelman
{1975) among cthers in which teachars, students and researchers
compare notes was employed (zited in Deascombe 1984).

4,10, LIMITATIONS OF THIS RESEARCH

There are two major limitations to thie study. The results of
this study may not be generalizable ta. other context given the
exploratory nature of this research and the small sample szize.
Thess results can only be used as a working hypothesis f£or
further studies (Silverman, 1985 ; Taft, 1988). Secondly, since
an interview is an instance of a complex social interaction as
it constitutes an interpersonal encounter (Brenner, 1978), there
ars inherently numerous difficunlties which make universal ciaims
for measurement untepable, Also, because the interaction
involves comnunication of meaning through language there may be
problems with adequate understanding of the expressions used by
both the interviewer and the respondent.

rfhe above 1limitations, however, relates more to the data
gathering method rather than to the theory of ethogenics,
beca ° the theory accepts that social interaction involves s
dramaturgical format whick can be used as a vehicle for acting
out certain roles. It was hoped that despite all these
methodological limitations the f£indings of £hils research would
lead to a better understanding of the diff culties 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, REFLEXIVITY

During both student and staff interviews the interviewer wai
required to provide a lot of feedback about he:r opinions
regarding certain issues. Almost all participants wanteu to
hear the researcher's feelings about the courae. Taylor &
Bogdan (1984) indicate that since participants are expected to
open up completely there has to be some reciprocal exchange from
the interviewer. They believe that it is unwise for <the
interviewsr to hold back higs/her fealings completely.

4.11.1. STUDENTS

The researcher seemed tc try hard to ne-tralize the 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 the course in this way. This message was
repeated with all subsequent groups of stutants whenever they
expressed anger or disappointment a% what they felt they had to
endure. She repeatedly informed theistudents that she was no
longer going to be involved in teuching thms course. This
geemed lilke a constant urge to prove herself amd to make sure
the students realize she was oa theirh ide.

4,11.2.  STAFF

There waz an uneasiness with particularly senior members of
staff. The researcher spoke tooc much and gave many examples of
her experiences with the students. Again, it would appear she
was trying hard to show her understanding of the sgituation and
to demonstrate to her colleagues that she went through the same
experiences as they did. She tried hard to make the interview
lesg interrogatory which at times meant she missed critical
igsues ahd did not probe when the aspeaker appeared
uncomforiable. she also, appeared to constantly endeavoured to
‘make her:colleagues feel at esase, igunoring gsensitive issues when
raised or colluding with them when she could.
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CHAPTER 5

DESCRIPTION OF THE CONTENT OF THE STUDENTS' INTRERVIEWS

A

This discussion of ‘fesults follows the same format of the
questions as they appear on the student. interview schedule.

- Where possible i.renr:ls are identified for each &tatement., This

description of the content of the interviews is necessary at
this etage of the report since it forms the basis of the
analysis that follows.

5.1. BXPRCTATIONS ABOUT THE COURSE

5.1.1. Factors Which Influenced Student:s' Choice OFf This

Course . e,

-
M
S

Thoe atudents responzee to the statements under this section were

.diverse. Eight students sald they came to this university

bacause of ite reputation 8s ar internationally recognized
institution. This perception is reflected in this statement: '
*it iz not like Turfloop, the standard im high®. BSome students
reported that they came because +they were specifically
interested in the diploma course. Thres students had applied
for the BA (Speech and Hearing) Tharafpy degrea course but did
not meet the gelection criteria for this course. 8ix studsnts
reported that they were more inturested in degrea courses
{Social Work, BSc, Law, Pharmacy, .Bcur, Occupational therapy)
but their applications had not been successful. Three studenis -
had attempted degree courses prior to enrolling in the diploma
course,

When a&kﬂﬁbwhy they chose the diploma ‘course, some students said
they thought the course would be jnteresting because it was
unigue. Others chose it béuause it was a short course while
gome had a particular interest in the community work aspect bf
the course.
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Almest all the students, hdwever, felt the most important reason
for choosing this diploma course was influenced by the iick of
therapista in the areas from which they cams. Many felt‘this

nesdG would increased their opportunities for finding employment.
Six students enrolled in thies course becauss they would
actomatically receive financial assistance from their
. governments. Two students with family obligationz stated that
 the length of the course seemed most appealing for them.

THE FOLIOWING IS A SUMMARY OF THE STUDENTS' REASONS FOR COMING
T0 WITS:

1. The standard is high

2. The university is internationally rscognized

3. The ualversity has » good reputation

4. Specific interest in the diploma course because of the
following reasons, it 1s a short ccurse, it is unique,
conmunity work aspects, and students receive Ffunding.

5 Fzisure to meet the selection criteria for the degree
course due to insufficient entry pointe, poor mathematics

results oy did not do mathematics at matric.
- !

5.1.2. Expsctations About The Course

Moet students had high aspirations. Scme reported that they
expected the courae to be difficult and challenging, while some
students reported that they expected to enjoy the course, to
gain knowledge and skilles in order to improve their chances of
getting employment. Four gtudents said they were slightly
anxious about failing the course because they would be excluded
from the university. Students from Gazankulu reported that they
nad been told the course was not difficult, and that nobody ever
failed. ‘
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One student sald, *I expewied to learn, not to be so frustrsted,
I didn't know that this course had so many problema. It has
diﬂdpp@intad ne and brought hopelessness and discouarsgement,
T have mtad o mpuch time*. Almost all the students said they
amsnecod the course to be well established and to offer good

Job. pmasgaatl»- This viawpaint is sumnarised in the following
- cémment from one student;, *I thought it was like Oral Hygiene

' ‘f_at'ﬂhntcl therapy, I tbu#gbt it had high status and was
'MII‘? miuild, being at Wits, T practbd to be well

h

_ _’thn ttudnntn’ ljsved the lavel of tsaching was too
# students felt t! work~load was not differsnt from the
wg they had at 'school. Some students felt at times
ﬁx#ﬁrk wag wven hnrdar, as exenplified in this comment,
lsvel of detail wes lower than I expected, the diploma is
f]:!hading} materiel taught was very simple, at times school
ﬂﬁn sven harder®. Thoge students who had attempted degree
" wourses felt there was r Jefinite drop in standards.

THE STUDENTS' EXPECTKT?ON REGARDING THIS coﬁksm'ann.auunagxzkn
BRLOW:

1. Challenging and difficult course

2. To gain knowledge and skills

3. To improve status

4. To obtain an internationally recognized gualification

5. To improve chances for employment

6. The course was well established

7. it is an easy course _

8. To enjoy the course o
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5.1.3. Changes In Studenta’ Psrceptions Regarding Thelir
- Bxpectations

All students agreed that their expectations did change. Two
students sald they became despondent about the course ag sarly
&8 the first term during the first year. Others mentioned that
they gradually became despondent as they becams famlliar with
negative aspects of the course., They reported that by being
involved in the rourse they reaiized the confuslions about the
title and the abjectives of the course.

' They reported that the most disappointing feature of the couyse
was that it was exclusive for black students while degreé
students were on the whole white, which made them suspiciaus
about its guality.

The majority of the students said they realized that the course
was not afforded the same status and recognition as the degree
course in the Department. They felt they were being looked down
upon by both degree students and staff members. They reportid
that they experienced the same treatment from other therapists
and teachers at outside institutions where they were assigned
to do their practical work.

At outside institutions students felt more secure when they did
not have to work with a therapist. The following cr~ -at from
one student explains this: "when there is & therar. . at the

school, then everyone at the school knows that we are not
therapists®. BSom2 students felt the 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 course. They identified issues like
finishing exeminations earlier than other students and lack of
credits when enrolling for the degree courses as reusﬂns for
regarding the course ag inferior.
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Bix students ezplained that they became despondent when they
realised that staff members did not acknowledge their efforts,
particularly when assignments and clinical work wers allocated
much loir marks than they had apticipated. The black studants
felt there was raclal discrimination in marking and allocation
of mav.s. There was a feeling that astaff favoured Indian
students. The Indian students agreed with this perception, they
sald, "we had it easy with English but other studentsx had to put
in a lot of effort and they should have besen given credit for
that*. Eight students felt the lower level of teaching was
bacausa the majerity of tha students wers black. This point was

reflected in the statement, "you could see with some lecturers,
it was difficult to come down from their usual level, we didn‘'t
want them to come down, we are not at a lower level, we are
capable of understanding a lot more®. They gave an sxample of
s lecturer who used jargon worde in class and then told the
students not to worry becauss it was not essentlial to learn
those particular words. One student said: "like these words ars
too bilg for us, yet we hear the same words heing used by the
degree studentz all the time” .

Five students were concerned that lack of competency with the
Bnglish language affected their expression and led to the low
marks they were allocated. They felt lecturers marked them on
the basis of poorly expressed written work and never gave them
a chance to explain themselves verbally., A student who had been
experiencing a lot of difficulty in pasasing some of the courses
in first year summarised thiz by saying, *“You know, Iike you
desurve that mark, maybe it would be better if the lezturer mat
down with you and asked you exactly what it is you wanted to
gay"”. Ancther student said, *Yes, with me it is a problem
bacause I was not expressing the things that I wa.ntod to expresy
in the way I wanied to say tham"
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5.1.4. ~ Btudents’ Iwmediute And Long-Term Plans

Four students were preparing to work immediately upon completing
the course. Almost all wers planning to study further at some
polnt in the future. Some of those who wanted to work in the
profession were however; uncertain aﬁout £inding work &nd were
developing contingency plans for studying further.  Thrae
students had already applied for the BA (speech and hearing)
therspy course, five had applled for other degree courses
offersd &t the univerasity. Interestingly, two students wanted
to study for diploma coursea. '

BELOW IS A SUMMARY CF THE STUDENTS' IMMEDIATE AND LONG~TERM
PLANS: ' -

Short tarm plans: 4 students intsnded to work
' > 9 students were planning to study further
3 sapplied for BA (Speech & Hearing) therapy
6 applied for Bocial work, Dentistry,
11 B Prim. BEd, BA and Teaching Diploma
| ‘}}
Ta gumnarise this section of the interview, -the students®
reasons for coming to this university were many and diverse.
They ranged from lack of therapists in thelr homa areas,
availability of Bursaries, the reputation of the univeraity and
interest in spaech“therapy and community work. They had high
expectations about the conrse and all aspired to be
professionals. They were excited to bes among ths few students
accepted for this unique conrrse. Even those who came into the
diploma course after a refbction'from the deqree course ware
gelll excited to ba studying at this university. The courae
‘geemed more appealing since it was new and unique, leading
students to believe that their chances for £finding good
employment were significantly increased.
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It would seem from the above that the students’ participation
in the courss led to disappointments. The uniguensss of the
courge that wes the attraction for some of the students turned
out to be negative. Aa one student said, *“My expectations
changed because up to now I'm really confused as to what I'm
going to do in my community when working, even the part about
getting a job is really disappointing because it seems most
people are not aware of 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 univsrsity,

A very amall minority of the students were positive about the
courss and what it had given them. Some students said they
wanted to ddfegister in first year but were advised to finish
the course. Many studenta said they were embarrassed about the
courss and would not tell other students on campus that they
wers registered in the course. Three studants who lived
together at one of the'univeraity residences related how they
uged to hide their examination papers and their text books from
other students. The students were concerned about the ol :wing
problems with the course, namely, the length of the course, lack
of recognition for the course, the names of the subjects thesy
had to take, lack of credits when registering for ths degree
course, examination time-table that is much shorter than that
of the other students and contact with degrees studente in the
Department and at the university as whole.

5.2. ROLE DEFINITION

'5.2.1. The Main Objectives Of The Course

The students seemed confused about the role they ﬁara expented
toc fulfil and how this differed from the role of the degres

Speech and Hearing therapists. They felt they could accomplish
most of the work undertaken by deqgree therapists.
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As one student said, *“Y can do exactly what the Speech therapizet
does including group therapy and depending on ths achool go on
ontreach, go out to screen for problems and give therapy*. They
all conceded that they understood they were not allowed to give
individual therapy, yet lactures ‘and practical work emphasized
individual work with rarely any mention of how they should refer
or consult with the degree therapist. One student said, "We
don't even know what therapy we are meant to give, or whether
we are allowed to fit hearing aids or not, because we were told
not to do individial therapy but somehow we did it at schools,
On the other hand what is the point of tea 3iing us individoal
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 aitting in the office, to describe their work.
Other students felt they should only concentrate their efforts
on educating the community “bscause we don't have extensive
knowledge, individual therapy will be » rroblem™. They felt
consultation with a degree therapist s'. not be enforced by
law but rather be encouraged for w.. professjionals when
experiencing difficulty with a client. Students felt the
concept of bagic therapy was confusing and unrealistic. One
student sgid, *I can‘t imagine how it would work, when you have
a child with a problem do you aive half therapy and then say
gorry but I can't go on*. Students were not sure if this
included or excluded what they censidered as basic functions for
example, langusge therapy and awallowing difficulties.

On the whole, students felt their limited knowledge greatly
affected their work wken working with doctors and when they are
expected to give advice on the implications of certain medical
problems, running workshops and providing guidance to parents,
Stutterirg and voice therapy, hearing aid fitting and language
therapy with children were the main areas in which they falt
they lacked competence.
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THE STUDENTS' UNDERSTANDING OF THE SCOPE OF THEIR WORK 1B
SUMMARIZED BELOW: ' :

1. To identify communication problema
2. Prevention and education of communities regarding
- ecommunication disorders
3. To do community work
4. To give basic therapy
5. The students were uncertain about management, consultation,
therapy and hearing aid fitting

5.2.2, Course That Adequately Prepared Students For Their

Work '
The first year Commuaity work course was felt to be the only
course that attempted to clarify the role of Community Speech
and Hearing Workers (CSHWs) for the students. However, students
felt the course was too short and rushed. Most aspects of the
Hearing Disorders course were also felt to be suitable but the
practical work was regarded as too brief. The Speech, Language
end Hearing Proceszes course was regarded as inappropriate by
all the students. Some sections of the course such as Phonetics
were felt to be interesting but students were not sure how to
apply the information or how it relates to their work..

The students felt the best practical training situations were
those where they worked with therapists who accepted and treated
them with respect. The most positively rated practical training
gituation for most students was the school for the Deaf in
Lenasia and h llbrow Hospital. Almost all the students who were
assigned to these places reported that the therapists at these
institutions were very helpful and supportive. Alexandra Health
Centre and Nokuthula 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 expectad to do but worst of all they hated
being belittled and denigrated in f£ront of patients. -3All
studentad complained absut the lack of fit between practical work
and theory lectures as exemplified in this statement, *You fird.
that a lecturer will coms to tsach you about mental ratandap;an'
while last term you were at the schocl for the menially
handicappeq and the next Lerm you are going to the scbaol !br
the deaf”.

5.2.3. The Zppropriateness Of The Students For This cdurgea=

Previous training, be it in teaching or nursiang professions,
interest in community work or previous work experience in the
- gommunity, were felt to be necessary elements for succeas in
this course. Students were of the opinicn that previonas
. training would obviate the problemz of employment and lack of
recognition. Younger students, felt the Department should only
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 aga vas uot important, provided
students are trained well.

The students' responsds o this qu&stioh.;are interesting since
none 0f the present atu&qnts had any previous training. One
student had been employed as a community worker for many years
before enrolling in the course yst his pérformance in the course
wae mediocre. It would seem students were acknowledging some
responsibility for the difficulties in the course, that is, it
wag not only that training was inadeguats but that 1f they had
been older they might have coped better with the demands of the
course, :

56



b

5.3.4. The Role Of CSHW's Vereus The Role Of Speech And
- Hearing Therapists '

The studentg Ffelt there was no difference batween the two
profeesions. All studentp maintained that the main differsnce
was in the amount of knowledge the dagree therapists possessed.
One student said, *They have morf knowlodge than we have on most
aspects”. Many students nfhtqd} hat the degreed therapists did
not engage in any cammunity'wofi} while some students were aware
that recsntly degreed therapist h'aihi\1 also started doing community
work, Theae students felt this deveigpment created confusion and
~blurring of the roles. The students wanted to know if the
degrae students were being informed about the particular role
of the diploma students. In particular they wished to ascertain
what “consultation” meant for the degrae students. ' They felt
that the Department should be encouraging the two groups of
gtudents to work together during training in order to practise
for the future. '

The studente seemed well informed about the scbpe of their work
as outlined in “he SAMDC rules. Nevertheless, they could not
. glive details on critical aspects of their scope like what ie.

' meant by words such ag, management, coneultation, and bmaic .

i therapy. They falt there was no difference between their work
_.and that of the degree therapist. They were critical about
their training, particularly in respect to steff confusion ahout
their role. From the ten courses that studente tock over the
two years, only two were regarded as patisfactory. Students
felt these courses adequately prepared them for their role. As
one student said, “Hearing and community work, because in speech
we don't know where we stand, we carn‘t do it anyway”. Young
ptudents felt they were not suitable for this course.
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5.4. EVALUATION OF THE COURSE STRUCTURE

The students experienced some difficulty with this section of
the questionnaire. They could not remember datails about the .
‘courses they took, particularly £irst year courses.. Por
example, even though they all agreed that community work was the
rost suitable course, that is, the lecturers who gave this
course were able to explain their role well, they conld not
agree about the detuils of the course or the sections of the
gyllabus that were most appropriate. : |

5.4.1. Views Regarding %Time AllJcation For The various
Courses :

The information below is a summary of the first two questioms
on this section, that is, statements dovering course detail and
length. On the whole, students fult all courses. were too short -
and rushed. They felt t':: information they received was
insufficient when compared'tthhat.given to the degree students.
They felt the theory they'were$taughu in lectures did not match
the practical work they were expscted to perform. For example,
they were taught to do language therapy in English, using
Englisk examples. The students felt this was confusirg as the
rdlatiohship.between-the English lanquage and the languages they
would be working in waas not gtraightforward. This may explain
some of the application probﬂems tutcring staff had identified
with the ptudents' clinical work.

One student sald, *All courses are not detailsd, seemingly they
are trying to cram this four year degree course into two years,
that is why you find that they are trying to push esverything at
us at such 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 who were often uns 're about what to teach. They
felt a lot of time was lost while these lecturers were trying
to ascertain from students what the courge should be.
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8ix studenta 'ware wnhappy about readings given 14 class. They -
felt these readings were often too difficuit and had no
relsvance to the course. The rest of the students felt the
readingz ‘given in the community work course were stimulating and
challenging. Some students said theve was no need to do axtra
reading as the information given in lectures were sufficient to
pass examitations. As one student said, *I never upsed the
library really, the bvoks I took out cf the library was just to
have books in my room, I never felt motivata | to study, all one
needed to do to get through tests was to try and remember what .
happened in clasg”. '
i
8,4.2. The Teaching tﬁliql*.:hoda And Their Appropriateﬁass For
Meeting The Objectives Of The Course

Students were appreciative of some of the changag that 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 was no need for them to
attend lectures since they had all the notes. They felt role-
playing techniques used in some lectures helped in preparing
them to impiement the tachnigques taught and gave them confidence
in handling patients. Four students felt that although role—
playing iring lectures facilitated learning and rémembering,
they experienced problems when they had to reproduce that
information during examimations. | :

Thay felt the difficulty arovse because they did not bave lecture
notes where concepts taught are explained. This problem was
exacerbated by lack of famitiarity with terminology and concepts
used in the profeasion. The students felt clinical tuiors
ghould be more critical and lass tolerant.  They felt that
without critical feedback they did not know whether to improve

- thrir performance in future. Students felt this factor was
highlighted when they received their marks at the end of the
te ..
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The marks they recaivn@ often did not correlste wit“
rpactations which wers baseﬁ on positive tutork
\ throughout the term.

e

.5.4.3.- Good Lecturers And Tutors

Good teachers were those who according to thevstudanta,;”'pogr

to us as people, not down some suppused situdent levuliL Thby ﬁh

were deacribed as approachable, consistent in their inteructian' _
with students, did not denigrate stuydents, and were de&ig&toﬂ-
-and caring. a i '“““1

e e ‘L:'}‘-u R
-\ :

Thers were many disagreements among the smudknta dnring thiswn,

saction of the interview . Nonethdless they sgreed thet the
whole course wae crammed, that the i nowledge “they receivad wag

tatally insufficient for ‘the work they had to perform, and th“* '
~ very few teachers were interssted in, and dzdicated to the"
", courne. CIinical tutors were weqaxﬁr& &2 unfair.. *rue cammantu
they gave to the -students diu not/q,ways concn* wi tha marks
students received at the’ ‘end G ti erm. -

BELOW 18 A SUMMARY OF THE MOST PER‘I'INENT PROBLEMS s'wnms'ﬁ”'

IDEHTIFIED WITH THE CQUR3$ : :

1. The length of the coursa

2. Lack of profaaaional racognition

3. The names of the courses are embarrassing

4. The lack of credits when earolling for the degtee

5. The examination time-table does pot corrvespond with that
of other university students. o .

6. The hierarchical location of the cnurg¢ at the univarsity,

' that is, is it the only undergraduate diploma at the

university \ | s
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5.5. ATTITUDES REGRRDING RECOMMENDING THIS COURSZ 10
OTHERS

Students were ambivalent about this statement. Pour students
felt the knowledge they received would be very nseful in future
even i1f they were not practising Speech therapy. &ll. the
students felt very strongly that unless the post and career
structures for this profession were well establighed the course
shoulﬁ be discontinued or held in abeyance for a whila. One
student said, *What's the point of training more peoples who are
going to be.uhemplayad*. Seven studentas felt the Department
should be training only those psople who wers from an area whers
the nued for the course had been identified and should only
choose pecple who were already in employment.

As can bha seen fram tha above infarmntlon;'theés gtudents were
highly critical of this course. Students went so far as to
recommend that the course be discontinued. The two Indian
students were however, positive about their profession. They
had nv intentions of studying further or changing careers, yet-
they agreed that the course should be offered only toe those
people who already had jobes or where the need has been
documented for this course., The remainder felt ashamed to be
in the course because other students on campus were ridieculing
them for doing the counrse. Two students would not even discuss
this course with their families because they did not want to
have explain to them the problems they wers fac’ng after
gualifying. h |

5.6. ATTITUDES REGARDING HOVINu THIS COURSE TO ALEXANDRA
EEALTH CEKTRﬁ ST

The students felt strmngly that moving the course to Alexandra

Clinic would not address the issues they were critical of, that

is, recognition and respact by all in the Depurtment, the

content of the course as well as the status of the course within

the university. |
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The gtudents ideggified the following negative factors related
to moving the course to Alexandra Cliniec: +

1. the unreat situation in the township,

2. the therapiste at the clinic would continue to undermine the
students' work, - "

3. uynlees the practical work changed completsly the gtudents .
would still be confused about their role,

4, the students would have fewer opportunities for meeting

- other students and participating in activities on campus

leading to more isclation and alienation. ”

Ope studsni'crystallized thieg feeling as follows, “I mean you
are at. !its ﬁat you are really supposed to be at Alexandra, #o
they are ‘either here nor th~re, neither Wits nor Alexandra
students, thy 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 undsrstand their problams which wonld further dalay
#inding solutions.

The following is a summary of the students' responses to the
statements in this interview guide. These diploma students had
very high aspirations before enroling in this course. Elsven
students were interested in degree courses before coming to the
university.

Three students had attempted degree courses without success.
gix students accepted registration into this course for
financial reasons. They were promised by their former homeland
governments that their university fees would be pald 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 having completed the diploma course.
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ms studente sald they had hicn sxpectations about the diploma

‘gourhe—~3fiay thought' the conrse had high status simce it was
offelad at » Bighly repatebls university. Almoet all of them
sald they expected gaud education with good job-prospects. The
. studante’ experiences of the diploma course were on the whole
nogative. They rsported sany academic and non-academic problemt

 with the b‘ﬁ?ma. Academlcally, students expsrienced lack of

claxizy ahmn: their professional role, lack of appropriate
. teaching mt.&r.tala, variable standards of teaching and

. aiienetion trow tho entire student body in the nepartmm; and
-'_'_:M: m ﬁaimity &t large. BStudents were well aware oL the

mmn was not recognissd by major employing bodiss.
L Y. :mm of the salary and caresr digficulties

o W Wlﬁi@d diploma holders.
pe

g Mnamm geit very strongly that the diploma course ghould

"'axnmunm to allow time for the Department to address
W}m Yhey felt moving the course to Alezandria Clinic

R _:__.;mg' mt addressing tha.i.x concerns, and that students in the

mm mlﬂ continue t—a fasl even more alianated. The themes
. mﬁ smad conslatent in most students' accounts of their
-m }@/fa of the diploma course was their need for-statug and
msmt their feeling of alienavion, demotivation, racial
digorimination, and resentment.
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CHAPTER 6

1o

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 studentg. As a
result the questions included in their respective interviewing
schedulsas were slightly altered tc accommodate these

differences. The discussion in this section follows the game
format that was used in describing the students’' results, that
is, the discussion follows the format of the interview pchedule.

6,1. STAFF EXPERIENCES OF THE STUDENTS
6.1.1. Perceptions Regarding The Need For This Course

On the whole many staff members felt there was a definite need
for & diploma course. Many acceptea the concept of a diploma
in 3peech and Hearing therapy but were dissatisfied witk the
students enroled in the course; the content of the course and
their own teaching abilitiew. Right lecturers felt the course
should jéontinue with some medifications 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 course. 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 whole lot of population not
'being touched. The concept is good but we &re not meeting the
needs. We mist 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 peed for this type of profession.
A CBR is just as good. They are a mish-mash of nothing ..."
Another staff membar with the same feeling said, "It's a waste of
time, they are doing more harm than good.
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We pust gtreamlire the course for particular categories o.f
paaple like mmrses and not take in people with no direction, I
dgon't think they have the skiils, we must just train more Blauk
studente in the degree course.® -

The need for the dipluma course was explained in many different
ways. For some, there was a pressing nesd to give therapy in the
language of the patient, “We felt we had to pryvids some kind
of training for people whose language and aulture wag that of
a large majority of the people”. Other staff membsrs were
concerned about the large numbars of people who wers not
recsiving Speech therapy services. Some staff members felt the
course was necessary since the Department had thues far not
succeeded .1 recruiting suitable black candidates for tﬁa_degree'
course. Thoge who had been involved with the diploma course
Bince its inception felt because the university was orlginally
closed to black studente the diploma course wnuiﬂ expedite the
training of black people in the profession of Speach ‘and Hearing
tharapy.

THE FOLLOWING IS A SUMMARY OF THE STAFF ?ERCEPTIGN‘REGARDING THE

NEED FOR THIS COURSK:

i. &hera is a definite need for the course bacauge of the
following reasons:

a, ‘There should be many courses like it.

b. But the course should not bs ¢iven at a university.

C. The course should be reformulated.

d. The Department should recruit the right calibre of studenﬁ
for the course.

e. The Department is not able to recrrit suitable students fdr
the degree course.

£. Becauge there are many people not receiving Speech and
Heaaring tnerapy services.

Ly
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2. There is no need for this course because: :

a. The diplosa graduates ars doing more harm than good to the
community because they do not have the skills.

b. The CBRe earé doing & much better job. ) :

¢. The Department should be training more students in the

: dugrae LORTES .

6.11.2.' wmticms About The Students

| 1&13. amt ml raportad that they had heard many negative

;.--m.tz- colleagues about the diplima students.
pabigns of students ranged from limited academic

"«!ﬁ.l“‘*‘“wﬁ & 11} informed group not able to use information on
'y pxm& "lewel, not able toc do therapy, difficulty in

fevtures, not keen to participste, passive and

. am w w any raaponsibil:.ty. One staff member said she

coma w ek the diploms students, bacame she has always
jm t¢ Zind out what it was about. \‘iha reported that she had

ﬁmﬁsﬁ mn concerned about the student)}; level of compe.temcy.

: -&1.&3._-- - Isarning Difficulties Experienced By The Students

In 'Mﬂtb knowledge of the English Langnage was identified by
all staff members as having caused many of the students’
acadenic difficulties. The students were said to have poor
integration skilis, poor writing and poor note-taking skills.
They were said to lack the matﬁrity or sophistication 'tq cope
with the work. Clinically, stundents were regarded as liaving
poor interviewing skills. They were said to be abrupt with
patiente and their commupication gkills were defined as static.

- Tutoring staff felt there was a lack of commitment in the way

gtudents treated their patients. They were reported to present
themselves as superiors to their patients and tm treat them in
a condescending manner.
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E'our staff members were of the opinion that the students® lack

{course. They were aware that their dissatisfactian with
:saching in the course might have shown in their contact with

“the students. Twelve staff members found teaching thi diplowa
atwm wry difficult. '

: m ﬁnllwinq are examples of what they said, “Those three weeks
- ua:u e ] real atrain; I'm very pleased not to have to do it
- min; 7 found it very stressful, the stress was motivating the
M#& amd then seeing the total lack or initiative; I found
xsz ‘vary tirimg, I felt I had g.im all I can and my beat was
-aﬁﬁi ‘B0t good enough; I was very aware of belng whits and
t;!aun being black, I felt removed from them". 'l'utoring staff
ﬂ@ﬁb@zn.wnrs of the cpinion that students' failure to receive
- ﬁﬁa&r M'luation pramptly following each contact with patients
my aigo have affected their motivation. They vere aware that
m&n they gave may not have been consistent m.ch what students

mtaﬂ. :

ze :Ls important to note that though staff were asked to talk
ﬁhmnt gtudents’ difficulties many epoke about the difficulties
_;hey experienced in their teaching. They identified many
‘factors which made their teaching difficult, Students were
. blamed for being passive t".hera_fara making teaching difficult for
lecturers who were comfortable with a participativs style of
teaching. Ten Jlecturers felt limited because they were
unfamiliar with the objectives of the cours’;. They also felt
'limited because they were unfamiliar with the backgrounds f£rom
which many students came, Their itiabilit.y to sgpeak an African
language was another limitation they identified. Many weras

unsure about the appropriate balance between the teaching of

clinical and community work skills. '
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6.1.4. Methods Used Ip Addressing Students’ Laarning
leficulties

;Three ataff members provided students with notes, or gave them
ftherapy programmes while another qave them & glossary of the
most frequently used terms relevant for her course. Thres
reported that they changed their teaching methods a number of
timee in an attempt to Ffind a method that would facgilitate
gtudents' comprehension of the material taught.

Very few reported thah they did not have to do much t¢ get the
students involved in the course. They found the students
generally enthusiastic about the lectures.
Thirtean staff mam£ers felt they needed clarification with the
philosophy of the course as well as an explanation of what
community work in Speech anud Hearing therapy should be., Some
felt they needed guidance with the development of the content
of the courses they wers reqguired to teach., These particular
staff members felt they needed some training on lecturing
gkille. Clinical tutors felt they needed more help in deciding
on the snitable practical training situations for the students.
: They needed tc know the contents of the subjects given to 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 someona to
oversser their work and to give them feedback on their
perfarmance.

Many s&taff 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 £rom 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_ceﬁdeptualized.
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There was only one staff member who had not anticipated any
difficulties in her teaching of the diploma students. She
howeve., reported that she was disappointed when students failed
to p@rform as expectaa. She f\lt there was no relationahip
betwsen input from tesching and stufdents performance. All other
staff members reported negative expectations regarding students’
abilities and attitudes towards their work. Many reported that
this perception was found to be true while few reported a
positive encounter with the students.

This negative perception might have arisen from the diecussions
staff members held regularly regarding the diploma c‘ r#% As
one staff member eaid, “the negative aura in the Dewxrtuan;
rugarﬂing this course was very divheartening®.

Students' learning difficulties resulted from poor language
skills, poor integration of theory and practice, poor writing
skills, paor interviewing skills, idleness in taking down notes
and difficulty in understanding concepts. ~ Some staff meubers
had ‘leveloped some strategies to cope with these difficulties.
Some provided students with notes while others experimented with
various ténching methods. Many staffl members felt they npaded
ageigtance with the subjects they h&ﬂ to teach. Other staff
menbers felt they needed information and sgkills on how to teach
and tutor the students. Others felt they needed information
about the philosophy and the aims and objectives of the coursse,
as well as a clear definition of community work. Staff members
who were supervising the students' clinical work felt they
needed supervision of their own pecformance.

There appeared to be two factors that characterised the
lecturers' experiences of the diploma course. 'There was on the
one hand the students' perceived difficulties and on the other
the lecturers' and tutors inability cope with these
difficulties,
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' 8taff membars identified poor educational backgrounds of the
students and lack of REnglish language -skilis as factors

that led to the learning and teaching difficulties experienced.
Some staff members identified lack of ekills, uncomfortables
lacture halls, lack of clarity about the professional role of

the dipluma greduates and their insbility to spesk an African

language ‘as Pactors that led to the teaching difficulties they
experienced. Others felt the students were to blame for these

- difficulties. The students were said to lack commitment or

interest in the course, to be too beltuinvnlvad'&nd te, havae
negative attitudes towarde the learning process. |

The following pessimistic statements are an indication of how

streng the negative experiences of the staff-students contact
in the diplome course were: '

1. They lack confidence, initiative, interest, sxpariencs,
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, insclent,
bored, resentful, hostlla, lazy and paasive. "

5. They were a total nuisance :

6.2. THE ROLE AND FUHCTIONS_GF THE DIPLOMA GRADUATESR
6.2.1. Aims And The Objectives Of The Various Courses Taught

There were major disagreements among the staff members regarding
the role and funciions of the diploma gradustes. Bix ptaff
members felt studentz 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
nged. " "
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Four staff mewbers felt.it was more appropriate to train
students in principles of therapy and how to determine a
superficial approach to assessment and therapy. Cne staff
member said, *I think we should conceptrate on teaching '
principles, because presumably if Lhey know what the prﬁ‘.ncijple
is, and they've had a littlie bit of hands-on axporienm, ‘then
they should be able to determine a fair] ¥ mzparficiq} nppmch'
to assessment and to therap}" Two staff members r'éﬁorted that
they trained the sty Pm‘t“* to instruct others (teachers, family
and care givers) in -...u.. patient 8 lifé to manage the problam.
" They felt detailed tharapy and asgesament wad inot relevant for
these studenta.

One clinic&l tutor said she tra ned the students ¢o identi.fg_
‘problems, to réfer to appropriate resources, to guilde teachers
and parents and to set up facilities for the management of the
problems identified. The Andiology lectursrs also reported that
they trained the students to lidentify ]q*yaring problams and to
- refer accordingly. :

6.2.2. The Main Function Of The Diploma Graduates _'

Staff members felt very strongly that the diploma students may
not call themselves therapists hecause-the__ra._yﬁa 2 limit to what
they were trained to do. This feeling was pa.. i cularly strong
among the Speech and Hearing therapists. There was disadreement
about whether dipioma graduates had sufficient information
required for developing home programmes. Five staff members
felt the diploma graduates should be able to design home
programmes for their patients and follow up these patients to
make sure the programmes were implemented. Six staff members
disagreed with this statement. They felt very strongly that the
diploma gradua,tes could not perform a consultative role since
they did mot have sufficient information to impart to the
relevant people. They falt the students saould have access to
therapists who ‘would develop these programmes for them.

71



Audiology lacturers were of the opinion that digloma graduates

" should be confined to identifying hearing losses and referring

the identified cases accordingly. They felt very atrungly that )
the students should nc,*: be prescribing hoar.tng aids. :

6.2.3. Diploma Graduates Ralationship To The Speech And Hearing
Therapists

Accofﬁing to two gtaff member who started the course, the
original reason for the introduction of the course was to train
assistants to the degree therapists. They reported that“the
_ phraé:e *comrunity work”™ was attached to the title of the diploma
graduates because it was felt to have more status than the word
gsgistant*. Steff members were equally divided abdut whether
the diploma graduates-should work independently from the degree
therapists. Some felt the diplema course was independent of the .
degreed course whila others felt very strongly that the diploma
gradiates should wnrk under constant supervision by degrea
therapists. They however, recognised that practically it was
no* possible to #nferce this rule gince thara were few if any'
theraplsts wurking in rursl arsas. A

6.2.4.  Skills Required To Fulfil The Role Of Community Speech

And Hearing Worker o

There seemed to be some confusion about the true role of the
diploma graduates regarding community worlk. . Many. gtaff members
felt the Department was expecting too much f£rom the diploma -
students. They believed that conmunity work was difficult to
practise. People suitable for practising community work were
felt to have specialised skills which diploma students were
lacking. These staff members felt clinical skills wers easier-
to teach but might not be applicable in rural areas. Ten'staff
members were adama. @ that the diploma students should not he
trained to do therapy.
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- Only three sgtaff- - members | beliaveg that comunity work | and
aliniml .#kills should be intagratad and taught co&currantlp.
One ataff mber daid: "Maybe that was one of the- pmblm in®
-tofo'r,inq mity work, that acae of ps, never mind between: ;m

but ‘éven on our ovn within ouraselves, none of us mlly ac‘tnal] ¥
knew ma we shonld be teac.-.h.ing " ¢ :
: s.z.s. Viwé'}Ragarding. Spacialiaation

i,

- b P o . -
Thcre has bEen some diséussion:iin the Deparl:ment regarding

_ splii;;.ing t.he{._"\puraa into either speech or hearing. Many: staff
‘pembers felt "that while thie iight be an effective way of
addressing gome of the teaching difficulties they experfienced,
the problaﬁ&, with the professional 'identity of the "aiglm
graduates would still remain. Some felt specialisation was not
_ praettcal with the present university teaching / i time-table '
~ scheduls. To do this the Department would have et J.ntroduca a
modular systm of teaching. _ - - -

There was agreamant that the diplma gradua*as ‘fhay not do.
traditional therapy. Some staff members spoke about taaching
- the students to manage cases, while others -epoke about. teaching
‘basic principles of therapy. Very few staff memberz believed
that students should be trained to work” directly with aaaen-)
Otheré believed that students should be trained to instrmm ;
parents, teaching and other significant members of the community
to aggist the client with their problems. There was disagreement
whether the diploma graduates should function independently or |
under supervision by the degree therapists. Many staff members -
were unfamiliar with the definitivm of community wokk. There
wag a feeling among the staff that these particular students
registered in the diploma course wsre u":suz.table for the work

they were expected to performa :
N
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It is clear from the above summary that the diploma students
were not permitted to give traditional therapy. Wwhile ataff
members aé%ead that their role should emphasise community work,
many did not agree on how this should be practised. The
guestion arises as to what these graduates can do, if they are
not allowed to practi '~ traditional therapy and are not proparly

trained in community work.
§.3. BUITABILITY d? THE STUDENTS FOR THIS COURSE

Almost all staff membera felt very few of the prasent group of
students who participated in the study were suitable for the
diploma course. Suitable students for the course were maid to
be those who had particular skills, for example teachers, mature
women who had raised their own children and those with a strong
gense of directicn as to where they would work once gqualified.
None of ths present group of students were perceived as meeting
those criteria. Age waz seen as not significant in precluding
one from practizing community work but young students in this
courge wara felt to be moe: difficult to teach.

They wers described as “sulky, disinterested, cvross and
ingolent® and were said to lack interest in community work.
Motivation, prior experience, and family ties were regarded by
most staff members as poeitive indicators for success in this
course.

6.4. VIEWS REGARDING THE CON..NUATION OF THIS COURSE

There:)was a strong feeling among most participants that the
concept of a diploma course was acceptable in the profession of
Speech and Hearing Therapy. One staff member felt the way the
coorse was presertly structured was incorrect as exemplified in
this statement *“I agree with having a diploma course, but the
way its been structured and conceptualired I don't agree with
and I :lon't support 1ii~,
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However, there was disagreement as to how the course should |
continue. ¥ew felt cthe course should be moved to some Homeland
region and be taught at a Black university. Risven felt it
gshould be transferred to the technician. One staff member said,.
“It's a disagter. It should never have been part of the degree
course, we did both staff and students a disservice. It was
demoralising, we all resented 1t”.

Many solutions were given for improving the teaching
difficulties experienced in the course, PFour staZf members £-lt
university lecturere were too academic for the diploma couras.
They felt the Department should employ experienced diploma
graduates to teach in this course. Ten staff members felt the
lecturers in the vourse should receive proper training about the
aims and the objectives of the course as well as training on the
teaching methods suitable for thie level of training. One staff
member falt that for the diploma voirse to work wall the degree
course has to change and that more students willing to work in
rural areas should be recruited for the degree course.

Other suggestions 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
areaz assisting the diploma graduates with their work.

6.5. VIEWS REGARDING RECOMMENDING THIS COURSE TO OTHERS

Almost all svaff members stated they wovld never recommend this
course to someone they knew. "Not to anybody I know. I actually
think it is wrong to continue next year * wasz 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 commmity and to the people who have besn
dragged into doing it and it's an insult to the lecturers®, was
a strong comment £rom another staff member.
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*Oonly if I can beliieve they wil get a better training. As is
no, because they are useless, I don't think this course ha. done
anything for them", was another response. Some staff members
were undecided, “It depends on who and where they came from and
what they wanted to do with tne course. Yes, 1f its the right
person, and they are really wmotivated to do it, and know about
the course”.

Staff members attitudes to the diploma course were on the whole
negative, Their responses to the last two statements of the
questionnaire indicates divisicns among the staff members.
Some staff membei's were adamant that the course should be
cloged. There was a concern among some gtaff members that the
training in the course was inadequate and had been a waste of
time for the students. Others felt the course was only suitable
for particular peopls from certain areas. One can interprat
thie to mean people from rural areas or peopls with a prior
gualification av had already been explained. Some staff members
felt motivation and information about the course were essentlial
for peopls who want to succeed in this course.

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

PROBLEMS WITH THE DIPLOMA COURSE

1. Students' poor self-image

2. Students' lack of motivation and responsibility.

3. Difficulties in dintegrating community work and Speech
therapy.

4. Lack of familiarity with the work situstions for the
diploma graduates. | :

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

6. Lecturers' Jlack of training in appropriate teaching
methodologies, '
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7. Differsnt intellectual abilities of the students in this
group. '

B. Lack of coordination between theory and practise.

9. Many courses are too academic and irrelevant to the neads
of the rural avreas.

10, Lack of clear definition of Speech and Hearing therapy.

SOLUTIONS

- THE DEPARTMENT SHOULD:

1.
2.

3.
4,

5.
6.

9.
10.

Brploy experienced diploma graduates tao lecture.

Close the couree and train more black students in the
degres.,

Offer continuing education for all diploma graduates.
Disregard matric results when éalecting students for the
course and develop methods for identifying potential
Teach basic principles and show studenca how to apply.
Train teachers and inform them ebout the philosophy of the
f¢ourse. :

Moye the course to the Humelands ox black university or
technician.

changm the deqree course to facil;tata their wnrking
together with*iﬁe diploma graduates.

Give modular ﬁquBeB to facilitate apac;alization.
Lecturers should familiarise themselves with the working
conditions of the diplamafgfaduates.



CHAPTER 7
ANALYSIS OF THE STUDENTS RESULIS

Ethnogeny (Harré & Secord, 1972) presented earlier as a
prafarable:methuéology for this research is based on ths premise
that . persons should be trested for scientific purposes as if
they were human beings. The most important aspect of sthnogeny
applicuble for this research ls the "open sonls doctrine~. This
claims that people know and are able to articulate their

meanings. Harré (1974) identified two reaearch techniques based
on tﬁia_ddctrine. These are analysis of persons' accounts of
their behaviour and “révonstruction of a formalized' script

underlying incompleté or . enig tic episodes referresd to as the
rule-role model. '

. o i

The notion of accoﬁ_; .Hhadia\hasad on everyday situations
in which people &; L - '§§a~.ta make their behaviour
intelligible to othefs. . . . ‘Eiure of meaning relations can
 be discovered by stué;;héﬂEng . ...unts people give of social

interactions in which they he e token part. From these accounts
the researcher extrapolates the “eb@hitiva regources” of the
person doing the accounting. Etkogenics has suggestad four
elements to be uged as guidelines for thisz analysim. These are
(a) the distinct social situation, (b) the persona(s) presented
within that situation, (¢) the arbiters of correct action githin
the particular situation, and (d) the mile structure{s) for the
occagion. Harré (1974) caution that the analysis of episocdes
'should not be undertaken in the hope of discovering laws of
nature, but of identifying patterns in human iife, Accounts wmay
offer reasone in justification, explanation or excuses for what
has been done.

The above categories are used as features of this research to

explain the students' participation in this course and to
demonstrate how the rules extrapolated are arrived at.
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The fundamental ethnogenic hypeothesis of accounting is the idea
that an individual's ability to give accounts depends upon
his/ker stock of social knowledge. Such inawledga forme a
single system in each individual person so that his/her accounts
are performances drawing only upon ona corpus of knowladge.
Thie knowledge is revealed in different ways, accounting is one
way whila acting is another. Actlions are the means by which we
accomplish social acts, while accounts serve to make what ws do
inﬁglliqihls'and Justified. Thias study aimed to reveal this

-;__Raawlﬂdgt and to explore its structure based on students'

' The students were asked to explain thoir experiences

= ”kt'tha gourse in order to determine reasons for the failure of
¢k course to mest ite ohjectives. The four items of the
” eagnitivB matrix‘mantion+d above will be discussed 5aparately.

I

T

4 §
7.1, THE DEFINITION OF T. SITUATION

Prior to enrclling at the university, the studente had high
sxpectations about the course. The studentsz' aspirations wers
dampened when they realised the real objectives of the course
and the difficulties they faced after graduation. The
university was geen as & place where diploma students were not
afforded the same status as 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 ragarded in the sams light. The students
felt the degree students had more status. They felt alienated
and unwelcome in the Department, as one student said, “Maybe at
a technicon I would feel better; because the problem with this
course iz 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 attampt to exclude them from participating fully
in the profession. The curtailment of information given to the
diploma students as a result of time constraints and/or
differaent need and focus of training was also interpreted in the
same manner.

7.2, THE PERSONA

The persona element can be used to explain the students
participation in the diploma course, that is, their relationship
with staff members, patients and other students in the
Department. This bancept can also be used to interpre: the
students participation in the interviaws. This latter

interpratation forms the basie of the following discussion. The

discussion is based on the researcher's observation of the
students' participation dufing the interviews. Pearce {1979)
believes that the persona is a function of the expressive level
of communication and is thus inacceesible to the individual.
Given this asswmption, the researcher can only rely on the
instrumental aspects of the communication for his/her analysis
since people are unabkle to account for the expresasive aspects
of their bebaviour. The students' relationship with other
members in the Department is illuminated under thé discussion
of rules.

The presentation of an appropriate social«self is one of the
important products cf the self-monitoring of social performance,
Bthogenics aileges that social behaviour consist of intentional
social actions with subjective 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 may _not be obtainable in other
situations. | |
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- There is howsver, no resason to bellieve that students wers lass
thap frank in their explanation of how they understood their
- situation. They were at the end of their training and had {ust
finished their final examinations, so that they could not have
bse¢n concerned about any reprisals for speaking out. 1In fact,
thay willingly discussed courses given by the researcher and
wers Rlghly critical of one of her courses. They openly said
. tke course was a waste of their time because throughout the
L -mm 1t was stated repestediy that ‘they were not allowed to
" pEmonise whst thdy were being taught. The students were aware
ak:&n report would be available for all members of the
bmesilk to read yot they freely shared their experiences with
mwaher. the students seemed sincere about suggesting
mmuona that might help to improva the course.

m a&&&mm were encouraged to discuss their responses Lo the

' mﬁimmira among themselves befors the general discussions
fwgan. There was pot much disagreemunt among the students
regarding their experiences of the various aspects of the
courss. As far as group dynamics wers concerned, these student
pelscted theilr own group members, that ie, students were in a

- group with peopls they felt most comfortable with. - Every effort

was made to ensure that members contributed equally with no
domination or Influence from more outspoken wmembers. The
researcher therasfore felt that the students presented har with
a trus 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 involves self presentation.

8l



Thus the persona and arbiter elements also locate these rules.
Harre (1975) distinguishes the aituation, 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 coneidering 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
studente 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 asked
to talk about their experiences, so that their performénce.at
the various settings was never-diractly probed. The information
below is therefore the researcher's extrapolations from the
students' accounts of their experiences at the various settings,

The students felt the level of taaching was very low for most
courses except community work. They did not feel any challenge
or a need for extra readinge. This perception was, however, not
supported by their marks. Hence, even though they felt the work
was easy, they did not perform as well as they should have. A

number of rsasons 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 fawvoural.
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. The students’ motivation to work ha.rd to achieve hettar grades
- was thureiara saverely affected by this perception. _

For all pm:ticipantz, & central issus thet constantly recurred

in their interpretation of their day-tmday practises at the

various institutions was the aextent to which they were
rooognized and treated with respect., The students were

consequently highly sensitive to any occurrence that might

azfaad minnt this need. It was evident that many of their

RS risnres with staff mewbers, degree studsents and Speech and
o _"-Mﬁ'm theraplsts at outside institutions wers interpretsd in
. %w An expression of the general basis for this analysis -
. ds-found in the following comment, *I just felt discouraged the
| mt I discovered the problams with the course and that evan
i I oan graduste I'm not going to get a job.. I heve besn
oomsnicating with the health Departmeat at home and they have

- told me that they would not gives me a job. So the frustratiom,

dipappointment and the discouragement contributed to my losing
interest which meds me to not work aw hard as I showld have*,

Couple this with all the degradation and the undermining that
students believe they received from other university studeants,
then it is possible to understand why studeats behaved

negatively in most situation. The information they receive from

the outside world about their profession aleo added to theiyr
frustrationz. Their profession is not recognized which affect
their opportuniﬁy for employment and they are not allowad to
reglster for the degree course in order to improve thelr status.
This lack of formal recognition and the conasequent inability to
get good jobs directly influences students' participation in
this course.
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7.4, - THE RULE STRUCTURE{S) FOR TEIS SITUATION

What would a rule from an actual account analysise 1"65;” like?
Since in eliciting an account one is asking the person to define

" his/ber bshaviour, that is, to implicitly or explicitly use
these monitoring rules, thes rules component of the cognitive

matrlx seems analytically separshle from the others. According
to Levine (1979) the other three elements of the cognitive
matrix must in some way interact to “ground® thesze rules of
acfias.tian {P 239).

. ":m abjm of ethnoqnnic analyses are, by definition,
- “miﬂ' apiscdas, that is, episodes for which definitional
- rsles-are sot known., Therefore, according to Harré & Secord
: _--_;wfa; # it is logical to look at “formal® episodes for guidance
u t:.a the structure of rules extrapolated from accounts. Formal
N ' W«m are those sequences of happeninga, in which reference
' is mede to explicit rules in accounting for the type and order

of the component actions, In contrast, the rules of informal
epiaodm may be implicitly embedded in members’ accounts. '

L

The rnle-rule model of Harré & Secolrd {1972) discu 'sﬁd earlier,
has both a descriptive and an explanatory rola , the former is.
ralated to the way the spz.sode is described from a docial point
of view and the latter t¢ how participation in it is accounted
for from an individual point of viam Role can be defined as
that part of the act-action structure produced by the subset of
rules followed by some individual defined as belcnging to a
particular category of person. The actions of each participant
are spacified by rule or convention. '

Rules generate actions through the actor making reference to
them in consciocusly monitoring hig performance. Rules can
determine expectations one may have of other people who accept
the rule and can alseo guide actions. :
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It will be gshown later in the report that the problems
expsrienced with the diploma course is mostly a result of the
lack of agreement betwsen the axpectatlans and tke rules staff
and students have of each other. The ultimate object of t96
role~rule model of analysls is to produce for the enigmatic
spisode an analogue of the rules which govern formal spisocdes.
In order to do this the Yesearcher must have already made &
careful analysis of the formal episodes. Hence ihe 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 episodss. At the end of the analysis the
‘ressarcher is gilven a chance tc account for the episode, and
through negotiation between msaarchar and pnrticipanta accounts
are bhrought together.

Marsh, Rosser & Harré (1978) believe that in talking about rules
we are nct offering a psychologicai theory of performance.
Rather the idea of actions as produced by the following of a
rule im &n icon or model of the process by which actions are
readily gensrated. They agree that rules appear in accounts to
justify action. But ir deneralizing the concept to the context
of the control of action, rule following should ba treated BE
a metaphor. Lavine (1977) agree that the role-rule models are
applicaﬁ;le only at the instrumental level of episode analysis,
that is, with respect to the action sequences with which various
social acts are achieved, not to the expressive level.

There are two typea of rulea. Rules of interpretution are to
pe found in answers to queations such as, what is going on or
what does this mean?. Whilst prescriptive rules are to be found
through asking what should ona do (Marsh; Rosser & Harré, 1978).
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A careful mlyais i:i;.' the bg;:uci#ﬁ{f;; accounts revealed the.

-,

fqllwing unimtie rules to bs ‘operating in their acconnts:

g

3.

. J/‘:,‘r .
The students believed that there is dirsct relationship

between a nniversity gualificition, professionsl status and

good job oppqrtnnitias. Many had seen how other diploma

gruiuatss work. Thuy noticed bhow pesople who had Y.en
ordinery clerks were suddenly transformed into respactable
professional. They were recruited to the course by these

i

gradustes. Yst they were never told about the difficulties

'&ha profesaion faced. A disillusicned student said
Mitr-mzimr or a Speech and Hearing worker. Sonmetimes

ﬁmfr ‘all agreed that a wits univeraity' qﬁalificat_ion in

patticular should guacantes one a good job and a good

pamnt. . This comment axanplifies this statmnt, R
thought it was like Oral Hygiene or Dental Mrapy. I
thought it had high siatuz and was internationally
recognised. Being a Wits graduate I expecl:ed to be paid
well.”

They expected the\\ir lecturers and tutors to be well
informed sbout thid course, to have all the information

%7 thought I was going to be a Speech therapist and then
I wan calied & Community Speech therapist and sopetines a

you are a worker and sometimes a therapist, bow confusing.” -

about ite objectives and the knowledge the students should ’

pospess at the end of their <raining. One studs. % said
about one particular courze "we don’t know what We wore
doing in that course. For example, we wrote a class-test,
we all believed we had failed, but we all came up with A's

and B's, we don't how we did that or how we will do in the

exam. *

36
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6.

Students sexpected to be treated equally irrespective of
race. There was & m:é’aptiu.; that staff members Eavoured
the Indian etudents, as indicated by this comment *I wao
seversiy affected by that one. We were assigned projects,
we had to develop all materials and they (Indian students)
took material that was already available in the Department.
I dven had my project corrected by the tutor belore

‘submitting it and I still got 50 and they get 90, so that's

wvhen I said to the clasm I should change my colour.*”

'Students believed i;hai: there wag no direct relationship

batween ones effort and the mark one received. This
perceptlion ' mg expressed by all students when they were
discuesing their practical work, but was eppliceble oniy
to the black students in their written acddemic asslaguments
and prejects. "

o

They belleved that the diploma conrse was not good. They

reqariiad a good course as well dsfined and _ahal_leﬁging.
A challenging course raguires a lot of work, whers students

are regquired to use the library to £ind information. They

baelieved in the dipioma course there was a& lot of spoon-
fesding. The fact that there is a high pase rate in the
diploms was regarded as an indication of low standards.
They concurred that the lsvel of teaching -in this course
was too low. The psychology course was regarded by most

' students as challenging. One student said *I think we

needed some chailenge, she (the lecturer) was giving us raw
stuff, she was giving us exactly what we needed, she didn't
simplify concepts.”
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9.

10.

- The students felt most of the.r lecturers were not good

teachers. A good lecturer’ was defined as someons w'.)
treats students alike, who is well informed about the
course, who does not patronise students and is dedicated
to her/his tesching. Many studenta gpoke about their
relationship with therapists at outside institutions as
thiz comment indicatss "I bunefitted a lot when I was
working with a therapists who had confidence in ma”. They
simply gave us a list of patients and told us to assess
them. The only thing they wanted was a report. |

The students considered this diploma course to be inferior.
Hence the lack of professional recognition and lack of
credits when enrolling for te degree course. *I think the
one depressing thing about this course is even If yoao can
tall somebody that youv did this thing (the diploma course)
and that you intend to register for she degree, they alwayrs

‘ask if you will get any credits, I always ignore that

question or just become rude* wag a comment from one
student. %other student added "Look I’'m talking about my
fallow students, its difficult to tell them. They'll ask
you how long the course is, and how many you're in class
and you say 2 years and 12 black students, that'as why its
inferior®. -

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

They believed that students registered in this course are
regarded by their fellow studentz as stupid. Students
reported that other university situdents said they were
toing a “mashangane® course,
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This is presumally very insulting since it has conrotation
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, Students wera of the opinion that because this is a two
year course, it is regarded by others as inferior. *I think
the problem is that at the schools where thera are teachsrs

"wiy have done a three year diploma course and the
therapists have a four year degreae, so there you aee...,
I mean ithey know there's a therapist and these {(diploma
stadents) are just superficial” was a comment from one very
disgruntled student. )

As oen bs seen from the above, these students' beliefs and
sxpactations exemplified by these rules weres all contrary to the
objectives of this course and the reasons why it wae first
~ Intreduced. The Diploma course was developed to ,provide
disadvantaged comaunities with Speech and Hearing professionals.
The studente did not feel they were treated as professionals.
They wera confumsaed about what they were actually required to do
ip their communities, nevertheless, they believed that they wera
hot permitted to give therapy. The studeiits did not experience
the commitment from the staff that led to the development of
this coursa., They perceived the Department and the gtaff as
not committed to the success of this course. There was a
general feeling of disappointment from the students. They were
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 courge is
exclusively for black students as factore 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 1ln the Department as inferior. The
‘students accepted this secondary role and performed accordingly
with what they expected as Fitting this role, They obtainsd
poor markz because they did not put enough effort into their
work which resulted in more demotivation and less and less
accountability. The students weres also perceived by lecturing
staff as passive and non-participatory. Students viewed the
. mituation differently. They believed some of their lecturers
were not interested in teaching them. Some staff members were
gald to be unsure about what to teach, uninformed about the
students' professional responsibllities once qualified. Also,
the students felt the level of teaching'in the diploma course
wag too low. All these factore may have contributed to the low
morale among the students hence the lack of involvement and the
poor performance. |

Willlie and McoCord (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,b1974). The black students in this
research had chosen withdrawal to demonstrate their
dissatisfaction with this course. Harper (1974) gives an
appropriate descriptien of how these students felt. He states
that black students are burdened with psychological frustrations
and gocial pressures. Such disadvantages often make it _
imposaible for the students to lsarn, self-actualize and deval&p
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 thes above discussion that we cannot have
successful multiracial campuses without talking mbout race aud
learning about racism. Over-rsliance by the lecturers aund the
tutors on the students for advice and assista’ .4 in handiing

racial and etbnic issues negatively affects the students’
respect for their teachers. The students were acutaly awars of
their position in this Department and how this is influenced by
their race. The other issne that came up from this research,

for the studants, is that courses provided specifically for the
black students xun the risk of becoming “ghettoised®,

marginalised and essentially second-rate.
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CHADPTER 8
ANALYSIS OF THE STAFF RESULTS

Ethnogeny is the sclience of making sense of human activities,

s0 that to understand staff participation or lack of
participation in this course the researcher had to unearth the
rulas that led to the behavicurs described. According to Harré
& Becord (1992) "the most characteristic form of human behaviour
iz the comscious following of rules and the intentignal carrying
out of plans* (p.91). They belleved that rules guide action
through the actor baing aware of the rule and of what it
prescribes., They further maintained that in explalning action
by reference to the rule it is necessary to add aome further
account of wants, needs, or expectationa of others, the )
awvarsness of which would prompt the actor to act in accordance
with the rule. The description of the results of staff mambers
focusad on describing their intentions and the actions they took
to realize those intentions. The analysis of these results
therefore smphasizes the role~rule model and makes a brief
mention of the cognitive matrix structurez. A further analysis
of these rules according to the dialectical methodology of Harré
& HSecord (1972) discussed previously allowed the researcher to
gystematically compare these rnles to staff expectations and
beliefs about this course which will be discussed later to
demonstrate how they were algo affected.

8.1, THE DEPINITION OF THE SITUATION

The staff discusaion of this section took the form of an
elaborate explanation of their tesching experiences with the -
diploma students and a brief commentary about the Department,
Staff members contact with the diploma students was regarded as
streasful by most participants. The followlng comments are
examples of what staff members reported,
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*Thoasw threes weeks were a real straipn, their behaviour used to
bug me, get me real upset; I used to be very annoyed by their
late coming and reading newspapers in class; There was very
little interaction, they seemed resentful, bored, fatigued, and
generally difficult to motlvate; I found it very tiring, I feilt
I had given all I can, the stress was motivating the students
and seeing that total lack of initiative*. Some staff members
reacted to these student behaviours by pretending not to notice.
One staff member said, *I never tackled the students or reportied
on them*, another said, *I felt Iike I'm not wanted, yvou feel
defensive, heice maybe one is scared to reach out”. Some staff
members said they used to be embarrassed particularly when
students mishehaved at outside institutions, but t.hey did not
have the courage to confront the studants.

Some staff members felt the students were not committed to the
courge. This caused staff members to react to them negatively.
One gtaff member said, *A lot of them in fact were actually a
nuisance”. Another staff member who felt very strongly about
the students behaviours said, *They disliked me, they disliked
everything I stood for, they annoyed me, there were times when
I felt so angry I wanted to walk out. I didn‘'t know whether it
was political or it was the subject matter. At times I used to
give sarcastic comments which of course linguistically they
didn‘t wnderstand®.

Most staff members acknowledged that the university was not the
ideal place for training diploma students. They recognized that
the diploma gtudents constantly compare themselves to the degree
students and that this could be causing the rasentfulnesa 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 students. This student contact was unpleasant
for mogt ataff members.
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Their response to this challenge was, however, unsatiefactory.
They chose to ignore the negative behaviours studente displayed
in class and pretended they were not affected. It would 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
gtudents to behave negatively.

8.2. THE PERSONA

staff members presented themselves in different ways. 8taff
members who had been involved with the course since its
inception spoke at length about the rationale for the course,
their conaultations 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
courss gpoke about the difficulties they experierdced in their
teaching.

Very few staff members were satisfied with their teaching of the
diploma students. Without saying it in words it became clear
that staff members were aware that the students did not have
sufficient knowledge in the subjects they had taught. Some
gtaff members blamed the students' lack of meotivaticn while
others blamed the Department for not informing them about the
philosophy aand 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 them are going
te work, it was resentment and concern that I was going to give
24 hours of lectures to people who told me indeed every single
one of them excebt the Indian students that they were never
going to practise this profession®. :
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There sesmed 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-easteem of the diploma students. Those staff
members who felt very strongly that the course should continue
were extrsmsly defensive. They agreed that there ware problems
with the course but thess problems were ag a result of
extranscus factors which could not affect the cradibllity of the
course. ‘They mention probleme such as for example, lecturexsg'®
lack of familiarity with commonity work practises, student
admission criteria, and “teething problems®.  This was
interssting since at the time of this interview the course had
bean in operation for eight years and yet staff members wers
8till referring to teething problems.

The usual debate in most diploma staff mestings had been about
the appropri&tenass of the students and the. content of the
courge. Yet very few ataff members slected to speak about the
appropriateneas 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 honestliy about their feelings and
experiences of this course. There was no reasor to doubt their
integrity or to feel that they were being dishonest. Bome staff
members seemed uncomfortable to talk sbout the reasons for the
students difficulties. There appeared to be a deliberate effort
to avoid talking about racial issues even when it was clear that
the issue was the racial differences between staff and students.
Many preferred to talk about-linguistic or ctiltural differsnces
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 studente and the staff nembers would have led to an
understanding of the difficulties black students faced in this
course, This understanding would have empowerad sgtaff and
helpsd 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
that staff members believed that the students problems in thie
course:;could not be changed amnd that staff members had no power
to change their own positions. Yet when asked how the
Department could have assisted in their teaching, they all
reported that they coped well, indicating some defensivensss in
acknowledging their predicament.

8.3. THE ARBITERS OF ONE'S BEHAVIOUR

The diploma course 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 university level. They referred to the
diffieulties 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 thelr various courses and of mptivating the
students. Some staff members reperted that they felt the
gtudents were antagonistic towards them. One lecturer said, *I
was very aware of beirng white and them being black. I felt
apologetic the whoie fime. I felt removed from them”,
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The struggle for some of these staff members might have alzo
been to motivate themselves to go and teach these atudents as
one of them said: “I can only tell you that those forty minutes
four times a week was a real strain, it was almost 1ike ‘talking
to yourself, with very littie interaction and then I think the
few students who did interact tried because they felt sorry for

me“. - i

The staff members came across as feeling victimised. They were
agked to teach a course many did not believe in its philosophy.
One staff member said, "I've aiways felt like I'm living someone
el s dream®, PFurthermore, they had to face a group of
students who again many staff members wers convinced did not
want to be in this course, as cne staff member said, *It wasm't
the individuals’ behaviounrs, it was this motivation aura, you
know, that here we've got to come. I used to look at their
faces and all ¥ could see was, I don't waut to be hers, I have
to come because somebody is going to shout, I‘m belng spwsam
to be here®. When students misbehaved staff members did not
know how to respond. Many reported that they were anaoyed by
the students' behaviours but chose Lo ignore it. |

There was a general £feeling of impotence among mauy staff
members., It was almost like staff members saw the diploma
course as having its own history and momentum which they could
not be part of or control. There was a general feél-ing of
warking against mnany odds. They appeared constrained by
conditions such as the location where the course was offered -
(the university), the students in the course (most under
prepared for university study), the nature of the courte liself
(limited time and the scope of work for the graduates) and the
fact that many did not believe in the( grse yst they felt
obliged to teach these students. L

£
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Many did not Lelieve that they were succeeding in their
teaching. One gtaff member said, *We're failing in our
teaching, and I still dow't know what the answers are*, another
iecturer said, "I didn't understand, I came in and I was given
this job. I didn't do it as well as I could®. Many agreed that
the diploma students were poorly trained for the work they were
expected to perform, again 'supparting that feelinyg that they
were not succeeding in their teaching. Oue staff member said:
*It's a dead end course which can only lead to frustration, one
wonders if we did anybody a favour by developing it*. Yet, with
all these negative feelings when asked whether the course should
continue or not,, & substantial number of them said yes. The
reasons they gave for this however, had nothing to do with their
believe sbout the sppropriateness of the diploma course, They
wanted the course to continue becauge many :Eelt the degree
COurse was :.naccessibla to black students.

When asked 1f they would recommend this cqgifﬁe to someone they
knew. Only one etaff member felt she could, her reason was
"more than the degree cpurse, it is not as pressurizing. Yes,
if it is the right person and they are really motivated to dv
it, and they know sbout it*. fThe other staff members gave
comments such as “nat to anybody I know; No, I don't think they
get usable knowledge; I wouldn't really want to be involved; I
wouldn't fly a flag for our course at this atage; Absolutely
not,” except the tragedy is, in the counrse of my working in the
community, it broke my heart that there were so many people I
recompended to do it. Those were the people already working
with the communicatively impalred individvals, 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 don't think the course has 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 7 feel this
way, because it must come across in my attitade during
lecturing. I feel very guilty thinking this way*.
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. ) il
Though many staff members were g@iérallj positive about the
concapt of a diploma course, they did' not want to be completely
involived in this particular diploma course nor did they believe
it was doing anybody a&ny good. There were thoza who
acknowledged there were problems but they were going to do their
utmost best to sesnsure the course continues and those who

presented as distant and uninvolved.

8.4, THE RULE STRUCTURE(S) FOR THIS SITUATION L
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 some further account
of wants, needs, or the expectat:.on of others when exp}.aiui*ﬁg
act.wn by reference to the rule.
1@

Thiz awareness of the expectations of others is what prompts the
actor to act in accordance with the rule. So that knowingy the
rule is not only to know what one should do, but also it gives
one some ground for expectations one may have of the behaviour
of others who accept the rule. By considering rujes in relatién
to the people who follow them, the concept of ﬂha role can be
generated. Harre & Secord (1972\3 define role ap “that part of
the act-action structure produced by the subsdt of the rules
followed by the same mdividi}az defined as nglonqing to 2
particular c'.ategory of persap® (P. 183) . Thus; :{role conslist of
a sequencs of actions, and knowledye of rcle conauat of konowing
the rulag which join these actiouns together, Ac*\s are referred
to only when the rule comes under scrutiny br has <o ba
justified. i

THE FOLLOWIN@ ARE BXAMPLES OF RULES WHICH APPEARED TO BE GUIDING

STAFF MEMBERS ACTIONS AND THEIR PARTICIPATION IN THE DIPLOMA

COURSE: . ;

1. Staff m&mbers balieved the pres\_nt diploma students were
not qualified %o be at university nor did they have any
intersst in the diploma course.

9



One lecturer said, “Yhey are so under prepared that thers
is not much a lecturer can do. For you (referring to the
researcher) having besn through DET yourself, is it maybe
they ares students who shouldn't be at Wits because there
are certainly a lot of peowle who shouldn’'t be here.
And, is that the only problem*. This particular lecturer
seemsd to insinuate other factors, unfortunatei‘y she waa
not asked to clarify what she meant. Proswuahly, she was
suggesting that the learning difficulties students
experienced were a r« ult of some immutable

~ structural/cognitive deficite. Another lectirer who

was particularly disappoinced with ihe students said, It
wasn't the individual behaviours, mainly it was this
motivation aura, » not even dewotivation, I just felt they

idn't come in with anything, no real interest in this

coursa”.

Yome staff members seem to zssume that the cultural/vacial
differences between them and the students were _
insurmountable. One staff member who was zoncerned about
the atudents' lack of mwotivation/accountability said, “I
don't think it im knowledge of ethics, I find this hard to
say, I'm not denigrating them because of anything elses, but
going deeper, is it a cultural thing, ls it bscause
they’ve never heavd of ethics, have we taughi enough
othics, but, are they interested in ethics, if tbey have
come in with a different motivation”.

Many staff members reported enormous difficulties in making
the students understand certain concepts in Spsech~Language
patholugy and Audiclogy. Many lecturers wers of the
opinion that the Department was asking toc much from the
diploma students. *I had a feeling we were démanding too
much. I mean I can see it even with the deyree students
as well. The diploma students have a trsmendous
difficulties with the level of abstraction reguired for
these courses.
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6.

: %
They coped better wilth sone concrete aspacts, but when it
comes to language, it is difficult for thewm. Yhe reason
that this happens is that you require metaliguistic ability
to understand Janguage. This is a wvery high level of
linguistic understanding®. | -

There were few staff members who believed the diploma
course ghould not be taught at university. *Well I don't
think the course does belong at the university with all due
respect. It should be ofiered at some other level of
training, be it a techniclan or whatever® was & comment

from one staff membear.

For some staff members the diploma course was unot really
their concern. Many felt removed from it, they did not
feel they could make any significant contribution to
eddressing some if its problems. Some felt deliberately
excluded as indicateqd in this comment, “make the person who
is lecturing part of this course, so she understands what
sha's dealing with*. '

The diploma course was gseen by most staff members is an
appropriate tool for making Speech and Hearing therapy
acceseible to the black community and not necessarily as
training professionals well equipped to give therapy to any
community, irrespective of racse. The following comments are
examples of this sentiment, '

"The question to ask is what do psople who have
communication impairments need and how can they besi be
served, not who are the people doing the diploma or how
good it i=z,. Do we need them? Yes, I say that there's a
definite need for people who can be giving basic therapy
to more people. Certainly we should be training more
degree students, but for the next few years, there's always
going to be this inferior person who is trained here. *“I
think we should accept that*.
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Many staff members bLelisved the diploma students were
unrealistic. Thay expected the students to accept their
limitations and ba grateful for the opportunity the
Department had given to them by accepting them into this
course. Ones staff member said, *I wean one cen't justify
away one's own failing in teaching, but I think you also
have to look at black resentment. I mean they have thaese
enormous expectations when they come to Wits. And at the
ond of the day the've actually got to face their own
inadequacies which they can't do. So they project back on
to us and you’'re taking an enormous amount of their anger*.

The diploma course was regarded by most staff members as
complementary to the degres course. One staff member
defined the ideal working relationship betwsen the diploma
graduate iand the degree therapist as, "the diplm paople
should work under ‘he guidance of a Spsech and Hearing
therapist and provide impetus for the programme without

necessarily guing into the details as to why they were

doing what they did”. The analogy of the doctor-nurse
ralationehip was another example given to demonstrate this
diffqrence betwaen the two professions. )

i _
Some staff members were of the opinion that there is a
limit to what the diploma students can be taught since they
are bheing trained for particular jobs. One staf’ member
who was extremely concerned about what the students had
bmen taught said, "I wouldn't like to see them work at
2ll. You're asking people with their educational
background to do what I couldn’ t, and I'm quite well
trained.
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These people are not in anyway highly skilled for helping
the community further their needs. How can you ask pecple
with little knowledge, little skills and little gelf- .
conference, particularly young people to do that®.

11. Some staff members would bhave preferread not to bhe involved
in teaching the diploma ' ‘udents. One member who was
particularly angered by the time spent in teaching these
students sald, *I was npot looking forwerd ito lecturing
because I knew very few of Lhem were going to work. I was
resentful and concerned that I was going to give 24 hours
of lecturses to people who told me, indeed every single one
of them, except the Indlan students, that they were never
going to practise this profession®. '

it is clear from the above that staff members experienced
gimilar emotions in responding to the difficnlties they faced
in the diploma course to those experienced by the students. Por
example, they experisnced the lack of motivation and comnitment
students displayed towards the course. They also felt they
were not accepted by the students. Thelir needs and expectations
were however, not the same. Staff members were acutely aware of
the need for +training people in this field to service
underprivileged communities. They regarded the diploma course
as a way of offering Speech and Hearing therapy service to these
communities. The students expectations were that they had come
ton a good university and therefore they were expecting a well "
established course with good teaching.

8taff members ‘attempts to simplify the content of their subject
material in their believe Lhat they should concentrate on
teaching only the “basics* to the students was intsrpreted as
patronising and denigrating by the students. The students
wanted & 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 members' democratic attempts to consult the students about
the content of their lsctures in an attempt to make their
teaching relevant for 'the areas where the diploma graduates
would work were also interpretesd nagatively. The atudents
expected the lacturers to be well informed. This expectation on
the part of the students may be unfair since they came from 80
many different geographical areas that it was not possible for
staff to be familiar with them all. o

Ona of the most important zources o©f conflict between the
students and the staff appear to bs in their concern about whe
is course supposed to be serving. 8taff believe that they are
sexrving the black community by participating in this course
while studsnts regarded the course as unfair to them as black
peopla, i |
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A brief summary of other areas of conflict is included below
8.5. A COMPARISON OF STUDENTS AND STAFF RULES

Staff Students !

¥
Students are not akble to cope The level of teaching is too I

with the standard of the course | low for a university course

Emphasis on service to the Students were there for I
disadvantaged communities personal improvement and ]
financial gain

Teach basic skills The course should be
' challenging

T ik o ke g—— N

Deny the course is explicitly Acutely aware of the rapiai
based on race connotations of this course

Students must be grateful for Students believe they deserve

| this opportunity better
The diploma is a good enough Students want a degree
qualification for these
students
The course iz &volving hence The course should have a clear
the teething problems - structure
They are powerless to change Staff are powsrful but lack
the situvation interest in addressing the

problems of this courae

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 was some agreement
between the students and the staff. They both recognized they were’
victims of the situation and that the course was not as good as it
ghould be. They realized that there was a direct link between the
university training and work. Finally, they regarded each other as
lacking in motivation.
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CHAPTER 9
CONCLUSIONS

Some of the key ideas of ethogenlics (Harré & 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 is not simply
& question of A responds to B, since most of the action is
simultaneons, each is continuously monitoring and responding to
the joint created ongoing situation. The following is a
discussion of the three most consistent themes from the results
that indicates how staff and students® participation in this
course was influenced. Both were interpreted as lacking
motivetion, they were alienated from each other and the students
believed /ihey were discriminated.
!

9.1. MOTIVATION

Motivation plays a fundamental role in education. Tt is just
as central to learning as intellect is. Lesrning is an
extremely complex phenomenon which involves much more than
cognition. According to Bigygs (1993) one of the crucial feactors
affecting learning outcome is the students' perception of the
learning context. Students, and everyone else for that matter,
are motivated 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 ig a
direct result of students percaiving that thelr needs can be met
and their desires fulfilled by & good education. Biggs (1993)
belief that students' 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, predigposition and their Iimmediate
decisions for action.
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B great deal has been written about black students’ achievement
and persistence at college. A nunber of theories have been
postulated +to explain this phenomenon. Anderson (1985)
postulated the Force Field Analysis Scheme which states that
achievement 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 forces, and to overcome the
obstacles that their college experience presents. This analysis
scheme points to the various 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 Analysiz Scheme. The Gap
Theory of Academic Achievement looks at what is necessury for
gtudents to achieve and persist in college. It postulates that
there is a group of requisite skills, abilities, background
knowledge, qualities, characteristics and resources that col..ge
gtudents must have in order to achieve and persist.

The Gap Theory of Academic Achievement is student-centred in
that it looks at students who aspirs to achieve and persist, who
ageume 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 explain 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'
performance expectations that determine the amount of time and
energy that students must invest in order to achleve
academically most staff members had low expectations regarding
the students abilities which :ould 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 recegnises that
the gtudents snter the institution with unigue sets of
precollege characteristice 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 i1s a term Bandura (1982) used to describe the
beliefs an individual holds 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 afforts 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
explain why 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. “vas
purported by the original developers of the course.
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The Gap Thecry of Anderson better elucidqj:d_:[_‘s the problems

experienced by the students " J |

A. The students reported tL:;Iat tpey felt  undermined and
alienated. .

B. They reported that degree students and staff members shared
a linguistic code that was inacceseible to thenm.

C. The students were not satisfied with the standard of
teaching in the diploma course. '

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
students.

E. The students reported that the 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’
motivation and commitment to achieve. Anderson (1989) states )
that all fipancial aid, housing priorities, study skills and
curriculum opportunities will not suffice if a students lack the
amount of motivaj:ibn, commitment and self-efficacy necessary to
achieve.,

It is gemerally recognized that studente' progress or lack of
progress is in accordance with the expectationz of their
teachers (Wool, 1989). Wool believes if teachers accept that
their students are limited or have cognitive or linquistie
limitations, it feollows that they will oppose all exhortations
to stretch or test the limits of *“heir pupils intellectnal
competence. Many Staff members believed that the diploma
students did not possess the necessary skills to succeed at
university. Hence thelr attempts to cope with this situation
was to simplify information in order to make it accessible to
the students. Preire and Shor (1987) believe that the
democratic goal of 1liberating edocation can lead to
irrespongibility if the students perceive it as expecting less
from them.
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Many staff members were frustrated about teacting in this
course. They faced numirous competing Departmental priorities
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 them from the many challenges
they faced in this Department. Staff may have experisnced
difficulties in maintaining their commitment td .his courae |
bacause of these challenges.

There were other factors as well that could have affected the
students motivation. For exampls, many studente were unsure
about £inding employment at the end of their training. Many had
already been informed by the previous graduates of the diploma
course that many employers did not recognised the course., Raffe
(1986) maintains that unemployment has & demotivating and a
demoralising influence which challenges the existing aime of
education. - Many diploma students ezpectéd good employment
opportunitiea and occupational mobility with their qualification
and when they realized that this might not be possible, this
\ gualification became less important.

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

Furthermr—  some students had reported that they were ashamed
to be associated with the course ag it was stigmatize'_c'l. Thay
stated that students who were registered in the diploma course
were branded stupid by other univ rsity students. This is
further compounded by the fact that nearly ali the diploma
students are black which further brings in to gquestion the
legitimacy of the course.
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The above. descriptions about the pwnblams and tha strqulas
students and staff faced in this course implore the question,;
"to what extent did they spsnt all their energy and time on
suzcess related tasks versus dwellirg on the problems and the
strugglies. Throughout the interviewn a key difference between
guccessful and unsuccessful staff members became apparent. 2
Very small minority of staff members who were confident that the
courses they had taught were well received by the students and
that the intervention strategies they employed mede a difference

in the students lsarning abilities. These staff members were,

aware of the challenges they faced and were determined to solve
them. Majority of the staff members conversely, gave the
impression that they felt unable to pvercome cbgtacleas in-tggéf
teaching and tended to blame external forces. They beliaved
that they were unsuccéssful and that the problqns the students
experienced were beyond their control. R

‘Wool {1989) talks about the learning al.iance, where the studant
in interaction with the teacher enlarges not only his/her bady
‘of knowledge but his confidence. In a parallal ‘ashion, fhe
teacher is enhanced by the acquisition of knowledge and by the

not sguccesafal in the diploma course. Students and. their
lecturarm experienced poor achievenent and dammraliz#tian.

Esxcept for the twnﬁﬁngian students, ﬁany'black students who
- participated in this study would not have typically reachsd
tertiary-level education. Many lacked the fipancial means and
the entrance requirements needed for univeraity entry. Clearly,
the diploma course and the financial assistance it guarantaed
were crucial in facilitating these students tertiary education.

Yat, this oppertunlty was not sufficient to motivate the

students to perform as was expected.
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However, the strongest finding of this research has bsen an .
attitudinal difference batween some staff memberas and majority
of the studenta in terms of personal motivation, determination
and the willingness to take responsibility for their own
teaching and learning respectively. - Thosze students and staff
members who displayed positive attitudes had strong feelings
that the course was valuabla. i

In an enswer to the question, what do we do if the students lack
motivation, Anderscn (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 allegesz that under-
represented students in white universitiee need tu experience
relationship with the people whom they can respect and identify
with., What is crucial about these relationshipe is that people
affirm and invest confidence in these students. From thz
results of this research there is no reason to question

the respect these students had for the staff members invelved
in this course. . However, it was evident -that stundents did nnt
identlfy with this course or the people teaching it.

It would seem from the above that in ordsr to succesd in this
course students and staff needed to have the same attributes.
In.partirular +they must develop motivation and cormitment to the
courge, Concerning motivation there ig an oblxgation for them
to remain true to what motiveted 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,fisocial
involvement and participation have been shown to improve
relations and student success (Alfred, 1992; Mckeever &
Ramoshaba, 1993; Stoetker, Pascarella & Wolfle, 1988). To
counter the distractions that tend to reduce staff commitment
to this course, it is important *“at they are empowered to feel
free to refuse involvement in the diploma course without faallng
guilty. :
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Those staff membere who have elscted to continue in the course
must formulate their own personal 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
vommitted in the midst of the many challenges they face. To
promote students’ 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 reglstered in the diploma course face particular
prﬁhf%ms that have been highlighted and supported by the Gap
theory of Anderson and the Persistence~withdrawal theory of
Tinto deacribed above. The most important problem for these
gtudent®s seam to be thelir under~representation in the
Department. Anderson (1988) among others have states that
under-represented students may feel alone because of their
small numbsrs and alienated becavse they feel unwanted .and
unaccepted on campus. Anrderson further states that the painful
sxperience of feeling alienated on campus is unpleasant that it
negatively affects atudents' motivation and commitment to
achiave. ' v @

gtudies have shown that fedlings of alienation arafpravalent
among black students ir predominantly white universities and
that this is an important predictor of black students adjustment
at these universities. The sparse South African literature
available on this topic reveals that the problems experienced
by black students are material, socio-political, psvchological
and academic. '

The wonly available South African research on this topic has
been carried out at the uriversity of Cape Town (UCT).
According to Leon and Lea (1988) soclio-politi-al factors are
determinants of blzak students'’ perceptionsg and attitudes,
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Cooper (1981) surveyed the attitudes of black students on the
UCT campus to keing at a predominantly white university. He
found 90% reported feeling alienated in this regard (cited in
Leon and Lea, 1988). Mphahlele (1982) noted that black studants
at predominantly white campuses in South Africs experience
similar feelings of alienation to those of minerity studentas in
Awerican universities. He beli#ves that these feelings are =z
results of pressure to surrender toc the cultural valuea of the
dominant white group. Mphahlele further atate that the black
students react to these psychological pressurss by voluntary
segregation in order to protect their distinet social
experiences. ; - )

Honikman (1982} investigated the experiences of f£irst-ysar
students also at UCT in an attempt to identify factors that
influence tha students well-baing and academic performance. She
reports that social and emotional! factors were extremely
influential in affecting the gensral well-being of students and
that black students expe, .mncqrd greatey feelings of alienation
and initial confusion. Leon arnd Lea (1988) studied 10 black and
10 white students in the arta and social pciente facultles at
ueT. Their findings highlight. the aor-iu-palitical component
of the alienation on the black students.; On a psychological
leval many of the black students interviewed felt distanced from
UCT, mainly because they falt they could not identify with the
values of this university.

Evenr though the above rseults could be Iinterpreted as
representing the situation at OCT and might not he true for
other situations, the diploma students whua participated in thias
study reported similar feelings. Also, at Wits University
Medical school Shuenyane (1990) reported similar £incings. She
reports that black students in general at Wits face socio-
economic, accommodaticon and academic problems. Students have
to reconcile 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 theay felt
excluded from the many wsocial activities inm the Department.
They felt undermined by both the staff in the Department and the
thernpists at the outside institutions where they wera assigned
to work. Academically, they reported that even when invited tq
participate, degree students and staff membsrs use of unfamiliar
terminology prevented them from participating in the discussion.
Alienation for these students was therefore as a consequent of
these factors and not that they chose to exclude themseaives.
The alienation they described was in accordance with the
definition of Seeman (1959) which delineates three components:
meaningless, powerlessness, and social iseclation.

Unfortunately, it is not possible to determine from these
results whether the feelings of alienation experienced by the
gtudentz caused the academic difficulties or were a consequence
of these difficulties. It would appear with the diploma
gtudents in this study that both contributed in 1owering
Btudenta motivation and commitment tc: the courss.

Staff members experlienced similar emotions in their comtact with
the diploma students. While the students experienced social
isolation and falt the courge was meaningless to their needs,
staff members felt 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 surprising that
they were perceived by the students as being uninterested in
teaching appropriately. After all, who would give their bhest
in any enviromment, if they felt uncomfortable and unwanted.
Staff members felt they were unable to control the diploma
students. Many chose to ignore the extremely challenging
situations students put them under. Some felt unqualified to
be teaching in this course. They had no knowledge of its
objectives or what they were training the students for.
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All these covtributed towards making staff ineffectual therefore
makirg the task of meeting students' expectations much more
difficule. -

Anderson (1988) believes that affirmation is +the only
appropriate solution to addressing problems of lonelinsss and
alienation. He believes that a peer support systém can be
+ helpful in alleviatinrg loneliness and alienation particularly
if the peer counsellor or tutor is from the sams race group as
the students. Students should have pesr support groups where
they would feel accepted. Staff meetings should focus more on
developing positive well-being of those members teaching in the
diploma course. The Department should ensure that the
university recognizes and gives asupport to those staff members
who are prepared to develop innovative teaching methodologies
for this levsl of training.

9!3l RACE

The discomfort associated with the inclusion of race-related
content in the discussions led the researcher to discontinue the
line of questioning if she suspected that the interviewee was
getting uncomfortable. This occurred most often with staff
members.

The students seemed comfortable discussing this subject,
probably because m&ny believyd they were aggrieved. It is
acknowledged that staff members difficulty in bardiing this
discussion with a collsague, notwithstanding the fact that she
is also black, might have been more pronounced with the
students, leading to the ralationship difficulties reported on.

Tatum (1992) reports that she has experienced at least three
major sources of student resistance to talking and learaning
about race and raciem in predominantly white university
classrooms.
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Firstly, race is considarad a taboo topic for discussion,
eap&cinlly in rncially mixed sattings. BSecondly, many students,
reguydlase cf race, have been socialized to think of the United
States as.a just soclety. These two issues are trus for the
situation in this Despartment as well. Staff msmhers believe
thers is no racism in this Department gince there is free mixing
of the all races. Pinally, many students, pearticular white
gtudents, initialiy deny any psrschal prejudice, recognieing the
impact of racism on other peoples' lives, but failing to
acknowladgs its impact on the: ~ own.

The sJove sources of resistance to discussing race-related
issues are applicable to the present situation. South Africa
has had a long history of ipstitutional racism that has Just
bsen abolished. Psychologically, people have all suffered, and
they would like to forget the hurt this has caused for those who
were at the receiving end of this atracity. It ie therefore
much easier to pretend that racism does not exirt, especisl in.
an epvironmant such as the Department in question.  Staff
mambe"rs would eagily discuss the impact of the racist practises
of the previoua goverment on black people, but £find difficulty
in focusing on the roles they may have played as individuals in
perpetuating that raciam« ; -

Staff members embarrassment in talking about race-related issues
could result from their lack of undsrstanding about the
influence of race in South Africa and personal relationshipe in
multiracial settings. This knowledge 'of the psychological
implications of racism on individuals and soclety would help
staff to understand the students' reactions and their own
responses to these challenges. If both staff and students were
empowered with this knowlecdge they would then be able to
understand the impact of race ir causing difficulties they faced
in this course., This leck of knowledge is a Ffandamental
disadvantage for the participants of this research.
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Unfortunately the literature ip scant in this regard. The only
recommendation the researcher can give to staff members in this
situation is to ackuowledge that students do come with prior
experiences that differ from those the staff members may havs
bean exposed to. Staff members were feeling inadecquate in
training the diploma students hecaunse they believed their lack
of experience of the areas whers the students will work once
gualified was a major handicap. This should not be so. This
relativist concentration on studente experience involves. a
consequent reduction in knowledge and contribute to the
students' deprivation. Rather, staff have to concentrate on
training studenta to c¢ope with most situations and give them
skills for fipding information if lacking in particular aspects.

Staff must accept the assumption that change is possible Ffor
them and their students. Understanding ard coping with
prejudice and racism ie a life long procass (Tatum, 1992) that
can be overcome when thay openly talk abdut it, They are the
victims of the situation in as much as the studenta are, because
of ths inherent prejudice and raciem that they have lived ith
for so meny years in this country. Staff members must not feel
responsible for what has happened, but should bs responsible
enough to make sure that this oppression does not continue.

They have the responsibility to seek out more appropriate
information akont working with racisw and impart this knowledge
to the students to ensurs that their behaviours are adiusted
accordingly. -

S.4. ESTABLISHING THE CREDIBILITY OF THIS ANALYSIS

Agar (1986) =suggested that terms such as reliability cnd
validity are relative to the quantitative methodelogiss and do
not £it the details of gualitative research. e suggest that
reliabiiity and walidity sghould be replaced by terms such as
cradibility, accuracy of representation and authority of the
writer.
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‘Validity refers to the quality of the conclusions reached and

the procsss. 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 resesarcher took in improving the credibility of the
analyses. One of the procedures that is often followed in these
studies to confirm the validity of the interpretations, is to
give the report to selected members of the partivipants for
comment, Due to time constrains this report was given to two
studente and two' staff members to comment on whether the
Analyses reprasen£ their experiences of the “iploma course. The
stndents fslt the report was a fair reflection of how they
expsrienced the course. One student said some of the comments
wera “a bit harsh on the staff® but she agresd they nsedad to
be mentioned. Staff members were shocked by the students'
paychological 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 membsr was slightly defensive,
She felt thers was an unfortunate historical tendency to focus
only on what is wrong with the diploma ~ge. She felt what
was slso needed was mors rasearch on hos, + other graduates of
the course were succeading in their practises of the profession.

9.5, IMPLICATIONS OF THESE RESULTS

The preaceding information despite being gained from preliminary
interviews and despite being analyzed in a rather gemeral way
indicates quits clearly that if the diploma course is to
continue succesafully certain changes are essential. It is also
clear from the results of this study that both stedents and
ptaff members who participated in thig research were not
satisfied with the way the course was belng run.
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The gtudents were divided betwmen those who felt the course
should be closed forthwith, aad thoge'who felt it should held
in abeyance to allow the Depsrtment time to attend to the
problems identifisd with the present course. The students
experisnces of the course were on the whole véry negative, The
course did not meet their expectations. Whils atudents may have
had unrealistic expectations about the course and about its
objectives, and not lgnoring the fact that their attitudes and
expectations may have to change (for example many students who
enrol in the courss, do so in order to re-apply for the degres
course in the future, that ie, their motives are contradictory
to the objactives of this courss) these implications have
significanse for the continuation of this course.

It was evident from interviewing these 13 students that their )

experiences of the diploma course cannot be separated fromi;-

1) their desire for better tertiary education and meaningful
qualifications, " :
2) the nature of the course itself, and
3) the hierarchical position of the courss within the
. univergity 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 sioment the diploma
course is seen as a plof to pravent black studenks from enroling
in the degree course. The success of this course iz further
dependent upc ™ creation of suitable employment opportunities for
the graduates as well us addressing the problem of inadeguate
training of the lecturers and tutors in this course.
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Staff members solutions for the problems they expurianced in;
their teaching focused mainly on the:

1) srructura of the caurse, giving & clearer detiuition of the
_ objectives, :

2) students selection, defining auitabla students for the
course, - :

3) trainigg of lecturers on apecific skills nsedad for
teaching in this course, and

4) omployment of suitable diploma graduates to taach in the
course.

i

These Buggantions addresz just one of the m;ny criticisms the
students had againat the course, that is, the need for a clear
‘definition of the roles and functions of the diploma graduates
and appropriate tralning, Staff members' failed to mention the
most important requirement the students identified with this
course. ﬁhe students felt a need for acceptance, recognition
and respect. This ie a serious omission since all the staff
membare were aware of the students' dissatisfaction with this
course. '

Freire and Shor (1987) attest that'if teachers are to produce
a: acceptable product at the end of their teaching then they
mnst be concerned about the process. Anderson (1989) believe
that the problem teachers face in addrasainé studants'
motivation and commitment to their studies iz an extremely
difficult ons. He argues that whereas motivation generates the
ensrgy 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 students feel
accepted and cherished.
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Newman (1981), in enumerating the ways in which students
alienatioﬁ can be reduced, smphasizes the fact that school work
that is *incongruent® with the students' chltural commitment can
assault self-esteen, He advacateﬁf_ the recreation of
commonalfty within the school to engage the students in &
_learning process that stimulates social integration. He
 believes that whatever is meaningful to a person is
motivational, and when something is personally meaningful, it
ig also something to which a person is willing to make a
commitment. Therefore academic and social integration of the
diploma students Iin 1ife of the Department is one of the
important consideratione staff has to look into if the diploma
course is to succeed.

_Stazﬁf experiences of the diploma studenits were also generally
very negative. Staff expectations and reasons for participating
in this course were coﬁtradictnry to those of the studenta., It
would appear that this incompatibility csused some of the
problems experienced in this course. In addition, there ware
digagreements bstween staff regarding the ol:i'jecti‘res of this
course and the job description £or ths diploma graduates. These
discrepancies should be looked at and clarified.

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

The following stavements from staff members give the most
comprehensive comment about the perception of the training
studente received and the way forward for this course:

“Tt was a waste of time. I don't think I gave a good courss.
I don't think it was directed at the right goal and I think
perhaps that's why they were so frustrated®.
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o think it needn to cantinue, the conient needs to be axminad
and drastically changed. I think the people teaching need a

lot of education where issués are discussed. First, possibly:

staff should go out and see the settings in which the studente
will be working. Secondly, they muasl discuss. .the content of
the course. My particular biag is that the conf:emt must be
less academic, muchk more practical training with the main
emphasis on training therapists in therapy principles is
réquired”. (

Staff members belisve the course mhculd éontiﬁue but the content
of the course and the studentg relection criteria shonlé¢ be

changed. The students were of the opinion that the course

ghould be closed. : : 4
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Appendix A

DISTRIBUTION OF THE DIPLOMA STUDENTS

WHO BZNTERED THE COURSE (1984 ~ 1993)
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DIPLCMA IN COMMUNITY SPEECH AND HEARING THERAPY
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Appendix B
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Appendix C
Students interview schedule

EXPECTATIONT ABOUT THE COURSE.

-'.i
What influenced you to join this course? ‘

What expectations did you have about the course before
ragistration?

Did these axpectationa change,when did you notines the
changs?

What are you immediate career plans with this qualification?
What are your long term plane say flve years from now?

SPECIFIC IBBUES ABOUT THE PROFESSION.
Fole definition . : ’

What is the main function of the courss/course objectives?
What type of people are required to fulfil this role/ars the
students suitable for the course? (age,expsrience,race)
Which courses do you think specifically prepared you for
this role?

How do you #ee this role in relation to that of the degree
spaech and hearing therapist?

EVATIATING THE COURSE STRUCTURE. _
1s each part ol the curriculum given sufficient time?
Is the level of detall taught appropriata?
Are teaching methods sppropriate for the learning
objectives?
Which teachars were most affsctive in'praparing you for your

role,what made Them good?

D.

E.

ARE THE PRESENT STUDENTS SUITABLE FOR THE CQURSE?

WOULD YOU RECOMMEND THIS COURSE TO SOMEONE YOU KNOW?
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STAFF IRTERVIEW SCHEDULE

1.
2.

GENERAL ISSUES ABOUT THE COURSE.

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

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

~What iearning difficulties did the students experience?

How did.you address thege difficulties?

Did these expectations change and at what pbint did you
notice the change?

How did you address these difficulties?

Iz there anything the department could have done to
facilitate your teaching?

Were these scudents sultable for this course?
(age, experience,previous qualification)

ROLE DEFINITION.

What were the aims and objectives of yorr course?

What do you see as the main function of CSHWs?

~health educators

-direct treatment

What is their role vis- a -wvig the role of the degree
speech and hearing therapist?

-complementary

=gupplementary
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g How do you see this relationship,should they work

in consultation with a speech and hearing theraspist or

¢hould their services be supervised by a therapist?

Wkat skills are neaded to fulfil thie role i

{cmmmunication,caunselling,intarperaonal,managemgnt)

Should we teach them clinical skills or community work
skills only or a combination?

what ghould the proportion be batween conmunity work and

clinical skills? .

How do you feel abaﬁt specialigation?

I8 THERE A NEED FOR THE DIPLOMA COURSR/SHOULD THE cmsa ;
commfm :

S H
©A

o
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STUDENTS' MATRICUILATION RESULTS

E- - . mm
SUBJECT ' \
{ 1. Emorism GRADE MABKS mmox..)&
| 2. MaTHS
A 12 HG 69 C
' 86 53 B
B L2 g | 45 E
C L2 . HG 36 ¥ 41.50 I
D L2 HG AS E 45,20 H
B L2 HG ‘B2 D 45,66 i
F L2 HG 55 D 48.66
¢ L3 BG 55 D 48.32
B L2 HG 55 D 56.66 |
HG 55 :
- ]
T 12 HG 65 c 44,42
HG 10 H
J L2 HG _ 49 i 44,62
8G 3 B ’
D
B
c
c
D
¢
D
D
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