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Abstract

This thesisUtilising Open Educ@nal Resources in support of curriculum transformation at Africa
Nazarene UniversityA participatory action research approacterives from a multyear project

implemented by OER Africand funded by the Hewlett Foundatiotg, explore the potential oDpen

Educational Resources (OER) in support of pedagogic transformation in African universities. The
project involves four institutions: Africa Nazarene University (ANU) in Kenya, the Open University of
Tanzania (OUT), and the Universities of Pretoriathad-ree State (UP and UFS) in South Africa. This

study centred on ANU only in the period 2013 to 2016, wiilccaison the period 20182016, and was

GAYSR G2 AYT2N)¥Y !'b! Qa ySg aiGNIGSIAO LI IFYyyAy3d LINE

The wider project adopted a participatogction research process in its engagement with the four
core institutions. Within this ovearching project methodology, this study made use of an analytical
autoethnographic approach to capture and analyse data and to make recommendatimns
acknowledgdi KS NX & S| NOK S NI a-pafiapghnt andNah inSitutiorial pidjéctiléad. The O 2
approach was informed primarily by hermeneutics and systems thinking and involved multiple in
country engagements with ANU and the triangulation of informationwaetifrom document review,
observation and iterative focus group discussions and individual interviews. An OER Maturity Index
and Planning Tool was also developed and used to inform planning and reflection and to provide a

barometer of changing attitudes dmactivities regarding engagement with OER.

Initially the engagement focused on developing a supportive policy and capaditing environment

for individuals to integrate OER into specific Open, Distanceedmarning(ODelL)ourses and to

publish revéed course materials under an open licence. However, as the initiative progressed, it
0SOIFIYS FLIINBYy(ld GKFEG GKSNB 46l a ySSR dodsidNBgdA & A
increased competition, new regulatory requirements and a growing dehieom students for more

flexible forms of provision. In faghe key finding of this study is the suggestion that engagement with

OER is unlikely to move from being an individual to an institutional foclesssuch engagement is

aligned with the overalision, mission and business model of the university.

Key words: Open Educational Resources (OER); curriculum transformation; participatory action
research; autoethnography; open, distance amtbarning (ODel); hermeneutics; systems theory;

open licence OER Maturity Index; business model
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Chapter 1: Overview of study

A child already possesses in its soul the faculty of speech evaghtits external organs are

as yet incapable of giving it proper expression. The infant must be given the names of all things

AY KAia SY@ANRYYSyi(> y2i0 2dzad WIiNBSQX odzi w21
absorbent mind will learn these thjs naturally. The same can be said for all the various
aspects of his mental life. In a child there is a creative instinct, an active potency for building

up a psychological world at the expense of his environment. Thesaearstive periods

special sesibilities that a creature acquires in its infantile state. We, in our schools, discovered

that they are also to be found in children and can be used in teaching. We must have infinite
GNHza G Ay GKS OKAf RQa (Moriedzhi]ab detig Mo &&l, 2002, G S| OK
p.196)

1.1 Background and context

If, as Montessorfas cited irMoll et al 2001, p. 196D f F AYa &G GKS adl NI 2F GKAZ
Ay GKS OKAfRQa ylFidz2NFf LIRoSNR (2 (bdtodrisurekaty a St F ¢ |
GKS OKAfRQa SYZANRYYSYyl A& FA(ESR GAGK AGAYdz I GA
more recent work by Sugata Mitf@007)and his famous holn-the-wall project in which young

children worked out how to use a m®nal computer on their owq and then taught other children

raises questions about what else children, or even adults, could learn largely independently of direct
contact with a teacherif they had open access to appropribtadesignededucational resarcesg

Open Educational Resources (OER).

This is an important consideration given thaghereducation systemgloballyare under pressure to

cope with increasing demand for access to educational opportunities to address the lifelong learning
needs of &izens operating in a global knowledge economlkiile at the same time fiscaubsidies per
capitain higher educatiorare decreasingThe World Bank2010) In response to these competing
pressuresHE$ are increasingly engaged fimding ways to offerlearning opportunities in more
flexible and affordabléorms. They capitaliseyhere possibleon the affordances of Information and
Communication Technologies (IC(lhe World Bank2016) to offer block release, patime,
workplacebased, distance and/asnline learning programmes. What all these different approaches

have in common, is the need for appropriate learning resources on which to base the learning.

Theauthors of theinfluential NMC Horizon reports (JohnsofidamsBecker, Estrada and Freeman,
2015; Johnsoret al, 2016)not surprisinglypredict that OER witherefore assume an increasingly

prominent rolein the provision of educational opportunities.



This study is about how OER can be utilised to support more flexible curriculum provisierAfti¢ch
Nazarene University (ANU) in Kenya. ANU has already experienced and responded to the demand for
more flexible provision by offering a range of study alternativeswever, it has experienced
challenges in ensuring affordable but sustainable promisicross these different modalities, and in
assuring the quality of the underpinning learning resources and their regular revision and
improvement. This challenge provides a rationale for the study as well as related research questions
based on explorig whether and how engagement with OER can assist ANU to achieve its vision and
mission to continue to contribute to opening access to affordable quality education opportunities to

the citizens of Kenya.

This chapter outlines the purpose and naturetlod study by exploring the followingssues (Figure
1.1):

Problem Research

design

and key
guestions

Figurel.l: Overview ofchapter 1

This sectiorbegins with a discussion that was initiated as a paper for the launch conference of the
South African Educational Research Asgmn (Mays 2013) and incorporates ideas from work
LJdzo f AAKSR Y2 NB NB QG Ways 201H), las el asIwark ira grogrésEhese
publicationstogether reflect theO | Y R A édhtidluh@idterest not onlyn promoting the use of OER

as a pragmatic response to@yday teaching and learning challengag also in trying to understand

the ways in which OER can support curriculum transformation more breadlsideringthe much

needed expansion of higher education systems inSabaran Africa.



The promotion of edcational research in suBaharan Africa is alsm important subtheme given
that it is estimated that Africa contributes only 0.03% to world knowledge (Kabh@gd®); that the
research output that is shared originates mostly from just three countpesdominantly South
Africa, and to a considerably lesser exteBgypt and NigeriaMoreover, this research output is
generally not commensurate with the relative levels of economic development (Adams&Kiogk
2012). In addition, Africa has typicaliad the lowest participation rate in higher education in the
world (at 5%in comparison with a global average of 2@84cording to Altbach, Reisly and Rumbley
2009, p.vi). There istherefore, need to grow both the overall sizmdthe knowledge develpment
OF LI OAlGe 2F | T NIysedme Ahiskthdy theBefare el dzdubl pukpdsgt, itought
to inform engagement with OER in support of curriculum transformation in response to changing
student demands and demographics and the need xpa;d the capacity of highesducation
provision and secondit tried to do so in ways that also stimulat®ther research outputs, including

collaborative publication of lessons of experience.

Traditionally, academics have been recogniaed rewardedor publishing irtheir disciplinesrather

than for publishing about how they teach in those disciplines. However, with the growing trend
towards constructivisteaching and learningpproaches and the ability to use technology to improve
student engagementind to foster greater interaction and communication, there is needeo
theorise and rethink the ways in which we tegthurillard 2002, 20062013. This includes thinking

about how we might make use of OER to improve both access and success.

The noton of OERwvas originallycoinedina UNESCO Forum on Open Courseware for Higher Education

in Developing Countriegeld in 2002 and then formalised a subsequent discussion as follows
hLI Sy 9RdzOI GA2Y I w S & 2 dzNJ Sehabldd,Ndpen foSisioh WS R | &
educational resources for consultation, use and adaptation by a community of users for non
O2YYSNDAFf LIHzZN1LIRZEASaPQ ¢KS& NS GeLAOrffe YIR:
Their principle use is by teachers and educational institistiio support course development,
but they can also be used directly by students. Open Educational Resources include learning
objects such as lecture material, references and readings, simulations, experiments and

demonstrations, as well as syllabusesN#BrOdzf I = ' yR (S, 2066 i® IdzA RS
Butcher, 2011, p. 23

In subsequent years, these initial ideas have become part of a global discourse (R2@d1ep. 23).
Indeed, he Paris Declaratiothat arose from a mulknational OER confereachosted byUNESCO
(UNESC012)argues that governments should not only promote engagement with OER but also
require that resources deVeped using public funds ampenly licensed. dlicy in several countries

and even some dad#s already requires thi€gpe Town City Council, 20BER Africe2012).



Butwhatare OER anathy might HE§ engage with them?

1.1.1 What are OER?
Littlejohn and Pegler (2015) observe that the open access publishing movement has adopted the
termsgratisandlibre to differentiate two main kinds obpenness:
Gratisrefers to resources which are available free of charge to users, easily discoverable and
openly accessible;

Librerefers to openness to more extensive reuse, with freedom to build on and change
resources based on permgisns granted by the resource creator in the form of open licences.
(p.47)

Whereas the default position for created works is all rights reserved copyright, resources askared
OER remain the intellectual property of their developetso addlicence condions to allow others
to know how the shared resources may be used. The most widely used open litzexaresmyin the

education sector are the Creative Commonsviv.creativecommons.ofg The Creative Commons

enable copyright holders to add a range of licence conditions to their wofk&rying degrees of
openness, which may include restrictiasisch as ho commercial use or derivatives through to no
restrictions at all, equivalent to works being in thebtia realm. A recent innovation was the addition

of a creative commons zero licence which can be used to ensure that once foipyabbb expires,

the work ends p beingavailable to the public for use and-use rather than defaulting @ a state
rightsreservedcopyright The more open end of the spectrum of licences allows users to make

changes to the original worKhis possibility begins to address a second question.

1.1.2 Why engage with OER?
Butcher(2011)argues:

The transformative educational pential of OER revolves around three linked possibilities:

1. Increased availability of high quality, relevant learning materials can contribute to more
productive students and educators.

2. The principle of allowing adaptation of materials provides onehaeism amongst many
for constructing roles for students as active participants in educational processes, who learn
best by doing and creating, not by passively reading and absorbing.

3. OER has potential to build capacity by providing institutions anda¢giiscaccess, at low

or no cost, to the means of production to develop their competence in producing educational
materials and carrying out the necessary instructional design to integrate such materials into
high quality programmes of learningp. 13)

As noted by thecandidatein his contribution to theSouth AfricanCouncil on Higher Education

Distance EducatioBood Practice Guid€HE2014),andbuilding onBrown and Adle2008), Caswell,


http://www.creativecommons.org/

Henson, Jensen and Wil€3008, CHE2007),| | i f SMdys(2¢1R), Mays(2014b) and Strydom
and Mentz(2010), working with academics on adapting OER for a better fit with the particular needs
of particular programmes for particular audiences often enables a way into meanpedalgoy
discussionsvhich might otherwise prove more difficult when working with academics trained in a

purely disciplinary way

However, in a background paper to a review undertaken by University of Stanford staff for OER Africa,
Papachristou and Samoff (2012) found that:
To date, the major education journals have published very few articles directly concerned with
21LSYy SRdzOF GA2ylf NBaz2dz2NOSad bSIFENIe ff 2F (K
with more limited circulation. Some were s@lfiblished or availableé yf @ | & GKSaSa X
Infrequently visible in the published research were critiques of OER initiatives or

implementations and more generally, a critical perspective on the role and utility of open
educational resourcegp. 2)

In addition, Conole (2012h an online articleobserves that the explosion of access to sources of
information and the multiplicity of ways in which to engage, remix and share it are resulting in new
andmore openways of workingyenerally She argues:
Firstly, adopting more opebJNI OG A OSa ¢Aff YSIy o0SAy3a wW2LISyQ
Secondly, it supports and enables dialogue around learning and teaching ideas and designs.
Thirdly, one of the key aspects of social and participatory media is their ability to harness the
power of collective aggregation, which has the potential to provide cumulative benefit for
both learners and teachers. Fourthly, there are evident benefits of sharing good practice and
peer critiquing, which supports good digital scholarship (Weller 2@fthly, adopting open

practices will encourage serendipity, lateral thinking and new perspectives, hence fostering
creativity. (p. 6)

Publishing teaching materials as Otflds opensthese materials to public scrutiny in the same way

that we have become austomed towhen seeking to validate research outputsteaching and

research are potentially coming closer togethas Laurillard(2002, 200% suggests. But what
constitutesdt NBa S| NOKé¢ YR ¢6KSNB NB GKS o02dzyRtubkd Sa o6Si
students and research, for example? The Frascati Manual (BG2) distinguishes between three

forms of research and development activitiedasic research, applied research and experimental
development. From the definitions supplied in the mahiteseems clear that research and research

informed teaching can be seen as different but related: development of a good course, and in distance

and blended educatigrnthe materials to support it, requires high level use of a number of typical
research ompetences (framing questions, surveying and evaluating literatame,designing and

trialling different approaches) and results in a product that is often more toresuming and



cognitively challenging for academic staff than a typical journal articlsnoaliscale empirical
experimental investigatiorhut which probably receives less recognitionK A & (I 1 Sa dza o O]
OMppny NBO2YAARSNIGAZ2Y 2F (GKS LINA2NRGASaE 2F (KS
to broaden our understasing of scholarship to encompass not only discovery, but also integration,
application and teaching. A researbhsed approach to teaching, supported by a move towards

openly licensedesourcebased forms of learning, could potentially help us to achieveenwith less.

As Downes (2007) notes, however, sustainable models for working with OER require that we think
differently not only about resources themselves but agdmut how we work together to support

learning, teaching and research. This then movemtssthe realm of @en Educational Practices

(OEP) which calls for a willingness to share intellectual property.

1.1.3 Research potential of OER
As observed by Mays (204)3there is considerable need and scope for research related to OER so

that we canunderstand the phenomenon betteTwopossibilities are summarised below.

Building OER knowledge globally
Contact North (2012) has called for a little circumspection about the claims made about the potential
of OER.

However, Kernohan (2012) reflects on #e years of The Higher Education Academy /JISC

engagement with the OER movement and concludes that at least in the context of the UK:

We nowknow that OER release is sustainable in a variety of contexts and settings; we now
knowthat end user OER engagentas aided by working with user communities during the
design and release process; we are investigating ways in which OER practice can support
institutional strategic goalswe have some evidence but are gathering mokenumber of
hightlevel studies hae been commissioned which focus on, or consider issues around, Open
Educational Resources (OERRB)esentation Slide)4

Increasingly these initiatives are being aggregated in a shared online repasiteYDER Knowledge
Cloud https://oerknowledgecloud.oryL & aSSY&a AYLENIFYy(d GKFG ! FNROFQ

discussion and thidoctoral studyhopefully contribuesto this.

Ensuring an African contribution

The South African Institute for Distan&elucation (Saide) has promoted the use of open learning
principles and distance education methods to support quality provision of education and training to
more people since its inception in 199%ith financial support from the Hewlett Foundation, Saide
initiated OER Africa in 2008, working from a base in Nairobi, to support higher education institutions

across Africa in the use of OER to support teaching and learning.


https://oerknowledgecloud.org/

To facilitate broaduptakel Yy R dza S 2F (KS O2y OSLIi 2Fha@gw! AMA OF 02
approach involvegestablishing, encouraging, and promoting Aficammunities of practice for OER

that support the entire process of educational design and implementat@@ER Africa, 2017a

paragraph 1

how ! FNAROIF Qa ! TohIOBR Network® EROALiSa\20 Dy Ridz@dy works very closely
with the Teacher Education in S&aharan Africa (TESSA) project (TESSA), 281well as with the
Distance Education and Teacher Trainmgfrica @sociation (DETADETA, 2017

One of the reasons for choosing to work with Africa Nazarene University (ANUis initiative wa
its commitment at the outset to networking and sharing learning experiences openly with other

institutions, creating the possibility for a more systemic impact

1.1.4 What kinds of research might we contribute?

This brings us back to the central concern of the study: can OER make a difference to teaching and

learning and under what circumstances?
Clearly there are different levels at which we might engage to caiedtanalyse datd=or example:

Information analytics

Data on who accesses published OER, and what they access, can be collected and collated
automatically. This provides insight intdhat resources are being accessed and from where. Analysis

of such dataan help us make more informed choices about what resources to share and sbare

them with different users.This analysis couldiso provide indicators for more intensive follay

investigation, such as case studies.

Case studies
An increasing numbeof institutions have initiated OER projects. One way of learning from these

multiple experiences is to encourage the development and sharing of reflective case studies.

A case study is a specific instance that is frequently designed to illustrate ageoeeal
LINAYOALX S 6bA&d0SEG YR 2FG0GX mdpynY THOaE AG A&
1980). The single instance is of a bounded system, for example a child, a clique, a class, a
school, a community. It provides a uniqgue example of pesple in real situations, enabling

readers to understand ideas more clearly than simply by presenting them with abstract
theories or principles. Indeed a case study can enable readers to understand how ideas and
abstract principles can fit together (ihi72-3). Case studies can penetrate situations in ways

that are not always susceptible to numerical analysis. (Cohen, Maidhorrison, 2000,

p.181).



There are already a few examples of case studies of African experiences of working wiii€ER
provide some insight into challenges, solutions and processes for successful integration of OER in
diverse context¢e.g.,Komba& Mays, 2014; Mawoyo, 201Rjoore, Preston, & Butche 2010;0mollo
2011a,2011b; Omwansa2015 Ooko& Mays 2015. As we develomore such case studies it should

be possible to begin to conduct mestudies across them to identify recurring and croating issues

leading to more generalizable guidelines and conclusions.

There is also a clear synergy between OER and distancetietiuggovision, given that the provision

of quality resources for independent learning is one of the two key legs, along with decentralised
learner support, for succefs distance education practicén example of a recent case study that
makes this linkvithin an African context is provided by Barl@ambodla and Ferreira (2012). The

case study illustrateseveral quality criteria proposed by the National Association for Distance

Education and Open Learning in South Africa ye&w.nadeosa.org.2aand published in book form
as Welch and Reed (2008)demonstrateghe benefits and challenges of offering a rural, community
based, open and distance learning programme targeted at improving household food seEheity.
programme explored in the case study incorporated OER and has been publisheR &sr ©Others to

adapt and use

Processhased research related to the OER life cycle

In undertaking new research, it is standard practice to survey the literature tatagtevhat has
already been donéo work out how a unique contribution might be made. A similar process is well
established in the field of distance provision where it may be possible teekistingresources that
could be adopted or aapted, instead ofcreating all the learning resourcab initioat great expense
(COIL-2005 Mays, 2014bRandell 2006). Glennie, Harley and Butcher (20£2287) point to the

extensivditerature on resourceébased learningwhich can be drawn upon in this regard.

The adent of OER makes the possibility of remixing and adapting resources for teaching antlearni

much easierand this process, whickF & 02YS (2 0SS (y2¢y [2608)%arkKS how
be illustrated diagrammaticallgsee Figurel.2). The processs that institutions go through in their
engagement with OER could lend themselves to and benefit from resemitbin the broad

framework of decisiororiented evaluation, for example. This kind of evaluation research may be
undertaken at any point in a elnge process: needs assessment, programme planning and input
evaluation, implementation evaluation, process evaluation, outcome or product evaluation (McMillan

& Schumacher2006 pp. 444-446).


http://www.nadeosa.org.za/
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Figurel.2: OER lifecyck
(SourceWelch 2012 p. 1(reproduced with permissioin)

The formal conceptualisation of and engagement with OER is relatively recent but the growth in
participation over the past ten years indicates that OER is a not a passing phenomenon and therefore

is worthy of research attention.

1.1.5 Transboundary evaluation research

Work in OERfrequently crosses multiple boundariesuchas student/staff, academictaff/support
staff, teachingechnology, disciplinary  knowledgépedagogical knowledge, and
institutional/ national. This presentshallengedor the design of meaningful research projects and

points to the need for robust frameworks and iterative processes (Ha21).

1.1.6 A question of scale and time

More than a decadafter the coining of thedrm OER, hundreds of institutions have shared thousands
of resources. We are beginning to see the emergence of structured educational opportunities
premised on the use of OER to provide curriculum resources, complemented by a variety of optional
support ard assessment possibilities to suit various kinds of both informal and formal lifelong learning

for example:

African Virtual UniversitgAVUY; http://www.avu.org/

Coursera; https://www.coursera.org/

MOOCS http://mooc.ca/

OER Universitashttp://wikieducator.org/OER _university/Home
Peer to Peer Universityhttps://p2pu.org/en/

= =4 —a —a -



http://www.avu.org/
https://www.coursera.org/
http://mooc.ca/
http://wikieducator.org/OER_university/Home
https://p2pu.org/en/

The potential now exists to move beyond small scale case studies and projects involving just one or
two initiatives for short periodso engage with large scale studies over extended periods. This study
to explore the impact ofmainstreaming OER use at ANU represented one such opportunity
contributing to a larger project involving three other institutionthe Universities of Pretoria and the

Free State in South Africa, and the Open University of TanZzamias also appropate to undertake

the researchhow, because ANU had been introduced to the concept of OER and was needing to think

through how it might utilise OER as part of a much broader strategic planning process.

1.1.7 OER and curriculum

Thecandidateproceeds from a understanding that curriculum development is concerned with asking
and seeking answers to a wide range of questions related to why, what, how, when, where and whom
to engage with in the teaching and learning process (Mag84, 2008, 204b, 201&, 201&), an
approach that is also reflected in a recent CHE publication for windotandidatewas the leachuthor
(CHE2014).

In principle, OER should be ablectntribute to the processof making curricula more responsivgy
increasing both access and djtya in an affordable way andpeningthe possibility of exposing
students to a wider range of voices than they might otherwise have engagedWiitkther OER can
be used to support curriculum transformation in this way, and what is needed to make it ingpgee
therefore become important questions to explotdowever, it is important also to acknowledge that
curriculum development and practice happansontextsthat may or may not be conducive such

innovation.

Kenya higher education context
As notedby Ookoand Mays (203), NyaigottiChacha (2004) traces the advent of higher education
provision in Kenya back to 1922:

Higher education in Kenya can be traced back to 1922 when the then Makerere College in
Uganda was established as a small technical gelighich was then expanded to meet the
needs of the three East African countries,Kenya, Uganda and Tanganyika and Zanzibar, as
well as Zambia and Malawi. In the 1940s and early 50s it is only this college that was providing
university education in & Africa. This lasted until 1956 when the Royal Technical College
was established in Nairobi. In 1963, the Royal Technical College became the University
College, Nairobi, following the establishment of the University of East Africa with three
constituentcolleges in Nairobi, Dar es Salaam and Kampala (Makerere). The University of East
Africa offered programmes and degreestbé University of London till 1966. In 1970, the
University of East Africa was dissolved to create three autonomous universitiegolbiNDar

es Salaam and Makerere. THaiversity of Nairobi was thus established as the first university

in Kenya(Ooko & Mays, 2@, p. 4)
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Through a process of establishing additional public universities, supporting double intakes and
allowing the esablishment of middle level colleges and new private universities, the scale of higher
education provision in Kenya began to grow rapidly. By 2003, Ngoowdreport as follows:

Kenya has 6 public and 13 private universities with an enrollment of abg006Gtudents.

Roughly 80% are enrolled in public universities, while 20% of the total university student
population attends private universities.

More than 60,000 students enroll in middievel colleges. The middlevel colleges cater to

a variety of pgt-secondary career courses leading to certificate, diploma, and higher diploma
awards. By 1990, Kenya had about 160 mide\e! colleges; by 2000 it is estimated that the
country had more than 250 of thenfOoko & Mays, 2015, pp-3)

Ten years laterthe UniversitiesAct2012was promulgated to help improve the quality of university
provision andK S O2 dzy i NBE Q& KA 3 KSQeICErivni=ioh ok UhiyersiNFEdudation G 2 NJ
(CUE ¢ then published guidelines to enforce the new AQUE 2014a) The ial Universities
Regulationsvere gazetted on 12 June 2014 and are currently in force ,(2018b). It is important to

note that while the regulations and standards keamention of distance learningo mention is made

of OER anthe guidelines providedf practice are based primarily on the assumption of conventional
campusbased provisionAccording tothe International Consultants for Education and F#GEF

monitor (ICER2013) further expansion of the Kenyan higher education system is set toreant

These measurem Kenyahave been taken to increase participation in higher education bgQm0

students a year to improve on the low 3% participation rate among 134tgearolds prevailing

towards the end of the first decade of the 2tentury (Qieno and Ngolovgi2009) However, with

many countries recognizing that to participate effectively in a global knowledge economy participation

NI 6Sa ySSR G2 NRARAS aAA3AYATFAODWHET2083T 0 { 2 ¢z8K L2 NER O @
(UniversityWorld News 201, it is not surprising that Kenya, like many other countries, has begun to

explore the possibilities of open and distance learning, as attesterbgent Government Gazette

notification (Ministry of EducatignScience and Technolog®2014) regarding the possibility of

establishing an Open University in Kenya

There are already largecale open universities in Nigeria, South Africa, Tanzania and Zimpbainve
the governments of Ghana and Mozambique alszently committed to establishing am
universities. Open universities offer more flexible routes into and through higher education using

distance ande-learning methods to free students from the necessity to attend campased

1¢KSNBE A& YdzOK RSO GS | o2dzi { KISS IKNyhIKgBF Delbdirghif termy R O LIA
(e-books, etutorials, etc.). In this thesis, the Oxford Dictionary convention of hyphenating these terms is utilised,
oL aSR 2y GKS dzyRSNEGIYRAY3I GKIG GKS WwSQ 6F O2ydN! O6A
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sessions for extended periods as with traditional contact {@on. An increasing number of these
institutions also integrate OER into their learning resouiaed share their own learning resources
under open licencegxamples of this include théfrican Virtual University, National Open University
of Nigerisaand University of South Africdlowever,Open Distance an@-Learning (ODelprovision in
Kenya continues to face some challenges that have prevented provision from moving tedatge
(Nyerere, Gravenji& Mse, 2012)ANU, through its memorandum of undeasiding with OER Africa

therefore,was interested in the potential of OER to suppamtd exemplifyits own provision.

The role of Africa Nazarene University
As reported in Oak and Mayg2015):

Africa Nazarene University (ANU) is a Private Christian Witivend an Institution of the
International Board of Education of the church of the NazaréiJ was established in 1994
and grantedts University charter in 2002. b | i campuss situated24km from Nairohi

in Ongata Rongai. It has Regional Cenaikso in Nairobi, Meru, Kisii, Machakos and Eldoret.
ANU offers flexible modes of study including campased, schodbased, evening programs
and distance learninp. 6

VA i) &

Figurel.3: Administrative building of ANU

Wctronicft SI Ny Ay 3Q0 FyR &aK2dz R (Kdza 0SS Ke@LKSylIiGSR® ¢KS
primary.
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Africa Nazarene University was established in accordance with the provisions of irrevocable Public
Charitable Trust. The instrument through which the Trust accomplishes its tasks is the Constitution of
Africa Nazarene University. The Constitution outlines establishment of the university whose
purpose is:

to provide postsecondary education by offering university courses leading to award of

certificates, diplomas and degrees;

to provide education for Christian ministers and laymen who are called toti@hrservice;

to offer courses of study which satisfy the requirements for licensing and ordination in the
Church of the Nazarene;

to provide graduate Programmes for those who will profit from such studies;

to provide training in skills which will enablech trainees to provide a living for themselves
and contribute to the public good; and

to instil the moral values and ethical priorities of a Christian perspe¢thdU, 2012, p. 2)

The University is guided by and conducts all its affairs in accordaticéher Christian doctrinal basis

of the Church of the Nazarene as set forth in its official marfued. vision of ANU is to be:

A light to the people of Africa through higher education grounded inttessleyang Holiness
Tradition;the University of choie for Christians desiring academic excellence; a community
which will produce individuals of character and integrity of heart, and a place where lives will
be transformed for service and leadership to make a difference in Africa and the {ddd,
2017,webpage)

The mission of ANU is to:

Provide a holistic education that develops individuals academically, spiritually, culturally, and
physically, and to equip them with excellent skills, competencies and Christian values, which
will enable them to go intahe world well prepared to meet the challenges of their time.
(ANU, 2017, webpage)

The mandate foHES formed by the Church of the Nazaren

is to inculcate the value and dignity of human life, and provide an environment in which
people can be redeemednd enriched intellectually, spiritually, socially and physically, that
is, made holy, useful to the master and prepared to do any good @&rkimothy 2:21)

' TNRAOF blTFNBYS | yAQ$hNdok Ghrishan print{ples, dvfdich hiKid A &
harmony with the doctrine of the Church of the Nazareiberefore, the operations of Africa
Nazarene University are guided by tenets, which accept that:

91 a Christian Philosophy of education rests uparuaderstanding of holy living;

9 education is one of the pérs of Christian life that is essential for discipleship;
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1 education is the process of enabling a student to be transformed into an integrated,
intelligent individual that Christ wants him/her to be;

1 The integration of faith and learning nurtures studetsvard intellectual maturity
and moral integrity while at the same time instilling the desire to becomedifig
learners.(ANU, 2012, p. 3)

The aims, directional objectives and functions of the University as contained in the Trust Deed and the

Charter ae as follows

Aims

a)

Teaching, challenging and inspiring students to seize the opportunities while in the
University in preparation for effective Christian living.

b) Inculcating students with the value and dignity of human life and the need for providing
an environment in which people can be redeemed and enriched spiritually, intellectually
and physically.

Objectives

a) To develop students for effective Christian living.

b) To develop a community of scholars.

c) To develop students for leadership service.

d) To develop irstudents an appreciation of African Culture and Heritage.

e) To equip students with the necessary knowledge and skills required in addressing the
contemporary issues of both the Christian faith and sound government.

f) To instil in the students those values thaill help them stand up against discrimination
on the basis of race, denomination, gender, or irrelevant handicaps.

Functions

a) To provide resources for university education, training and research and for the
establishment of faculties, departments, instiés and other institutional arrangements
as the University Council may determine.

b) To participate in the discovery, transmission and preservation of knowledge, thereby
stimulating and encouraging the continued ethical, intellectual and cultural development
in Africa.

c) To conduct examinations for and award degrees, diplomas, certificates, and other awards
of the University

d) Training and producing teachers for various educational institutions and by life examples
uplifting the general quality of life of studenand those whom they will serve.

e) To create and maintain an environment conducive to mental, spiritual, physical and social
development.

f) To determine who may teach, who may be taught, what may be taught and how it may
be taught.

g) To carry out any other futions as may be permitted and approved by the council.
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h) The mandate, vision, mission, core values, aims, objectives and functions of the University
help to cast the direction for the future of Africa Nazarene Univer§iXU, 2012, pp-3
4)

Within this bioad framework, the university seeks to offer educational opportunities that are of high
guality, accessible and affordablaut also sustainabléefore the start of this studyANUhad already

noted an increasing demand for more flexible provision, ititom working adults, and haokegun

to explore these possibilities through evening classes, sdtasdd learning (for teachers who attend
concentrated campubased contact sessions during school holidays), and through distance learning.
In seeking to fan appropriately for growth in this area, the universigtered aMemorandum of
Understanding with OER Africa to help explore how OER might support the expansion of quality ODeL

provision

The Institute oDistance LearninglL) at ANUwhich was theriitial focus of engagement with OER
Africa was established to assist mature and safftivated learners, often those already in the
workplace, to further their studies without the constraints of attending cambpased lectures on a

full-time basis.

The Diector of the IDLat the start of this study, providednaoral synopsis of key stages in the

introduction of distance provision and the formation of the IDL as follows:

1 2009 development of a proposal for distance provision and the formation of IDL

M 2010 intiative launchedab initio

1 Development of planning forms/course outlines for courses for which there was demand for
distance provision

1 Development of learner and facilitator (lecturer) guides

91 Development of draft learning manuals (as part of an iterativecess; and trialled with
contact students)

1 Ongoing research into ODeL practice that feeds into staff development workshops, typically
lasting 3 days and for which CPD patrticipation certificates are awarded (increasingly attended
by staff from other univesities)

1 Development of collaborative links with other ODeL practitioners sucHrasACouncil for
DistanceEducation (ACDE)

1 Development of a moodle platforgeNAZg which was not fully operational initially due to
insufficiently reliable connectivityral power.

1 Of the approximately 4000 students enrolled at ANUate 2013, approximately 500 were

studying through distance provision using a combination of printed materials, email and
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contact provision (typically 1 day revision, 3 days examinations, yl registration/re
registration/system orientation and 1 day orientation to work of next trimester). These
contact classes happened on campus in the Helstrom Building and typically involved 15 to 30
distance students working with a facilitatgMays, 2013p. 13)

In addition:

ANUhadadopted the use of CAMS (an academic management system) and Moodle (a learning
managemensystem configured for ANU 8NAZAPto enable distance learners to register and
contact lecturers for tutorials, discussions and comiplet of continuous assessment

processes onlindOoko and Mays, 2015, p) 7

Distance learnersould enrol at the beginning of any month of the year and pay their tuition fees

monthly. However, they begae active learnersnlyin the trimester following thé registration.

INSTITUTE OF OPEN
AND DISTANCE
LEARNING

> 5 SR

® -

AFRICA NAZARENE

Wht g eve Biamlcres the workd

Figurel.4: ANU IODL facilities, September 2014

At the start of the engagement in 2013, the IDL comprised a Director, who provided leadership on
distance pedagogy generally and, for the previousé¢hmonths only, an educational technology
specialist. There were plans to expand the IDL facility on the third floor of the Helstrom building to

create workspaces for visiting students and facititat to display IDL artects and achievements and
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to establish a computer lab dedicated to ODeL staff training, which indeed happened during the period
of the initial engagementDuring 2014, the newly renamed Institute of Open and Distance Learning
(IODL) therefore moved from a single shared office into acdgeld working space. The space was
made available by the University, which also supplied the computers for the ICT lab. Othgicests

were covered by a donation from funding raised by a visiting academic (see Figure 1.4).
The following coursesere offered through distance learning mode the time of the study

1. Bachelor of Commerce

2. Bachelor of Business and Information Technology
3. Bachelor of Computer Science

Bachelor of Mass Communication

Bachelor of Christian Ministries

Bachelor of Education

Bachelomf Counselling Psychology

Bachelor of Dryland Natural Resources Management

© © N o g &

Bachelor of Theology

10. Bachelor of Peace and Conflict Resolution Studies
11. MBA

12. Master of Arts in Religion

Coursesvere generally offered through a blend lefarningstrategiesincluding use of:

Selfinstructional material

Email/Online &lAZ/CAMS

Cell phone

1
1
i Faceto-face sessions at centres
1
9 CDRom

The sudent population of ANU grewteadilyfrom 63 in 1994 to ovef000 in 2008 to close to %00
in 2014when this studyformally began More than half ofthe then enrolled students we pursuing
non-traditional learning pathways through evening classes, sehaséd learningand distance
learning. There wer@about 700800 registered distance leany studentsby 2014(although there
were alsoabout 2000 schodbased teacher education students who might reasondiaye been
classified as distance learnesd who subsequently were 1@assified in this wgy ANU hd planned
a 20% annual growth rate over theygar period 2012 to 2017 and incréagly to make use of

resourcebasede-learning to offer a range of modes of provision.
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The National Open University taskforoentionedin Section 11.7above had already visited ANU and
hadindicated interest in further followip dscussions. In additiodNU hadpenly shared its lessons

of experience regarding open and distance learning with other institutions, inguBiaystar
University, which hadexpressed interest in utilizing distance education and open educational

resources.

Despite these achieveants, at the time of this study, ANU was struggling to motivate and support
staff in the development and renewal of the learning resources underpinning the various modes of
provision and lacked the budgetary capacity to support this kind of iterative psotewas therefore
considered that OER might be ablectntribute.

ANU and OER Africa therefsigned a memorandum of understanding (MoU) that cotbed the

two organisations to working together to support ongoing design, development and implementation
of ODeL programmes at ANU; integration as appropriate of OER into both ODelL atwHaee
programmes at ANU; showcasing of emerging best practices at ANU to be shared with the broader
higher education community within and beyond Africa; lobbying theader higher education
community within and beyond Africa regarding the merits of collaboratively creating and sharing
intellectual capital in higher education as a mechanism to improve quality and enhanctetong
costeffectiveness; mobilizing releasé OER in areas of prioritized strategic importance for African
(and global) higher education; and, where appropriate, jointly preparing new project and funding

proposals.

After initial engagements in 2013 and 2014, ANU agiae8eptember 20140 become ame of four
institutions to participate in the OER Africa Participatory Action Research (PAR) initiative which

informed the research question and approach discussed below.

1.2 Research topic
After careful consideration and discussion with both the Uiaigaointed supervisor and colleagues

at ANU the following title was chosen for the study:

Utilising Open Educational Resources in support of curriculum transformation at Africa

Nazarene UniversityA participatory action research approach.

This focus allowetbr exploration of the potential impact of OER on curriculum transformation as well
as the actual impact within the timeframe of the stydyhile also acknowledging that change is a

process that needs to be negotiated.
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1.3 Research problem and questions

The potential of OER to support curriculum and pedagogic transformation seems clear, especially in
the context of expanded ODeL provision, and yet engagement with OER has not been mainstreamed

in most institutions.
The overarching question for this studs forthe wider project of which it wa part,was therefore:

What conditions are necessary for successfully mainstreaming the use of OER in support of
curricular and pedagogic transformation in a mixed mode higher education institution such as

Africa Naarene University?

In trying to formulate possible responses to this central question, it was necessary to explore the

following subquestions:

1. What kinds of pedagogical transformation are envisaged at ANU and within what timeframes
are these changesexp&R (12 0SS AYyGNRRAzZOSRK 1 2¢ R2Sa (KAA
understanding of the transformative educational potential of OER?

2. To what extent carthe use of OER constitute an effective catalyst in driving or supporting
these envisaged pedagogical clgas?

3. In what ways can a focus on pedagogical transformation serve to embed effective OER
practices into mainstream institutional activities and systems, rather than these practices
operating parallel to the mainstream?

4. What opportunities already exist witth ANU that can be used to drive this kind of pedagogical
transformation and how can these opportunities most effectively be harnessed?

5. What policy, procedural, systemic, cultural and logistical challenges and barriers inhibit these
changes within ANU?

6. Wha strategies need to be implemented to overcome these challenges?

7. What levels of institutional political support or championing are needed for changes made to

become institutionalized?

From this range of sufuestions, two keyheoretical frameworks werédentified for review in the

literature:

1. Qurriculum transformation through OER

2. Managingcurriculum transformation through OER.

As noted, the substantive literature on OER use @pteke is still quitdimited, although growing. It

was hged that the propoed study wouldnake the following contributions
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1. A deepened understanding of how OER practices can support sustained transformation of
teaching and learning in a mixed mode African university such as ANU.

2. Accumulated understanding of how OER practicespoiity can support transformation of
teaching and learning in a mixed mode African university such as ANU that is widely shared,

is incorporated into advocacy and stimulates further research output.

1.4 Overview of research design and methodology

Thecardidate was employed by Saidgnitially as a fullime employee working on OER Africa as one

of severalprojects and subsequently on a contract basis having taken up employment ortienéull

basis with the University of Pretoridjut as noted there wa aformal Memorandum of Understanding

6az2! v o0SGeSSy ! TNRAOI bl T I NBaidtativey TheBdWUknklidéte | y R { |
promotion of research outputs emanating from the work done together. Permission was sought and
gained from ANU to undertakidne research on the understanding that drafts of chapters would be

shared for comment during the process and thdtnal copy of the thesis woultk made available to

the ANU library (se@ppendix 1.2

As noted previously, the study waart of alargerprojedi Ay @2t @Ay 3  hrdent withT NRA O Q2
GKNBES 20KSNJ AyadAiddziaAzyasd LG ¢l a LINI 2F !'b! Qa
provide a historical account of the engagement between OER Africa and ANU and in fact the
engagement hada be an evolving journey of development in which shprhedium and longterm

goals wee constantly revdwed and, where necessary, upddt However, in terms of the larger

project, thecandidatewas NOT a neutral observer of events but rather an activparticipant in

shaping the shared goals and the journey towards achieving these gdagrocess reported here

therefore privileges th®© I y R A Rflecti@h@riand interpretation of eventsiowever, a conscious

effort was made to triangulate the datiay reference to actual products and an active attempt to

capture the voice of ANU staff during site visits and online discussioictuding where these voices

differed fromthe O I Y’ R A éplnidnSa@ianterpretation.

As explainedn detail in Chaptey2 and 4 the approach taken was primarily qualitatjadthough a
survey instrument was used adarometer of changing perceptions and there was also an element
of financial analysisThe overall design of the larger project was based on a participatoignact
research approach and therefore determined the nature oféhe y' R A éhbagesnend with ANUA
dominantly qualitative approach seemed most approprjafieen the need to understand the thinking

underpinning differenteducationalapproaches and praces.
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The candidate had funding to visit the institution -3 three times per year and hence had an
opportunity to engage in structured and ppanned individual and focugroup interactionsandto

organise impromptu engagements and document collection isqe

Thecandidatealso had email contact with ANODL staff and had previously employtedis such as
Dropbox and GooglBrive to share documents and Goodd®csto co-author documentsvhen this

became necessary.

Although OER is stilnewfield of enaquiry, there area fewdedicated research chairs around the world
exploring this issue and a growing number of pemiiewed articles exploring different aspects of the
phenomenon. In addition, there is a rich and growing literature on resebased learnmig, open and

distance learning and online learning whighre pertinent to the study.

In addition, the research was based upon a funded project that would have run in any case over the
projected life span of the study and for which permission to undertadmplementarydoctoral

research was sought and granted from the institution concerned as well as from the project leader.

All participants in the study were informed that their engagement would form part of the study

no participant has been identifiedithout their express permission to be so identified, except where
tacit permission is clear from, for example, publication of an open resotthizal clearancevas
obtained from three sourcesAppendix }: ANU Unisaand the Mtional Council for Scieac
Technologyand InnovatiofNACOSTin Kenya.

Traditionally, the candidate has made use of the Harvard style of referencing but in completing the
thesis, the referencing system was changed to that of the American Psychological Association (APA

2010) de to the growing number of ODeL journals that make use of this referencing style.

1.5 Philosophical assumptions of the study

Gohen et al. (2000, pp.3-34) explore the nature of research as inquiry and identify three broad
paradigms within which a researahenight work: normative, interpretive and critical. From their
discussion of the nature of these three approactessinterpretive approach seemeulost consistent

with the intention and goals of the wider project of which this study formed a patrt.

As disassed in the previous section, the ovamchingdesignadopted for the wider project was based

on a participatory action resear@pproach However, documenting this process in ways that would
provide insights into the questions identified aboeadfulfift ! b! Qa RSaANBS F2NJ |
of the ANUOER Africa engagement, suggested a broadly ethnographic approach which is concerned
GAGK aK2g LIS2LX S YIS aSyasS ,2000,pHSANI SGSNERI &
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Theseopicsare explored in more deil in Chapters 2 and 4.

1.6 Trustworthiness and generalisability

Inevitably, n a qualitative and interpretivapproach as outlined above, the questions asked, the data
collected, the way in which that data is interpreted and then recommendations areutated are
influenced directly by the ontological and epistemological assumptions of the reseaithsr.
therefore important to foreground these assumptions wherever possible, to triangulate sources of
data .g.,exploring an issue through observatiamterview and document review) and to ensure that
findings and recommendations are provided to the community of enquiry involved in the participatory
action researchprocess for review and commeri©Okeke &van Wyk, 2015)Allthe O Y RA RI (1 S Q&
engagements wih ANUaccordinglyresulted in a formal report that was tabled for comment and
modified where changes were indicated. In addition, the various chapters that condtiigtéhesis
were shared for review and comment prior to being finalised. It is feltafuge that the study
provides a trustworthy and reliable perspective on the engagement with ,ANtluding the
perspectiva of that community. As noted, this study explored one of four institutional engagements
within the OER Africa PAR project. It shatilerefore be read irconjunction with the publications
resulting from these other engagements to identify crossting issues that might be more

generalizable.

The study builon work that hal already been done and informs work that witintinueto be cone

as part of a larger funded project. It has benefitted tdamdidate but hopefully and more importantly
also the focus institution and the larger project of which #ngagemenformed a part. Theandidate

was keen to work with ANWecause it wastdl at the beginning of its journey into a move away from
campus and lecturebased provisionso there was an opportunity to help shape future practice
Furthermore,because the institution had already committed t@nd in fact practised;ollaboration

with other providersthere wasthe possibility for a wider systemic impact. The research design and

methodology outlined here are explored in more detail in Chagter

1.7 Key concepts

In this study, key concepts are understood as follows:

Open EducationbResources (OER¥e resources of various kinds that have been employed for

educational purposes and shared under an open licence such as the Creative Commons.

Distance Education (DE the provision of educational opportunities in ways that do not neagly
require the educator and the learner to be irthe same space at the same time; it implies a

commitment to the provision of learning resources appropriate for independent learning; to
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decentralised learning and learner support; and to provision envalent learning experience and
a reasonable chance of success across diverse contexts for a distributed and heterogeneous student

body; distance provision can support open learning princjfdasnot all distance provision is open.

Open (and) Distane Learning(ODL)is the provision of distance educational opportunities in ways

that seek to mitigate or remove barriers to access and success such as finances, prior learning, age,
social, work or family commitments, disability, incarceration or othehshoarriers.. SAy 3 G h LISy ¢
indicates a commitment to overcoming any unnecessary barriers to access learning, including but not
limited to support for learners with disabilitieas well as processes for recognition of prior learning

(RPL), and implies furth@ commitment to progressively opening student choice regarding what,

how, where, when and through what modality to learn and be assessed.

e-Learning indicates that the curriculum is communicated and mediated primarily through digital
means;e-learning ca happen in both offine and online learning conditionsnd both on and off

campus

Open, Distance and-Learning QDel)is the provision of open and diste@ learning in forms in which
e-learning( learning via various forms of electronic technolagis a key component or ewethe

primary means of mediating the curriculum

Curriculumrefers to the totality of actions and experiences that help shape what learners learn and
we can distinguish between the curricullels planned, as practised aedperien@d as well as the

null curriculum which relates to all that was consciously excluded

1.8 Chapter outline
Following guidelines provided Bouton (2001, pp. 1224 25)andinfluenced by Trowler (20)5each

chapter in the thesis seeks to build on what hasegbefore to evolve a coherennfoldingargument.

Chapter 1provided the ackground and contexXbr the study and a rationale for the formulation of
the research problemand questions. It then includedn overview of the research design and
methodology that is elaborated in more detail in Chapter 4. The discussion in Chapter 1 also explains

the selection of literature for review in Chapters 2 and 3.

Chapter 2 then explores the philosophical underpinnings ofithele studyand how this influenced

the candR I (i $hébéisingldf curriculum transformation through OERThe chapter identifies
hermeneutics and systems theory as key underpinning constructs and includes a reflective attempt to
ddzNF I OS GKS OFyRARIGSQa 24y | &adgemditwighABU dnd/ R K2 ¢

with the research process.
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Chapter 3 then explores how curriculum transformation of the kind discussed in Chapter 2 might be
managed in an ODeL context. The Chapter draws heavily on systems thinking, identified as a core
construct in Chpter 2. It notes the tensions between policy and practice premised otirhdl contact
provision and the more flexible forms of provision increasingly demanded by stydemtseeks to

identify some of the key issues that need to be addressed.

Chapter 4hen outlines in more detail the methodology pursued, distinguishing between the project
methodology and the study methodology and why these are different but complementary. It explains
the instruments and processassed and defines theesearch communitylt also explains how data
was collected, analysed and used. Finally, the chapter explboggemings and sources of errand

how the impact of these was mitigated.

Chapter 5, consistent with therocess of hermeneutic enquiry discussed in Chapterésemts the
findings of the study in the form @fseries of conversations over time. It reflects on findings before
and during the study and identifies some of the activities already agreed to for the period immediately

following conclusion of the study.

Chapter 6 then provides amierpretation of key learnings in relation to policy, theory and practite
explores gps, anomalies and/or deviatiorand the significance thereof. Chapter 6 concludes the
study with ecommendationsvhich draw on all that hagone before anavhicha SS{1 G2 Ay T2 NY¥Y

strategic planning process from 2017 onwards.

Extensive appendices are also provided which inckiddence of he ethical clearance proceasd
an elaboration of instruments and processes developed during tdysand referred to in the main

body of the discussion.

24



Chapter 2:Theorising curriculum transformation through OER

Teachers often agree that their students do not know the factual information required for
passing through the school system and passitagdardized tests, but they throw up their
hands in desperation, blaming uninterested parents, boring textbooks, overcrowded
classrooms, drugs, sadsteem programs, television, poor preparation, and ineffective
previous teachers, or any other convenid¢atget. However, these teachers continue to use
the same methods of teaching and evaluation that have dominated curriculum development
for over one hundred years ... Is the problem that educators have not perfected the modern
methods? Or is the problem thathe modern methods and strategies are no longer
appropriate in a postmodern era? (Slattery, 2006, pp4938

2.1 Introduction

The questions posed by the postmodern curriculum theorist Patrick Slattery at the start of this chapter
provide a useful dep#ure point for the discussion that follows about the need for and nature of
curriculum transformation in a particular context and are picked up again towards the end of the

chapter.

Within Kenya, the demand to expand access to higher education has int rgears seen the
establishment of universities in every district. However, many of these new institutions emerged from
a college rather than a higher education background and this gave rise to concerns about the quality
of provision and hence tighter reguions about who could offer higher educatiofhese regulations
included minimum requirements for provision and the expectation that all potential university
lecturers should have a doctorate and publications before they could be appointed (CUE, 2014a,
2014b). Tellingly, however, the policy guidelines did not establish any requirements regarding

curriculum and pedagogic preparation for effective teaching.

Because othe proliferation of institutions, ANU found itself operating in a much more competitive
environment in which potential students had a much wider range of options about where and how to

study. To respond to this changed environment, ANU committed considerable resources to the
expansion of access to and use of ICT and greater flexibility in rmbgesvision which subsequently

embraced conventional contact, patitne study, workplacdased provision and ODeL. However, the
institution acknowledged that maintaining the quality of provision was difficult and there was need to
provide staff with ongmg professional development to be able to teach effectively in different

modes, using different technologies and resources. At the learning resourcetherel was concern

LG GKS GAYS 2F GKAA adGdzR& | 02dzi O KErisidgicBst addF G & St

difficulty of access to standard textbooks, dated distance learning materials of variable quality (but no
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budget to improve them) and limited effective use of the eNAZ learning management system by many
staff.

The kind of pressure fonore flexible forms of provision that ANU had experienced, and the increasing
demand for access to higher education opportunities from outside the tradition@dl&ge group, is
consistent with worldwide trends. In 2009, Altbaehal.predicted that:
The student experience in the 21st Century will likely be characterized by more years of
engagement with education over the course of a lifetime, as well as greater options in terms
of what, when, and how to study. In most parts of the world, students malieiasingly need
to finance their studies from personal resources ... Students and their families will require
more detailed and comprehensive information on the relative merits of different study
options as the higher education sector expands and evoivesiany countries and the
incidence of cros8 2 NRSNJ RSt AGSNE 3INRgadP CAYRAYy3IA gl ea
enhance their roles in governance and decision making will be especially important if higher

education is to respond effectively to changingdnt profiles and needs the world over.
(p.107)

More recently, Blumenstyk (2015) provides the following insights into challenges facing higher
education in the US student debt has risen to USD 1,2 trillion; of the 19,855,203 students
participating inpost school education in the Fall of 2013, 9,5 million received Pell grants to support
their studies; this is not surprising given that the cost of books and supplies had risen four times the
rate of inflation since 1990; and in 2012 a quarter of all shislavere taking one or more of their
courses through distance education (and most usually online) despite the highemdraptes

associated with this form of provision.

In addition, Biissow and Wilkinson (2010) suggest that many students are not adalguaepared

for learning in a higher education context and require careful scaffolding and support and deliberate
strategies to ensure students are actively engaged in the learning process in increasingly autonomous
ways. This then suggests that acadenmesd to give special attention thow they teach to find a

suitable balance between structured and emergent learning.

This is the focus of discussion in this chapter.

2.2 Towards a theoretical framework

Our analysis takes as a starting point an importaotion from Hitchcock and Hughes
(1995:21) who suggest that ontological assumptions give rise to epistemological assumptions;
these, in turn, give rise to methodological considerations; and these, in turn, give rise to issues
of instrumentation and data dkection. (Cohenet al, 2000, p. 3).
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The central argument of this chapter, following Mays (2004, 2014b, @0dtd CHE (2014), and
echoing the lead quotation from a research perspective provided above, idabiator expressed
assumptions about the nate and purpose of the curriculum and its underpinning pedagogy,
influence teaching and learning approaches and in turn the ways in which resources are selected and
used. Often our practice is informed by habit and the tendency to teach the way we weghttau
and/or the way we have taught in the past. Unless we consciously examine the assumptions that
underpin the choices we make in practice, we are likely to keep doing the same things in the same
ways. For example, a Geography teacher dreads teachingaheept of map scales because her
learners always struggle with the concept. She then teaches map scales again in the same way as she
has always done; and her learnagainstruggle to master the concepts involved. This becomes a self
fulfilling prophecymap scales are assumed to be difficult to teach and to learn, and experience then

confirms these assumptions.

This chapter proceeds from the belief that if we question our assumptiong€ansequentlychange

our practices, then we mighhay have a more psitive experience (Ko& Blignaut, 2010; Wessels,
2012). Th & O K arduiiheédtNgBtongly influenced by a series of curriculum workshops that were
held in 1996 (Luckett, 1996). These workshops built on the thinking of Jirgen Haberma} &bé29
explorad the ways in which assumptions about the purpose and nature of education were likely to
influence practices in teaching. However, assumptions about education themselves derive from other

assumptions about being, knowing and dqiagd how these cohere imworldview

In a fascinating thesis, Vidal (2012) argues the need to develop a personal comprehensive and
coherent worldview His thesis begins with a reflection on the nature and methods of philosophy,
proceeds into an analysis of different viewpointsdagvidence on the origin of the universe, and
concludes with reflections on possible future cosmic evolutlda.suggests some useful criteria for
assessing the pros and cons of different worldviews and applies these criteria to three dominant
worldviews namelyreligious, scientific and philosophical. Each of these worldviews privileges either
objective knowledge (noting that the nature of what might be considered an objective reality
susceptible to scientific investigation becomes somewhat less certaen wWiings become very big or

very small)or subjective or intersubjectiveknowledge andunderstandingsHis thesisleads to the

following useful heuristic for assessing a worldview:

9 Is your description of the wéd consistent with your values?
9 Do you congrct your values with concrete decision makargl action?

91 Is your model for action efficient?
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1 Do you critically analyse your worldview with objective, subjectand intersubjective
criteria?

1 Do you join issues and review all major positionsdeas relatd to your worldview?

1 Is your worldview consistent with and workingtlvother branches of knowledge?

1 Is your seconabrder philosophising ultimately working for firstder philosophising or

synthesis®Vidal, 2012p. 34)

These questions underpin the tikiimg process in the first part of this chaptarhich represents an
elaboration of theO I Y R A éhpoing réfi@ction (May2004, 2008, 2014b, 2016c

Schulze (2009), for example, notes the increasing prevalence of constructivist approlaches
cautionsagainst a radical constructivist orientatiomhich could lead to extreme relativism. However,

it is worth noting that recent work in neuroscience suggébat no two people will experience and
understandthe same stimulusn quite the same wayeven thaigh they might agree on its key
characteristics, leading to variations in functional plasticity that defy any simple -ediest
relationship (Sall& Anderson, 2012). From a curriculum design perspectingraises the question

of how we ensure a cohent learning experience across a programme comprising multiple modules
developed by multiple academics and studied by a diverse group of learners. The last national review
in South Africa by the Higher Education Quality Committee of the Council on Hayleatien (CHE
2010) suggestthat South AfricatHE$ are not doing particularly well in this respect. This has led to a
renewed focusby the CHE on Quality Enhancement focusing on teaching and learning and is
complemented by a similar focus by the Southidaih Department of Higher Education and Training
(DHET) for targeted funding to support teaching and learning innovation. A more recent initiative, for
which the researcher was the initial project lead, focuses on the potential of data analytics to inform

decisions made about teaching and learning (seew.sivaphumelela.org.ja Recent research

involving reatime data analytics supports the argument cited earlier for an increased focus on getting
students atively engagement in the learning process and actively building a learning community

(DietzUhler & Hurn, 2013; Mattingly, Ric& Berge, 2012).

Stigler and Hiebert (1999) suggest, however, that there is often a gap between the theories we
espouse and theheories we enact in practicegesulting ina gap in student performance against
intended learning outcomes. They compare teaching and learning approaches in Germany, Japan and
the USAand note the ways in which the teaching system, and established ciyttaretices within the
system, limit the choices and decisions that teachers make. They argue for a commitment to

continuous improvement through professional reflective practice. Teachers do not simply transmit a
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curriculum; they shape it in the practicéteaching and should therefore be conscious of the decisions

they are making and why they are making them (Carl, 2009).

In framing this discussion, tlrandidatehas found the Four Pillars frobearning: The Treasure Within

the Report of an InternationaCommission chaired by Jacques Deloospelling. The four pillars are:

Learning to know

Learning to do

Learning to live together; and

Learning to be. (International Commission on Education foiTthentyfirst Century, 1996p.

37).

2.2.1 Ontological assmptions ¢ assumptions about being

=A =4 =4 =9

Ontology is the study of being or existence. Ontologists want to know what we mean when we say

something exists (Stevenson, 2005, p. 7).

If we consider the writings of philosophers such as Plato, Aristotle, Thomas Ag8jiasza and
Descartes, as well as African philosophy on the nature of being (for example Deacon, 2002; Wiredu,

2002, we can discern four broad ontological positions as summarised in Table 2.1 below.

Table2.1: Assumptions aboubeing

The nature of being The nature of being

is predetermined/ is not predetermined/

there is a purpose there is no purpose
There is an objective reality Quadrant 1 Quadrant 2
Reality is a subjective constru Quadrant 3 Quadrant 4

In quadrant 1there is belief in an objective reality that exists independently from us; we were created
as part of this reality and we come to such knowledge of that reality as fulfils the purpose of that

creator or guiding force.

In quadrant 2, there is also beliaf an objective reality that exists independently from us; we may
have been created as part of this reality or we might have come to ls@stuse otountless random

happeningsbut there is no overall guiding purpose; nothing is-gdegermined for us.

In quadrants 1 and 2, by implication, it is possible to learn the truth about what exists independently
of us by means of authorised teachings and/or scientific research, which is often quantitative and
experimental in nature, and is broadly labelledbagdivist or positivistin approach. In this approach
there is a distinct attempt to separate the researcher and his/her subjective opinions from the
researched. In this approach also, the curriculum is likely to be quite rigidly determined in terms of
what is taught, how it is taught and how learning is asses¥dédile this is particularly the case of

guadrant 1,quadrant 2may be more open about what is taught and assessed.
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In quadrants 3 and 4, the nature of reality is subjective in the sense that no éaplg experience
existence, or have a relationship with their creator, in quite the same @& S NB frgeptidb of
reality is uniquely constructed (if in fact an external reality exists gMAINJ Icdulll viiedl §2 a figment
of our collective imagiation). In quadrant 3, the individual nonetheless sees his/her life guided by an
external or communal purpose and/or a god/spirit/ancestaris deterministic in natureBy contrast,
in quadrant 4 there is no such guiding purpose or entity eneryonetherefore makes his/her own

subjective choices it is nondeterministic in nature.

In quadrants 3 and 4, of necessity, we needirtterpret what others perceive to be true using

gualitative research approaches

From a curriculum perspective,igtlogicalto expect greater flexibility about what is taught, how it is
taught and how it is assessed based on more leacestred decision making about what it is
important to know and how best to learn #hereas the candidate is more inclined to quadrants 2
anR n X ! bHagedvisier ahdinfssion places it more in quadrants 1 and 3, creating a space for

discussionClearly however there is a distinct interelationship between being and knowing.

2.2.2 Epistemological assumptionsassumptions about knowig

CKSNBE FNB RAFTFSNBYy(G LRaAidilAazy aStedensork(2085 mpS02 Y S
explains thatn the Western philosophical tradition, these approaches include rationalism (building
for example on the thinking of Descartes), empiricism g on the thinking of Aristotle, Bacon and
Locke), idealism (building on the thinking of Plato, Kant and Hegel) and ideology (building on the work

of Marxfor example.

Jansen4007)suggests thatationalism assumes that we can come to know somethiitgout the
need for direct experience. We can reason our way to an understanding and this process is superior
to other forms of knowingas its knowledge claims hold across time and space, unlike the potentially

fallible and misleading information providéigrough the senses

Empiricism, in contrast, is based on a belief that knowledge comes only from experience and is
mediated through the senses. This kind of knowing is not influenced by theory and a clear distinction

is made between objeate facts and ghjective values.

Idealism is based on the conviction that we can come to know things only in our minds and that
knowing is not limited by experience. We are part of a unified reality that transcends our individual
experiences. Kant distinguished betwedre tway in which the world appearghienomeng) and the
way in which itdctually i§¥{noumena). He argued that we cannot know theumenadirectly, but we

can form an idea of it based on the way we perceive the phenomenal world. Hegel subsequently
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modified this thinking by placing it in historical contembting the wagin which the shared ideas of

humanity evolve over time.

In similar historical context, ideology is a system of beliefs or ideas thas tendinforce the values

and practices of a padular class or group of people in a particular place and time (Stevenson, 2005,
pp. 183196). Cohen et al. (2000) observe that for some critics both positivist and interpretivist
approaches are flawed in that they ignore the political and ideologicaksbof educational research

and practice. Critical theory, which draws on the thinking of theorists such as Marx, Habermas and
Freire explores the political, ideological and power relations which shape behaviour and social

interactionwith an explicit emaaipatory agenda.

Different techniques for acquiring and testing knowledge across these ways of knowi(Gcgoie
1978; Sefotho, 2016; Stevenson, 2005)

1 Methodic doubtc a deliberately sceptical use of doubt as a path to increased certavhigh
in turninforms processes to ensure validity and reliability in research
1 Argument, possibly taking the form of Socratic dialogue, and embracing two main forms:

o Deductiveg a process of determining what is true based on what is already known to
be true drawing a dgical conclusioased onproven premises (an approach that is
OSYidNIf (2 GKS WAOASYUGAFAOQ YSGK2RU

o Inductive ¢ a process of generalising from available evidence things that may or
probably will be truebut which may be proven to be untrue as new evideeggrges
(an approach that is frequently used in quantitative studigbere an argument is
inducted from a sample to a whole populatioand central to qualitative studies
which require constant rnterpretation)

9 Dialecticc a back and forth process odmparingdifferent ideas and arguments that cannot
be proven to be unequivocally true (an approach that is central to Marxist critical theory and

to political debate more generally).

It is suggested that assumptions abdogting will influence assumptionsibout knowing along a

continuum of possibilities as illustrated in Table 2.2.
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Table2.2: Relationship between assumptions about being and knowing

Assumptions about being Assumptions about knowing
There is an objective reality whigs fixed and | Knowledge igertain, objectively determined
unchanging and prédetermined by and unchanging
God/Fate/Destiny who defines purpose:
Deterministparadigm Positivist paradigm
Existence is subjective, fluid, neither pre Knowledge is uncertain, fluid and dynamic:
determined nor predictable and there is no
overarching purpose:
Non-deterministparadigm Interpretivistparadigm

The notion of a continuum of possibilities seems more useful than that of a dichotomy.

In a religious context, @t which it is important to know will usually have been ietermined but

in a secular context all such religious and metaphysical speculation must usually yield to that which
can be explained through scientific laws and objective, observable facts Eharclear separation
between researcher and researched in the research process. This has come to be knpogithgst

paradigm.

At the other end of the continuumthe subjective and intersubjective meaning that individuals and
communities assign ttheir experiences is emphasisethnsen (Q07) explains thatn the human
social miliey inter-subjective meaningnaking is considered essential to achieving understanding.
Whe fact§do not speak for themselvebut rather need to be interpreted and heacdhis approach
has come to be known as amterpretivist paradigm. There is no separation between the researcher
and the researched in this paradigas meaningnaking is a shared process that is influenced by

custom, tradition, history and their assiated theoretical assumptions.

A researcher may find that some aspects of a phenomenon may be understood better from a positivist
perspective informed by deductive reasoning and quantitative analysdide other aspects may
requireaninterpretivist perspedve informed by inductive reasoning and qualitative analysis. This has

f SR G2 Iy AYyONBFaSR ydzYoSNI 2F &Y hadx&earcheenighté NBa S
explore the actual incidence of a phenomenon using the former approach and explorél@ossi

reasons why using the latter approadrhis mixingould be considered a pragmatic response to what

a2YS NBaASIFNDKSNE KF@ZS (SN)SROAWUSGbUZIEAOMM): RAIY & NAC
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favour of mixed approachdsecause of the uncertainty involvea claiming to know something:
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consider it a scientific error to lieve otherwise. But in point of epistemological footing, the

physical objects and the gods differ only in degree and not in kind. Both sorts of entities enter

our conceptions only as cultural posip. 41)

What then are the implications for educatiornaiactice?

2.2.3 Educational assumptions

Barrow and Woods (1982uggest that the notion of education has normative implicatigni
assumes something worthwhile should be achieved and that this achievement should be enabled in
morally justifiable ways. ey then go on to explor¢he contention of the influential education
theorist Paul Hirstthat the kind of knowledge of importance to formal education has the following

four characteristics:

1. Itinvolves central concepts that are peculiar to the form.

2. Theform of knowledge has a distinctive logical structure.

3. The knowledge is testable in some way against experience

4. This testing isccording to criteria and processes appropriate to the knowledge form. The
knowledge is then captured symbolically, again imanner peculiar to the form of that

knowledge.

Using this heuristic, Hirgas cited in Barrow & Woods, 1982gntified distinctive discipline£.g.,
Mathematics, Biologynd Philosophyas well as fields of knowledge that draw upon multiple forms
of knawing, e.g., Geography (which draws on the natural sciences to aid understanding of
geomorphology, mathematics for the interpretation of map scales, history for a better understanding

of human settlement and so on).

Thefirsttwool A NR G Q& T fcdaednCakcepkbbl®dlielp defindate a field of knowledgBor
example,we can identify core conceptsuch as gravity in Science, number in Mathematics, God in
Theologyand grammar in Languageas well as characteristic ways of reasoning, for exampde th
concept of proof in Mathematics, the balancing of equations in Chemésid/the importance of
hierarchies and systems in understanding Biology (see for exampl& Schutte, 1992). The last
characteristicfor distinguishing a form of knowledgalso £ems a reasonable criterion (for example
Science typically makes use of an experimental protocol; in Hexoromicsthe proof of the pudding

is in the eating; and in a Language essaywilelikely make use of a rubric illustrating appropriate

selectionand use of content, organisation, vocabulary and language register for example).
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However, as Barrow and Woo@988)point out, the thirdcharacteristids problematic: how does
one test against experience the notions of God, morality, appreciation ofafitssor a Geometric
proof? More importantly, assuming we can differentiate discrete forms of knowledge in some way,

how do we decide what is and is not important to include in a curriculum?

Luckett (1996) points to the work of Jirgen Habermas in resptinfige latter question to identify
three broad paradigms for making decisions about what and how to teach (and by extension what and

how to research in education):

1. Transmissive/traditional/technical: the focus here is on the selection of knowledge tlsat it
considered important to learn (but of course what is selected and what is omitted will reflect
the assumptions and values of the selector) and then using the most expedient means to pass
on that knowledge to the next generation. The purpose of educatiwn is to develop
citizens with shared knowledge, skills, attitudes and values; people who fit in.

2. Transactional/Translative/[Hermeneutic/Practical: the focus here is the kinds of knowledge
that can be agreed by consensus to be useful to address a cumeextor challenge (and of
course the selection of content and method will change if it does not seem to meet the
purpose). The purpose of education then is to develop citizens whoaraributeto and find
a place in society and who can adapt to change.

3. Transformational/critical/emancipatory: the focus here is on recognising that the current
selection of what is considered to be valid knowledge and the ways to mediate it reflect the
beliefs and values of those in power and will tend to maintainsta¢usquorather than lead
to a more equitable society. There is need therefore to identify and value alternative ways of
knowing that may help us to make society better. The purpose of education then is to make
citizens critically aware of how those in powéuse that power to protect their own interests
and therefore education should enable us to challenge authority in pursuit of personal

freedom and a fairer dispensation.

We can add a fourth paradigm to this set:

4. Transcendental: unlike the previous three gadigms which share a communitarian agenda,
this fourth paradigm focuses on the individual and realising his/her individual needs and
aspirations. The purpose of education then is to help individuals realise their individual

potential.

These four paradigniiz lenses arguably map to underpinning ontological and epistemological

assumptions along a continuum of possibilities in the following (Vable2.3).
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Table2.3: Relationship between beingnowing and the purpose of education

Assumptions about being

Assumptions about knowing

Purpose of education

There is an objective reality whic
is fixed and unchanging and pre
determined by God/Fate/Destiny

who defines purpose:
Determinist paradigm

Existence is subjective, fluid,

neither predetermined nor

predictable and there is no
overarching purpose:

Nondeterminist paradigm

Knowledge is certain,
objectively determined and
unchanging
Positivist paradigm

Knowledge is uncertain, fluid
and dynamic:

Interpretivist paradigm

Transmission

A 4

Transaction

4

v

Transformation

A”L

A 4

Transcedence

As noted previously, it should be observed that the dotli@aded arrows indicate continua of
possibilities rather than discrete pointé/hile researchers and teachers may move along the continua
at different times in different contextsthey are likely to have @dominantapproach. The framework

that is emerging does not, however, provide insight into the way/s in which it is assumed we come to
acquire educational knowledge. For thasiother set of lenseis required what Higgs (1995) refers to

asmetatheoriesg theoretical frameworks that guide determination of the issues to be analysed and

the adequacy of this analysis. High995 pp. 317) identifies six such metatheories:

Logical empiricism
Critical ationalism
Critical theory
Phenomenology

Hermeneutics; and

=A =/ =2 =4 4

Systems theory.

In later work with a colleague, Higgs and Smith (2000, 2002, 28pandthis set of metatheories to

include:
9 African philosophy
1 Feminism
1 Existentialism
1 Postmodernism
I Nihilism.

Wha then are the key assumptions and practices associated with these metatheories and which were

considered most appropriate lenses for this stdyggs, 1995; Higgs & Smith, 2000, 2002, 2D15)
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Logical empiricism

This metatheory arose from the work of a gmof philosophers who came to be known as the Vienna
Circle. The approach holds that the only way we can come to know something is by applying logical
reasoning to the information we gain through our senses. This approach seeks to avoid any bias from
the researcher and seeks to focus only‘@hjective fact§that can be verified by scientific methods.

In terms ofthe earlier discussion, this approach aligns most clearly with the positivist end of the
epistemological continuum. However, while this approduds helpededucatorsgain a better
understanding of the physical and inanimate world, it is more difficult to apply to the human social
sphere in which people are not always logical, and in whichtangible thoughts and feelings make

causality hard to dtermine.

Critical rationalism

This metatheory, based primarily on the work of Karl Popper, also suggests that scientific methods are
central to the process of knowing, but contends that even when we are following a scientific process,
what we choose to reearch, how we choose to go about it and how we interpret our findings is
influenced by our philosophical assumptions. Central to the approach is the notfatsifitation In

an infinite universe, we can never really prove something to be unequivdaalyn all possible times

and conditions, but we can prove something to be false. The difference then between scientific and
non-scientific thinking is that in the former case, we are dealing with statements/ideas that can be
proven to be untrue. Againhis approach inclines more to the positivist end of the spectrum. In the
human sphereit is a very useful approach to challenge unclear thinking or conclusions drawn from

incomplete or wrong evidengéut it seems less useful as a lens to guide forwaadmihg.

Critical theory

This metatheory is most closely associated with the writings of Karl Marx, and was promoted further
by philosophers such as Horkheimer, Adorno and Habermas and more recently Apple. This approach
contends that human beings should free agents able to communicate freely with their fellow
human beings. Any kind of domination or tendency to curb that freedom is wrong. However, the views
and values of those who have power in society, such as employers and politicians, will tend to
dominate over those who do not have such power. It is therefore important to surface the
underpinning assumptions and purposes of those in power. Although inclinopgpiusite ends othe
positivistinterpretivist spectrum, and often in contention, criticAkiory and critical rationalism share

a common concern that researchers should make explicit their underpinning theoretical assumptions.
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Phenomenology

Associated originally with the work of Edmund Husserl, this metatheory is concerned about the layer
of theoretical assumptions and constructed ways of knowing that may become a barrier between us
and our experience of phenomena. It urges us to truly see what is, before we rush to interpretation
and judgement. The more conscious we can become of our own asguma@nd biases, the more
easily we can set these aside to experiemeality. This seems a useful caution for researchers
generally and reinforces the notion that research can never be truly objective in the sense required

by logical empiricists.

Hermenetics

Originating from the study of religious texts and the problem of competing interpretations, this meta
theoretical perspective has been developed by philosophers such as Hegel, Schleiermacher, Dilthey,
Heidegger and Gadamgo provide a lens that calme applied more generally. The approach contends

that what we truly want to understand is human in nature and involves human interpretation based
on both past and current experience. We therefore need to surface our various understandings, and
where they ome from, and maybe come to new understandings by this sharing process, which often
needs to be repeated multiple times. Recent emphases on notions such as communities of inquiry and
communities of practice seem to draw logically from this approach wiickhe latter examples,

inclines more to the interpretivist end of the knowledge continuum.

Systems theory

This metatheory is associated with the work of theorists such as Bertalanffy, Wiener, Churchman,
Parsons and Luhman. It seeks a better understandingow systems behave by exploring, in a

scientific way, the complex inteelationship between the various stdystems and the whole in terms

of purposes and processes and the interplay between them. It helps us to understand the whole in
relation to itsparts and vice versa. The approach tends towards the positivist end of the knowledge
O2ylGAydzdzy® LG Aad DSNEB dzaS¥F¥dA Fa | glte& 2F GAradz f A
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African philosolpy

African philosophy is concerned to understand the complex current reality of Africa in relation to its
role in the history of human development, the diverse systems of indigenous beliefs and practices and
the challenges arising from the enduring legatgolonialism. Despite the diversity of thought across

the many cultures and peoples of the continent, it seems true to say that in general, whereas Western
thought has tended to place the individual at the centre of life, African philosophers such & App
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and not just the immediate community but the whole community of current and past lives as well as
the natural environment. In this sense, African philosoptould be said to share common

assumptions with Eastern philosophies such as Buddhism.

Feminism

Feminismassumeshat women have innate wortland unique contributions to make in a social
landscape that has tended to be dominated by males and male thoitgibes beyond notions of
equality to celebrate the unique contributions that women can make in a world in which acts of war,
violence and abusive power relationships have tended to be associated with the male gehtlier
stability, harmony and higher fms of culture have tended to be associated with the contributions of

the female gender. Influential theorists include Adsienumba, Odora Hoppers, Greer and Wolf.

Existentialism

Existentialist philosophers are concerned with exploring the questibh KA & G KS YSIF yAy 3 2
Existentialist philosophers are found in all societies and cultures and they explore the notion and find
meaning inmany ways Influential Western existentialist philosophers include Nietzsche, Foucault,
Derrida, Baudrillard, Sag, Fanon and de Beauvior. In addition, many African philosophers are also
existentialist and some Eastern philosophers, such as the Dalai Llama, could be said to align with this
meta-theoretical perspective. As can be deduced from this diversity, existesté do not conclude

that there is any one meaningut rather that we each need to find our own meaning.

Postmodernism

For the past two centuries, thinking in the developed Western world has been dominated by the
notion that advances in science and t@ology have and will continue to improve the quality of
human life. This is a belief system that has come to be known as Modernism. However, while it is true
that people live longer and are generally healthier, they appear not to be necessarily hajpikr
modern ICTshave multiplied our means of communication extraordinarily, we are not necessarily
connecting with one another in meaningful ways that make us happier. In addition, modernist
WLINEINB&EEAQ Kl a 02YS i GKS Sdf hafisalaréourges, gromying dza G | A
inequality and has left us vulnerable to financial turbulence in global financial markets on the one
hand and a growing terrorist backlash from Fundamentalist movements on the other, belying an
unquestioned belief in the powesf calm rational thought to address all challenges. This has led to
the development of a body of thougthat has come to be known as postmodernism (although many
postmodernists would rejeain principlethe idea of such a term). Theorists associated with kind

of thinking include Derrida, Foucault, Baudrillard and Lalkey issues they ask us to address include

K2g 68 4SS 2dNBSEOSaT | Y2NB l[d8adA2yAy 3 | LILINRI C

38



only way of knowing); an increased ceng with our spiritual, emotional and sexual nature; the power

of governments and large corporations to exercise control over individaats a rejection of the

notion of moral neutrality with respect to scientific and technological advancement.

Nihilism

People whom we might describe as nihilists do not believe there is such as a thing as a purpagse to life
nor that there is such a thing as a human soul. Since there is no intrinsic or extrinsic meaning, it does
not really matter what we choose to do, or etimer we choose to do anything. This understanding of
L2 ¢ S NIRdef NEhg ABINGNDA TS Ay
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All five of the last examples of metheoretical assumptions about knowing, fall within an
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interpretivist paradigm. We might then map the metatheories we have briefly explored in the

following way(Table2.4).

Table2.4: Relationship between being, knowingurposeand educatioral metatheories

Assumptions about being

Assumptions about
knowing

Purpose of
education

Educational
metatheories

There is an objective realit
which is fixed and
unchanging and pre
determined by
God/Fate/Destiny who
defines purpose:
Determinist paradigm

Existence is subjective,
fluid, neither pre

determined nor predictable

and there is no overarchin
purpose:
Nondeterminist paradigm

Knowledge is certain,
objectively determined
and unchanging:

Positivist paradigm

|

Knowledge is uncertain
fluid and dynamic:

Interpretivist paradigm

Transmission
Transaction
Transformation

Transcendence

Logical empiricism
Critical rationalism
Systems theory
Phenomenology
Hermeneutics
Criticd theory
Existentialism/
African philosophy/
Feminism/
Post modernism/
Nihilism

Again, it is worth repeating that a ofie-one correspondence is not implieRather, Tabl@.4 points
to possibilities in a continuum of approaches that resonate with or@ttsr and which together are
AYTF2NY 2ySQa
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In the next section, thecandidatewill reflect upon his own experiences, how these inform the

assumptions that shape his own practice and what méansfor the approach taken in this study.

2.2.4 Theory inpractice¢ areflexivity statement

Having selected to pursue a qualitative interpretivist approach in Chapter 1, it behovesrtigate

in this section to provide a formal summary of his own eigree and assumptions and to articulate

39

R2YAY Ll yi

LN OGAOSa

~

a

SN



how these shaped his engagement with AlBdcause this section constitutes a Reflexivity Statement
(the nature and challenges of this approach are usefully explored in Finlay, 2d®2pndidate will

shift from third to first person in this sectionin this statement, | show how my professional
experiences have shaped my thinking and led me to use certain theories, ontologies and
epistemologies more than others. These choices directly impact on the theoreticatpimoieg of

this doctoral research.

I completedmy schooling and undergraduate studies in the United Kingdom and, like mamy of

African counterparts of similar age, was the firstnily extended family to complete a university
education.| graduated witha BA Hons in English from the Swansea College of the University of Wales

and then completed ®ostgraduate Certificate in EducatidndCEat Westminster College in Oxford

(with specialisations in English teaching, development studies and mathematicstiedjckn the

same yeal completed these studies,took up a teaching position at Chilumba Secondary School in
northern Malawij in a post organised through the British charity, Voluntary Service Ovenshare |

worked from 1985 to 1988 hilumba Secoraty School is a public schofalr which the government

LINE JARSR flyRYX G(G(SIOKSNARQ K2dzaSaxz OflaaNe2yvyax |
community had supplemented this infrastructure by building a hostel and a kitchen. The school did

not hawe electricity in the time taught there, so the chalkboard, textbooks and everyday objects were

the primary teaching tools, although the lab was reasonably-aglipped and the library received a

number of donations whiléwas there as a result afiy following up an enquiry that was made to the

school. The school catered for both resident and-gielyolarsand2 ¥ F SNB R | clyaita@dK(i & OK:
hours support service for students pursuing their secondary studies through the Malawi College of
Distance Edeation.Duringmythree years with the schodltaught English and Physical Science in the
day school and English and Mathematics in the night school. At various timas a form master,

the librarian (although without any training for this role), alelpatron (quiz, drama, chess), head of
department (Arts) and Head of the Night Schoelas also an English subject examiner for national

examinations.

Three key lessons from this experience have stayed mélfior the whole ofmy professional career
and continue to influencany engagement with othersincluding colleagues at ANU: these lessons

relate to differentiated learning, teamwork and systems thinking.

With respect todifferentiated learning in the last two years ahy time at the school] had adeaf
learner inmy English Forms 3 and 4 class. This requiredb rethink the presentation of every lesson
to ensure that this learner could actively participate in the learning. It also requmeeds teacher to

make alternative arrangements withtheAy A 8 i NB 2 F 9 RdzOl A2y F2NJ 6KS f
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one of the final papers involved making notes from a report presented orally. This experience has
stood me in good stead subsequentiypoth in understanding and practising inclusive education
approachesbut also more specifically in a recent project involving the development of a continuing

professional development programme for teachers of the dédd & Associate2014).

| learned a great deal aboueamwork As Head of Departmentl wasmud younger than the
colleagued was nominally leadingn factl was only a year or two older than mostrmofy learners |
receivedmentorship and suppotrfrom the Deputy Head and Lead Science Teadhsanouldbe noted

that I was asked to teach Form 3 Rigal Sciencbhased ora basic pass in-levelPhysicg; it was part

of neither myundergraduate degree nany PGCEThese experiencasrought home tome, early in

my career, the importance of professional collaboration and cooperation and the power ofdssing
diverse talents and capabilities towards achieving a common goal. bettmmdandthird years ofmy

time in the school, the staff achieved together such a high success rate, with so many learners gaining
university entrance, that the Minister &ducation himself travelled to the school to congratulate the
staff. This experience was highly formatias given the complexity and diversity of learning needs
and styles on the one hand and the multifarious ways in which these might be supported hthroug
existing and emerging technology on the other, a mdisciplinary tearrbased, and community of
learning and practice approach, to curriculum and materials development has become standard in the
field of ODeL provision (Beetha8rSharpe, 2013; Gunawarda et al, 2006; KenyonKenyon, Mtaka

& Mapingana 2000; Louw, 2007; Saide, 2015; SagiiReed, 2011; Unisa, 2008

With respect tosystems thinkingthe challenges faced by the distance learners to receive materials in
full and on time, and the complations involved in providing appropriate support and assessment
feedback, has lefine with an abiding interest in and promotion of thinking systemically, as discussed
in Section 2.3 and as exemplified in Glennie and N2§89, 2013.

Subsequent to myvork in Malawi,l moved to South African 1989to take up a position with a Nen

Profit Organisation (NPO) called Promat Colleges. Promat Colleges initially focused on providing a
learning opportunity towards matriculation for undeualified teachers and nses. In apartheid

South Africa, it had been possible for black people to enter these professions through various entry
level certificate programmes that did not require a matriculation certificate. However, they were
subsequently unable to progress in theiareers because they could not access higher level
professional development programmes for which the matriculation certificate was -@eprgsite.

Promat Colleges offered them a focused emar programme, at subsidised fees, to achieve this
qualificaton. | taught English, Mathematics and Physics at one of the Promat Colleges for two and a

half years and then went on to establish a Promat Correspondence College to cater for the needs of
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those learners unable to access thefithe programmesl subseqently assumed responsibility for
all the materials development, reviemg and updating not only for the correspondence collglyet
Ffa2 F2NJtNRBYlIGQa &adzoaSldsSyd LI NIYySNERKALA o6A0GK

offer pre- and inserviceteacher education through contastupported distance education.

This experience reinforcetthe learning from myearlier experiencesbut also forcedme to engage
profoundly with policy, copyright, publication and materials design issues. Over the, yéwrse
written, co-written, edited or supported the development of around 300 distance learning modules

and textbooks.

It was the transition into work in distance education that po¢ into contact with the South African

Institute for Distance Educatio(Saile) (see www.saide.org.zaand the National Association for

Distance Education and Open Learning in South Afledeosa)seewww.nadeosa.org.2afor the

latter of whichl ama past President and lorgganding VicePresidentMy work for Saide and Nadeosa
from 2000 to 201G&xposedmeto engagements at one time or another with many of thEs in South
Africa, but particularly those involved in the provision of distance atior and/or teacher education,

and similarly in many countries in s@aharan Africand India. During the completion of this thesis,

in March 2016, | moved from Saide to take up a ftilne post as Manager of the Unit for Distance
Education(UDE)in the Faculty of Education at the University of Pretd{i#P) This experience has
further strengthenedmy systemic understanding of ODeL provision in general, and engendered an

even greater appreciation of the central role of the student support administratidrsystem

In terms of the theoretical orientations outlined in the previous sectimy, worldview could be
described as pluralist and eclectic, bammost comfortable operating in thigeansactional/pragmatic
paradigm seeking fifor-purpose solutiongo current challenges usingermeneuticprocesses of
inquiry with relevant stakeholders and applyisgstems thinkingl donot expectthat those solutions

are always the right ones, and even when they are, that they will necessarily continue toglse so
formative evaluation and reflective practice need to inform the design and implementation of
curricula There is the risk on the one hand of implementing things that are not adequately thought
through, but on the other hand teams can sometimes get sodszdown in imagining all the risks of
change that they do not innovate and curriculum and practice become ossified (Mays, 2004, 2008,
2014b). From this perspectivihavea very pragmatic regard for OBy belief thateffective teaching
always involvesctive student engagement, necessarily requires learning resources of various kinds
to simulate and guide that engagemernd | view it agxpedient to adapt a learning resource that
exists rather than to create from nothing if one cdrhave come to béve that f all educators

systematically sourced and adapted OER, and shared back new and adapted resources as a matter of
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course, the OER community would be selfiza G F AyAy 3 (2 SOSNRo2ReéQa oSyS
higher quality) (Butche® Hoosg/ = H n m M&IMayls,120148; $1&i&, 2013a).

Finally,my aim as a teacher has always been to gradually move the locus of responsibility for making
choicedrom the teacher to the learnerabout why, what, hovandwhen to learn, and who to involve

in the pracess. This is exemplified in the ways in wHichn workshops, for ANU and elsewhere,
leaving behind all the workshop resources to be modified and used subsequently for further cascade
training as needed. This explicit agenda to facilitate increasingstutonomy underpins the way

in whichl guide institutions in their curriculum development processes and the ways in wicte

them to incorporate OER to achieve the curriculum purpose and outcomes.

These experiences have shaped asgumptions whichin turn have guidedmy engagement with

manyHE$ in many countries, including ANU in Kenya.

Having worked in diverse contexts and taken on diverse rblesa G N2E y 3t & Ay Of AYSR (2«
(1910) notion that our thinking evolves as we engage withemwironment and the people within it.

As things happen that challengey assumptionsly SSR (2 Sy 3Fr3S Ay | LINRBOSa
which | problematize the issue, usay imagination to hypothesise possible solutions, prioritise the
possibilities andest them in practicel then endeavour toproceed with what works, or seems to

work, in that context at that time, without claiming that this is necessarily the best of all possible

approachesnor thatthe approach takemvill necessarily stand the tesf time.

a2NB NBOSyidtez 9f{1lyYyl OowHnndE LD dhoTX dnnd &aSS3
outcome of a curriculum relevant to the challenges of th& @éntury. The notion of evolving thinking

ties in with hermeneutic inquirywhile an understanding of the wider system within which decisions

need to be made seems more likely to result in an approach that will indeed terieneuticand

systems thinking which were briefly outlined in Section 2.3re the core metaheoretical
understardings that infornmy practice and which underpin this study and which will now be explored

in more detail.

Hermeneutics

As noted previously, hermeneutics can be traced back to the challenge of differing interpretations of
written, often religious, texts aththe need for a systematic process to reach understandis@anner
(1995) observediowever,there is need for a process to arrive at understandirfigenevera human

being engages with another human being or human artefact: the need is not limitedaphnted

texts. Danner X995 reflects on the contributions of three key theorists to our contemporary

understanding of hermeneutic enquiry:
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9 Friedrich Schleiermacher (174834) argued for an interplay between a grammatical
interpretation and a psychologsl interpretation of texts in reaching an understanding.

1 Wilhelm Dilthey (1833911) emphasised the background of the interpreter in affecting
his/her understanding, which might even differ from what tfeithorCoriginally intended;
thus understanding my be creative and productiyeather than merely reproductive.

1 HansGeorg Gadamer (196®002) took this a step further by observing that all understanding
happens in acontext ¢ our interpretation will inevitably béfrejudiceddy our historical
understanding of an author or artefacthetherwe are consciously aware of thigs well as
the projected@#pplicatiof2 ¥ (G KS ARSI 2NJ I NISTFI OO0 6AGKAY (K
context. No two human beings will therefore understand a phenomenon ireghi¢ same

way at quite the same time.

Both for individuals and groups of individuals, then, a hermeneutic cycle of enquiry is required in which

a textCs constantly interpreted and rimterpreted with a view to gaining an increasingly enhanced

understardinggcd ¢ KS ljdzSadAz2y Wl 2g (2 NBFRKQ A& NBLXFOSR

4 |t KCQBEncyaopedia of PHEIdYdRhY005 webpage. The interplay between theory and

practice, thought and action, is mediated by language (both internalexiternal) and requires that

we acknowledge the interdependence between understanding the whole and understanding the parts

that make up that whole. In a sense, we can never arrive at a definitive true meaningkKi€gb),

so the strength of the apprad is also its weakness and hermeneutics cannot stand alone as a

framework for a research study such as this. In similar vein, a teacher canbwsgaid to have

exhaustedpossibilities for teaching a topgthere will always be a new or nuanced way talerstand

a play by Shakespeare or a classroom event or the words and actions of an individual learner, hence:
Appreciating hermeneutics as a living tradition is not, in the end, a matter of identifying a
theory or a family of theories. It is fundamentadymatter of perceiving a moving horizon,

engaging a strand of dialogue that is angwing rearticulation of the dynamically historical
nature of all human though(StanfordEncyclopedia of Philosoph005 webpage).

In an interesting paper on the psibilities of hermeneutics for those interested to pursue qualitative,
interpretivist inquiry, Kinsella (200&lentifies the following five key characteristics of a hermeneutic

approach:

T a{SS1a dzyRSNREGFYRAY3I 06N (KSNIKRGeStOLINE GARAY I |
T 1 01y2¢6fSRAISaE GKIFIG AYyGSNLINBGFGA2Y A& Adld
'yR Odzf GdzNF tte& aAddz GSR tSya 2F (G(KS NBaSI ND
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explication of such is impossible and all interpretatipalthough potentially rigorous, asdso
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Is comfortable with ambiguity (it provides possibilities for consideration rather than
0{SOlGA2Y

It should be noted that hermeneutics could be aligned with any of the fourdmaggproaches to

education indicatedn Tabé 2.3 in the transmission approach it acknowledghat people have

different interpretations but suggest that only one interpretation can be correctyhile in the

transformational and transcendental approachds acknowledge that people have different

interpretations and suggesthat each of these interpretations could be equally valid (although we

should be especially critical of the interpretations of those in power). Linking hermeneutics with the

transactbnal approach acknowledges that people have different interpretatibos suggests that it

A a

may be possible to reach consensus on a particular interpretation at a particular time in a particular

context as a basis for agreed collective action. This isnéakén a research project centred on

participatory action research.

Systems theory

{eadasSva

(KAY{AY3I Oy

0S UNY OSR

6F 01 I

tSkaid

that Whe whole is greater than the sum of its p&fgeml (1994p. 266) notes, however, that it was not

until the 16" and 17" centuries and the need to find some way of working with an explosion in knowledge

production and disseminatigithat systems thinking moved from the philosophers to become adopted

by all scietific disciplines. TremlLQ94) argues that it waenly fromthe 1930s, however, that it became

possible to talk about a body of systems theory. He provides the following four main roots of modern

systems thinkingTable2.5Y)

Table2.5: Roots of systems theory

Type of system Examples Name Main representatives
Natural Organisms Theory of systems | Bertalanffy

Artificial Machines Systems engineering| Churchman

Formal Calculus Cybernetics Wiener

Social Human beings Systems theory Parsons

(Source: Treml, 1994, p. 267)

Letseka (1995) cites Bertalanffy (190872) directly to explain why general systems theory has become

such an important way of thinking in the modern world:
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[m]odern science is characterised by its ever increasingciafisation. This has been
necessitated by the enormous amount of data and the complexity of techniques and
theoretical structures within every field. Unfortunately, this specialisation has led to a
breakdown of science as an integrated realm: the phgsithe biologist, the psychologist,

and the social scientist, are so to speak, encapsulated in a private universe, and it is difficult
to get word from one cocoon to the other ...

As a consequence it is not sufficient to study isolated parts and procsismesthe essential
problems are the organising relations that result from dynamic interaction of those parts.
(pp.286-287)

Systems thinking became pervasive in management literature from about the,X9%0by the 1970s
management theory was talkinga2 dziT W2 LISy adaeaidSvyaQ AyiSNIOlGAy3I G4
2000).

Pettigrew and Akhurst (1999) point to the seminal influence of Uri Bronfenbrewhesse various works
from the 1970s to the 1990s help us to understand, in an ecosystemic waiynfiaet of the social

environment on the quality and nature of learning achievement at four levels:

1. Microsystem immediate family and home environment which can have a direct impact on
learning

2. Mesosystemsystem elements which are one step removed frora tbarner but can have a
direct impact on learning, for example immediate neighbourhood, church, learning centre etc.

3. Exosystemthe third environmental layer consists of settings that the learner may not
experience directlybut which might neverthelesyiLJr O 2y GKS f S NYSNRa
SEFYLX S &L2dzaSQa LX I OS 2F gadghvErnneNd Bgries 2 F 2
governmental organisations working in the area

4. Macrosystem the cultural or socigolitical context consisting of dominant biefs, values,
customs, laws and resources of a particular culture. (Mays,,2(104.678).

Distance education interventions, and more recentiyinimally mediated online provision such as
MOOC:s,
Xhave often been characterised by very low retention @m@ughput rates often related to
AyailaddziAz2yaQ Aindividual bekds of ledrers. HigHRsNftzakd driogod
rates in distance education are often associated with family, workplace, financial and other

militating environmental factorsvhich traditionally distance education institutions have not
seen as being their concern to addreSaide, 2000cited in Mays, 2004, p. 158

These environmental factoexplicitly are NOT addressed in the provision of online learning opportunities
in the form of MOOCs, at least those of the xMOOC (unmediated) variety. This speaks fundamentally to
the vision and mission of institutions and how this shapes the kind of choices they make. Holmberg (1995)

suggested many years adbat at a fundamental levethe way in which distance education institutions
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organise themselves systemically can reveal a student, programme or institutiasal his will be

further explored in Chapter 3.

The emerging theoretical framework of this study within a series of tgcal continuacan thus be

summarisedsin Table2.6:

Table2.6: Theoretical framework

Determinist X Non-determinist
Idealist X Realist
Positivist X Interpretivist
Transmgsion Transaction X | Transformation Transcendence
Logical Empiricism Systems theory X Existentialism/
Critical rationalisnx Phenomenology African philosophy/
Hermeneutics X Feminism/
Critical theoryx Post modernisnx
Nihilism

Such a framework hps make clearer the ways in which theory can inform practice and practice can
in turn inform theory for both teaching and research purposes (Gultig, 2000; Mays, 2008; Slabbert,
de Kockg& Hattingh, 2009).

As noted inTable 2.6, | approached the study froma nondeterminist and interpretive perspective
While accepting the notion of an objective realihat is susceptible to scientific enquimalso believe

that everybody engages with and perceives that objective reality somewhat differently, influenced
part by theoretical assumptions based on experience, history, tradition and context, and influenced
by emotional and other nomational factors, which may often not be explicit. Hence there is need for
interpretation and negotiation of shared meaningthtigh hermeneutic processes of enquiry, which
inevitably draw upon a range of other theoretical frameworksTdble 2.6, the relative influence of

these other frameworks to the study is indicated by large and small crosses.

The implications of these theetical underpinnings for the practices of teaching and research are

summarised imable2.7.

I have found the kind of frameworks outlined in Tables 2.6 and 2.7 to be helpful to provoke discussions
with higher education teachers more generally. This carrofbe done by finding examples of
materials in the field that seem to reflect these underpinning assumptions and then debating which
seem nost appropriate for a speciffgrogramme and target audience of learners and why they think

this.
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Table2.7: The interrelationship between theory and practice

interpretation of
ancient texts
Emphasis on life as a
process of
interpretation and
dialogue: truthas
understanding
Schleiermacher 1768
1834

Dilthey 18331911
Wittgenstein 1889
1951

Gadamer 1900

Metatheory Implications for teaching Implications for research
Hermeneutics Planning: Questions:
Orig. 16C Curriculum as practice/procegased on What do you mean/think?

S OKSNRA
understanding
Emphasis on interaction of individual with
environment and therefore always changing;
values are situationally relative and subject to
change and verification

No permanent knowledge or subjects; appropria
experiences that prepare learners for change;
problem-solving topics; interdisciplinary, ingling
manual/vocational and life skills

Mediating:

An integrated model; teachers responsible to
ensure meaning for all learners

Teacher deliberately and progressively yields
control of the learning process to learners
Learners actively involved in meaningking;
experiential and inquirpased learning, learning
by doing and problersolving

Constructivist approaches

High interaction

Subjective meanings from relationships
Assessing:

¢Sald GKS WwWK24Q

Summative and formative

Varied strategies

Emphasis on feedb&@nd deep learning

LINEFSaaAzyl ¢

How do/can we understand this?
What do other people say?

What is the significance of the
Constitution/Education Policy/National
Curriculum?

Why are some learners achieving morg
than others from a sindlr socioe
economic background?

Methods:

Knowledge is socially constructed and
therefore historically and culturally
specific

Subjective understandings are importal
Researcher cannot stand outside the
researched context
Participantobserver

Focus groups

Iterative processes building on previou
learning/findings and use of heuristics
Grounded theory approaches
Analysis:

Knowledge for judgement, deliberation
and refinement

Triangulation through different sources
including but not limited to texts
Discourse arlgsis

Systems theory

Life is a system of
which we are a part:
truth as a whole
Bertalanffy (1909
Parsons (1902
Wiener (184-1964)

Planning:

Curriculum as practice6 8 SR 2y (St
LINEFSaaAazylt 2dzR3ISYSy(
understanding

Emphasis on imtraction of individual with
environment and therefore always changing;
values are situational relative and subject to
change and verification

No permanent knowledge or subjects; appropria
experiences that prepare learners for change;
problemsolving topcs;interdisciplinary, including
manual/vocational and life skills

Emphasis on the big picture and connections
Mediating:

An integrated model; teachers responsible to
ensure meaning for all learners

Teacher deliberately and progressively yields
control ofthe learning process to learners
Learners actively involved in meaningking;
experiential and inquirpased learning and
problemsolving

Emphasis on reflective thinkers
Connectivist/Constructivist approaches

Self as system within systems requiring high
interaction and communication

Assessing:

¢Sald GKS WK24Q

Summative and formative

Varied strategies

Emphasis on feedback

Questions:

What is the overall goal?

What parts of the system are working
well or badly?

26 R2Sa (KA& NBfI
How does the externanvironment
impact on educational achievement?
Methods:

Knowledge is socially constructed and
therefore historically and culturally
specific

Subjective understandings are importa
Researcher cannot stand outside the
researched context

Participantobserve

Focus groups

Iterative processes building on previou
learning/findings

Grounded theory approaches
Emphasis on systemic linkages and
impacts

Analysis:

Knowledge for judgement, deliberation
and refinement

Triangulation through different sources
includingbut not limited to texts
Diagrammatic presentations of findingg

(After: Luckett, 1996; Mays, 2004, 2008; van Deventer, 1999)
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The linking of theoretical frameworks, paradigms and practices in these tables, extracted from the

fuller mapping provided il\ppendix 2 ismy own choice anadtanbe contested. The tables should be

read in a cumulative, additive wagmphasisingdndQather than®rQFor example, logical empiricism

and critical rationalism are still strongly influential theoretical frameworks imemporary society

(but perhaps losing some ground in recent years). Critical rationalism may be linked to the
transmission paradigm because of its origin as a reaction to logical empiricism. However, the logical
SEGSyaArzy 27F GKS Riyglusing the sii@ntifié rBethdéL(idRoEr S1935)dsAoviriie
RAOSNEAGE 2F (K2dAKG YR RSoFdGS |yR fcSaidead G2 t 2L

equally have placed this theoretical framework in another part of the table.

The overall stucture and intent of Appendix 2 and Table aréextrapolated from Luckett (1996), the

work of Higgs and Smith (2000, 2002, 2015), Ornstein and Hunkins (2004) and a (growing) variety of
other resources, most notably Appelbaum and Thompson (2002), Bern&t@v7), du Preez and
Reddy 2014), Flinders and Thornton (2008lattery (2006)Stokes (2002and Woolfolk (2007).

Such frameworks are more than an intellectual exercise; they must be rooted in what is practical in
GKS O2yGSEG 27T Lonh quality,GeSidenc@ased ®athkingzNdBcticés focused on
success for every student 6 5 2 9 v,[p.X1). $Somthv Africa and Kenya are not alone in being
concerned about the performance of their education systems in practice in this regard. There have
beennumerous curriculum reforms in recent years in many countfigsled in part by comparative

studies of learner performance in literacy and numerfdSX PIRLS, 20}.7

However, curriculum reform is a necessary but insufficient intervention for impgolearner
achievement. No matter how carefully worded and detailed the curriculum as plan, or how detailed
the centrallydesigned example lesson plan, no two teachers ever teach to that plan in quite the same
way, for the kinds of reasons discussed abd¥ey may progress faster or slower than was planned
they may use slightly different examples and they may make use of different resources due to the
context in which they are teaching and the needs of their learners. In similar vein, no two learners
ever experience what is taught in quite the same waince each learner encounters the learning
environment from the perspective of his or her own unique set of prior learnings and experiences and
makes different kinds of associations and connections. Thexlays, therefore, a variation between

the curriculum as planned, as practised and as experienced. In consequence, teachers always have
agency in the teaching and learning environment and need constantly to make professional decisions.
Oftentimes these dcisions are made intuitivelyather than critically and reflectively. It is therefore
necessaryto explore the concept of curriculum more thoroughtp understand possibilities for

curriculum and pedagogic transformation and the role that OER mighirpkych a process.
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2.3 Curriculum perspectives
As Hoadley (2012, pp-4 notes, curriculum changes and therefore it is important for practitioners to
understand the concept of curriculum itself in order better to understarity and how curriculum

changehappens. She suggests the need to ask the following kinds of questions:

What is curriculum?
How does curriculum development happen?
How is knowledge organised in a curriculum?

How is curriculum enacted in practice?

= =4 =4 =4 =4

How is curriculum assessed?

These seemelike useful guiding questions and so were adopted to help structure the discussion that

follows.

2.3.1 What is curriculum?
Not surprisingly given the foregoing discussion, there are different conceptions about what a

curriculum entailswhich flow from diferent assumptions about being, knowing and doing.

Eisner (1985) identifies five main orientations to the development of the curriculum in schools which
will tend to influence the practical decisions made about what to teach, how to teach and assess it,

how to organise the learning and for whom. The five common orientations he identifies are as follows:

a) Development of cognitive processes

b) Academic rationalism

c) Personal relevance

d) Social adaptation and social reconstruction

e) Curriculum as technology.

Developmenbf cognitive processes

This orientation focussi KS (0 SIF OKSNRa FyR fSFENYSNEQ F0GSyidAzy
rather than focusing on learning large amounts of content. It privBelge use of taxonomiessuch

a . f, 8B gud&dkcisiormaking in the classroom. Subject classificatiaresvalued only in so far

as they represent distinct ways of thinkirggg.,the logic and proof of mathematics, the experimental

process in the sciencesnd the sifting and interrogation of primary and sewary sources of
information in the social sciences rather than bodies of factual content such as Fractions, Plant

Physiology and Colonial History.
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Academic rationalism

This orientation tend to suggest that there are certain key issues that are of conteil human

beings throughout the ages and we should focus on the best work on these issues, bringing our reason
to bear. In such an orientation, disciplinary knowledge in mathematics, the physical and social
sciences, and th@reatQiterature, tend tobe privileged over learning of a more practical orientation

such as how to drive or how to cook.

Personal relevance

This orientation suggesthat little worthwhile and meaningful learning is likely to take place unless
learners are personally investeatthe process and able to choose, or at least influence, what and how

they learn. It argus, with Montessori and Mitra, that human beings have a natural inclination to learn

FYR GKFG GKS (SFOKSNRA& NRfS Aa (KSytoiake thidNE A RS

possible.

Social adaptation and social reconstruction

In contrast to the previous focus on the individual learner, another orientation &xms the school

as a social institution whose primary aim is either to help learners to adapt toeds of society or

to question the way in which society is structured to come up with ways to improve it. In the former

case, the content of the curriculum tesdo reflect the values and priorities of those in power

schooling to help develop good ciz/ &> 3I22R 62NJ SNE YR fSFRSNE gAl
on. In contrast, the latter orientation poiato growing inequalities, degradation of the environment,

rampant and unstainable materialis@nd seekways to confront and address such issues.

Curriculum as technology

The fifth orientation suggested by Eisner focuses on curriculum development as a technical process
involving making decisions about how to parcel up the learning in coherent blocks or clustered around
significant objectives or outetnes and then working out how best to sequence, resource and assess

the learning.

As Eisner notes, different orientations towards the cuddou tend to privilege specifiginds of
knowledge and ways of knowing over othgaffecting decisions made abowhat is taught, how it is
taught and assessed, and the ways in which institutions are organised and resourced. Although
curriculum developers may deliberately set out to adopt an eclectic perspedtive likely that
practice will be informed by dominargssumptions. Being aware of these possible orientations is

therefore key to reflection and possible change.
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In considering the nature of the curriculum that such orientations may give rise to, Gradigm
(2003) distinguishes between narrow and broad @eptions of the curriculum. The former focusing
on the subjects offered by a particular institution or more narrowly still as a single syllabus and the

latter, and more contemporary, perspective which considers at least four dimensions as follows:

1. Thecurriculum as product/plang what an institution or schooling system sets out to achieve
as expressed in formal documents about what should be taught, how and when; how and
when learning should be assessed; the nature and exteibafa-curricular activitieQ and
how the curriculum should be resourced and supportedy(supply of appropriate learning
resources, minimum expectations for institutional infrastructure, minimum expectations
regarding staffing and staff competengasdthe nature of institutioral culture, management
and governance);

2. The curriculum apractisedc what actually happens in classrooms or outside them as a result
of teacher and school choices and circumstances;

3. Thecurriculum as experienced what each individual learner actually érhalises and takes
away from the educational experience;

4. Thehidden curriculumg the things influenced by the preceding three dimensiotisat are
learned that were never formally intendeck.§., the teacher who unconsciously asks
jdzSatA2yal PFAdzKAEABKRSNBNWRYSNET (GKS | LI NByid NB

on their time allocation and position in the timetable).

Afifth dimensioncan be addedo this typology:

5. Thenull curriculumg the curriculum that is not taught: what is left out anchy? (Flinders,
Noddings & Thornton, 1986).

What is and is not considered to be part of the curriculum then reflects the choices of curriculum
developers and curriculum workers. Bertram, Fotheringham and Harley (2000, $5p) Bdflect on

the influentialwork of Basil Bernstein in this regard. Bernstein was interested in the linkages between

social relationships, the structure of communication (including the curriculum) and the consciousness

and identity of people. He argued that | 2 ¢ | & 2 O la&ilied, distrbiteS, drangniits add

evaluates the educational knowledge it considers to be public, reflects both the distribution of power

and the principlesoi 2 OA f O2y GNRBf ¢ ).o. SNYaUuSAYySI mMpTrTI LD yp

Implicit in this statement is the notion that theigiculum is not a fixed thing it is subject to change
and contestatiorg knowledge is foregrounded but since not everything can be addressed choices are

necessarily made about what to include and what not to include and how to mediate and assess. These
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choices will tend to be strongly influenced, if not dictated, by those who have the power to decide
it becomes important to make as explicit as possible the decisions made about the curriculum and the

rationale thereof.

In 2004, as part of a prior stydthe candidateconcluded after a review of the literature that the
following issues required overt attention in evaluating or designing any programme of @agyss,
2004)

View of knowledge
Understanding of curriculum
A model (preferably circular and mtinuous) for how the curriculum is planned, implemented
and reviewed; and
Who is involved in the process
Opportunities for feedback from learners integrated into the review process
Opportunities for feedback from educators integrated into the curriculewiew process
Intended outcomes and how these were derived
Pedagogy to be employed
Assessment practices and justification thereof
Resources (including learning support materials) to be used and how these are developed,
costed, managed, distributed and rewed
Relationship between fundamental, core and elective learning
How the curriculum and materials development processes [and teaching and learning
processes] take cognisance of the following issues

0 Integration
Relevance
Credibility
Coherence
Flexibility
Sandards
Legitimacy
Access
Articulation
Progression
Portability
Recognition of prior learning

0 Guidance of learners

1 Balance between centralised and decentralised roles and responsibilities and management

and control of decentralised provision; and
1 Al of these issues needing to be addressed from the perspective of an informed
understanding of the nature and needs of the targeted learn@viays, 2004, pp. #46)

=4 =4 =4 =8 -8 -8 -9 = =4 =4

=a =

O OO0 O0OO0OO0OO0OO0OO0OO0oOOo

These issues continue to inform tAel Yy R A practicé&a® a curriculum worker.

2.3.2 Foundatians of curriculum
In similar vein to Eisnefsee Section2.3.1), Ornstein and Hunkins (2004) suggest four major

philosophies and educational philosophies that affect the ways in which curriculum decisions are
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made: idealism/perennialism (there are certainahanging things that everybody needs to know and

be able to do to be productive citizens); realism/essentialism (formal education cannot cover
everything there is to know so there is need to focus on a few key things and do thera.ggtlack

to basicsand the three Rg reading, writing and arithmet)¢ pragmatism/progressivism (knowledge

is uncertain and the social context is constantly changingearners need to be able to cope with
change and to learn to adapt); existentialism/reconstructionisemding to reject grand narratives

and the notion of privileged knowledge and to focus either on challenging power and seeking to create
a more just society linking to a transformational agenda and critical theory, for example, or

privileging a transcerghce perspective and informed by a postmodern orientation, for example).

In addition, curriculum decisions are made in a historical context. Four key historical factors that
impact on contemporary curriculum practice in Africa are the colonial periodHichacurricula from
Europe were transplanted to African institutions); the new national period following independence
(with calls for transformation of the curriculum that went largely unanswered); the movement
towards universal education (which has pubemous pressure on capacity and quality at all levels of
national education systems) and the permeability of classroom boundaries enabled by ICT and

encouraged by globalising practices.

Further still, developments in the theoretical domains of psycholaglyssciology impact on the ways

in which curricula are planned and implemented.

2.3.3 Curriculum theory
The diversity of factors affecting curriculum decisioaking not surprisingly make it difficult to

articulate a dominant theory of curriculum with agreed set of terms and procedures.
C2dzNJ YFAY GKS2NBGAOIET aOFYLAéE FNB AMROYUAFASR o8

9 Traditionalists.In this camp are theorists who believe in a rational scientific and technical
approach to the curriculum, includinthe belief that the curriculum can be planned prior to
its use in the classroom and that teachers can be trained for implementation. Ornstein and
Hunkins(2004)suggest that this camp includes scholars such as John Dewey, Franklin Bobbit,
Ralph Tyler, Hia Taba, George Beauchamp, Ronald Doll and John Goodlad. A challenge for
this approach is understanding how and why curriculum should change.

1 Conceptual empiricistsThis camp consists of theorists with an explicit interest in theorising
about the curriclum and questioning what is and is not included, how it is mediated and how
learning is assessed. Ornstein and HunkR@04)suggest that scholars such as Benjamin

Bloom, Jerome Bruner, David Berliner, George Posner, Robert Stake and Herb Walberg are
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representative of this camp. A challenge for this approach is helping theory and practice to
reinforce one another and factoring in the naontent issues that impact on learning
achievement.
Reconceptualists and critical theorist3.heorists in this camp teni be critical of existing
curriculum practice and argue the need for conceptual distance to explore more creative and
liberating experiences. Their focus is on the curriculum as experieratbdr than as planned
and practisedand the thinking seemssingly rooted in existentialist and phenomenological
philosophy. William Pinar is an influential theorist in this field and has emphasised
autobiographical approaches in which we learn by investigating our own responses to life
situations, including educatnal ones, through processes of regression, progression, analysis
and synthesis. In contrast to this focus on the individual experience, critical theorists such as
Paub Freire, Michael Apple and Henry Giroux emphasise the social and political dimensions
of the official curriculum and formal schooling, calling for liberation from the influence of the
political and economic establishment, through dialectic processes we might associate with
Marxist philosophy. The emancipatory agenda explicit among critiealkists is synergistic
with Feminist philosophy and some forms of African philosophy. Ornstein and H({280%
p.189y 2GS t Ayl NR& &dzZ33SadtaAazy (G2 O2yaAiARSNI G4KS O
gender text, a postmodern text, an aesthe® G SEG> | GKS2t23A0Ff GSE
and the different understandings that these lenses engender. A challenge for this approach,
one would think, is that it would seem to require a very critical, anedld and responsive
teacher working wth small groups of learners each pursuing their own learning agendas.
Postmodernists.As noted earlier in this discussion, a postmodern approach entails the
rejection of all grand narratives and hence querying of the very constructs of the current
discusion such as curriculum, pedagogy, education, student and teacher. Curriculum is then
emergent not planned. Ornstein and Hunk{@®04)quote Slattery as follows:
OdzNNX Odzf dzy X Ay (GKS L2adY2RSNYy SNI SYL.
understanding of the dtural, historical, political, ecological, aesthetic, theological,
and autobiographical impact of the curriculum on the human conditions, social
structures, and ecosphere rather than the planning, design, implementation, and

evaluation of contexfree andvalue-neutral schooling events and trivial information.
(p. 190)

What then does one do, with whom and when a%¢machelk? Is there a difference between being a

Yeachein early childhood education, primary schooling, secondary schooling, undergragindte

postgraduate education? Ti@ y R A dxpefieSc@ia supporting curriculum development processes in

multiple institutions in multiple contexts has tended towards the transactional and hermeneutic as
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summarised in Table 2.6 above. In such an approaeltan draw upon the thinking of different theorists,

the diverse experiences of the people one is working with and the apparent realities of specific contexts.
TheO | y R A @ppraadh @ids towards the traditionalist camp in believing that there is vaiplanning

a curriculum in advance to encourage a systematic and coherent engagdmaemrawsalsoon the

other camps identified in the above discussionto, 88kayR2 6S 4 y i (WhydB@ewarKkA a KQ |
G2 R2 GKAA Ay (i Kgithke curitubuiaSplah as a guild ahd nbt & bludgrirg. &xphcit in

G§KS NBASFNDKSNI 4 OdzNNA Odzf dzY 62 NJ SNDRA& I LILINR I OK A
deliberate process to promote increased learner autonomy, to encourage a criganse from the

learner on the very structures and frameworks employed to induct the learner into a discussion and the
celebration of emergent learning and unanticipated learning outcomes that provide new insights for both

the learner and the community ¢éarning of which he/she is a member at any particular time.

2.4 How does curriculum development happen?

Hoadley (2012, p. 5) suggests that it is possible to discern three dominant positions in curriculum

development

1 The first position argues that cuctilum development is a technical matter that should be
carried out by curriculum experts in an apolitical manner and should be based on clearly
defined learning objectives.

1 The second position arises from a belief that meaningful learning cannot be baspt-o
determined outcomes. Rather, curriculum is developed in the process of teaching.

1 The third position stems from a belief that curriculum development is inherently political and

should be explicitly so.

These three positions on curriculum developmerdprio the first three of the education paradigms

discussed earlier in this chaptésee Section 2.2.3)technical, practical and emancipatory.

Each of these approaches emphasises different steps in a process and differguityees in that
process, addiscussed by van den Berg (2014ho distinguishes product, process and praxis

approaches as follows:

9 Acurriculum as productocus is technical in nature. It is influenced by the thinking of Franklin
Bobbit (in adopting a scientific method); Ralph Tagdro identified four key principlesset
purpose/objectives, identify appropriate educational experiences, organise them and then
evaluate them); Hilda Taba (who emphasised the importance of the context in which the
curriculum is enacted) and more recéneé 2 A 3AAya | YR -de@ibpnBKSQa ol
GKS2NE O06KAOK A& fA1S { L)l Réevinedrobtéoned)y ThiR2 6y L.
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problem identified by van den Berg is that such a focus closes possibilities for more open
ended learning and the decisionbaut what and how to teach typically do not involve the
learners themselves.

9 Acurriculum as procesfocus is nortechnical in nature. It builds from the kinds of questions

raised by Lawrence Stenhouse regarding the limitations of a curriculum as produst ¥an

denBerg2014)A RSy G ATASE 21 t1SNDa RSEAONARLIGIASS (GKS2NEB

theory as examples of process approaclieat emphasise curriculum development and
enactment as a process negotiated between teachers and learnersrrtithe imposed on
learners Thisrequires highly skilled teacherspwever, whichcould result in a too narrow
focus on particular knowledge at the expense of more generalizable knowledge and may not
adequately respond to embedded political, economic arsddmic influences.

f  Acurriculum as praxispproach is alsoneti SOKY A Ol t Ay yI Gdz2NBd L
gap between theory and practice, strives toward a democratic decisiaking, and the
SYLRSNYSyYy G 27F LIS2\dh 8en Beyy, 2014S 103N cAlSE far doy 6
practitioners and theorists such as Paulo Freire. In such an approach, the curriculum is
continually evolving as reflection on experience feeds back into the next part of the unfolding

discussion.

Thecandidateis inclined to mie use of all three of these approachdslievingthat teaching is a
deliberate process of empowering learners gradually to take more responsibility for why, what, how,
where and when they learn. But one must start somewheperhaps by providing suggest goals,

by providing some possible frames of reference and useful initial cordadtthen designing learning

and assessment activities that help learners to explore, question, debate and come to their own
conclusions in ways that they can explain aostify to others. As Ornstein and Hunkins (2004)
observe, this means making some initial decisions about content, the kinds of curriculum experiences
that might be useful and insightfidnd the contexts and environments in which the curriculum might
be emcted However, these decisions should be maue ways that involve other relevant
stakeholders in the process policy makers, parents, potential employers, community members,
other teachersand increasingly the learners themselves. The curriculum is #meunfolding plan
rather than a rigid blueprintinformed by reflective actiomesearch cycles. This more flexible and
openended organic approach to curriculum development does require highly competent and
resourceful teachershowever,and has traditioally been difficult tomplementin school systems

with rigid selection and procurement processes and inefficient mechanisms for distribution of learning
and teaching resources. In the distance education arena, the reliance orbpsgat resources and

the demand to achieve economies of scale can result in the curriculum becoming osaified
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institutions continue to work from their stockpile of already printed study guidesher than
developing new resources. Increasing access to digital technologgharativent of OER could then

be the catalyst needed to effect useful change.

2.5 How is knowledge organised in a curriculum?

Ornstein and Hunkins (2004) identify three common ways in which curricula are organised:

1. Subject-centred designsThis is probabljthe most familiar design and easier to manage in
terms of supply of dedicated learning and teaching support materials, timetable and
examination organisationand educator training It may, though, result in specialised
atomised learning that is not eagitransferred across into real life practideé is a logical
design for a transmissive/perennialist/essentialist orientation

2. Learnercentred designsThefocushere ison the whole learner and his/her interests and
aspirations Such approaches are mommmonly found in primary schoglsut transcendent
and transformational orientations underpinned by postmodern or critical theory approaches
logically favour a stronger focus on the individual learAsmoted previousifhowever there
may be a dangerfalipping from radical constructivism into extreme relativism

3. Problem-centred designs These designsequire learning across subject and disciplinary
boundariesto understand and resolve personal and social real world problénsh an
approach can be deanding on teacherdut is a logical design decision for both transactional
and transformational agendas and progressive and reconstructionist approaches.

| 21 Rt S8 o0nHnmHUO y20Sa | $2NIRHARS (UNBYR (G261 NRa&

in the schooling sulsector, characterised by the following features:
Curricula that place more emphasis on integrated knowledge in which different subjects are
O2YO0AYSR Ayid2 aftSINYyAy3I INBlFa¢ yR (FdzAKG (K

An increased focus on the competence dersimated by learners at the end of a process of
learning rather than on subject content knowledge;

Greater concern for the knowledge that learners bring to the class and on the linkages
between school knowledge and everyday knowledge. 56)

2.6 How iscurriculum enacted in practice?

Hoadley (2012, p. 6) observes that the same curriculum plan may look very different in practice when

enacted in the different classrooms by different teachers.

It is almost axiomatic that teachers teach the way that theynibelves were taught. However, it is

taz2 GKS OFasS GKFiG GKS O2yGSEG 2F GSFHOKAy3a gAff
teacher may graduate full of enthusiasm to empower her learners through a curriculum as praxis
approach using sociconstructivist methodsbut find that the school or university in which she gets

a post is very rigid about planniraqnd sticking to the plamand about lecturing and testing as key
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methods She may well, over time, simply adapt to the prevailing teaclaind learning culture of the
institution. It again then becomes necessary to surface the underpinning assumptions that shape
practice within the institution generally and within the individual classroom, lecture hall or tutorial

room.

The European Uniefunded Holistic Approach to Technology Enhanced Learning (HOTEL) project has
ably demonstrated the wide range of theories of learning on which teachers might draw to make more
informed decisions in the classropMillwood (2017).Table2.8is extrapolated fronthis analysis to
demonstrate not only the range of possibilities, but also how these might relate to the broader
frameworks discussed earlier and the ones that have impacted most significantly on the researcher
asii S OKSNIDa 26y LINI OdeduSes @ idendify ppakiblé spreridsy 3 K a

Table2.8: Learning theory
Disciplinary Key Key concepts Theory in a nutshell Reflection
base theorists
Theology The church | Instructivism Teachers take a central role and transfer | It is felt that the
their knowledge directly to students learning theories
through presentations. clustered together
Psychology Skinner Radical Learning as a process of forming here are synergistic.
behaviourism associations between stimuli in the They incline to the
environment and the corresponding deterministic and
responses of the indigual. Reinforcement| positivist end of the
strengthens responses and increases the| theoretical continua
likelihood of another occurrence when the discussed previously
stimulus is present again. and would seem to
Psychology Bloom Educational Taxonomy of learning objectives that flow logically from a
objectives educators set for students in three transmission
& R 2 Y | doghilive, ¥affective, paradigm and a
psychomotor. Learning at the higher leve| technical curriculum
is dependent on achieving lower levels. | as product approach
Designed to motivate educators to focus | informed by
on all three domains, creating a more perennialist and/or
holistic form of education. essentialist
Psychology | Bloom Mastery InMaste® f S| Ny Ay 3> &G H perspectives.
learning helped to master each learning unit befor{ Reflecting on own
proceeding to a more advanced learning | practice, the
GF&ailéao researcher as
Psychology | Ausubel Meaningful New knowledge to acquire is related with| teacher might draw
learning previous knowledges. on this domain in
drafting initial
learning awitcomes,
linking concepts,
managing
discipline/ground
rules and introducing
new concepts.
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Disciplinary Key Key concepts Theory in a nutshell Reflection
base theorists
Psychology Gardner Multiple We have several different ways of learnin| It isfelt that the
intelligences and processing information, but these learning theories
methods are relatively independent of onq clustered together
Fy2G3KSNY f SIFRAY3 {4 hereare synergistic.
as opposed to a general intelligence factd There is a common
among correlated abilities. trend of seeking a
Education Fleming Learning styles | Optimal learningdemands that students | balance between
Organisation | Honey and receive instruction tailored to their subjective,
Mumford learning styles. intersubjective and
Kolb objective knowledge;
Psychology | Bruner Discovery Learners obtain knowledge by forming an intrinsic to all the
Linguistics Piaget learning testing hypotheses. approaches are
Psychology Bruner Scaffoldng * Scaffolding is the support given during th¢ notions of change
Linguistics Vygotsky learning process which is tailored to the | and context. There is
Engestrém needs of the student with the intention of | @ much greater focus
helping the student to achieve his/her in these learning
learning goals. theories on learning
Psychology | Vygotsky Zone of The area of capabilities that learners can | @s a process. This
Linguistics proximal exhibit with support from a teacher or cluster of theories
development* | peer. seems most
Psychology | Piaget Genetic A human being develops cognitively from| @Ppropriately aligned
epistemology | hirth throughout his or her life through with a transactional
four primary stages of development: paradigm and
Sensorimoto(0-2) curriculum as both
Preoperational () product and process
Concrete operational (11) informed by
Formal operational (11+) RICUIESSIVE
Assimilation is incorporation of new curriculum
experience into existing mental schema, | @pproaches.
accommodation changes mental schema| Refleeting on own
Psychology | Piaget Constructivism* | Thelearner is not a passive recipient of | Practice, the majority
Linguistics Vygotsky knowledge but that knowledge is of the researcher as
GO02yaiNHOGSRE 68 (fUSHOKSNRaA
Philosophy | Dewey Experiential The process that occurs between a teach| 2nd teaching work is
Education education* and student that infuses direct experiencq Informed by the
with the learningenvironment and theories in this
content. clusterg especially
Organisation | Kolb Experiential Knowledge is continuously gained throug| those marked*.
learning* both personal and environmental
experiences. The learner must:
1. be able to reflect on the experience;
2. use analytical skills to conceptualibe t
experience; and
3. make decisions and solve problems to
use the ideas gained from the experience
Education Montessori | Scientific Education based on science that modifiec
pedagogy and improved the individual.
Education Montessori | Montessori Principles:
educatin 1. Mixed age classrooms, with classroom
for children aged 2,5 or 3 to 6 years old;
2. Student choice of activity from within a
prescribed set of options;
3. Uninterrupted blocks of work time;
nd ! 02y adNUzOGA DA &l
where gudents learn concepts from
working with materials, rather than by
direct instruction.
Education Hargreaves | Interpersonal Teacher types: liotamer, entertainer and
relations new romanticg the problem of sel

judgement in assessment.
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Disciplinary Key Key concepts Theory in a nutshell Reflection
base theorists
Organisation | Argyris and | Doubleloop Modifying the goal of learning activity in
Psytology Schon learning* light of experience or possibly even reject
the goal. Single loop learning is the
repeated attempt at the same problem,
with no variation of method and without
ever qlestioning the goal.
Organisation | Nonaka and | Organisational | A characteristic of an adaptive organisatic
Takeuchi learning* that is able to sense changes in signals
from its environment and adapt
accordingly.
Organisation | Taylor Text and An organisation is created and defined by
conversation O2YYdzy AOF A2y od [ 2Y)
theory* organisation and the organisation exists
because communication takes place.
Cybernetics | Pask Conversation A cybernetic and dialectic framework that
Psychology theory offers a scientific theory to explain how
AYUSNF OliAzy fSFRa |
Social Lave and Situated Learning is a social process whereby
anthropology | Wenger learning* knowledge is ceonstructed and is
situated in a specific context and
embedded within garticular social and
physical environment.
Social Lave and Communities of | Groups of people who share a common
anthropology | Wenger practice* concern or a passion for something they (
and learn how to do it better as they
interact regularly.
Psycholog Vygotsky Social Groups construct knowledge for one The theories
Linguistics constructivism | another, collaboratively creating a small | clustered hereare
Cybernetics | von Constructionism| culture of shared artefacts with shared more diverse in
Philosophy Glaserfield meanings.* scope. However,
Design Millwood Expressive Learning involves an iterative process of | they all incline to the
constructivism | giving expression to an idea and then non-deterministic
evaluating and possibly refining it. and interpretive end
Education Freire Critical An educational movement, guided by of the theoretical
Philosophy pedagogy passion and principle, to help students | continua discussed
develop consciousness of freedom, earlier and seem to
recognise authoritarian tesiencies, and align most
connect knowledge to power and the appropriately with a
ability to take constructive action. curriculum as praxis
Education Holt Home schooling| Students learn naturally if given freedom | approach informed
Unschooling to follow own interests and a rich by reconstructivist
assortment of resources. and reonceptualist
Education lllich De-schooling {OK22f A& Rl Yl 3Ay 3 | perspectives.
society LidzLJAf A& (GKSNBoe& wi Reflectingonown
teaching with learning, grade advanceme| Practice, the
with education, a diploma with researcher as
competence, and fluency with the ability t| teacher identifies
alé azYSGKAy3a ySg oy strongly with some
Siemens Connectivism* | Krowledge is distributed across a networl Of these theories
of connections to people and informatian | (Marked *) but not at
learning consists of the ability to construc| all with others.
and traverse those networks.
Engestrom | Expansive The learning of new forms of activity as
learning* they are created, rathethan the mastery

of putative stable, weltlefined, existing

knowledge and skill.
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Disciplinary Key Key concepts Theory in a nutshell Reflection
base theorists

Psychology Radical Knowledge as mental representation:

Linguistics constructivism | la knowledge is not passively received

Cybernetics either through the sensesrdy way of

Philosophy communication;

1b knowledge is actively built up by the
cognising subject;

2a the function of cognition is adaptive, in
the biological sense of the term, tending
towards fit or viability;

HOo O23ayAilArAzy &SNBSH
organization of the eperiential world, not
the discovery of an objective ontological
NEFfAGE D¢

(Adapted fom: Millwood/HOTEL project,

2017, p1.)

It is clear from this analysis that we have not yet found a satisfactory unifying theory of learning and

hence cannot expecttobde o f S

g2

2TTSNI I ROAOS 2y |

Hergenhahn and Olson (2005. 49 nonetheless identify five main paradigmatic clusters of learning

theories: functionalist €.g., Thorndike, Skinner, Hull), Associationistg(, Pavlov, Guthrie, HEes),

Cognitive €.g., Gestalt theory, Piaget, Tolman, Bandura), Neurophysiologi&g., Hebb) and

Evolutionary €.g.,Bolles) Theyobserve however, thatd (i K S NB

yIGdz2NBE 2F GKS

I NB  y2
£ S Ny Ay 3 ahddBirdd théok ¢hat spgaks tdi tRemi@ndA T

TAYIE |y&as

i S

their practice, they should try evolving their own to contribute to the knowledge hidsegenhahn &

Olson, 2005pp. 462463).

Notwithstanding the advice of Hergenhahn and Olson above, Laurillard (2002, 20@@}es that

most education theory, at least for the past 100 years, indicates the need for active student

engagementbut teachers have been slow to use technology to do enable this (CHE, 2014). This has

prompted discussion around a suitable pedagogyafdigital age (Beetha® Sharpe, 2013): onnat

dza S &

This is an approach that speaks to the researatsi S OK S NI &

FaadzYLIWiA2ya

We can therupdate the theoretical framework for this study as follo@sble 2.9)
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Table2.9: Theoretical framework

Ontological paradigm

Determinist X Non-determinist
Epistemological paradigms
Idealist X Realist
Positivist X Interpretivist
Educational paradigms
Transmission | Transaction X | Transformation | Transcendence
Educational metaheories
Logical Empiricism Systems theory X Existentialism/
Critical rationalisnx Phenomenologx African philosophy/
Hermeneutics X Feminism/
Critical theoryx Post modernisnx
Nihilism
Learning theories
Particular limited uses|  Practice informed primarily by cognitive and  While encouraging
of behaviourist / social constructivist approaches seeking tg groups to work
associationist theory;| work towards consensus understandings tha towards consensus
learning as purposeful allowteams of people to work together understandings and
and linked to outcomey towards agreed common goals in communiti¢ work plans, there is
statements providing of learning and practice. need to create some
these are opettio dissonance to
change; belief in challenge uncritical
connecting ideas in group tink; agree
increasingly complex that technology openg
ways¢ from concrete new possibilities for
to abstract, from learning; believe
known to unknown learning should be
activity-based.

We now turn our attention to the last of the questions posed by Hoadley (2012).

2.7 How is curriculum assessed?

It is useful to distinguish betvesm student assessment and curriculum evaluation.

2.7.1 Student assessment

Ly + 188y2G8 FRRNBaa (G2 GKS 1{99{!cvid2yRENBYSE Ny
in 1998, Maggie Coats concluded from a review of internatiiterature and pradgte that the focus

of assessment practice had shifted from institutional reporting to learning supgbe.then outlined

the then newUnited Kingdom Open UniversityKOU approach to assessment that comprised four
inter-related phasesg not necessarilyimear, circular or spiral in sequencing and progression:
preparingfor assessment (including all necessary information about the assessment task and process

up front); exploring(including developing the necessary metacognitive awareness and practitsal skil

needed); implementing (including reflectiorin-action) andreviewing (including where necessary
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dialogue with the assessor on the feedback provided). In many ways, this keynote address distilled
several issues related to the challenge of outcofhasedassessment generally and for the distance
education community at that time. It also echoed the central importance of appropriate assessment
practice reflected in regulatory and quality assurance processes (CHE, 2004a,2004c; SAQA,
2005a,200%). Thebroad approach continues to inform tl@ |y R A Rracticé&a’ dn educator.

More recently, Beets (2014) notes that assessment is a critical component of curriculum design and
identifies three common approaches in assessment practice: assessieatrning (which focuses

on summative assessment and provides evidence of student learning after it is too late to effect an
intervention); assessmetfior learning (which focuses on formative feedback on what has and has not
0SSy YIaidSNBR I yR ing quiSelires farNbw- tdldprova)INBdZakssBssmast
learning (which is continuous and focuses on helping students to monitor and reflect upon their own
progress in order to inform their future learning goals). He suggests the need to shift the emphasis

more to the latter if we wish to help students become more autonomous learners.

As modes of provision continue to migrate towards blended and online approaches, the lessons

learned about assessment practice from distance provision become increasinglhepertin

The distance education community in South Afdcas represented by the National Association for
Distance Education and Open Learning in South Africa (Nadebaag seen assessment as playing a
particularly central teaching and learning role in thistance education learning process as evidenced

by the development of the guiding criteria in this regard

Activities feedback and assessment (Criterion currently employed fanrhial Nadeosa
courseware awards)

A major strategy for effective teaching course materials is the provision of a range of
activities and strategies to encourage learners to engage with the content. If the course
designer provides feedback or commentary on these activities, then learners will experience
a form of the discussiotinat takes place in lively classrooms.

Furthermore, because learners work through the materials largely on their own, they need
some means of assessing their own progress. Comments on the activities in the materials can
help to do this. The assessmentteria for the programme as a whole should be made clear

to learners and should be appropriate to the intended learning outcomes

Assessment

Assessment is an essential feature of the teaching and learning process, is properly managed,
and meets the requirem@s of accreditation bodies and employers. (We&lReed, 2005,
p. 30).

In most distance education courses submitted for consideration for Nadeosa courseware awards (or

evaluated by Saide) with which theandidatewas frequently engaged, the assessmenttggy
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comprised one or morgvritten assignments counting for between 10% and 60% of the final module

mark and a written examination counting for between 90% and 40% of the final module mark.

However, in some cases a written task, particularly a writteam@ration, may not necessarily have

been the most appropriate way to assess all the learning outcomes in all modules. It is felt that the
assessment strategy should rather be informed by the purpose and exit level outcomes of the
programme and module. Inddition, there was often little evidence that thought had been given to
integrated assessment activities across modules and across the programme, although this is a South

African Qualifications Authority (SAQA) requirement for registration of a qualificati

Another challenge was that many-aourse activities were often at a much lower level of demand
than the exit National Qualifications Framework (NQF) Level of the module or programme and often
many opportunities for deep learning were lost becausedbgvities were not always welhtegrated

into the content exploration. There was often not a clear progression and alignmenebatin
course activities, formativassignments and summative examinations. In additiofiext activities

often did not prowvide feedbaclk; solutions to activities may have been in a tutor guide rather than the
student manualbut this then puts the emphasis on the contact sessions rather than on independent

learning from the materials.

In examples of marked assignments prodder review, the emphasis was often on ergpotting

and ticking of correct contentather than provision of constructive formative feedback.

There is some concern that the pressures of working in new modes, with new technology and growing
student numiers will encourage greater use of contdmsed multiple choice question type

assignments and examinations rather than more innovative and more authentic forms of assessment.

The central role of assessment in teaching and learning through distance educatio

Not all distance or online students avail themselves of the opportunities prd¥idestudentstudent

and studentstaff engagement and so feedback on formative assignments may be the only opportunity

to engage with the thinking of individual distanceidénts. Thereforgthe design of an appropriate
assessment strategy needs to be a core component of programme design (CHE, 2014; CoL, 2005; DoE,
2003, 2005; Killen, 2000; Maré&eFraser, 2004Rowntree, 1987SAQA, 2005200%).

This means designing dasice programmes and developing distance materials in which there is a clear
link between informal ircourse seHassessment and pe@ssessment activities, formal formative
assignments and summative assessment activities that provide evidence of achi¢vefnte

planned learning outcomes in a systematic and integrated way (Beets, 20148BedBange, 2005;
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CoL, 2005; FreemahaLewis, 1998; Kenyaet al, 2000; Mothata, van Nieker& Mays, 2003; Randell,
2006).

Various guidelines exist regarding thays in which the assessment strategy in a distance programme
can be designed to scaffold and support learning optimally (see forexampI®&lH | Yy 3 h QwSAf f &
p. 80;Raggatt, 1994, p. 138).

As institutions move to fifth generation distance provisionhwihcreasede-learningand online
learning, it seems necessary to consider how the role of assessment and feedback is-beagjnmed
in a digital age. The following discussion, based on a report developed by Mays and Mhlanga (2012),

outlines some of th possibilities.

Assessment in a digital era
Ly I OKFLIISNI 2y |aasSaaySyid | yR BdddatiordibriaOBisal Ay . /
Worldo . / / I YLIza k / h[ H n n ya008, p.n2@3nbSgintwithethe IfolfoRing ¥nSightfué

assertion:

To impove learning and promote learning communities, we must recognise that successful
assessment is not primarily a question of technical skill but rather of human;witgelo
(1990).

The first part of thechapteZ ¢ NR& ( (i Sy explades theDdigBakobl$ @vailable to support
assessment practic&he second part of the chapter, written by Ketlganges the focus to authentic

assessment strategies for the online environmefiserving:

Often when we talk of assessment in an online environment, wektbfrautomated quizzes

and grade books. While useful in many circumstances, automated quizzes do not always

I OOdzNY G Sfteé NBFfESOGU  addzRRSydQa FoAfAlGASaAET SalL
level of difficulty in the cognitive learning domato demonstrate a physical skill in the
psychomotor learning domain, or to evaluate attitudes in the affective learning domain ...
Authentic assessmentassessing student abilities to apply knowledge, skills, and attitudes to

real world problems is not anly possible in an online environment; it is getting more popular.

(Kelly, 2008, pp. 2390)

Online work does not require everyone to be in the same room, at the same time, so you can
take advantage of the online environment to make assessment an itergtiocess. As we
previously stated, authentic assessment mimics work that students will encounter in the real
world, such as creating antiviral drugs in a biopharmaceutical lab, making presentations to
potential donors to a no#profit organization, or tedting civics lessons in an inpgty high
school. In these work environments, there are benchmarks or milestones that allow people to
check their progress. You can use authentic assessment methods like the peer review rubric
to replicate this process.

Forexample, you may have the students provide peer feedback first, as a way to improve their
work before turning it in for a grade, or you may have them provide it at the same time as
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your own with the option to rewrite it. By creating additional parts to leaassessment
strategy, students will learn even when you are evaluating thigfelly, 2008, p. 243)

Assessment in ODL

The challenge is made more complex by adoption ofépencdistance learning approach which
requires a commitment to investment in alteative forms of assessment to suit the needsdliffierent
learners. Boskic, Starcher, Kelly and Hapke (2008) provide a useful discussion and set of tools for
thinking about different ways of presenting assessment tasks (and hence different ways of grovidin
feedback).

Good practice teaching in distance (and other forms of flexible provision)
Providing feedback remains one of the most prominent ways of teaching in distance education. This
does not only guide the student in terms of academic improvemerdlsiv helps build a personal

relationship with the teacher (Hismang&IlHismangol, 2009).

An important aspect to consider is the mechanism that is used to provide feedbaelof a variety of
feedback methods is more desirable than using just one methaoek situdents learn differently. It is
important though for one to be able to make a judgement on which method is the most appropriate in
any given case; not all methods are equally effective in all instahlig®iangol and Hismangol (2009)
describe the fdbwing ways through which tutors give feedback to students at the Anadolu University
in Turkey (i) Feedback through written correspondence, (ii) Oral feedback duringdafzee sessions

and (iii) Feedback through narontiguous interaction on electronimedia.

General considerations

Traditionally, distance education provision in South and Southern Africa has been characterised by
print-based materials and possibly some contact support (Aukiendrikz, 2012)The materials and

the support has tended tte activitybasedto encourage student engagement with the content.

Where distance programmes move online, learning activities continue to be a central design concern.

Providing timely constructive feedback (and feedforward) on such activities is essedigtance and

online provisionbut arguably also in all other forms of provision.
Useful guidelines in this regard are providedBrght (2011) anaide (1998,212).

However, it seems important to consider also what expectations the institutioweys when it
allocates resources for providing feedbaEkr example, witlan 810 pagesecondassignment and a
detailed rubric/memorandum developed up front, we could probably expect to provide reasonable
feedback impproximately20 minutes per assignme In a low enrolment module with 100 students

33.3 hours would need to be set aside for markthg assignment adequatelywhile in a high
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enrolment module with 00 students, 2,667 hours woulte needed. If we assume an average
workload of 2000 hourger year of which 60%j200h should be devoted to teaching, we would need
two full-time staff just to markhis assignment and a third to assist, and do all the other things like

answer student queries, prepare tutorial letters and exam papers, updateifgpresourcesetc.

Of course, it is likely for very high enrolment modules that much of the marking will be outsourced.
This raises further questionsowever, such as whether the remuneration offered is consistent with
the expectation of marking an aexage of 3 assignments per hour. It also raises questions about the
resource allocation for high enrolment modules. For example, a module may have 20,000 students all
submittingthe sameassignmentwhich mustallbe marked withirthe same3-week period. © achieve

this, 6667 marking hours will be needed. If we divide this by 120 hours-weeR period, this implies

the need for 56 fultime markers who do nothing but mark in that period. However, the responsible
module coordinator will still need to tia these markers to ensure consistengysay 8 hours. In
addition, the marking will need to be moderated. Moderation guidelines usually recommend a 10%
sampleg¢ that is 2000 assignments to moderate. If moderation takes half the time of the original
marking ¢ some assignments will be acceptable but some whole batches may need to be remarked
the lecturer will need to devote 333 hours (or just over 25% of their teaching tm8.3 weekpsto

moderating the marking adne assignment for this one module.

Wha these examples illustrate is that a commitment to improving the quality of feedback requires
that adequate resources be set aside for this purpose. In a connected world in which students can
access content from anywhergnytime, it is the quality of lemning support rather than the
institutional packaging of content that will distinguish one institution from another (Simpson, 2013).
This suggests that a percentage of every student fee and income subsidy must fencded to
ensure that the necessary glity feedback can indeed be provideohdso that staffcannotcite high
numbers aghe reason for not providing this support. Thus, curriculum practices need to be managed

effectively, as is discussed in more detail in the next chapter.

2.7.2 Curriculumevaluation

As might be expected from the foregoing discussion, understandings about the nature and purpose of
curriculum evaluation vary. Like student assessment, as discussed above, curriculum evaluation might
be considered fromd 2 W ® aNd® | @eQectives; might be approached from within different
paradigmsg scientificpositivist or humanistimaturalistic and might involve different stakeholders

such as students, teachers, formal evaluators, curriculum polaers, consultants, parents and

other community members (Ornstei Hunkins, 2004).
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Reflecting on these issues, Du Preez (2014, p. 182) proposes an approach based on the work of
Schoonmakerwhich sees curriculum evaluation as a process of reflection and critical questioning
about curriculumrealities. She raises concerns about evaluation approaches that focus on the
products of curriculum rather than the processes that underpi8litepoints to suggestions made by
Harper and reconceptualists like Pinar for a multidimensional model thathatbsquantitative and
gualitative strategies to interrogate the curriculum as product, process and praxis, to consider the
implications of the null curriculum, and to use the insights gained for curriculum reform or

transformation (du Preez, 2014, pp. 1280).

2.7.3 Data analytics and big data

Given the many different perspectives on the nature and purpose of education and curriculum
practice, how do we make decisions about what to and what not to do? McMll&chumacher
(2006) suggesh commitment to®videncebased inquirfand this raises the questions of what
evidence we need, how we find it, how we analyse it and how we use it to make pedagogic and

curriculum decisions.

In recent years, there has been growing interest in the ways in which datatiasatyay be used to

inform practice and three different kinds of analytics have emerged:

1 Longitudinal data analyticsthis is the kind of data collected by institutional research
departments and shared with national management information systems sudieddigher
Education Management Information System (HEMIS) in South Africa. An advantage of this
kind of data is that it is usually subject to rigorous verification processes and is therefore
reliable in what it tells us about lortgrm trends regarding, foexample, student retention
and success rates (Park&iSheppard, 2015; Princ CIliff, 2015). However, the verification
processes are timeonsuming and any interventions suggested by the data cannot be used
to benefit the students on whom the data webased because by then they have moved on.

1 Learning analyticsthis is the kind of data that becomes available in #&ak during the
process of teaching and learning. Most learning management systems (LMSs) routinely collect
data about how often studentsisit the LMS, how long they spend there, what activities they
attempted, how well they did/did not deetc. If a teacher has access to this data, he/she can
communicate directly with individual studesito make recommendations that might lead to
greater success. A very good and free example of what is possible can be experienced by
becoming a tutor to someone studying through the Khan Academy (Mays, 20ti6igarning
analytics is growing in prominence in the university sector as well, including itiflLiexie-

players like Stanford (Thille, 2015).
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1 Predictive analyticsthis is an emerging field that draws upon the data from the former two
as well as other data to identify promising high impact practices, for both teachers and

learners with a viewto intervene before problersarise (Davis, 2016)

Of course, the data has no value if it is not acted upon to improve practices. And further, there are
numerous ethical issues that need to be considered about who has access to what data for what
purposes and Wwether informed consent has been given (Prinsloo, 2015). These kinds of issues are
currently being explored by five South African institutions in a project c&igdphumelelaWe
Succeed. Emerging learnings from this initiative are available from tHewfoy website:

http://www.siyvaphumelela.org.za/

2.8 Curriculum transformation and OER

As we have seen from the foregoing discussion, many factors impact on what happens with respect
to the curriculum. Tapr (1999) provides a useful systemic overview of these influences noting how
the intended curriculum may be influenced by national, school and classroom goals and contexts; the
implemented curriculum may be influenced by factors such as teacher quadifisatexperiences,

belief systems and contexts of practice influenced in turn by the ways in which schools are resourced,
supported and evaluated; and the attained curriculum will be influenced by student characteristics
such as general background, houskh economic capital, household cultural capital, attitudes,

aptitudes and expressions.

2.8.1 Curriculum in context

Much further and higher education provision in Africa, in terms of both the curriculum and the
management of implementation, remains hegviinfluenced by past colonial practices (Higgs,
Vakalisa, Mda& AssieLumumba, 2000Coetzee & Roux, 200Rgugi, 2011Nsamenang Tchombe,
2011).

This raises questions about the extent to which what we teach, how we teach it and how we manage
our progranmes and relate with one another can or should reflect our congeeentralising African

concerns, contributions and approaches.

This in turn raises issues for both the design of the curriculum as well as the management of
implementation regarding issuesich as multlingualism, indigenous knowledge, contextualiynd

culturally-informed work and learning practices in African and global contexts.

LY wannnX ! b9{/h LlzmfAaKSR | LRaAGAZ2Y ,ihdhicSiNI 2y WI
adoptedil KS F2ff2¢6Ay3 dzyRSNRGFIYRAY3 2F GKS y2iA2y 27F

knowledge, people, values and ideas ... across borders. Globalization affects each country in a different
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DeWitt, as citedin UNESCO, 2004, p. 6). The position paper noted the multifarious effects of
globalization on higher education and argued that an appropriate response for UNESCO was to
participate in the deglopment of normative frameworksto promote and engage withegional
conventionson higher educatiorand debates surrounding the recognition of qualifications within and

across borders, and to promote and participate giobal fora related to quality asswance,

accreditation and the recognition of qualifications.

Writing for UNESCO, Altbaehal.(2009)identify globalization and internationalization as remaining
one of the key trends affecting contemporary higher education and trajmiting the growimy
dominance of English as the language of scientific communication; increasing moves towards the
development of regional qualifications frameworks to facilitate portahilignd the growing
dominance of a few mostly wealthy, Enghsiedium universities ithe developed world in setting
higher education agendas (in some parts of the wanhtional policies actively encourage such high
profile universities to establish local campuses). Ther¢herefore, a growing tension between a
curriculum that retain@nd celebrates local culture and autonomy and curriculum practices premised
on being an active participant in the global higher education arena which has seen a continued
marginalisation of notEnglish medium universities generally, and of those in dewadogountries in

particular.

In this regard, and closer to home, Le Grange (2006, p. 370) notes the extensive discussion in recent
8SIFEFNER 2F GKS 02yOSLIi 2F GKS W TNROIYQ dzyADBSNRERAGE
the sterility of thedebate between Afrocentrists and Afrosceptics on this issue, argues for an approach
oFasSR 2y WNBNRPNMFABAFEQ GKI G GKSNB Aa y2 ajiydats i
but that universities in Africa face a number of common challenge$,2 dz2f R 6S LI NI 2F |
AYGSNYFGA2yFtte O2YLISGAGABS GSNIAIFNER ola oSttt |2
GFSSR o6 01 Ay diaterskoSbotdidtefregErind quéstionable customs and traditions
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While Bangura (2009. 134 dz33Sada | R2LIGAY3 |y | LILINRBFOK AYyTF2N
informed by the principles of Ubuntu), Higgs and Moeketsi (2011) further problematize the issue
noting the diversity of perspectives on what constitutes both African in general aiwaphilosophy

in particular,emphasisinghe importance of recognising human agency.

More recently, Luckett (2010.1) I NA dzS &
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the need for both a universal araparticular character in conceptualising an African philosophical

perspective.

Curriculum issues are comep when working within a single mode of provision in a single context
Theybecome more so when an institution is working in more than one mode and cortexs the
case withANU An additional complication is ensuring equivalence of curriculum provesowoss

these different modalities and contexts.

2.8.2 Equivalence of provision across modes

Traditionally, most university students were-28 year olds taking a first degree. A much smaller
number of these would progress into postgraduate studies eitmenediately or after a few years of

work. University curricula, systems and facilities were established to accommodate this reality. As ANU
has experienced, however, there is growing demand for more flexible provision using other,modes
such as partime studies and distance learning, requiring different systems and procedures which are
discussed in the next chapter. For the current discussion, it seems important to flag the importance of
ensuring equivalence of provision across the different modes antkxtmso that students in each

mode and context are offered a reasonable chance of success and successful graduates from each

mode and context will exit with the same level and kind of competences.

This is illustrated ifable 2.10, which compares the ctatt and distance modes for a neBachelor
of Education BEd) Honours degree in Teacher Education and Professional Development offered by

the University of Pretoria

Table2.10: Equivalence across modes of provision
Contact Distarce

16 credits =160h/module 16 credits =160h/module
64 hours reading, thinking and making notes | 64 hours reading, thinking and making notes

32 hours completing and uploading assignme 32 hours completing and uploading assignme
(2/module) (2/module)

16 hours preparing for summative assessmer| 16 hours preparing for summative assessmer
10,5 hours contact tutorials (7 x 1,5) 48 hours online selissessment, peer
cooperation and colladration (16w x <3h)
37,5hourscampusbased, structured peer
cooperation and collaboration e.g.,<0,5 hours intro activity
<1 hour quiz on new content

<1,5 hour consolidation discussion/feedback

(Source: Mays, 2016c, Presentation Slidg 11
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The exit level outcomes and curriculum structare the same in both modes of prowsi of the BEd
Honours programmeas are the module coordinators who have overall responsibility for academic
integrity. The curriculum comprises eight modules of which one is an elective. Each module is
weighted at 16 credits or 160 notional learning hoarsl the independent learning expectations are

the same regardless of modaf delivery The difference comes only in the methods employed.
Whereas campubased students will spend 48 hours in structured contzaded activitiessuch as
tutorials and studat study groups, the distance students will spend 48 hours completing structured
semtonline activities and engaging in online (and limited faméace and decentralised) discussion

forums on the same issues.

In similar vein, Sibande (2011) explored tliedence in take up of distance and contact provision in
dual mode universities in Botswaribandewas interested irthe concept of equivalency across the

two modes creating a useful planning matrfXable 2.11).

Table2.11: Aplanning matrix for dual mode provision

whom?

Policy issues Strategic planning Quality issues Staff and student Faculty incentives
concerns support

Motivation Comparative targets | Curriculum same? How are curricula Recogition for ODL

Targets and why? developed and by modules, research?

Target audience

What structures are

Are the structures in

Workload allocations

Recognition and

competencies for
mode?

needed and possible] place? rewards
Demand/targets Resources and Resources and Access witn Payment for
allocation? allocation campus and across | afterhours
appropriate? footprint work/travel
Which programmes | Number and levelb | Workload Workload Staff training
and why programmes Relationl Assessment Financial support
to needs
Costeffective
Analysis of staff Review? Training? Impact? Impact and reward?

Evaluation when and
how often

Resources for
evaluation

Past evaluations and
consequences

Use of evaluation
findings

Feedback to staff;
recognition of
improvement

Policy objectives and
resources to
implemert

Communication of
policy

Implementation
strategy and
authority to
implement

Monitoring and
evaluation

Benefits of policy to
students, staff,
institution

(Adapted slightly from: Sibande, 2011, pp-Z9)

A further curriculum consideration then is whethtfre demand for different modes of provision

comes from the same kinds of peopleecause a curriculum designed for school leavers makes
different assumptions about prior learning and has a different orientation to real world experience
than a curriculum dsigned for mature working adults who are probably more interested in learning
that relates to their immediate needs. Similarly, different contexts raise different kinds of curriculum

planning and implementation challenges regarding timing, policy equigalemanagement of
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practicals, language of learning and teachiagd other issues, for example, when providing

programmes that cross national and regional borders. For both different audiences and different

learning needs, OER may add value.

2.8.3 The poential role of OER

Having explored aspects of theory and practice and made a case for a pragmatic, pluralist approach,

it is necessary next to make the link with OE&ble 2.12 summarises the possible link between

curriculum practices and use of OER.

Table 2.12: The impact of different conceptions of learning on practice

Decisions made regarding:

Communicating
the curriculum

9 Outcomes and content
finalized before
programme. Apply to all
learners.

9 All learners start and end
at the ame time and
follow the same study
sequence.

1 Emphasis on providing
WFAYAAKSRQ (
lectures/ printed
materials/ multi media/
ICTs.

1 Use of generic tutorial
letters offering
assignment model
answers/ provision of
model answers to tasks.

1 In-courseactivities few or
used to consolidate
memorization of content.

1 Tutor/materials developer
seen as expert
transmitting knowledge.

9 Outcomes and content
finalized before start but
programme offers core and
elective options.

9 Continuous enrolment, but
same studysequence for all
learners.

9 Emphasis on providing
resources and scaffolding t
enable learners to construc
their own understandings,
through tutoriakin-print; 1-

1 contact tutorials; emails;
teletutoring.

9 Emphasis on individual
feedback on assignments.

1 In-course activities require
learners to construct and
demonstrate their own
understanding.

9 Tutor/materials developer
seen as scaffolding learning
opportunities.

9 Outcomes and content
negotiated with learners
before start of programme.

9 Continuous enrolment ah
modularization allows
multiple pathways.

1 Emphasis on providing
resources, not always
complete, that reflect
multiple perspectives and
inviting discussion via
email/website/social media,
in small group contact
tutorials.

1 Emphasis on formative
feedback orboth individual
and group tasks; feedback a
continuation of discussion.

1 In-course activities favour
discussion with others and
examination of multiple
viewpoints and multiple
resources.

Engaging with the
curriculum

1 Assume that learners hav
appropriate sudy skills.

1 Learners expected to
master content.

1 Emphasis on recall in
activities, assignments
and examinations.

9 Enable reflection on and
development of
metacognitive skills.

9 Learners expected to
construct own
understanding; therefore
concern with both poduct
and process.

9 Emphasis on problem
identification and problem
solving in activities,
assignments and
examinations.

1 Enable reflection on and
development of
metacognitive and social
skills.

1 Learners expected to €o
construct knowledge with
others; emphad on process.

1 Emphasis on critical analysig
and openended discussion.

Applying what has
been learned

1 Assessment by tutors
only.

1 Assessment tasks require:
recall.

1 Assessment tasks include
assignment content tests;
examinations.

1 Assessment by self and
others.

9 Assessment tasks require
application of knowledge in
authentic situations.

1 Variety of individual
assessment tasks, including
portfolios.

1 Assessment by self, peers
and tutors.

1 Assessment tasks require
reflection and application in
congruent realife cortexts.

1 Variety of assessment tasks,
including group tasks.
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Typical resources | { Single prescribed textbool { Prescribed and 1 No limits on resources

recommended mixed consulted including
resources; with intent to set.  idiosyncratic resources and
up debates resouices ceconstructed as

part of the learning process

(Source: May2014h pp. 121122

As explained in Section 2.6, and as illustrated in Table 2.12 above, the resemthérk OK S N & LINJ

is pluralist when it comes to ways of communicating the culuity engaging with the learning
process and assessing what has been learned. The dotted lines in the table indicate that the
boundaries between approaches are permeabtifferent pedagogic approaches may serve different
learning purposes and contexts (@arson & Dron, 2011). The kind of eclectic approach to the
selection and use of methods implied in this table is elaborated in much more detail in Mays, Grosser
and De Jager (2015yhich addresses the following issues: planning to teach; assessing ggamin
teaching; teaching with learning in mind; whalkass teaching; smagroup, problembased teaching;

using ICT in education; managing learning and teaching and ongoing professional development. In this

section the focus is more specifically on thetpntial role of OER.

Resources that have been openly licensed for adaptation provide important possibilities for
addressing the kinds of concerns raised in 2.8.1. They allow cdotbatrecontextualisedising more
appropriate examples and language andarporating a wider range of voices, approaches and media
and there is some evidence that teachers are indeed beginning to work with OER in this way (de los
Arcos, Farrow, Pitt, Welle& McAndrew, 2016). However, as noted previously, this will only happe

if appropriate decisions are made consciously during the curriculum design and development or lesson

planning process.

It is suggested that there is need for our practice to be more explicitly and consciously informed by
relevant theory and for theory tbe constantly validated or evolved based on research into practice.

The next section of the chapter explores some possibilities in this regard.

2.9 Towards scholarly curriculum practice

As noted in the previous chapter, the University of Pret¢u#)wasone of the four institutions
involved in the OER Africa participatory action initiative related to exploring the potential of pedagogic
transformation using OER. Initially, the engagement focused on work with the College of Veterinary
Sciences. Howeversaoted earlier in this chapter, during this study, tamdidatetook up a new full

time position as Manager of the Unit for Distance EducafidDE)n the Faculty of Education &P

This created an opportunity to crog®llinate the necessary design drdevelopment work for
distance education at the University of Pretoria with the work in process with ANU. Accordingly, the

candidate prepared and facilitated a futlay preconference workshop for the Nadeosa 2016
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conference which blended part of a workgh originally prepared for and facilitated at ANU (and
subsequently also facilitated with two teams of staff at the University of the Free State, anther OER
Africa PAR partner) with curriculum design work undertaken at the University of Pretoria in
prepardion to launch a new distance programme (Mays, 2016c). Presenting this thinking in the form
of a workshop created a space in which to explore the theoretical assumptions and practical
applications that had arisen at ANU and UP with a community of opetandes ande-learning
practitioners¢ hopefully leading to the kind of refined understandings anticipated through engaging
in a hermeneutic cycle of inquiry. The discussion that follows is based on this workshop and

engagement.

In 2014, the Department of HIK SNJ 9 RdzOlF G A2y FyR ¢NI Ay Ay3da 3T SaG0
distance education policy (DHEAQ14) and in the same year, the Council on Higher Education
published a good practice guide for distance education in a digital era (CHE, 2014). These two
documents reflect a growing integration of digital technologies in the provision of higher education
that had begun to result in a blurring of boundaries between different modes of provision that could
potentially have obscured some of the quality issuesufiar to distance education provision (Glennie

& Mays, 2013). While it seems clear that technology has the potential to overcome some of the
weaknesses of older models of distance education provision, particularly the limited opportunity for
interaction n the correspondence model, it seems equally clear that opting to use technology to
create more interactive and opeended learning experiences requires conscious choices in the design
phase that institutions will not necessarily make (BateSangra, 2011 In fact, once institutions
realise the cost involved in greater interaction in an online environment, perleaps greater
interaction than in a typical traditional contact programme, institutions may be even less inclined to
invest in the design and gelopment of programmes that make full use of both the information and
communication affordances of technology, or at least will likely seek to automate as much as possible
(Halsmann, 2016Kanuka& Brooks, 2010; Rumble, 1997, 2004). It seems necessanytohexplore

ways in which it might be possible to design and develop programmes that are more open through
making judicious use of open, distance amtearning possibilities that are also affordable and

sustainable for both institutions and students.

2.9.1 Key questions
Considering the context outlined above, the discussion in this section explores the following

guestions:

A What are the similarities and differences between ODelL and®DeL programmes?
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A How do we reconcile the need to design a coherent progne for accreditation purposes
6asK2tS ljdz t ATAOIGAZYaéd Ay {2dziK ! TNAOLY bvC
learning environments and to encourage emergent learning (programmes based on a
AK2LIAY3I ol alSad 2F adzyAd adlyRFNRALZOK

A consideratiorof existing policy and quality guidelines (CRED4b, 2014; CqoR005, 2009; Welck
Reed, 2005) suggests that all institutions, regardless of mode of provision, should engage with

guestionssuch aghe following:
1. What is the programme?
2. What are the inended learning outcomes and graduate attributes?
3. Why is the programme needed?
4. How does the programme align with institutional vision and mission?
5. What are the modules/courses that make up the programme?
6. How is the programme designed for coherence atikfis for purpose?
7. How does the programme fit into a learning and/or career pathway?

8. What is the mix of teaching and learning strategies and why is this considered optimal for the

purpose and target audience?

9. What is the assessment strategy and whyis tonsidered optimal for the purpose and target

audience?
10. What learning and teaching support services are available to staff and students?
11. What is the enrolment plan from year 1 to suggested optimum?
12. Who is involved in offering the programme (rglgsalifications experience number, time)?

Questions @nd 6need to be considered together if we are to address the concerns raised by national
review processes in South Africa about the lack of coherence of many programmes being offered (CHE
20044, 20072010, 2013 Questions 11and 12relate to issues offéordability and sustainability since

a major cost of provision will be the nature and number of staff involved in supporting the students
while the enrolment plan will need to demonstrate tretoughstudents will be enrolled to cover the

costs of development, delivery and review.
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In addition to the general questions that apply to all modes of provision, the following additional
questions (and there may well be more that it would be useful to asigdthg arise from migration to

a distance mode of provision:
13. What is the strategy for ensuring access to quality learning resources?
14. What is the strategy for decentralised learning support?
15. What is the strategy for decentralised assessment?

16. What is thestrategy to ensure equivalent quality of provision across diverse learning contexts

(including cross border where applicable)?
The approach and examples in this section seek to suggest ways to explore some of these questions.

In helping development team® tthink through the decisions to be made in the programme design
process, iis useful at the outset to suggest to programme developers that they consider a range of
learning possibilities on a fitness for purpose basis rather than focus on only onkesaatéd in

Figure 2.1 below.

Independent
learning
WIL Collabo_ratlve
learning
Practical Cooperative
learning learning

Figure2.1: A range of learning possibilities

(SourceMays, 2016¢cPresentation Slide 26

It is suggested that some things can be learned independently frorrseatilolded materialdut that

these emergent understandjs are likely to be deepened if they can be complemented with one or
more other approaches: collaborative learning in which students work together on the development

of common projects or artefacts or solutions to a problem; cooperative learning in whidbrgs
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work largely on independent projects but have opportunities to give one another feedback and to
share ideas; practical learning in a laboratory and/or workshop and/or aveligrated learningWIL)

in a workplaceg for example teaching practice foeachers, clinical placements for medical staff and
veterinarians, work experience for younger learners still thinking about what they want to do and

learn.

2.9.2 Programme oherence, structure and emergence

There seemto be a tension inherent in the v¢ nature of a discussion on programme coherence
between programme design and development processes following a Tylerian -diesignprocess

and more organic reconceptualist approaches, enabled by a connected world and supportive of
emergent learning (Vaden Berg, 2014)The former approach suggests that learnmgcomes can

be determined in advance while the latter suggests that the learning outsoare likely to emerge

thoughthe process.
Ways to address this tension might include adopting:
A Increasingt open programme structures
A Activity-based approaches
A A greater emphasis on personalised formative feedback.

Increasingly open programme structures

Three interrelated components comprisitae notion of a programme as conceptualised by the South
African Qualifications Authority (SAQA) (208 fundamental learningyeared towards supporting
student success in the programme generally through development of, for example;ctittisg
academic literacy skillgore learningthat speaks to the kind of discipéry learning that is highly
portable across different cognate programmes and contexts; @ledtive learningthat opens up
individual choices, for example, a Foundation Phase elective in a teacheempiee programme. It is
not difficult to see the posbility of adding a further optional dimension of a more opemded and
less structured nature that makes use of the affordances of technology to engage students more
actively than simply providing a set of recommended additional readers. This isathastn Figure
2.2 below.
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Openended
optional

Figure2.2: Designing in an operended programme component

(SourceMays 2016¢ Presentation Slide 14

Inherent in the programme design in the model in Figure 2.2 is a deliberate strategy to give effect to
the progression eméxdded in the NQF level descriptors (SAQ®BL2) towards increasing student
autonomy. It is theD | Yy R A &xpetiehc@ dhat a deliberate learning pathway needs to be created
towards this engwhich requires a team investment in a coherent programme desigogss. Without

a conscious and deliberate follow up on using academic literacy skills developed in a fundamental
model within a subsequent core module, for example, there is not likely to be transference of those
skills; and without an explicit attempt &hift the locus of responsibility for further and deeper learning
onto the students in the form of scaffolded learning pathways explicitly leading to increasing self
regulation and seléfficacy (Smith, Gamlem, Sand&lEngelsen2016), we are unlikelyotsee a shift

from dependent to independent and emergent learning. It is suggested that adopting an activity

based approach to design can help to create such pathways.

Activitybased approaches

There is now an extensive literature on the concept of agtititeory, building on the work of
Vygotsky, Leont'ev, Luria, and others starting in the 1920s, and more recently analysed and refined by
theorists like EngestrontLargely independent of this body of theorgpwever,distance educators

have long advocatedctivity-based approaches as a way of encouraging student engagement with
content (Col.2005 for example, which draws on much earlier work by Rowntree and othbrs).
workshops on programme design and materials development led by the candidate, extoaots: fr
UKOUcourse(Sherratt, Fletcher& Northedge, 1992are used to provide practical examples of how
activities can be used to scaffold engagemédime development of meaningful and authentic learning
activities is usually the single greatest challerggedisciplinary experts with limited or no pedagogical

background and theandidatehas found that using a somewhat mechanistic typology of developing
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a sequence of introductory, developmental and consolidating/applying activities geared towards a

specificoutcome can be useful. These different types of activities can be explained (and in practice

illustrated with practical examples) as folloguoted from a 2016 Nadeosa workshop run by the

candidate and shared under an open licence (Mays, 2016c))

At the start of a new unit of learning, anoeforegiving expert opinions and definitions, it is
often a good idea to include an introductory activity that:

1

T
T
1
1

Checks whether our assumptions about prior learning and experience are correct
Surfaces prior learning arekperience that will be useful

Awakens interest in the topic to be explored
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The following kinds of activities might then bseful:

T
1
)l
)l

A revision knowledgéased activity

A cartoon or other visual resource for comment

A case study, scenario or newspaper article

I NBFtSOGA2y 2y SELSNAS WAIKhop ReBourtdI5 O A OS5 X

During the learning process, we needkeep students actively engaged with the content
through the inclusion of regular (at least every 3 pages/screens) developmental activities and
feedback. Such activities and feedback:

1
T
1
1
T
T

Help students selfissess whether they are on the right track

Surface gapin prior learning and experience that need to be addressed

Maintain interest in the topic being explored

I 2YyFANY OGKIFIG 6S INB adgAatt AyadSNBaadSR Ay
Help students to make connections between ideas and between theuaypractice

| St L) aGddzRSyda (2 aSS GKS ySSR F2NJ FdzNIi KSN.

The following kinds of activities might then be useful:

=A =4 =4 =9

A knowledgebased practice activity

A cartoon or other visual resource for critical analysis

A more complex case study, scenario ewspaper article

Ly 2LILRNIdzyAdGe G2 Lidzi €SEFENYyAy3a Aydz LINT O
2016¢ Workshop Resource 4.6

At the end of a significant unit of learning, students need an opportunity to consolidate and
apply what they have learned. Quactivities and feedback:

=A =4 =4 =4 =9

=a =4

Help students seléssess whether they are on the right track

Provide opportunities to summarise key learnings

Maintain interest in the topic being explored

[ 2YFANY GKIG 6S INB adAtt AylepmbBredsSR Ay 0
Help students to make connections between ideas from different parts of the unit and
between theory and practice

Help students to see the need for further learning

Provide a selassessment opportunity for the complex application tasks regluiioe

F2NXIE F2NXYIFOGAQDS YR adzyYlI GAGS aasSaaySyd
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The following kinds of activities might then be useful:

A knowledgebased practice activity

A cartoon or other visual resource for critical analysis

A more complex case study, scenario or newspaper article

An opportunity to put learning into practice and then to reflect upon it

I adzYYFINAaAy3a OGA@AGe &adzOK +a | ,YAYR Y
Workshop Resource 4.7

= =4 =4 =4 =9

Usually, an activity needs to be built around some kind of learning resourcesae theO | Y RA Rl 1 S Q&
abiding interest in and engagement with OER. Wiley (2016) opines that OER are open not only in terms

of being free but also ideally granting the rights to retain, reuse, revise, remix and redistribute. This
means more studentsanactively learn by doing things with resources, including doing things that

were not possible before such as:

1 Remixing/adapting resources

1 Recontextualising an open textbook

1 Respondingtodiverseneeq¥ SRA Il 2 I y3dzZr 3S2 SEI YL Sa X
An example of a more opeended extension activity like that illustrated in the outer circle of Figure
2.2, might be that having completed a structured programme in curriculum design and development,
students could take an existing openly licensed guide or textbook on the issue-aadtextualise it
for their own needs by replacing overseas examples with local examples and/or translating the
resource or part of the resource into a local language. The importance of investing staff time in the
design and development of activities likgs, which encourage greater and more creative student
engagement with content, as opposed to trying to create more opportunities for stutdamher
engagementfor example is supported by a recent mettudy undertaken by Concordia State
University (Bamard, Abrami& Borokhovski, 2009).

In another contemporary metatudy, Hattie (2009) reviewed more than 800 quantitative meta
studies, involving more than 50,000 separate studies, on learner achievement in schools and
concluded that various kinds of apgméate teacher responseto individual learning was the single
biggest teachepriented factor in learner achievement, which leads to the third part of the discussion

identified earlier.

Feedup, feedback and feedforward

Hattie (2009, p. 187) identifies tbe important ways in which teachers can respond to student

learning in a positive way: feedupY' I {1 Ay 3 SELX AOAG G(KS tAyla o0SisSSy
desired goals or learning outcomes (including celebrating the achievement of worthwhile goals o

outcomes that were not anticipated); feedbacgKocusing on helping the student to reflect on how
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far and well they have progressed on their learning journey to date; and feedforgvardviding
guidelines on where to go next and how that might be acclishpd. Such responses are enabled in
a digital environment through provision of sedind peerassessment rubrics and through effective

use of learning analytics.

A useful example of ufyont investment in the design and development of coherent structured
programmes that allow also for personalised feedback and learning pathways is extremely well
illustrated by the Khan Academy and its use of learning analytics and gaming {KbaryAcademy,

n.d.). Towards the end of 2013, the Khan Academy added extermekend functionality to its
website. It is now possible for students and their teacher to agree to enter a coaching relationship.
¢tKS 021 OK (KSy KlFa | 00Saa G2 (GKS &aiGdRSyi(iaQ 2yfAy
spent on concepts ahattempts towards mastery and then can provide individualised suggestions to
students for what to do next in addition to or instead of the learning pathway generated automatically
by the system and for which students earn digital badges for various &cheéms. During 2014, the
candidate working with arNPCcalled Harambee, used the Khan Academy Mathematics stream quite
successfully to support more than 200 young people through a guided process towards successfully
completing an industryequired entry ével numeracy examination which had previously been a
barrier to access various enttgvel jobs that were available. Stanford Univerg@tynaking similar use

of learning analytics iits undergraduate science and maths programmes and sderbe enjoying

similar gainsn improving student retention and success (Thille, 2015).

The challenge to meet the former Millennium Development Goals (MDGSs) or the newer Sustainable
Development GoaléSDGsand the need for lifelong learning in a global knowledge $p@annot be

met by traditional campubased provision alone (Kanwar, 2011). Growth in the use of ODL and
supported by technology and OER is therefooé anly desirable but essentiaChoosing to focus on

W2 LISYQ NI GKSNJ GKFYy WRNMES | RAGSIOSY Ol y33 YN NIRISAYAlyASF A5

1 Generation 1 covered the period 1969 to 19@®en institutions like Unisa, UKOU, Athabasca
and IGNOU demonsited an increased opennesspeople, places, methods and ideas

1 Generation 2 covered the perioti984 to 2005 (thus overlapping with the first) and was
characterisedby using digital learning resources and the werlile web to offer blended
learning opportunitieswhich saw some convergence between contact and distance methods
of provision.

1 Generaton 3 is the current generation and is characterised using OER to provide access to

learning at all levels. In this model of provision, users access learning resources freely and opt
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to sign up and pay for additional support services and formal assessnnent tey feel the

need (for examplgthrough the Open Universitas, Coursera or EDX).

The South African Institute for Distance Education has consistently argued that the design of
programmes for distance provision requires more careful forethought thangmslis the case with
contact provision in which regular contact with students enables a curriculum to evolve more

organically $aide, 2015).

The three strategies suggested above therefore need to be part of a broader curriculum design

process.

2.93 A Saile-inspired design approach

There are many programme design models in use and many seem informed by or like the ADDIE model
that was designed and developed originally for the U.S Army by the Centre for Educational Technology

at Florida State University. @h/ADDIE model comprises five steps that need to be completed in
sequence; Analyse, Design, Develop, Implement and Evaluate. The evaluation stage might well result

in a new process so the process should be cyclical rather than linear and could then ppedao a

typical action research cycle. While agreeing with all the elements of the ADDIE mo@&l, tfeRA R G S Q&
systemsorientation approach to programme design and development is informed by the Saide model

illustrated in Figure 2.3.

Developing a course

. ADDIE model:
Curriculum
approaches: Req:ur:emi‘nts of B National [ Target qualifications Gomext:al
elo policies and accreditation researc
Analyse
f Target audience: needs and profiles
CurFleulum as Learning environment
Product Approach to teaching Key purpose and I | Content and skills |
and learning outcomes emphases Design
e e eaching and learning .
. ghssessment sirategy _Q;::r___ methods I
¥ —— o Independent stud Develop
Curriculum as Farmative and l/,-r—’ Course materials - pe ¥
process summative - 4
_— Group activities
Feedback to x
Students Staff or external agencies [ \Work-based activities Implement
Recording and "- -"_I‘_' "‘ | —
\ reporting ~_ Egnologig Individual support &
K ulatal
Curriculum as e Internal monitoring/moderation -
praxis
Extemal msderation, Evaluate

© SADE M0 ruality asswanca, and evalualion

Figure2.3: Saidce design model (with added captions)
(Source: Saide, 20p3
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Figure 2.3 suggests that we start by considering what international, national, state and institutional
requirements tell us about what should be the expected graduate or exit level competendas of t
programmes that we offerlt then notes that we must start where the students are. We need a clear
idea of the profile of our entry level students in terms of their subject or disciplinary competences,
their fundamental learning competences and capabiior independent learning, their practical and

ICT skills and their existing life and work commitments and aspirafitwastop two lines of Figure 2.3
correspond to the analysand the first part of the desigrstage of the ADDIE modédlhecandidate

is inclined to agree with Morrow (2007) that teaching involves a process of seeking to organise
systematic learning and this inevitably means identifying and deciding on some worthwhile and
intentional educational goals upfromg preferably also involvingtber affected stakeholders in the
process; and even when the goal is to nurture the development of a completely autonomous lifelong
learner capable of surpassing the teacher. There is then an element of curriculum as product in this
approachg but it is mportant to see the plan that emerges as a guide rather than as a blueprint. This

part of the model maps to the Planning step of a typical Action Research cycle.

The diagram also implies a process that has been suggested by the distance education cgrimmunit

South Africa in the form of quality guidelines and criteria published by Nadqéésleh & Reed, 2005
The Nadeosa community suggest the following criteria for evaluating distance programmes:

1. Programmes are flexible and designed with national needsvelt as the needs of
prospective learners and employers in mind; their form and structure encourage access
and are responsive to changing environments; learning and assessment methods are
appropriate to the purpose and outcomes of the programn{ps23)w{ SS f a2 | b9 {/
guidelines for crosborder provision UNESCO, 2005

2. The course curriculum is wettsearched, with aims and learning outcomes appropriate
to the level of study; content, teaching and learning and assessment methods facilitate
the achizzement of the aims and learning outcomes; there is an identified process of
development and evaluation of coursép. 26)

3. The content, assessment, and teaching and learning approaches in the course materials
support the aims and learning outcomes; the ex@dls are accessibly presented; they
teach in a coherent way that engages the learners; there is an identified process of
development and evaluation of course materig}s. 28)

4. Assessment is an essential i@ of the teaching and learninprocess, is moperly
managed, and meets the requirements of accreditation bodies and empldyer30)

The middle layer oFigure 2.3the top half in the framd sectior) foregrounds the assumption that
learning involves a process and multiple kplayersg the curticulum as plan is mediated in practice
and no matter how detailed the guidelines for practice no two classes, learners or teachers ever

encounter the learning in quite the same wayso there is always an element of the curriculum
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evolving in practice. Thimiddle layer maps to the Design, Develop and Implement steps of the ADDIE

model and the Acting step of a typical Action Research cycle.

Related to the previous point, the context, the learners and the teachers are constantly changig,
programme degn should be understoods an ongoing process rather than a single eweuasing

what we learn from our students, our own experience, our tutors and markers, our external assessors,
the employers of our graduates and others about what works, what doewoik and what needs to
changeq thus closing thecurriculum praxis feedback loop into continuous improvement (Mays,
2014p; Moll et al., 2001; Van aeBerg, 2014). This third layer, focusing on monitoring and evaluation,
then maps to the Evaluate step dig¢ ADDIE model and the Observe and Reflect steps of a typical

Action Research cycle.

In designing an effective programimee need to think about how the different components relate to

one another in a holistic way. This might be illustragsdn Figure 2:

Text-based

Non text-
based

Assessment

Figure2.4: The course resources

Figure 2.4 suggests we need to ask: What kinds of media and resources are best used for what kinds
of learning purposes? How do these different media and resources relate to one another? And how
does the assesment strategy relate to the learning resources? In responding to these questions, we
also need to think about the appropriate language/s of learning and teaching, the contexts in which
students will study and work and the opportunities for the integrataf indigenous knowledge and

systems (IKS).
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Of course, a course of study involves more than just the learning resources. Seen from a student

perspective, there are probably three main componeffigure 2.5)

Learning
package

Learner

Learners
support

Fgure 2.5: Key elements of a cose

All students come with some form of prior knowledge and experience and we need to think about

how we can surface and build on that, including creating opportunities for students to learn from one
another. This will affect the selection and design divéties in the learning package/course. We also

YSSR (2 GKAYy]l Fo2dzi addzRSydaQ LIaaraocftsS ySSR F2NJ
during the design process. This involves constantly thinking about issues related to RPL, interaction

andfeedback to support the learning process.

2.9.4 Prioritising student support

In the context of open and distance education, teaching.,(the production of learning

YFGSNAFfao GSyRa G2 GF1S LINBEOSRSyOS m&@SNJ €SI
support as an integral part of a teaching and learning programme, rather than an afterthought
which can be excised when times get difficult, institutions can demonstrate a recognition of

the link between income generation and learner supp@tills, 2003, pp. 102L04)

The advent of increasingly ubiquitous and flexible ICTs has created the possibility to offer programmes
online and early adopters of this possibility have come to the same kinds of conclusions as Mills, an
experienced distance educatdhat building in support for the learning process is an integral part of

the design phase and should create opportunities for socially constructivist learning as suggested by

the work of Vygotsky (1978, and in Hardman, 2005).
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Mhlanga (2009) explains thtte ubiquity of communication technologies in both social and education
settings has raised the key question of whether technology can teach or at least support good
teaching. He observes that there seems to be consensus amongst researchers that sgefhlisey
technologies aréherelyyehicles through which instruction can be conveniently delivered or through
which collaborative learning can be mediated, but the technologies themselves do not influence
learner achievement. Mhlanga points to the wark Clarke, Schramm and Ally in support of this
argument.Ally (2004), for exampl&rgues:

To promote higher order thinking on the Web, online learning must create challenging

activities that enable learners to link new information to old, acquire meaunlrigfowledge,

and use their metaognitive abilities; hence it is the instructional strategy and not the
technology that influences the quality of learnirfg. 3)

Setting Selecting
Climate Content

Supporting
Discourse

Community of Inquiry

Figure2.6: Community of Inquiry Model
(Adapted from Anderson& Elloumj 2004, p. 275)
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Mhlanga (2009) further suggests thiais how the teacher uses the technology that is critical rather

than the technology itself. This is echoed in other studies where the use of technology to encourage
interaction and engagement is foregroundgituli, 2016). This grounds-learning and odine

f SENYAY3 Ay || GKS2NBGAOFET FNIYSE2N] GKIFIG A& dzy RS

to form a powerful support for deep learning (Figure 2.6):

9 Teaching presence
1 Social presence; and

1 Cognitive preence (Anderson & Elloumi, 2004).

More recently, Glennie and Mays (2013) also argue that pedagogic purpose should guide technology
use through a conscious design process selecting appropriate technology to use in appropriate ways

to support pedagogic goa#nd processes for particular students in particular contexts.

More recently still, the Teacher Development Project in Nigeria (PDP5) has developed a
Pedagogical Framework to guide practice in teacher development in Nigeria that builds usefully from
teacher knowledge derived from experience, to disciplinary content knowledge, to pedagogical
content knowledge, to curriculum knowledg® technical pedagogic context knowledddighra &
Koehler, 2006Shulman, 1986)JNESC(013), providing a useful lefar reflection(Figure 2.7)

Technological
Pedagogical Content
Knowledge
(TPACK)

Technological
Knowledge

Pedagogical
Knowledge
(PK)

Technological
Pedagogical
Knowledge
(TPK)

Technological
Content

Knowledge

(TCK)

Content
Knowledge
(CK)

Pedagogical
Content
Knowledge
(PCK)

Contexts

Figure2.7: TPACK module
(SourceTPACK.org, 2012. Reproduced by permission of the publisher, © 2012 by tpack.org
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Amory (2015) suggests that this model requires a high level of knowledge of pedagogical theory to be
meanindul and moreover that it is difficult to use as an instrument to design teaching and learning.

Amory (2015) suggesttherefore, i K i w2 R {AYQ&a 5SaAidy !t OKSYe& o{ A"
Conversational Model (Laurillard, 2012) provide more usdiideajines. In the former, the learning

process is opeended with students and teachers assuming different roles at different timeswith

a common focus on knowledge applicatighat informs negotiated learning outcomes and
assessment, which in turnforms activity design and resource choice. In the latter, Laurillard argues

that to enable higher level learning, dialogue is needed at both theoretical and practica level

that different ways of learning (acquisition, inquiry, discussion, practicéiaboration and/or

production) are best enabled through different selections of technology and media.

Having outlined a theoretical approach grounded in policy, literature and experience, the last part of
this discussion explores how this understandiffected theO | Y R A Réactic&aDthe University of

Pretoria (UP)which in turn informed the final months of engagement with ANU.

2.95 A URbased example
The University of Pretoria is a contdizised and researefocused university. However, the Fagubf
Education has for some years sought to reach a wider population of students through the provision of

in-service professional development throughWBEas illustrated in Figure 2.8.

As can be seen from the organogram in Figure 2.8, distance edugatgision at UP rests on three

key legs:

9 The curriculum is designed, developed and qualigured by the fullime academics in the
faculty.

1 A dedicated team of administrative staff manages all distance education enquiries and
processes, including thalt centre and the processing of assignments.

1 The UDE then provides strategic direction regarding distance provision, manages the distance
budget ¢ including contracting and paying the pdime support staff, reconfigures the
academic programme and matats for distance provision, and manages relationships with

the various partners involved in assuring provision of a supportive quality service.
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Dean Unit for Distance Education
Faculty of Education Manager
Deputy Dean
Faculty of Education Accountant
DE Ops
. Department of
Faculty Administration Meetlng Finance
Researcher/QA
Undergraduate Postgraduate Distance Education
Student Administration Student Administration Learning designer
Administration Manager -
Education
Innovation
Deputy Admin and QA
HoD DE Exco Officers
Meeting Meeting
Call centre
coordinator
HoDs Admin
Officer Student
Accounts
Module coordinators Admin
Officer
Admin
Officer
Admin
Officer etc.

Figure2.8: Overview of URdDE

(SourceMays, 2016¢Slide 12

In line with new policy requirements (DHEADM, 2015),at the time of this studyhe university was

teaching out its then current programmes and from October 2016 planned to introduce a new
programme, a BEd Hons in Teacher Education and Professional Development (TEPD). In line with the
new polig requirements, the new programme included a supervised research component, and in line
gAOGK GKS AyadAaiddzi A hgTHET policyNthelin&B8pkogranitng dkBudeédia 2eytainl vy R
level of ICT readiness and planned to move from an intesagported to an internetdependent

position in the grid of provision set out in the 2014 distareducation policy document (DHRU14).

An important consideration in the design of the new distance programme had been to ensure
equivalence across the two modespwbvision through which the programme is offered, as illustrated

in Section 2.8.1 above.

In addition to ensuring academic equivalences across different modes of provision, distance learners

have access to the following support services:

A Continuous enrolmet including access to Eduloan for fees and ICT
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A Structured weekly support onlinup to threehours of on and offline): studentcontent,

studentstudent, studenttutor engagement; plus online accessetdibrary resources
A Printed readers / textbooks faffline work

A Threeshortfaceto-face (2f) contact sessionsdCTande-library trainingbefore being enrolled
for the first block of study;content orientation atthe start of a blockof study;consolidation

and support for summative assessment towatlds end ofa blockof study.
A cCall centre supporincluding ICT s&les
A SMS/email/phone communications.

't Q&4 RAA&GlI yOS & dzRS y-ianth bBldckof®ctabeér 2o ApfiRoRAfzll B ctobd®. NJ & A E
Since there are eight modules to be completed, thi@imum time for completion of the 120redit

BEd Hons TEPD is 4 blocks or two years. However, students can defer their summative assessment in

a block when life circumstances require this of them and so the programme can be completed in a
maximum of 10 bloks or five years, althougitutors and contact session presenters encourage a

faster completion for greater coherence.

UP UDE was concerned that students should experience the programme as a coherent whole rather
than as a shopping basket of isolated mtas so the inteiconnections between different aspects of

the programme were made explicds illustrated in Figure 2.9.

As can be seen in Figure 2.9, the two main legs of the programme are the research component and
the education component, with the odr three modules being the glue that holds the whole together
within an overall focus on research in support of continuous professional development. This inter
relationship is spelled out explicitly in each of the constituent modules of the programme. The
professional development module, which is offered in block 4, caps the whole programme by
emphasising the need for a commitment to reseancformed praxis as a key characteristic of being

a professional teacher.

As noted previously, the curriculum as plaronly part of the picture. The ways in which learning is

mediated and supported have a profound impact on the ways in which the curriculum is experienced
and what learners take away from that experience. Based on the kinds of understandings outlined
eallier in this chapter, the implementation model that underpins the new BEd Hons TEPD programme

is illustrated in Figure 2.10.
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Figure2.9: The new UP BEd Hons TEPD

(SourceMays, 2016¢Slide 23

Continuous
enrolment

Block X print
package

Units 1-2
Programme outcomes

T

Module outcomes

Introductory
Developmental
'Consolidating

Assignment 1

Bernard et al. 2009; SAQA 2012

Student
engagement
with peers:

Hattie 2009: Introdu

Formative
evaluation
feedback key
for student
success

Units 3-6

Developmental
Consolidating
Assignment 2

Semi-structured to open
engagement

adaptive release
ctory

Figure2.10: UP implementation model for
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As will be noted from Figure 2.10, there is an explicit agenda in the implementation model to maximise
student engagement with content and to @snphasise student reliance on academic angpsurt

staff, in line with what both research (Bernard et 2D09) and policy (SAQ2012) suggest. It will be
noted that UP planned to offer decentralised ICT adibrary training at the start of the studes
journey; to offer optional additional origation and consolidation contact sessions during the learning
journey, but also to track student engagement and intervene at increasing levels of concern about
students potentially atisk as the learning journey unfolded. Realising that students studiyénse
contexts, UP UDE opted for a blended model of provision which has printticfdaee contact and
online components. This means thatuch of the work that students need to do can be completed
offline, but that they will need to participate onlinat least some of the time (a requirement that was

communicated to students during the marketing and registration processes and which they needed

G2 +Oly2¢ftSR3ISO® LG 6la K2LISR GKIG Fy FRFELGAGS

BlackBoarebased MS, clickUP, would motivate engagementile the Gradebook and Retention
centres in the LMS would allow UP UDE to track that engagement and intervene proactively in the
case of inactivity. Once students had completed the formal structured part of thegroge, UP UDE
would explore an engagement with Open Educational Resources as a way of helping them both to

consolidate what they had learnelut also possibly to contribute to the creation of new knowledge.

UP UDE was and is thinking through how to masenéarning from this new programme both to

constantly improve it and to generate new theory, as suggestet! ByNahddHerrington (2014).

Section 2.9 derived from a workshop developed and facilitated at the Nadeosa conference in 2016,
itself deriving fron the ongoing engagement between Saide/OER Africa and Africa Nazarene
University. It sets out both a theoretical and practical framework for engaging in the design of open,
distance ande-learning programmes, incorporating OER, and ends with an examgiewofthis
thinking informs emerging practice at the University of Pretoria, as influenced by the reseasher

teacher.

The workshop observed that while there are multiple key questions and quality issues that need to be
addressed in programme design amstiew processes regardless of mode of provision, there are some

additional questions and issues that are peculiar to distance provision.

The discussion also noted the challenge to try to reconcile the need to design a coherent programme
for accreditation ad the notions of personal learning environments and emergent learning made

possible through growing digitisation. Key suggestions made in this regard include:

A Designing deliberately from structured to open engagement;
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A Adopting activityand resourcebasedapproaches (which should be both authentic and open
ended);

A Encouraging student engagement with content, with other students / tutors and with

academics on a sliding scale towards increasing autonomy;
A Using learning analytics for paxtive support interentions; and

A Increasing use of automated feedback and-ssifl peerassessment.

2.10 Conclusion

In response to the question asked at the start of this chapter, Sla(gd96)argues the need for a
more cooperative learning and teaching environment, dariisciplinary school curriculum, seminar
aitetsS OftlaasSa aoKSNB OANDESE yRR OSyiNBa NBLX I OF

Discovery laboratories, multisensory projects, autobiographical narratives, oral history
projects, engaging seminars, aesthetic awasmand provocative field experiences involving
groups of students, teachers, and other community members will become the norm rather
than the exception. Socratic dialogue that seeks understanding, respect, and synthesis rather
than predetermined answersilvbe the hallmark... (p. 111)

While accepting the need to explore greater diversity of learning opportunities cémelidateis

philosophically and experientially inclined to identify more strongly with the following perspective:

In spite of the criti@dms and debates, there is no one best way to teach. Different goals and
student needs require different teaching methods. Direct instruction often leads to better
performance on achievement tests, whereas the open, informal methods such as discovery
learning or inquiry approaches are associated with better performance on tests of creativity,
abstract thinking, and problersolving. In addition, the open methods are better for
improving attitudes towards school and for stimulating curiosity, cooperation among
students, and lower absence rates (Walberg, 1990). According to these conclusions, when the
goals of teaching involve problem solving, creativity, understanding, and mastering processes,
many approaches besides direct instruction should be effective. eTlgegdelines are in
1SSLIAY3 gAGK ¢2Y D22RQa 02y OfdzaAaAz2y GKIFG GSIC
mature and when the goals involve affective development and problem solving or critical
thinking (Good, 1993a). Every student may require directli@kpeaching for some learning
goals for some of the time, but every student also needs to experience more open,
constructivist studententred teaching as well. (Woolfolk, 2007, pp. Si16)

The call for greater student engagement is consistent with Bo ! yAal Q& h5[ b)Ll2f A O@
(Unisa is the largest provider of distance learning on the African continent with close,@98Gtive

learners) and also the draft policy of ANU (20%8)ich both advocate interactions between students

and content,students and other students, students and faculty and, when appropriate, students and

workplaces and/or communitiesand seems to be increasingly endorsed by empirical evidence in

95



South Africa (SASSE, 2015). However, as noted in recent discussionsumittum at Unisghere
is a tension between doing what we have traditionally done, only better, and doing different things

differently to bring about change:

As a university, we are still torn between a disciplinary approach to the implementation,
assassment and evaluation of the curriculum as articulated by Jerome Bruner (1960) in his
famous book The Process of Educatjand the transformative and emancipatory agenda of
ONRGAOLE G(KS2NEB YR GKS SELRYySyl&ndaifipostl dzf 2 C|
colonial societies like ourdn our situation, where we are concerned with issues of quality,

access, equity and increased throughput rates, it is essential that we take seriously the
challenge of ensuring that our curriculum as a univerdags not end up reproducing the

social stratification that is evident in our larger society based on race, class and gender in
particular./ dzZNNA& Odzf dzy A& F+fa2 G2 o0S (GK2dAKI 2F al
1975:147)In this hermeneutic conceptuakisi A 2y 2 F (G KS OdzNNA Odzt dzyz SY
YySA2GA1LGA2y 2F YSFIyAy3a o6& | OFRSYAOa FyR atdzR:
(Pinar, 2008:496). (Unisas citedin Van Niekerk& Mays, 2016)

We might reasonably conclude then that our @sptions about the nature of being (ontological
assumptions) and the nature of knowing (epistemological assumptions) predispose us to making
related assumptions about what constitutes good teaching and hence what might be involved in
Wi NI y & T 2 NI anyg @ aagogyd2NdNdkted dseful to pause and think about what our dominant
practice suggests about the kinds of assumptions we are making. Arnold (2004) suggests that
sometimes the mere fact of being open to reflecting on the curriculum can be usefn, if that
reflecting does not result in major reform. As Hill (2012) observes, the rising tide of different forms of
online learning does not offéhe response to the challenges facing higher educatoor it has called

into question some of the deemoted assumptions that may have been barriers to changing

practices.

This study was informed by a qualitative interpretivist paradigm and while adopting a pluralist and
eclectic stance in line with this broad perspectiaepragmatic approach was followeth which

hermeneutics and systems theory were the dominant theoretical lenses, cognitive and socially
constructivist methods were the dominant teaching methodology and participatory action research

was the underpinning research methodology.

Trowler (201% cautions that there is often a loss of theoretical and conceptual coherence across the
scope of a dissertation or thesis. It is therefore necessary to pause and reflect on the ways in which

the literature review reported in this chapter influences thedy that follows.

It was reported in Chapter 1 that the title of the thesis is:
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Utilising Open Educational Resources in support of curriculum transformation at Africa

Nazarene University participatory action research approach.

It should be observedthat KS y20GA2Yy 2F &aOdzNNR Odzf dzY (G NIF yaT2N)YI(
not necessarily be construed as transformation of the kind indicated by Habermas and social critical
theorists such as Freire and Apple; although implicit in the agenda of uBERg®broaden access to

idzZl t AGe fSENYAY3I Aa WYWQoood(iKS ONBLEGAZY 2F Sldz
RAAF RGOy GF3ISR L Stietserika) 2025ypa575).0 + A | Yy |

It was understood that students were increasingly expecting ANU to ofiecagional opportunities

that were not of the traditional, campusased variety and this had put pressure on the institution to
imagine and implement new forms of provision including gamte, online, workplacdéased and
distance provisioyand that thes€orms of provision required learning resources. It therefore seemed
logical for ANU to engage with OER for at least three reasons which could be summarised as practical,

pedagogical and ethical as follows.

From apractical perspectiveacross the worldnicluding in Kenya, the trend in higher education is
increasing enrolment in patime and distance learning. Péaitne and distance learning can work
only if students have learning resources to support and guide independent learning. The development
of high quality learning resources is tir@@nsuming and expensive, and not all discipline experts are
good developers of appropriate learning materials. Use of OER can potentially shorten the time and
cost and improve the quality of learning resources. Whemdititions have shared high quality
resources as OERey have seen enhanced institutional status and greater enrolment (students after

all cannot graduate without registering and completing assessajent

From apedagogical perspectiyét should be notedhat it is often the case that university courses
have been built around a single textbook, often sourced from a developed context. Use of OER can
widen the range of voices that students encounter and allow for greater contextualisation of content.
The pocess of adapting existing content for local use provides a professional development
opportunity for staff, who may otherwise not easily be engaged in pedagogic reflection. In addition,
involving students in processes of copyright clearance and conteatienéadaptation provides a
practical opportunity to make issues of plagiarism and copyrigatand provides opportunities for

authentic assessment tasks. §.,a graphics student who designs a template for ANU study materials).

From anethical perspectiel f Ay SR 6AGK ! b! Qa O2NB @I tdsSas (GSE
contributing to making the cost of higher education unaffordable for many; but use of OER can help

lower costs and therefore open access. Use of OER can also help ensure that deshrsteives a
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suite of reading material rather than many students needing to delay their studies to borrow the few
copies of the textbook the library can afford. Finallygne institution, such as ANlthkes and uss
OER from the communityt, also hasan ethical responsibility to share contetiat it has developed

back in kind to sustain that community

Curriculum transformation within the context of this stydierefore, refers to a deliberate move
away from lecturebased teaching, expensive singpgescribed resources and contebased
examinationstowards more activityand resourcebased teaching and learning, integrating OER, and
supported by authentic formative and summative assessment and a variety of learner and learning
support strategies ausistent with the theoretical positions summarised in this chapter; the emerging
findings from data, learning and predictive analytics and the accumulated wisdom of the open and

distance learning community.

This is the true meaning of transformatigqnwhen all students entering the system have a
reasonable chance of success and access to powerful forms of knowledge and practices that
will enable them to enter the productive economy and improve their life chances and that of
their families. (DHET RSA, 201.692)

Achieving the above goals requires a deliberate procegsch Reddy (2016) speculates will

involve, among other things, responsiveness to social context, epistemological diversity and

renewal of pedagogy and classroom practices, all supported msttutional culture of ognness

and critical reflectionCurriculum and pedagogic transformation then requires and impacts on an
AyalraddzianzyQa adaNI G§S3AO0 Iy Rasillife Nidcusde@ iy Chapgy I y I I3SYS
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Chapter 3:Managing curiculum transformation through OER

Education is the great engine of personal development. It is through education that the
daughter of a peasant can become a doctor, that the son of a mineworker can become the
head of the mine, that a child of farmworlecan become the president of a great nation. It

is what we make out of what we have, not what we are given, that separates one person from
another.(Mandela,2011, p. 8%

3.1 Introduction
Altbachet al.(2009) observe that:

Globally, the percentage ofie age cohort enrolled in tertiary education has grown from 19%

in 2000 to 26% in 2007, with the most dramatic gains in upper middle and upper income
countries. There are some 150.6 million tertiary students globally, roughly a 53% increase over
2000. Indw-income countries tertiary level participation has improved only marginally, from
5% in 2000 to 7% in 2007. S8hharan Africa has the lowest participation rate in the world
(5%). In Latin America, enrolment is still less than half that of-inighme caintries.
Attendance entails significant private costs that average 60% of GDP per @gaypitig.

Altbach et al. (2009pote that remote, rural, indigenous and poor communities remain under
represented in higher education enrolments even in systems thatnaminally free (among other

factors there are often high opportunity and other costs).

Ly O2YLI NRA&A2Y>X {2dziK ! FNAOIFI QA4 KAIKSNI SRdzOF A2y
to more andincreasinglydiverse students, although the challemgemains in turning access into
success for a greater proportion of these students (CHE, 2013; DHET 2012, 2016). This suggests the
need to find better ways to cope with high enrolments (Ntshoe, Higgs, Wolh&teliggs, 2010) by

using the most appropriatmethods of distance provision for different audiences and learning needs

(Morrow, as citedin Morrow, 2007, pp. 25).

There is evidence of growing demand from students for more flexible distance and online learning

provision, but perhaps less appetit®f institutions themselves to address this dema@d.C, 2016).

In South Africa, where distance education of various kinds has long been a significant part of higher
education provision, the Department of Higher Education and Training recently publisi4ute

Paper for Posgchool Education and TrainifigHET, 2013) which sets out a new vision for4sobbol
education and training provision. Tighite Papemotes the need both to expand access to dad
improve success in further and higher education aeds opening learning through diverse modes of

provision as one of the means towards this end. TWete Papesspecifically envisages:
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1 A network of high quality providers, sharing learning support centres and investing in
professional development to supgamore diverse modes of provision

1 Anincreased emphasis on quality assurance of programmes offered to improve retention,
throughput and the competences of successful graduates

A systemic drive towards more equitable access to appropriate technology

Collabaative development of high quality learning resources published under an open
licence; and

1 More careful consideration of arrangements for créggder distance education
provision to ensure equivalence and recognition, among other issues. (DHET, 2013,
pp. 48-56)

These seem like useful considerations also for ODeL practice in the context of ANU and Kenya.

Subsequently, the DHET publishe@dalicy for the Provision of Distance Education in South African

UniversitieDHET 2014) which sets out a challengerfdistance education provision as follows:

Distance provision thus needs to rise to the triple challenge of providing greater access (1) (in
terms of both humbers and diversity) in ways that offer a reasonable expectation of turning
access into success @ourses or programmes of proven quality (2) that are also affordable
(3). (DHET, 2014, )

The key provisions of the policy are as follows:

1. Providing a system wide definition for what constitutes distance education provision

2. Supporting welmanaged growh in quality distance provision, including in institutions
other than Unisa

3. Ensuring that distance education provides not only opportunities for access but also a
reasonable chance of success

4. Ensuring that distance education provision is funded basectropirical evidence of
relative costs of different modes of provision

5. Strengthening capacity to evaluate distance education provision and hence to regulate
who can offer accredited distance programmes

6. Promoting the development and use of Open EducationabRees (OER)

7. Creating an enabling environment for appropriate integration of ICT to enhance both
contact and distance provision in both universities and other ysesiboling institutions.
In particular, the DHET will work to ensure that every universitglent has reasonable
accesgo affordable connectivity. (DHEZ014, pp. 67)

PIFAYS AG A& FSE4G GKIFG UKSaS-makng azduits vk gréciicesdza S T dzt

and its engagement with other stakeholders.

The South African policy doment notes the increasing use of blended and online learning by many
providers but is concerned to retain a clear distinction between what is and is not considered distance

education provision to address specific quality issues. It therefore stipulaa¢s th
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TKS GSNY WRAAGFYOS SRdOFIGA2YyQ GKSNBEF2NB NBFSNH
less of the stated Notional Learning Hours in undergraduate courses at NQF Levels 5 and 6,

and 25% or less in courses at NQF Levels 7 and 8 and initigirpdsate courses, in staféd,

faceto-face, campudased stratured learning activities. (DHEA014, p. 9)

Although the definition may be contested, it does provide accreditation agencies with a clear idea of

what provision should be considered distance eation and therefore evaluated accordingly.
Taken together, the two policy documents suggest that:

1. More institutions should offer distance education options if they have the capacity to do so;
but that

2. Any move into distance provision should be a conscimes in which the various factors
influencing the quality and effectiveness of such provision are carefully thought through in

advance.

However, a clear lesson from the South African experience for expanded ODeL provision at ANU is
that the full potentialof ODelL approaches will not be materialised unless there is appropriate
investment in the development of quality programmes and learning materials and support and
assessment systems as attested to by a recent comparative higher education cohort study:
Curently distance education is failing dismally and while access has increased dramatically
through these enrolments, the chances of success are minimal with only 14,8% of students in

the 2005 undergraduate cohort in distance education programmes gradudtiegl® years
of study. (DHET2016, p. 91)

Noting that graduation rates in distance education are often as low as a quarter of the rates in
equivalent programmes offered in contact mode, Simpson (2013) suggests that this arises from a
tendency to focus o the teaching inputs such as the provision of learning resouratiger than on
motivating and supporting learning. This suggests a need to adopt more holistic programme design

and quality assurances processes like those advocated in Chapter 2.

With increasing crosdorder provision and collaboration and greater student mobility, as well as some
uncertainty about graduate competences for the®Zlentury, there is an increasing focus on regional

and transnational quality assurance, accountability and ifjoation frameworks (Altbach et al.,

2009). Examples include the Bologna process in Europe, the Commonwealth of LEaohiNgrtual

' VAGSNEAGE F2NJ {YIFff {dGrdSa 2F GKS /2YY2ysStHt (K
fledgling transnational wglity assurance framework aimed at enabling easier collaboration in

programme design and materials development as well as portability of credentials.
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What then are the key quality issues thHdE$ interested in opening provision through open, distance

and e-learning need to address? It is suggested they should begin with the following considerations:

Understanding the context
Clarifying degrees of openness

Understanding the changing practices of distance provision in a digital era

=A =_ =4 =4

Making strategic choiceabout what to offer through ODeL and then establishing the
appropriate policies, procedures and systems to employ ODeL approaches in-duaéty

ways.

3.1.1 Organising the provision of ODeL in the context of Kenya

There are severaHE$ in Kenya offéng a variety of open and/or distance and/exlearning
programmes but there is currently little national consensus on how these methods might be
employed on a more significant scale, in a sustainable and quality way. It is therefore useful to revisit

some of the core concepts.

3.1.2 Clarifying degrees of openness

Open and distance learni(@DL)
As originally suggested in the South African White Paper of 1995:

Open learning is an approach which combines the principles of learner centredness, lifelong
learning, flexibility of learning provision, the removal of barriers to access learning, the
recognition for credit of prior learning experience, the provision of learner support, the
construction of learning programmes in the expectation that learners canesd, and the
maintenance of rigorous quality assurance over the design of learning materials and support
systems. (DoE, 1995, p. 34, clause 25)

This understanding can inform practice across the spectrum of contact and distance provision. It
should be nted that opennesg; an approach is not synonymous with distance eflearningg a
range of methodg although distance and-learning provision can be designed in such a way as to

open opportunities for learning in more flexible ways.

However, it is als important to understand that there can be no simple single model for openness

since many of the core principles are in tension as illustrated b@\tays, 2015

Opening choices about WHAT to study vs ensuring a coherent learning programme.
Opening chiwes about WHEN to study vs providing structure and pacing so that
underprepared students are offered a reasonable chance of success.

1 Opening choices about HOW to study vs the need for integrity of programme design, closing
digital divides and the need wevelop collaborative competences

= =
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Opening choices about WHERE to studheseed for workplace and practical components
Opening choices about ASSESSMENT optidins weed to ensure recognition / accreditation

of learning achievements

1 Opening access @ed to AFFORDABILITY vs ensuring a quality sustainable learning
experience(p. 3)

= =

The openness of provision therefore needs to be considered in relation to specific learning purposes,
contexts and target audiences. A oesizefits-all model is unlikelyd be sufficiently responsive to

needs.

As noted by Makhanya, Mays and Ryan (2013), a key argument in favour of ODL approaches is that
they can provide acces$s students who might not otherwise have it, but this must be done in ways
that enable access tdfer a reasonable chance of succdssaddition, the wider cause of social justice

is not best served unless graduates are also imbued with social integrity (van def Watigieter,

2011).

We need to be concerned not only witlow students gain access the point of becoming registered
students (if they choose to do sdjyt alsowith the nature of the teaching they receive once they are
registeredand the extent to which their learning is scaffolded and supported towards success
(Morrow (2007, pp. 1820). This suggests an emancipatory approach to designing curricula and

materials (Freire1985).

Open educational resourcé@SER)
how OFy &adzlll2 NI GKS LINRPOSaa 2F W2 (MaysReea)Q S NY Ay

1. Institutions can utilise GEto ensure that students are exposed to a range of theories, data
and research presented in a variety of ways rather than being confined to the perspective of
the single textbook that can be afforded.

2. Being able to assure that every student has accessuwealth of resources, in the form of
OER, enables educators to change their role from that of content providers to engaged co
learners and caesearchers; exploring and justifying possible solutions to problems rather
than simply regurgitating content.

3. Open licensing that encourages engagement with multiple sources and the sharing thereof
can enable more collaborative learning and teaching processes in which the emerging
artefacts of the process are shared openly and fed back into the learning procésss Th
aligned with moreOERgenerally.(p. 5).

Open educational practicé©EP)

Ehlers (2011p. 4 adz338ada GKFdG hot &l NB RSTAYSR a LINI C
production of OER through institutional policies, promote innovative pedagogudeis, and respect

and empower learners as4aNR2 RdzOSNBE 2y GKSANI t AFSt2y3 £ StHNYyAy3
OEPRnvolves in addition a commitment to educational practices that are accessible, transparent and

accountable; that foster collaborai andflexible approaches to learning and teaching; and that are
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specifically geared towards providing meaningful access to quality educational opportunities also for
the poor and marginalised in society (Makhargtaal, 2013). It implies finding a bales between
sufficient competition to drive innovation and excellence in certain areas and sufficient collaboration
to avoid unnecessary duplication of effort. Where there is need for large scale provision of
programmes that meet national prioritiessuchas the training of school principals, the development

of foundational programmes for underprepared schigdvers, or the training of mentors to support
expanded provision of Adult Education and Trairgrigmakes more sense to work together on the
designof programmes, the development of materials and the implementation, review and revision of
such programmes. This in turn requires an openness on the part of institutions towards sharing

intellectual property, expertise and resources.

So, we can se®DL. OERand OEPas complementary aspects of opening provision all of which may
have implications for the ways in whittes traditionally work. ICT can support all three of these areas

of endeavour.

3.1.3 Understanding the changing practices of distance praomsin a digital era

As noted in recent debates and policy discussions in South Africa and elsewhere (CHE, 2014; DHET
2014; Evang Pauling, 2010; Glenni& Mays, 2013), the clear separation of contact and distance as
distinct modes of provision is beimfpallenged by the increasing use of blended learning, especially
involving the integration of ICTs. Nonetheless, South Africa remains concerned that geographic
distance remains a factor, given the widely variable access to, cost of and skills to usew€ll aa

the varied policy, language and socigltural issues at play, which it is felt can still exacerbate
Wansactional distand®@(Moore, 1993, 1996) and which require specific programme design and
implementation strategies to address (GlendeMays 2013; Woodhouse, 2009). It is felt that
academic staff, administration staff and students all need orientation, training and ongoing support in
working in a context in which learning is mediated primarily, or even exclusively, by media and

technology raher than faceto-face.

3.1.4 Making strategic choices

Key questions that institutions need to address therefore include:

1. How will institutional vision and mission inform ODeL practice and expansion?
2. Which programmes best lend themselves to ODeL provision?

3. What is/are the best model/s for provision of a particular programme to a particular target

audience learning and working in particular contexts?
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4. How do these choices advance the causes of equity, access, redress and social justice?

In addition, the folleving are typical challenges experienced when a traditionally coitaséd
institution introduces flexible and distance provision alongside its costased teaching. Being

aware of these kinds of challenges up front, may help to forestall them:

1. Curriculadesigned for inexperienced 1B} year olds may not be appropriate for mature,
working students; andice versa

2. Overload of staff: DE students fitted in rather than offered equivalent quality; work done by
staff only for extra pay

3. Workloads that do not mie provision for materials development and updating, discussion
classes and online fora, management of a decentralised team; research prioritised over
teaching

4. Inappropriate crossubsidisation including contributions to overheads for services not availed
to DE students

5. Slow contracting and payment of pémne staff; additional workload allowances/travel
expenses

6. Trying to limit access to DE learning resources: rather develop learning resources for use by
all students

7. Internal disruptions affecting exteal students e.g., rescheduling of contact sessions,
examinations, practicals/WIL

8. Tutors who already have fitiime jobs; tendency to restrict availability, provide superficial
assessment and feedback

9. Making time for appropriate staff development and dtylassuranceand providing access
to support staff (and students). (Mays, ZxtWelch& Reed, 2005)

These are all contemporary factors that impact on higher education provision at a systemic level.

In Chapter 2, theanddate identified systems theorysaa major influence on his engagement with
ANU and other institutions. It was suggested that if institutions adopted a rescamdeactivitybased
approach to curriculum design, development and implementatibrwould be easier to ensure
equivalence of pvision across different modalities. It is the premise of this chapter, building on
Educause (2010), Glennie and Mays (2009, 2013) and Lapoxskg(2014), that designing curricula
for an ODeL environment from the outset will create a model and sty resources that can be
adapted, with varying degrees of additional faoeface engagement, for workpladesed and

campusbased partand fultime provision. It is important to reiterate that at the time this study was
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undertaken, it was only instdistance learning provision that ANU was experiencing sustained, albeit

slow, growth.

An extensive body of literature exists on the systemic nature of ODeL provision and the implications
of changing elements of institutional subsystems on the whole syg@HE 2014; CoL, 2001, 2004,
2009; GDEneR009; Holmberg1995; Hilsman, 2016; Louw2007; Moore& Kearsley1996, 2012;
Perraton, 2000; Peterd998; Rowntree1992; Rumble1997, 2004) as well as the implications for
human resource management there@oL, 2004f-ullan 1993, 2006; McMillan, 2008).

In addition, engagement with the Council on Higher Education on quality assurance issues in higher
education and a comparison with the quality concerns of the Nadeosa community in general and Unisa
in particdar (CHE, 20042004, 2004c, 2007, 2014; Kilfoil, 2008; Saide, 2000; Unisa, 2@IExd,

200&; Welch& Reed, 2005) suggests that broad concerns are shagdhat particular aspects of
practice require nuancing and special attention in an ODeL coiéxat is also clear the need for

guality guidelines not in an atomistic checklistit rather in ways in which intedlependencies are

made clear, systemically and holistically.

3.2 A systems perspective on ODeL provision

Moore and Kearsley (1996), whiouilding on the work of Wademeyer, pioneered the formalisation of

systems thinking for distance provision, define a distance education system as follows:

A distance education system consists of all the component processes that make up distance
education,including learning, teaching, communication, design, and management, and even
such less obvious components as history and institutional philosophy. Within each of these
broadly named components are subsystems ... While we may choose to study each of these
systems separately, we must also try to understand their inddationships(p. 5)
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They illustrate the interelated nature of these subystems as follow@igure 3.1)

A systems model for distance education

Sources Design Delivery Interaction Leaning
environment
 Student needs| | Instructional | § Print  Instructors 1 Workplace
9 Organizations design 1 Audio/ Video I Tutors  Home
1 Theory/history| 1 Media recordings I Counselors 1 Classroom
1 Philosophy 1 Program {1 Radio/ Television | 1 Administrative| § Learning
1 Philosophy | Computer staff center
software 1 Other
1 Audioconferencing students
1 Videoconferencing
1 Computer
networks
Inputs Outputs
9 Student characteristics i Student satisfaction ratings
1 Instructor/ tutor experience 1 Student achievement scores
T Competence of administrative staff T Student completion rates
9 Efficiency of course development 9 Total enrollments
9 Student access to resources 1 Quality assessments
1 Responseitne 9 Accreditation
9 Local site coordination 1 Costs and revenue
1 Institutional cooperation/ support 9 Staffturnover
1 Rdiability of evaluation

Figure3.1: A systems view of distance provision
(SourceAdapted fromMoore & Kearsley, 1996, pp. 9, 15)
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Their more recent publication (Moo Kearsley, 2012) focuses on a systems viewritine (rather than

distance)provision but follows asimilar logiqFigure 3.2)

a. A systems model; adapted from p4

I Management I
1 Needs Resources Personnel Control Policy I
assessment 1 Allocation 1 Recruitment 1 Monitoring
1 Prioritizing 9 Administration 1 Training 1 Evaluation
Content sources | | Programme/ Delivery Interaction Learning
1 Organization course design Media 1l Instructors environment
1 Individual Course team wt¢ &HGYF 383 1 Counstors 1 Workplace
1 Dud mode 1 Content w{ 2 day R A F I Oi| TAdministrative | | fHome
1 Single mode specialists Technology staff 1 Classroom
1 Consortia f Instructional Rocorded 1l Librarians fl Learning centr
Manages conten de5|gn-er . ETT— {1 Help desk 1 Traveling
experts 9 Graphic designer . . 1 Learning
Does needk 1 Wen producer Audio: CD/tape/online content/site
D .
assessment 1 Audio/video Video: CD/tape/online coordinators
Decides what tq pro.ducers Interactive TOther students
1 Editor -
teach Audio conference
1 Evaluator -
Video conference
1 Course tean .
manager Satellite/cable
Desktop

Computer/Internet/WWW/|
b. Inputs and outputs (adapted from f9)

| Inputs | ‘ Outputs

{IStudent characteristics inclinty ability to study at a | JStudent satisfaction ratings
distance

{Istudent achievement scores

{linstructor competence in distance teaching

Istudent completion rates

flunderstanding of administrative staff about distarjc

learners {[Total enrolments

fIQuality of course design skills flQuality assessments

YIAccreditation results

{IQuality of course production

Y[ Tuition ardl other revenue

{IFinancial investment in course design and producti

(Istaft reputation and turnover

{ITechnology chosen for the course

ﬂAccessibiIity of support services

{[Frequency and quality of evaluation data

Figure3.2: A systems view of online learning
(Source: Moore & Kearsley, 2012, pp. 14), 19
Modelling distance education and ODeL operations in this way, helps staff to understand their
contribution to the vhole and the ways in which weaknesses in one area can impact negatively on the
achievements of the whole system: for example, late submission of draft learning materials will result

in delays in productiorwhich in turn result in delays in dispatch (ifrged) or release (if online); if
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students do not receive their learning materials timeously, they cannot meet their assignment
deadlines; if students submit assignments late, staff will return marked assignments with feedback
late; if students receive fetback on their assignments only after they have written their examinations,
they cannot have prepared properly; if they did not prepare properly, they will not pass well; if they
do not pass or if they pass with low marks, they will be less motivatedritineee with their studies

Thus late submission of draft learning materials can bring down the whole system.

Of course, as acknowledged by Moore and Keaf4l@96, 2012themselves, the various systems and
sub-systems do not relate to one another in teithe neat and linear way implieabove but are much

messier andnulti-layered.

With the advent of Web 2.0 interaction possibilities, the lines of communication can become quite

dynamic as illustrated iRigure 3.3

__Guidance «g
/’/’- 4 \ \\\\
¥ o e Y
St de’;“"ﬂ--_ Time Pressure  ———au
s / Teacher
./'/ ,/" ﬂ ~| \\ / f \
'// // ‘\ \\ . ’ / \\
/ / J \ \ Structure / \
/ / / \\ \ . ' \
/ / [ \ & Design o \
4 . |
/ / ' Individual l \ , CARgoRy I
/ ' I| Knowledge Creation ™ Curriculum |
| N\ ‘ > f
' l | \ S — J
| \ N ‘ //
‘ \ Collective . ] Integrated use ’
Critical \\ Know ledge (:a(ion \“of)Vcb 2.()‘tools Presence
M s \ =2 = ~ >
Thinking \, ~—— / \‘. . -
\ \ / |“ e ————
\ \ \
N \\ J ‘
vy /,/’ : o
\_\\ Reflection— ( ollab(u:auu
— Learning

Figure 33: An alternative systemsiew of distance provision
(Source: den Exter, Rowe, Bo§dl loyd, 2012, p.1)
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It is useful to bear in mind the following caveats:

9 The systems and stgystems of ODeL provision interact in a complex and by no means strictly
linear way;

1 Some subsystemsneed to be prioritised as being at the heart of the mission of an ODelL
institution (e.g. learner supportland

1 Some suksystems follow a timéound and sequential logic by the very nature of their

purpose(initial course andnaterials development)

In addtion, some processes within these sapstems are intrinsically iterative by nature, as illustrated

in Figure 3.4
Needs

___________ i Purposes T

! Intended learning outcomes i

i > ldeas | :

: Course design cycle :
Revision A4 v v
Review Draft 'hPilot 'hlmplement

7'y A 4 ;
I Evaluate <« i
ity Reflect -
Project management of
time, people and other
resources

Figure3.4: Many ODeL processes are iterative
(Source: Author)

The curriculum and materials design, development and review process atsoll requires that the

process be managed: in many wal3T can support such a process more easily than in the past.

110



3.3 ICT as an increasingly central system feature

Altbach et al. (2009) observe that while the use of ICTs has revolutionised theiwaysch
information can be communicated,
[1] There has been a profound disconnect between employing new ICTs and leveraging them
to enhance quality ... [and]
OHB C¢KS g2NIRQa LR2NBaid O2dzyiNASA I NBE AYyONEBI
dissemination move down technological pathways to which they have limited or no access.
(pp- xvii, xviii)
Addressing the first concern outlined above in many ways relates back to the general under

investment in curriculum design noted in Chapter 2.

Addreséng the second concern requires mobilisation on a systemic level. Currently access to the new
technologies in South and Southern Africa is hugely uneven (The World Bank, 2016), making it
impossible for distance education and other providers to harness gagential to the full (although

there is an increasing movement towards digital and online provision, for example the OUT in Tanzania
is now entirely digital and in South Africa both private, for example GetSmarter, and public, for
example University ahe Free State, providers are beginning to offer programmes that are entirely

online).

Access needs to be understood not only in terms of physical access but also in terms of access to skills
training for both students and institutional staff, access ighhquality relevane-learning content and

the development of information fluency to be able to make the best use of the technology available
(Brown, Anderson& Murray, 2007; Mayaki, 2010).

Mayaki (2010) refers to the International Telecommunication®b@007 reportwhich revealed that

AY wHwnnc fSaa GKIYy o2 2F (GKS 62NIRQa LYOGSNYySG 4&dz
Asia and 29% in Europe and most of these were in the northern countries of Africa. The report also

notes that while acces to mobile phone technology has grown rapidly in Africa, cell phones are rarely

used to access the Internet, mainly due to the slow speed of 9.6 kbps available through the Global
System for Mobile communication (GSM). Despite increasing access andd@&aotpsts remain high

in South and Southern Africa in relation to earnings (Hulsm2016).

However, it is anticipated that the costs of bandwidth and devices will continue to decline so that it
becomes increasingly reasonable to expect students torbm® at least some of the timeé\lready
exciting initiatives exist within the schooling sector, for example based on the notion of hub schools

supporting communityoriented initiatives using lowost mesh technology (Beyers, 2010).
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How then are the congss of distance education, open and distance learningetehrning related?
Clevelandnnes and Garrisof2010 make the following useful observations:

There is a conceptual divide between traditional distance education and online learning as
reflected in commitments to independence versus collaboration. Moreover, theoretical
development in distance education (entrenched in the industrial paradigm) has largely stalled
compared to the research associated with online collaborative communities of learners
(Garrison 2000). If the relevance of and terminology of distance education are to be
preserved, then coherent theory must be developed than can accommodate independence
and collaboration concurrently. Online learning has shown this to be possible and not a
O2y (NI RAOGAZ2Y Ay GSN¥xa X

The core assumptions of distance educatibe. (access, independence, economies of scale)
need to be reexamined in the context of online learning theory and practice.,(
collaboration, community, quality assurance). A coneereffort is required if we are to
achieve a comprehensive theory that encompasses distance and online learning. Much
greater emphasis must be focused on transactional and collaborative theories of learning
mediated by information and communication tech@ol & X

It is time that distance educators think through the changes and possibilities of both flexible
access and collaborative learning experienéep. 255257)

t SGSNE omMdppy I LIP MHpPpO 204&SNWBSa -ndéstrial and pok S 02y OS|
Y2RSNY fSIENYyAy3I X 2Ly dzJ LISNBLISOGAGSaAE IyR RAYS
and that models of provision arise from specific institutional decisions, citing the following

examples:

Correspondence studies: Unisa

The great ideal [of open aess for all]: UKOU

Research as a basis for learning: FernUniversitét

Distance and proximity: Central Radio and television University in China
Multimedia systems: the University of the Air in Japan

Autonomous studying: Empire State College in the USA

Interactive video: American National University Teleconference Network
¢St SO2YyFSNBYOAYpEEM®S) W/ 2y GO0 b2NIKQ®

SQ@ "0 a0 o

Simply introducing technology will not in and of itself result in improved student learning, to which
recent reports by the OECD (2015) and Am&ghiman and Mhlanga (2015) seem to attest. There is

rather, aneed to make conscious pedagogic decisions about what technology to use and how.

In a telling finding of a recent research project into how institutions were utilising technology, Bates

and &ngra(2011, p. xxpbserve, howeverthat dmost [of 11 institutions surveyed] seemed content

to use technology to enhance traditional classroom teaching, rather than to use technology to

(N} yaF2NY (GKS 618 GS8FOKAYy3 Aa RSAAIYSR FyR RSEAC
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Thus, mostristitutions werenot making use of the affordances of technology to make the kind of
teaching shifts identified by Laurillard in Chapters 1 an@Bsciousdecisionsare neededo design

in interaction and to open possibilities for discussiahis is esired

Bates and Sangf2011)go on to make the following general recommendations with respect to-long

term goals for technology integration:

Increasing flexible access for a more diverse student body

Increasing interaction between instructors and stutenand allowing for more
individualization of learning

Developing student skills in identifying, collecting, analysing, and applying knowledge

Teaching students how information technology can be used within a particular
professional or subject domain

1 Usirg technology to support the development of twerfiyst century skills of
independent learning, initiative, communication, teamwork, adaptability, collaboration,
networking, and thinking skills within a particular profession or subject domain

1 Greater costkffectiveness: more students at a higher quality and less cost through use of
technology. (p. xxi).

Postle and Tyler (20)(oint to the useful work of Taylor in providing a conceptual framework for
making the kinds of decisions suggested above with resfme technology choice and associated

degrees of interactivity (Table 3.1).

LG akKz2dzZ R 0SS vy 2uésSriRicatedih Tablai3keser télthePaieftial Gf ithe tools: but

the various technologies need to be chosen and employed specificalludbruses in programme
design and the associated costs, and staff and student training in different contexts, carefully analysed.
On the one hand, there is the potential simply for educational technology to be used to replicate
transmission style teachingn the other the potential exists for the medium to obscure the message
and/or for usage that is predicated on small scale and #aend engagement that does not meet

the ODeL ideal for affordable largeale open access (Mays, 2011b, p. 14).

The authorsof the influential NMC Horizons Report of 2015 (Johnson et al., 2015) conclude that the
WSELISNII&Q Ay GKAA& NBI 3ANBS 2y Gg2 f2y3 G§SNY

1 Advancing learning environments that are flexible and drive innovation; and

1 Increasing the collaboration that takes place between HEIs.
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Table3.1: Models of distance education: a conceptual framework

Models of distance Characteristics of delivery technologies
education and
associated delivery Flexibility Highly Advanced Institutional
technologies refined interactive variable costs
Time Place Pace materials delivery approaching

zero

First generation: The correspondence model

Print | Yes | Yes |  Yes Yes | No | No

Second generation: The multimedia model

Print Yes Yes Yes Yes No No

Audiotape Yes Yes Yes Yes No No

Videotape Yes Yes Yes Yes No No

Computerbased

learning €.9., Yes Yes Yes Yes Yes No

CML/CAL/IMM)

Interactive video (disk Yes ves ves ves ves No

and tape)

Third generation: The teleconference model

Audioteleconferenimg No No No No Yes No

Videoconferencing No No No No Yes No

Audiographic No No No Yes Yes No

communication

Broadcast TV/Radio

and audio No No No Yes Yes No

teleconferencing

Fourth generation: The flexible learning model

Inter.actlv.e . Yes Yes Yes Yes Yes Yes

multimedia online

Internet-based access

to World Wide Web Yes Yes Yes Yes Yes Yes

resources

Computgrmgdmted Yes Yes Yes Yes Yes No

communication

(Source: Taylogscited inPostle& Tyler, 2010, p. 63)

However we need to make conscious evidededeased decisions about which media, resources and
technology to use for different learning purposes and contexts. Some guidelines are suggested in the

following tables.

i Table 3.2 is concerned to inquire into the potential educational applications ofeatiffenedia
and technology

9 Table 3.3 is concerned to understand the changing support needs of students as they progress
on their learning journey ando identify appropriate technology to use appropriately to

provide that support.
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Table3.2:

Media and tecmology integration decisiormaking guide

Medium

Technologies supporting provision

Educational Applications

Faceto-face contact

w Overhead projectors (manual or
electronic)

w Specialist technologies

w All of the below

w

w
w
w

Seminars, tutorials, classes, \wshops, and
lectures

Learner study groups or séiélp groups
Conferences

Oneto-one interaction, either between
educator and learner, learner and learner, o
learner and mentor (especially in workplace
Dramain-education or theatran-education
sessions

Practical demonstration and activities

Text
(including graphics)

Print (or pdfe.g.,digital textbooks)

g €E¢€

Books, booklets, and pamphlets (either
already published or written specifically for g
course)

Study guides, written either as stasatbne

Y GSNR I - NRIdYy R QW AN
published material

Workbooks intended for use in conjunction
with other media materials (for example,
audio or video cassettes or computeased
learning)

Newspapers, journals, periodicals,
newsletters,and magazines

Printed learner support materials (for
example, selfests, project guides, notes on
accreditation requirements or other aspects
of courses, bibliographies, and
handwritten/typed materials or comments
passing between learners and educators)
Maps, charts, photographs, and posters
Written/printed correspondence

Learner support material (for example self
tests, project guides, notes on accreditation
requirements, or other aspects of courses,
bibliographies, and materials or comments
pas®d between leaner and educator)

Facsimile

Written/printed correspondence
Onemulti point distribution

Mobile sms and increasingly also beloy
X

Written/printed correspondence
Onemulti point distribution
Possibility for limited Rvay communicion

Computers (including a range of
applications such asmail, electronic
databases, HTML documents, FTP or
ASCII documents, €BDM, Flash
Networked smartboards

Blogs

Wikis

Fora (discussion threads)
(synchronous/asynchronous?)

Chat rooms

Social medi@.g., Twitter, Facebook,
Laa #AGK w{{ TFSSR

gegleeeg|ece

€

Electronic publishing

Study guides, written either as staiatbne
material or a wragaround guides to already
published materials

Instructional material intended for use in
conjunction with other technolgies (for
example audio or video cassettes or printed
materials)

Newspapers, journals, periodicals,
newsletters, and magazines

Learner support material (for example self
tests, project guides, notes on accreditation
requirements, or other aspects of arses,
bibliographies, and materials or comments
passed between leaner and educator)

Audio

Audio Cassettes

Audio programmes (music, talk radio,
documentary, literature review, lecture, pang
discussion, news, current affairs, debate,
drama etc)

AudioCompact Disc/Flash

Audio programmes as for above
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Medium Technologies supporting provision Educational Applications
Radio broadcasts (national/ community «w Radio programmes as above
and/or audio podcasts w Radio phonens, talkback radio)
Telephone (including mobile) w Telephone tutoring
w Information or enquiry srvice
w Telephone conferences
Computers with related applications w Multimedia sound (audio files)
(including CEROMS) increasingly mobil{ w Voice communication
Video Television Broadcasting w Video programmes (music, talk shows,
(terrestrial, satellite or cable, digital or documentary, literature review, lecture, pang
analogue transnsision, including discussion, news, current affairs, debates,
narrowcast educational television and game shows, drama, films etc).
mobile) w Lectures
w Simulations of praedures and processes
Video cassettes w Video programmes as above
w Lectures
DVD; video podcasts w Video programmes as above
 Instructional material (for examples, art
pictures or biological photographs)
Video conferencing w Video conferences (wittwo way audio and
video or one way video and two way audio)
w Pointto-multi-point classes with interactive
video and audio
Computers/Internet/ mobile w Videographics
smartphones/iphones/tablets/ w SeeYouSeeMe Conferences
Integrated multimedia/ Standalone w Presentation of information/knowledge
e-learning Computerbased workstation, GD w Simulations
ROM/ DVD, CDI, flashdrive etc w Interactive exercises and assessment
Networked w Presentation of material and/ or resources
Linking Computebased workstation, integrating all &ove media (text, audio and
CDROM/DVD, or Sefop Boxes to video) and possible applications
public (Internet) or private (Intranet, | w Simulations and virtual role plays
LAN, WAN) networks; w Assignment submission, assessment and
Virtual worlds/ avatars feedback
Issues of bandwidth and cost w Conferencing data, audio, video
important
Challenge of complexity to manage
large classes.g.,elluminate vs MOOC
Emergent: Cloud computing and appg Provides acess to the same large file from
fA1S S5NBLIBZ2ZET [ af{ multiple points of entry; resource lists and
discussion fora can be synced automatical
. G853 Q-nRKin® A g Criteria for decisiormaking:
criteria SECTIONS
"Good teaching may Students
overcome a poor choice | Ease of use
of technology but Costs
technology will never savg Teaching functions
0t R (S OKA Yy 3 Interaction
See: Organisational issues
http://www.tonybates.ca/ | N etworking
Security and privacy
(Bates, 2015pp. 260-311,479-486)

(Extrapolated by Saide and the candidate from earlier work by Tony)Bates

Table 3.2 provides an overview of the growing range of ICT enabled options available to ODeL
institutions. The challenge is to decide what technology to use in whattwayspport particular kinds
of learning for particular kinds of students in particular contextthat is selecting appropriate

technology to use appropriately for a best fit for purpose approacther than randomly
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incorporating a set of technologictdols and rich media simply because it is possible to do so. For
example, Burns (2011) provides a useful analysis of strengths and weaknesses of different media and
technology to support the professional development of teachémsparticular through distace
learning. Logically, and in line with the discussion in Chapter 2, Bates (2015) argues the need for
decisions about appropriate media and supporting technology to be made consciously based on
pedagogic intent as illustrated belo(Figure 3.5) Not alltools and media are represented in this
diagram, which Bates acknowledges to be a personal arrangement, and he further observes that what
is important ishow the tool is used anavhy: a blog can be very teacheentred if the teacher is the

only one allowd to blog and very opeended if anyone can blog, perhaps even including interested

parties from outside of the formal course.

Objectivist Constructivist Connectivist
Tests Essays E-portfolios FaceBook
Simulations
Google
Books YouTube
Lll\\llnssdl Discussion
(e.g-Moodle) fortinie i
Flikr
Lectures Seminars Wikis
Webinars
Second Life Blogs
Credit Non-credit
Teacher control Learner control

Figure3.5: Analysis of media from an educational perspective
(SourceBates, 2015, p. 259

It is also important to realise #t student support needs change as students progress on their learning
journey. A possible way to envisage this is provided in TabjevBigh is based on th® Y RA Rl i1 SQa

work with Unisa.

Table3.3: Technology choices for different stages of the studeralk at Unisa

Step in the student walk Appropriate technology for purpose and audience

1. Marketing and orientation Provision of information in usdriendly styles and multiple modes.@.,
online, mobile Compact Disc Recordable/Read Only (CDR), Diitad
Disc (DVD), podcast, audio/vidand print) and access to OER examples
learning resources enables potential students to make more informed
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Step in the student walk

Appropriate technology for purpose and audience

choices. Supported by online advisors, call centre, or staff at decentral
regional centres.

2. Applicéion: Responsible Open
Access Programme

Provision of diagnostic sdkst quizzes available eime, DVD, flash drives
or in-person at regional centres can help potential students to make
appropriate choices about what, how much and in what mode to stiitig.
emphasis should be on the most appropriate route to access learning
than on testing for exclusiorsupported by online advisors, call centre, o
staff at decentralied regional centres.

3. Registration

Students can register online remotely,aselfservice terminal at a region
centre, or seek personal assistance at a regional centre. Currently, abg
70% of Unisa students register-ine. A technologgenhanced registration
process allows for automatic peyp alerts regarding prand cerequisites,
possible exam clashes, workload challenges and WIL components, su
teaching practice. It also allows for the possibility of access to digital

versions of resources immediately on successful registration through tf
dzaS 2F | & i 2llalbvirg Bidents to dawSldaN digyfdl versio
of study materials to a CD or flash drive).

4. Teaching and learning

Orientation

Traditionally, Unisa has relied on printed tutorial letters at programme
series) and module (100 series) levels faewotation purposes and these
are also available in Portable Document Format (RIDR)e and so can be
downloaded should students lose their copy. Other orientation possibili
includeYouTubevideaconferencing, satellite TV or radio broadcast, vid
on DVD or podcast, agmtutor led small group online or teleonference,
and where the need exists and numbers justify it, even a-fadace
contact session in a regional centre, other institution, school, church hg
teacher centre, etc.,

All contact wih studentteachers should consciously model appropriate
teacherstudent behaviours.

Maintenance/Formative assessmer

In many institutions, formative assessment in the form of assignments
pre-requisite for entry to summative assessment (most oftethie form of
a formal examination).

Ten percent of students either do not complete or do not pass their
formative assessment.

So:

Provide Short Message Service (SMS) and email reminders of deadlin
Set up online discussion fora related to assignment prafian.

Provide for are-tutor or student led (peer collaborative learnin@CL)
small group online or teleonference, and where the need exists and
numbers justify it, even a fae®-face contact session.

Provide for online, postal and-person submigsns.

Provide for online marking and marks submission.

Automate routing of norsubmissions or weak submissions for jaive
follow-up by ane-tutort by phone, email or skype.

Provide feedback on problem areas in a tutorial letter, email, sms, in th
online forum, viae-tutor or faceto-face tutor.

For the joint exploration of practice consider having students engage w
digital copies of lesson planning documents and videos of classroom
practice and encourage critical engagement online, by mobile, in an
e-tutorial or in a faceto-face tutorial; maintain a programme and teachin
practice website throughout the programme including updates on polic
news articles, and research publications. etc. as well as informal chat r
facilities
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Step in the student walk Appropriate technology for purpose and audience

Consolidation/Summatie Ten percent of students successfully complete the formative assessme
assessment registration but although registered to attempt summative assessment do not prese
themselves.
So:

Provide SMS and email reminders of timetables.

Provide SMS or online bking of exam candidacy and automated
reminders for deferrals.

Automate routing of norregistrations for preactive followup by an
e-tutorcby phone, email or Skype.

Provide feedback on key areas/assessment foci in a TL email, sms, in
online forum, viae-tutor or faceto-face tutor, or use YouTube, video
conferencing, satellite TV or radio broadcast, video on DVD or podcast
Summative assessment Of the 80% of students who present themselves, 70% of Humanities
students pass first time (pass rates terdite lower in other fields), yieldin
an initial cohort throughput of 80% x 70% = 56%. Track trends automa
to prioritize interventions.

Where possible provide both online and more traditional opportunities t
complete summative assessment

Automate outing of nashows or poor performance for practive follow
up by ane-tutorcby phone, email or Skype

2"d examination opportunity At Unisa, students who fail a module with a stipulated subminimum car
register for a second examination opportunity in tlidlédwing semester.
Provide SMS and email reminders of timetables.

Provide SMS or online booking of exam candidacy and automated
reminders for deferrals.

Automate routing of norregistrations for preactive followup by an
e-tutort by phone, email or Skype.

Provide feedback on key areas/assessment foci in a TL email, sms, in
online forum, viee-tutor or faceto-face tutor, or use YouTube, video
conferencing, satellite TV or radio broadcast, video on DVD or podcast
5. Graduation and alumni Build and maitain a database of graduates; keep regular contact with
alumni through a quarterlg-newsletter; conduce-impact studies; recruit
graduates ag-tutors ...

(Sourceadapted slightly fronMays, 2011app. 866867)

Concluding an overview of research litenag in the following areasg distance education, blended

learning, online learning, credentialing, MOOCs and future learning technology infrastructures
{ASYSyaz DIFEOSGPAOGZ YR 51642y oOounmpL pdzased d aKI
need to look back at what we think we already know about effective teaching and learning in order to

make informed choices about how to makéectiveuse of the new technological possibilities that

are emerging. In this respect, Rautenbach (2007) caoiecl that while facdo-face sessions are no

longer a necessary requirement for distance provision in a digital era, the follawamgcessary pre

conditions for success if we are to make good use of digital tools and resources:

The educator must have ¢hnecessarg-learning skills

The educator must have the correzlearning behaviours

Learners must be allowed enough time to change and adapt tedearning event
Learners must have the necessarearning skills

The technological infrastructure mulsé able to carry the load

=A =4 =8 -8 -4
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There must be a helpline for technical support

There must be a consistency in the appearance of the navigation bars
Thee-learning event must make use of the most appropriate delivery system
Thee-learning event must have apprdpte activities

The course must comply with legal requirements

The course must have enough support staff

There must be a positive organisational culture of online studym@53)

=4 =4 =4 =8 -8 -4 -9

One key way in which a judicious useed&arningapproaches can add gresalue is identified by

Salmon (2015). Commenting on a specific example, she observes:

At residential schools, the contributions by the students are oral, short and immediate. During

the sales and marketing rofgay exercises, students air their initiabughts on the task, and

wiKS8 2yfeée az2dNOSa 2F ARSIaz O2yOoSLiia FyR Y:
memories. One member typically captures these ideas, in abbreviated form, onchdlip

By contrast, online, everyone has a full record @®NE G KAy 3 GKIG KFra o8
contributions are considered in a way that is not possible at-faece schools. There is

scope for thoughtfulness and for reflection. .

This line of thought is expanded further by Littlejohn and Pegler (284 &)llows:

Perhaps the most startling difference between open learning online and conventional
education is that online resources are created not only by teachers or experts. Resources are

as likely to be created or adapted by learners themselves (FalcteGill, Littlejohn, &
Boursinou, 2013; Weller, 2010). In fact, learners now routinely learn through creating,
adapting and sharing their own resources across social networks (Beetham, McGill, &
Littlejohn, 2009). There are many examples from everydiy, Buch as blogging or
O2YYSyilAy3a 2y 20KSNJ LIS2L) SQa of23aT dzLJ 21 RAY
Facebook; sharing media through social networks, for example videos in YouTube; micro
0f233Ay3a GKNRAdAK Wi g SSikeyng &d shakingdNiBelresGuiRdsA y 3 Q
via social bookmark sites like Delicious; using tools such as Scoop.it to source, discover, curate
and share relevant resources. What we see is a less-clgatistinction between teachers or

experts and learners in tms of roles and vision of labour, with a shift in agency from the
teacher to the learner (Beetham, Littlejohn, & McGill, 2010). (p. 50)

They then provide some examples to illustrate the above trends and conclude:

These examples illustrate that learningshmoved from individual problem solving and
knowledge acquisition(Schmidt, Norman, & Boshuizen, 1990) kaowledge building
yS3A20A1FIGSR 6A0GK 20§KSNE | NRdzyR GFajla o09y3Sail
interpreting a common problem, then finding appropriate responses to those interpretations
(Edwards, 2011a), to knowledge creation through social interactions around opeaureceso

(Paavola, Lipponen, & Hakkarainen, 2004). (Littlefliegler, 2015, p. 52)

Interestingly, an earlier study from the European Union found that in addition to formal education

settings, ICTacilitated collaborative learning has seen the emergeniceoonmunities of learning in
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both informal and norformal lifelong learning environments which exhibit varying degrees of the

following community characteristics:

Awareness and intentionality to leaifthe extent to which community members enter the
community to learn and/or are aware of learning taking place by participating in the activities
of the community);

T

Learning as a goal of the communifthe extent to which learning is an explicit goal of
the community);

Avalilability of learning resources onlingcourses, articles, papers, links, videos that are
posted by members or by the managers or by both to share/increase knowledge);

Availability of learning support serviceHelpdesk, virtual tours for newbies, support
from staff to facilitate learning of embers);

'aS 2F GSN¥Ya& Gf SENYyAyYy3IE yR af SFENyghga 0O2YY
extent to which members refer to learning in interviews, surveys, online interactions);

Availability of peer support/enquiry learning/problem based learning in tramunity;

Production of learning resourcegco-production of learning material, production of
reports, newsletters or any other form of resource allowing access to the knowledge
patrimony of the community);

Recognised development of thematic knowledg@he extent to which members
acknowledge they have developed/improved knowledge in specific fields thanks to their
participation in the community);

Recognised development of ICT skiftke extent to which members acknowledge that
participation in the communit has helped them developing their ICT skills);

Recognised development of soctultural skills and other key transversal skil(he
extent to which members acknowledge that participation in the community has helped
them developing critical thinking, semsof initiative, cultural awareness, cultural
expression, communication and organisational skills, creatiygeto, Dondi, Marzottp
AlaMutka, & Ferrarj 2010, p. 128)

The above characteristics seem to illustrate the potential for the communicatidecallaborative
LR GSYaArtAdGe 2F L/ ¢ G2 0S KFENySaaSR G2 F2adGSNI 2y

contexts such communities could evolve organically while in others there might be need for more

careful scaffolding and support (Gunawandet al., 2006). This seesto be consistent with the more

communitarian focus of African philosophical traditions noted in Chapter 2. However, it is equally clear

that a onesizefits-all approach will not be possible (Heydenry&hPrinsloo, 2010; Subdty &

Prinsloo, 2011). Academic staff therefore need continuous professional development to be able to

make informed choices about how best to integrate appropriate ICT into the design and development

of programmes (Bates, 2016) and how best to employ ttierdances of this technology towards

enhanced student success (Modise, 2016)s also clear that if the best use is to be made of the

affordances of new technologies to improve pedagogic practice, it will require a forward thinking and
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dynamic style ofeadership Halfondet al, 2016).Whatever the context, clear guiding principles for

engaging with the quality of practice across different contexts have begun to emerge.

3.4 Quality assuring ODeL provision

In many contexts, the regulation of ODeL pravisis managed by people whose higher education
experience has been fdilne and campudased: it is therefore not surprising if the political rhetoric

about opening access is often not reflected in the regulatory framework.

Programmes offered in highedacation in South Africa are subject to approval by the Department of
Higher Education and Training (DHET), for funding and planning purposes, and accreditation by the

Council for Higher Education (CHE) for quality purposes.

The CHE divides its accreditatiprocess into candidacy (planning and resourcing) and accreditation
(practice) phases (although there is no longer a guaranteed systematic institutional follow up on the

latter due to capacity constraints) as illustrated below. The issues identifiedthankkey questions

that underpin them, also provide lenses for sedMaluation of the programmes and courses that form

Ly AyadAaddziazyQa LIN2Z INJ YYS & FYR ljdzZt f AFAOF A2y a
requirements is set out in Tables 3.4 to 3.7 be(@E, 20042004D).

Table3.4: CHE accreditation candidacy phase: Criteria for programme inptf)(1
Criterion | Areas

1 Programme design

Student recruitment, admission and selection

Staffingg qualifications, experience, research, staff developmen
Staffingg size, procedures for selection, ftilne & parttime
Teaching and learning strategy

Student assessment, policies and procedures

Infrastructure and library resources

Programme administrative services

Postgraduate policies, galations and procedures

O N[OOI W|IN

Table3.5: Accreditation phase: Crita for programme processes (116)

Criterion | Areas

10 Programme coordination

11 Academic development for student success

12 Teaching and learning interactions

13 Student assessment pracesc internal and external

14 Student assessment practiceseliability, rigour, security
15 Coordination of workbased learning

16 Delivery of postgraduate programmes
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Table3.6: Accreditation phase: Criteria for programme output and impact ¢18)
Criterion | Areas

17 Student retention and throughput rates

18 Programme impact

Table3.7: Accreditation phase: Criteria for programme review (19)
| 19 | Programme review |

Interestingly, and perhaps unusually, the CHE in South Africa opted to engdg¢hevitlistance
learning community in South Africa to provide guidelines specific to distance provision in a digital era
considering the growing number of requests for accreditation of programmes to be offered online and

in blended modes (CHE, 2014).

Thereis considerable overlap between the key quality issues identified by the CHE in South Africa and
those identified by the CoL through a muittional consultation process and as summarised in Table
3.8.

Table3.8: Quality criteria for ODeL provision

1 Vision, mission and planning 21 54
2 Management, leadership and organisational cultur, 27 79
3 The learners 7 19
4 Human resource development 7 22
5 Programme design and development 13 33
6 Course design and developnten 13 37
7 Learner support 15 49
8 Learner assessment 12 38
9 Infrastructure and learning resources 8 35
10 Research, consultancy and extension services 7 20

(Source: CoL, 2009¢. §

In an earlier comparison of higher education quality assuranceesssudifferent contexts, Aluko
(2007) also found a tendency towards a similarity of quality concerns. More recently, a comparative
analysis of quality models in online and open education around the globe undertaken for the
International Council for Opemd Distance Education (ICDE), while confirming that there was a lot of
agreement onwhat areas it was important to focus a quality assurance lens upon, nonetheless

observed that there was great diversitytiowthese broad expectations were interpreted fdifferent
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levels of maturity, that feedback was of variable quality and that there were challenges in responding

to change generally (Ossiannilsson, Williams, Camé&l@rown, 2015).

The move from campussased to distance and online learning then regsithat institutions think

about doing some new things, and some existing things differently, with implications for staff as well
as systems and processes. However, it is important to acknowledge that the same is probably true for
students, who will likgl need scaffolded support to transition from highly structured schooling
environments to the more flexible and open possibilities of distance and online legKimgss&
McKenzig2009.

3.5 OER as a systemic element

3.5.1 OER and ODeL provision

The OEResearch Hub OER Evidence Report for-2013 observefde los Arcos, Farrow, Perryman,

Pitt, & Weller, 2014)
Awareness of OER and Creative Commons is growing, but OER repositories remain relatively
unused and unknown compared with the three main edimaal resource sites of YouTube,

Khan Academy and TED. This suggests that brand awareness of OER and easy location is a
major obstacle to overcome for the next generation of OER projects. (p. 4)

2 A0K 20SNJ I RSOIFRSQa Ay @S angly Styeireliablg empigcal 0 K S NEX
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and resources it will be possible to gain the critical mass of evidence required for future phases

of OER implementation. (p. 35)

Both traditional contactbased institutions and traditional distance education providers are exploring
the potential of ICT to support improved quality learning for increased numbers of learners with the
former exploring concepts such as flipped classroorhariK2012; Richardson, 2012) and the latter
seeking to improve social presence and improve engagement, interaction and retention (as discussed
in Sections 2.9 and 3.1). There is a natural synergy between ODeL, and other farsmicfabased

learning andOER as indicated in the following table developed by the candidate for OER Africa.

Table3.9: Policy, ODeL and OER

Policy area Policy issues/objectives Relevance to collaboration and/or OER
Identifying target 1 Educational purpose of the prograne w  Thesharingof research and templates
audience 1 Demography of student populatioe.g., could facilitate the process of building
age range, gender, employment) and then using student profiles at
f Motivation for learning €.g.,vocational, participating institutions.
academic)

1 Existing knowledge and/or skills of target
students é.g.,can study skills be
assumed?)

1 Curriculum needse(g.,is it defined byan
examination or a professional body,
academic knowledge, vocational skills?)

1 Market research
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Policy area

Policy issues/objectives

Relevance to collaboration and/or OER

Type of DE system

1 Campusbhased, organizatiotased or
individuatbased?

w The sharing of research, guidelines,
process documents and quality criteria

1 Selfpaced or programmébased? can help an institution makeformed
1 Open access? decisions about which model(s) of DE
1 Single, duamode or partnership service will be most appropriate to its needs.
provider?
Choosing the 1 Print, audievisual, webbased or a mix? w  Open licences for materials will facilitat
appropriate 1 Access implications of clua? costeffective production and
technology for f Training implications of choice? distribution of materials.
distribution and f Costc including maintenance and w  Access to course materials from other

materials and for
interaction with
students

sustainability?

members of the community of pcdice
can be an effective, rapid strategy to
secure materials for courses where no
materials exist.

w  This might allow use of media that
would not have been affordable if an
institution needed to develop everythin
itself.

Business planning
and costing

1 Phiosophy and objectives
1 Capital and recurrent costs
o Planning
0 Implementation
0 Maintenance and updating
o Fixed and variable
Selffinancing or subsidised?
Course portfolio€.g.,length of study)
Course development and production
process €.g.,team, individuaktontract)
1 Course delivery
o Enrolment
Tutorial system
Materials dispatch
Assessment
Record keeping
Marketing
Funding

= =4 =4

O OO O0OO0oOo

w Clear policy indications are needed thal
materials development is considered
important by the institution and that
there is commitment to in@sting in it.

w Policy positions are essential to ensure
high quality of materials and effective
collaboration, and this is indicated by
allocation of appropriate resources,
including staff time.

w It may be necessary to include specific
references to collabative activities to
ensure that funds are set aside to cove
the time of academic staff from the
institution to participate in such
collaborative activities.

w  Sharing of course materials with
members of the community of practice
may reduce requirements togy sub
contracting fees for materials
development, as it may open access to
already developed course materials in
key areas of need.

w Participation in materials
development/OER collaborations could
generate consultancy funds, providing
an alternative incomeatream to the
institution and its staff and financial
returns on capital investment.

HR strategy

Staff complement
Staff development
Staff workload

HR systems

= =4 =4 =9

w  Most academic staff will be discipline
experts rather than materials develope
¢ the wider OERommunity may be able
to help with the development of skills
related to materials development.

w  Staff awareness processes should
include awareness about changing
intellectual property parameters
introduced by the growth of ICT, and
accompanying introductioto open
licences like the Creative Commons.

w Consideration might be given to the
notion that staff participating in
collaborative activities and materials
development exercises that are over a
above their normal workload can receiy
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Policy area Policy issues/objectives Relevance to collaboration and/or OER
remuneration for thei time spent.
However, in the long term, if DE
provision accelerates, job descriptions
will need to be adapted so that time is
allocated to programme development,
course design and materials productior]
as a core activity.
Programme 1 Buy, make or adapt? w Facilitated by use and adaptation of
development, f Media choice and/or mix? OER.
course degn and  Instructional design w Facilitated by systematic analysis of
materials 1 Developmental testing current copyright satus of existing
production q Production materials, and efforts to ensure that all
1 Delivery materials can be freely updated and
 Updating revisgd yvithout securing additional
1 Storage permissions. _ _

w Existing OER available on the internet
and materials available from other
members of the community of practice
can support review processes and cost
effective updating of courses.

w  Establishment of licensing frameworks
relevant to digitized material®(g.,
Creative Commons) will be essential to
protect the rights of the institution.

w Itis essential to define termd ase of all
materials within a digital library, which
will be facilitated by systematic
materials audit and establishment of
adeadsSvya G2 Yryl3$s
knowledge base.

w  Shared course materials and OER can
used to increase the number of availab)
materials in the digital library without
significant additional cost.

w  Collaboration with other members of
the community of practice will facilitate
such access, as will ongoing integratio
of the institution into emerging global
OER networks.

Tutoring ad 1 Tutor role and tasks w  Thesharingof research, guidelines,
supporting students| § Tutor skills process documents and quality criteria
f Recruiting tutors can help the institution make informed
{ Induction and training of tutors decisions about suitable models for
1 Monitoring tutors tutoring and supporting its DE/cff
1 Marking and feedback campus students.
1 Faceto-face, telephone, online tutoring
1 Student counselling
1 Student guides and providing information
to students
Recruiting and 1 Making couse information available w  Thesharingof research, guidelines,
enrolling students | § Marketing process documents and quality criteria
{ Diagnostic testing of potential students can help the institution make informed
{ Briefing students about ODL decisins about suitable models for
1 Enrolment recruiting and enrolling DE/offampus
1 Fee payment systems students.
Assessing students| § Methods to be usedg.g.,exams, projects, | @  Thesharingof research, guidelines,
thesis and portfolio) process documents and quality criteria
1 Summative, formative or both? can help the institution make informed
f  Methods of submission and giving decisions about suitable models for

feedback €.g.,online or bypaper
correspondence?)

assessing DE/effampus students.
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Enquiries processing
Enrolment
Materials development
Materials manufacture
Tuition and support
Assessment
o Technology
1 Governance and management structures

O OO0 O0OO0OOoOOo

Policy area Policy issues/objectives Relevance to collaboration and/or OER

1 Recording marks and student progress
Managing ad 1 Operational issues e.g.: w  Thesharingof research, guidelines,
administering the o Finance process documents and quality criteria
DE system Student recruitment can help the institution make informed

decisions about suitable models for
managing and administering its DE
system.

Collaborative
relationships

]

Programme development, course design
and materialgroduction

Associations

Subcontractors

WIL

Consortia

w  Thesharingof research, guidelines,
process documents and quality criteria
can help the institution make informed
decisions about suitable models for
managing collaborative arrangements.

Monitoring
evaluation and
quality assurance

=A (=2 =4 =8 =4

Who the evaluation is fore(g.,politicians,

managers, educational staff)

The level of monitoringe(g.,system level,

course/programme level, individual tutor

or individual student level)

1 Capability to act on findings of @wation,
monitoring and quality assurance

1 Quality assurance systems

=

w Completing a systematic audit of
materials and their licences will create
clear legal framework to guide staff ang
students.

w Maintaining proper licences that
facilitate use and adaptain of
materials further supports this.

w  Thesharingof research, guidelines,

process documents and quality criteria
can help the institution make informed
decisions about suitable models for
managing a quality assurance system i
a DE context.

(Source: OERfrica, 2012pp. 2227)

Although on the face of it there seems to be a clear logic in integrating OER in an ODeL context, an

ef SENYyAYy3I O2yGSEG 2N SOSy + WTFEtALIWISR Of FaaNR2YQ
integral in each case, agtion of such an innovation is by no means simple. Reflecting on the Unisa
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the spread of a new idea such as mainstreaming OER: the innovation itself, communication channels,
time and a social system. Rogers also identifies five main stadgesvledge/awareness,
persuasion/interest, decision/evaluation, implementatiori&r and confirmation/adoption. The
researchers found that while knowledge about OER was quite high within @ntsa) takeup was
dependent on other factorsuch as efficient ICT infrastructure, supportive policy and training and

support related to intdectual property issues.
In a similar study among the members of the Washington Community and Technical College System,

Chae and Jenkins (2015) found that there were often compelling motivations for integratingu@ER

as costsavings for students, pagdities for more responsive instruction, increased collaboration,
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increased reflection on practice and convenience of tiseveverthere werealsoseveralcontextual
challenges to takeip, including lack of time, an uninviting institutional climate Kac technology and

skills, uncertainty aboulntellectual Property RightdRR, copyright and policy issues, difficulty in
finding and selecting appropriate resources and differences in course specifications. The report

summarises the kind of support néed in the form of a useful diagrarigure 3.6)

Support Needed for facultys' use of

OER
|
I 1 1 I
Climate Professional Partnership Incentives
Development
Endorsements from | Department level SIREIN
the college and —  Training in OER initiatives opportunities
department
| __Clear polices around Easy and organized Intrar:am;::ug
theuse of OER | |— Pathways to access partnerships
OER
|__| Local suport system

with local experts

Figure3.6: Types of support needed for faculty to implement OER in their classroom
(SourceChae& Jenkins, 2015, p. 27)

The issues raised in both previous studies resonate with an earlier caseftuhathematics teacher
education project in South Afrig®apire & Reed, 2011¢onsidering their study, the researchers offer
the following useful observations about creating a conducive environment for OER integration:

1 Expertled collaborative material design, drawing on the subject and pedagogical
knowledge and existing materials developed at institutional sites, has potential for
achieving quality, costffective, and multipleuse resources.

1 Materials designed with clear learning pathways, which lacal but not too local and
which are made available as OER under a shbke licence, encourage use, redesign and
repurposing.

1 The formation of inter and intrainstitutional communities of practice can extend the
knowledge and skills of all participanand attract new players into the field. However,
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skilful and ongoing facilitation is necessary to avoid the marginalization or withdrawal of
participants.

9 Institutional support at senior management and department levels is necessary to
encourage ongoingeacher education participation in the development and use of OER.
(p. 209).

3.5.2 Quality assuring OER

In initial engagements with academics, concerns about the quality of OER are often raised. Whereas
a formally published resource will usually have bebkrough various disciplinary and copyright
clearance protocols, there is often concern that OER may not have been. Many academics seem
surprisingly reluctant to trust their own judgement regarding the quality of a learning resource, even
though studentse&nd not to show such reservations. In workshops on these issuesatitidatehas
stressed the need to use similar quality assurance criteria and processes with open textbooks and
other OER as they would with all rights reserved copyrighted works, typiwablving a departmental
approval process. In addition, in workshops with ANU and others, it has proved useful to provide
examples of learning resources of different types and quality, to elicit feedback on these examples
with a view to determining somguality criteria and then to compare these ideas with existing quality
rubrics like the ACHIEVE rubricAppendix 3.3and the Saide rubric idppendix 3.4(which the
candidatehelped to develop and has used extensively in various materials developmemeaiew
contexts). It is important to consider botlhat is taught andhow it is taught and then to make a

judgement on whether it would be feasible to use and/or adapt the resource.

Reflecting on the relationship between MOOCs andality, however, Hayg (2015) makes the
important observation that we are concerned with more than just the quality of the learning resources
and how these are constructed together in a coherent wéycreasingly,the distinguishing
characteristic between different institutianwill be thequality of the supportayered onto the core
programme and materialysee Section 2.9.4)However, this requires also some pragmatic
considerations about which issues an institution can reasonably be expected to address and wider

concerns thait cannot.

In an interesting article reflecting on the relationship between higher education and development,
Kruss, McGrath, Petersen and Gatsrow (2015) note the complex ways in which global, national,
sectoral and spatial issues intersect in dynamigsve drive or impede change. They argue a need
for institutions to become more aware of their capabilities regarding uses of technology, ability to

learn and ability to interact meaningfully with their contexts, much of which knowledge is currently

tacitAy Yy GdNBZ G2 RSGSt 2L GKSANI OF LI 6AtAGASA Y2NB
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Mainstreaming the integration of OER should thereforelbeated within the wider discourse of
change in the management of higher education. In the specific case of ANU it seems clear that
students want more flexible open, distance amdearning provision but not necessarily all

programmes will be viable in ifimodality.

3.6 Managing ODeL provision from a systems perspective

This section derives from a discussion document originally prepared for engagement with Unisa
revised and linked to a Saide newslettgrdthen used in whole or in part in a number aftssequent
OERIt is felt that the nested graphics approach adopted is a useful way to conceptualise ODelL
provision and so the diagrams are retained from the origiwiéth one or two amendmentsHowever,

the narrative has been updated to reflect the syucbntext of working with an institution, ANU, which

has moved from single to multhode provision.

Following Glennie and Mays (2009), the discussion in this section takes as a starting point the
modernist architectural notion thatbrm follows functiof2In other words, it means recognising that

the distinguishing characteristic of an ODeL institution (or an ODeL unit within a cbatexd
institution) is the way in which it needs to organise otorganise systems and resources to support
teaching anddarning without necessarily requiring teachers and learners to be in the same space at
the same time. Secondary to this is the fact that distance education is often linked with large scale
provision to achieve economies of scale and therefore any changésre be carefully evaluated,
planned, piloted and evaluated before being institutionalised small changes may have an
enormous impact. As an aside, it is interesting to note that the increasing use of social learning theory
in Web 2.0 mediated teachinin both distance and contact institutions is potentially pushing costing
back towards the tutoriabased system of education provision (siélsmann, 2016Kanuka&
Brooks, 2010; Rumble 1997, 2004). Part of the challenge for ANU was that it launclectelist
provision across its entire programmes and qualifications mix, rather than focusing on programmes
and contexts that market research suggested could sustain the kind of enrolment at scale needed to
recoup the initial investment in curriculum, materialsd systems development as well as the ongoing
costs of implementation and review. This is not a situation peculiar to ANU. An inquiry conducted in
the US into the rising costs of higher education (Davis Educational Foundation, 2012) revealed a very
weak/link between the cost of services provided and the price paid by students and a tendency to
invest in what iperceivedto be adding quality, adding more options and services, maintaining and
improving infrastructure, reaching a wider demographiatherthan what might be sustainably cest

effective for both institutions and students.
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Clearly there is need to understand better the systemic implications of ODeL provision. This section
therefore starts from the premise of ODelL as the primary mode of pawisihich can then be
adapted for other contexts by adding various degrees of-tackace and venudased support (at

additional cost) for different context3his understanding is summarised in Figure 3.7 below.

¢KS Y2RSt 0S3aAya MAdRA RS0 AFRAEAZAA AEVDEADE | YR L
it as an ODeL institutiore(g. Unisa, NOUN, OUT, UKOU or IGNOU) or perhaps a cbatad

institution offering a substantial number of ODeL opportuniteg(the Universities of the Free&e,

North West and Pretoria in South Africa).

The discussion is further premised on an assumption that the appropriate use of ICTs is critical to all
FaLlSoda 2F GKS AyadAlddziazyQa 2LISNI (A 2efdppedd A a |
but not necessarily permanent or large, regional hubs support a flexible network of sites of contact

and ongoing professional development.

wyision
O De L uMission

uPolicy

Supporting e
Infrastructure «edens e

1 Yeaching and learning (70%)
C O re b u SI n eSSj?esearchL(ni-, multi-, inter-,
trans 15%)

aCtIVItI eS aCommunity engagement (15%)

Figure3.7: Form follows function

(SourceGlennie& Mays 2009, p. 6

The model in Figure 3afgues that the cre business of an ODeL institutionumit comprises teaching

and learning, research and community engagemdie any otherHE| but that these may take
different forms given the ODeL context. The discussion further proceeds from the understanding that
human resourcing is based on the following kinds of assumptions (with implications based on a Saide

working year model) about the relative weightings of the core business activities:

1 Teaching and learningg0% (which implies that the average distance ediecaticademic

could expect to spend 0,7 x 220 days = 154 days a year on teaching and learning activities)
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1 Researchl5% (which implies that the average distance education academic could expect to
spend 0,15 x 220 days = 33 days a year in research reldteities¢ including research into
own ODeL practice)

1 Community engagement/academic citizensHip% (which implies that the average distance
education academic could expect to spend 0,15 x 220 days = 33 days a year in community

engagement/academic citizehip activities).

These are very important assumptions to clgify they impact on the number and kinds of staff time
needed for quality provision. In Kenya in general, and in ANU in particular, extensive use is made of
part-time staff in order to offeparticular kinds of programmes without necessarily committing to the
employment of fullitime staff. An empirically verified estimate of required tioe-task for both fuH

and parttime staff, with commensurate remuneratiowill be critical to sustainality.

This understanding is in line with criteria identified by the CHE (2004, 2014), Nadeosa (Welch & Reed,
2005) and CoL (2009) and has many iyl implications for practice. The first is that ODeL provision

is informed by the institutional visigibut in turn informs the nature of its missiom South Africafor
example the CHE criteria require institutions to provide a justification in line with vision and mission
for the use of ODeL approachéd€HE, 2014). It further requires that the institutad policy
environment is aligned to ODeL provision and informs strategic and operational planning and
management and the need to design learning opportunities for diverse audiences in diverse contexts
as well as the need to provide decentralised suppard assessment. This in turn implies that the
needs of quality ODeL provision should inform organisational architecture and in particular that there
is alignment between the human resourcing model and ODeL practice: in general, ODeL provision is
characterigd by relatively small numbers of fiilne, permanent and centralised staff and relatively
large numbers of pattime, decentralised staff, who need to be recruited, trained, supported,

monitored and paid; forming a human resource management ssistem m its own right.

3.6.1 Core business

As observed by Glennie and Mays (2009), the core business and distinguishing characteristic of an
ODelL institution or unit is its focus on teaching and learning as this accounts for most of the income
and expenditure othe institution and is at the heart of its mission. Quality learning arises from the
integration in a cohesive and coherent learning experienoé quality educational resources,
appropriate assessment and appropriate, decentralised student supasitustrated in Figure 3.8.

Each of these aspects of the teaching and learning experience should be informed by the learner
profile which will change over time and therefore trends need to be tracked regarding, for example,

the demographic profile of registimg and graduating students, including their technology profile.
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Course
materials
informed by
learner profile

Assessment
informed by
learner profile

Student support
informed by learner
profile

Figure3.8: Core business: teaching and learning

(SourceGlennie& Mays, 2009p. 7)

It is further understood that an appropriate teaching and learning experience is not only student
audience specificbut also context specific and that a os&e fits all approach will not be possible. A

very small enrolment course with reasonable pass rates offered in correspondence mode (plus
perhaps a limited online presence) might be retained is thode; but a high enrolment course with

low pass rates needs to see more of the income it generates ploughed back into improved support. At

the same time, it is not possible to manage a large institution if there are no broadly accepted
guidelinesg there cannot be as many systems and approaches as there are modules for example.
Therefore, there is a need fguidelinesthat set parameters for decisiemakingthat allow for a

pragmatic compromise between specific contextual needs on the one hand anddligeseof large
d8ad0Sya YIylF3sSySyid 2y GKS 20GKSNW» {22 F2NJ SEI YLX
F2NXYIGAQGS aaSaaySyida FyR 2yS adzYYlrdAgsS raasSaay:
establish and maintain assessment systernst sufficient openness to allow for appropriate
contextuallyinformed teaching and learning decisigeach asnore than two formative assessments

or a summative assessment that is not an examinafeg.,an art exhibition or a practice portfoljo

This mans that key decisions made about teaching, learning and assessment will vary from

programme to programmseas illustrated in Figurd.9.
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Figure3.9: The interrelated nature of teaching and learning design in an ODeL context

(SourceGlennie& Mays, 200, p. §

Figure 3.9 argues that the design of a meaningful learning experience requires an integrated approach.

For example, the design team needs to make broad decisions about the link between the assessment
AGNYGS38 | yR (KS 02 dzwEdSleih 20880, fdwifich thg darddidadssias the 95 ¢ [ ¢
module coordinator, the examination paper included both compulsory questions based on the course
YIEGSNAEFE FyR 2LIA2Y I E ljdzSadAz2ya ol &SR 2bfsed 2 G K (K
LMS) disassion strands. Thus, students who had participated in the myUnisa discussions were able to

build on these; but those who had not been able to gain access online were not disadvantaged since

there were also additional optional topics based on the core male

Another example of a decision that needs to be made by the design team is the link between the
assessment strategy and the learner support offered. For example, the Unisa National Professional
Diploma in Educatioprogramme (which the candidatmanaged from October 2000 to early 2004)
included the development of portfolios as integrated assessment requirements over and above the
individual module assessments. These portfolios were subject to self, peer and tutor assessment. So,
tutors needed to be empowered to facilitate this process during the three tutorials offered each year:

orientation (what is expected and why); maintenance (progress and prebt#wing); and
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consolidation (including time for students to present their portfolios to groups af {heers for peer
assessmentf I 'y | LILINRI OK FR2LIISR FTNRY GKS | yAGSNAAGE
(Kenyoret al., 2000).

¢KS RSaAdy LINROS&aa Ydad GKSNBT2NB LI & FaaSyidaazy
module and programme to esure coherence and progression fromtéxt activities to formative

assignment activities and then to summative assessment tasks (which are not necessarily
examinations); and from fundamental, to coi® elective module components of programmes to
ensurethat all the constituent parts build towards achievement of the programme purpose and exit

level outcomes and competences, as discussed in Chapter 2.

These recommendations are in line with the CHE, Nadeosa and ColL criteria outlined previously and
support ateamwork approach and process for programme and module development. This is

summarised in Figure 3.10.

Course design

Course

e Assessment

Student support

and development

Figure3.10: ODL requires an integrated approach to design and development

(SourceGlennie& Mays, 2009p. 9

Achievement of this integrate team design process will likely require that an academic planning
office, quality assurance, academic staff at college, school, department, programme and module level,
design, student support, production, ICT, past and present students, and exterretliciddes are all
involved in team decisiemaking about changed design, development and delivery of programmes
and courses. This is a complicated, tiomsuming and costly process which needs to be carefully

projectmanaged and costed to inform the designd development costs that need to be amortised
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over an appropriate student cohort. It is also important that decisions integrate outcoroegent,
support and assessment indldesign stage (CoL, 2004; Rdh@&®906; Saide, 2015).

Du Vivie2010) makesza S 2F 'y | RF LGSR F2N¥Y 2F wdzyof SQa aaiyl
related nature of the various sufystemsthat need to cohere for effective ODeL provision, as
discussed below in the context of ANU. In relation to the previous discussiodemgies two key

sub-systemghat require special attention: curriculum and materials development.

Curriculum suisystem

Before learning resources can be sourced of developed, there is need for a clear set of curriculum
design principles. As noted in Gher 2, there arenumerousapproaches to curriculum design, many

of which have features in common with the popular ADDIE model, but the reseaashescher

utilises a model developed by Saide (see sectiorBR.9.

As discussed with ANU staff in March 20it4s important to note that while common issues need to

be addressed in all curriculum and course design processes, the actual design that emerges from these
discussions will vary with audience and context: a-size fits all approach is unlikely to oY ounger
students coming straight from school are likely to need more scaffolding and support to develop both
academic literacy and to become independent learners. Mature learners, already in the workplace, on
the other hand may already have developéagdtlevel selfand timemanagement skills, but they also

have a host of other commitments and so will most likely respond better to courses packaged in small
but meaningful chunks that allow for direct application. The technology skills and accessetf targ

students will also effect decisions about what to do and share online.

Materials suksystem

The development or acquisition of learning resources is central to all ODeL probisidhe nature

of these resources needs to encourage independent learairigbe accessible to all students on the
programme.The Bernard et al. (2009)etastudymentioned earlierconcluded thatinvestment in
increased studentontent interaction was most effective, suggesting the need for the kind of aetivity
based design appezh that Saide/OER Africa has advocated in its engagements with ANU (and as
elaborated in Chapter 2). Resources can then be sourced, adapted or developed to help students
engage with meaningful, authentic activities. Many of these resources will bebésed €.g.,
textbooks, journal articles, research reports) which might also be printed but an increasing number of
resources are also available as audiofileg.(TEDtalks podcasts) and video filegy(,youTube) or
simulations, educational games or eveintual world experiences. If some, or all, of the learning
resources needed for a course are available under an open licence, this can reduce both costs and

time for both staff and students (Butcher & Hoosen, 2011). If the licence is at the more op&f end
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the continuum, it then also becomes possible to adapt the resource for a better fit with context and
student needs. In contexts of low technology skills, access or bandwidth, it may also be possible to
download resources so that students can work viftem offline. However, utilizing the potential of

OER in this way, requires a shift in mindset towards n@E&Annand 2015).

The following two related issues are also identified by Du Vivier (2010, {gf)16stablishing systems
to allow for materialglevelopment in specialisadamsworking at scale and making informed choices

about uses ofechnologyfrom both learning benefit and costffectiveness perspectives.

3.6.2 Grounded decisiormaking

Decisions made about the design and development of caunsd to be grounded in appropriate
research and courses should have a positive impact on and require students to engage with relevant
communities (a key recommendation from a South Africa report and research initiative on improving
teaching by requiringreater active student eragement (CHE, 2007; SASSE, RU1hs is illustrated

in Figure 3.11.

Course design

Course

materials Assessment

Student support

and development

Figure3.11: ODL course design informed by research and community engagement
(SourceGlennie& Mays, 2009p. 10
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Among other guidelines, the ppoach advocated above is in line with Nadeosa quality criteria 11 and
13 (Welch& Reed, 2005) and indicates the need to explore ways to link teaching and learning, research
and community engagement approaches; that research outputs need to include bsatiplohiary

(uni-, multi, inter- and trans) andODeL praxis and that research outputs and community engagement
demonstrably feed back into improved teaching. A useful example of this in the context of OER is the

Agshare initiative, illustrateth Figure3.12

Outcomes Improved agricultural teaching and learning
Empowered farming stakeholders

H I I

Technology OER Relevant curricula
Outputs transfer, Skills,
Knowledge
Inputs Farming University faculty
stakeholders Participatory
action research /
\ Agshare students
Student feedback

information loop

Figure3.12: Integrated Agshare Methodology

(Recreated fromOER Afric&2017c)

In the AgShare model as illustrated in Figure 3.12, students and faculty work together with farming
stakeholders to identify and address real problems through a ppéatiory action research process.

The exploration of the problem and solutions integrates appropriate technology and OER and the
research reports are shared as OER with both the farming stakeholders and with other stiitieists.

the curriculum is continugt evolving as new resources become available.

3.6.3 Linking input, process, output and impact

Thedesignof an ODeL programmis based on assumptions made about the anticipated impact of
design decisions regarding input and process on the quality of eaigoud impact.The design phase
thusneeds also to include plans for evaluating if the decisions made had the desired impact in practice.
The interrelationship between curriculum design, development and delivery requires a cyclical

iterative process andan be illustrated as in Figure 3.13.
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Programme / Course / Module What are we trying to do?
Design

v

Why are we tying to do it?

How are we doing it?

Why are we doing it that way?
Why do we think that this is the

Learning resources development

!

best way of doing it?

How do we know it works?

Communities of learning, ) ]
. How do we improve it?

teaching and practice .
29 R2 | yAal Qa

Q)¢

perceive it?

Figure3.13: Overview of design/development protocol

(Source: Mays & Swanepoel, 20@9 3

Figure 3.13eeks to illustrate three key interconnected phases in the life cycles of programmes and
materials and how eacbf these phases should be informed by critical questions about assuring and

improving quality.

All development cycles begin with @esign phase. This covers all activities from the initial
identification of a learning neednd conception of how that needan best be addressed through to
development of a project plan to develop, implement and evaluate the programme and its materials.
Even where the focus is on a course or an individual module, cognizance must be taken of the
relationship to the larger programe. The design phase includes making decisions about how students
will access the programme; the teaching, learning and assessment processes and the identification
and mobilization of the necessary supporting resources. Different decisions will be neatedrathe

relevant learner profile and programme exit level outcomes.

The learning resourcagevelopmentphase involves the production, publication and dissemination of
the learning resourcesincluding the necessary support systems. It covers activitieh as the
development of templates, drafting, critical reviews, production processes, stock control and dispatch
or dissemination. It is possible that during the development phase, questions will arise that result in
the design being questioned and pegwzarevised. In other words, curriculum development is an
iterative process not an event and the actual development pathway will vary from programme to

programme.
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Thecommunities of learning, teaching and practjgease is concerned with how learning resces

are utilized and with evaluation of their efficacy. It presupposes a focus on active student engagement,
including interaction between students, and with how academic and support staff work together,
including with stakeholders external to the instiiom, to ensure quality teaching and learning and the
continuous monitoring and review of practice. During the processes of learning and teaching it is
possible that gaps will be identified or assumptions disproved that result in the need to develop
new/addtional resources, or to revise the use of existing resources or even to revisit the initial design.
In addition to ongoing formative evaluation, it is expected that the design phase will have planned
activities for the formal summative evaluation of theogramme and that these evaluation activities

will demonstrably feed back into design and development review processes.

Each phase should be informed by the key questions and self, peer and stakeholder evaluation
processes that inform the quality managenesystem (in this example the Unigaegrated Quality

Management SystepUnisa, 2008b).
Managing the process of course delivery requires making decisions in the design phase about:

1 Academic course coordination

1 What will be distributed, when and how

1 How asignments will be managed

1 What student support will be offered, when and how.

This is illustrated in Figure 3.14.

Du Vivier (2010) contends that learner support constitutes a key subsystem of the overall system of
ODeL Du Vivier explains that this stdydgem comprises all the activities, staff and other resources
that are involved in recruiting and registering students, facilitating their learning through the
programme (for example, orientation, feedback on assessment, academic, administrative,
informational and ICT support) and managing their progress (for example through tutorial support,

peer interaction and appropriate use of data analytics).
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Figure3.14: There is a continuous interplay between design, development and delivery
(SourceAdapted fromGlennie& Mays, 2009p. 13

As noted in Chapter Section 2.9.4)an important caution here is that learner and learning support
should be an integral part of the design and servibills, 2003, pp. 102104). In the field of
understandng the factors nfluencing student retention and success, the work of Vincent Tinto, and
particularly his Student Integration ModgTinto, 1993)is considered so seminal that he was invited

to offer a series of lectures in South Africa on this issue. Tinto arguesttitns retention and
success is influenced by the extent to which students are integrated into both the academic and social
worlds of the university and the degree to which shared goals are mediated (Schreiber, Luescher
Mamshela & Moja, 2014). His ideasise important issugsoth about the nature of campuisased

provision and the nature of distance provision.

As Subotsky and Prinsloo (2011) argue, there are factors outside of the influence of the distance
education providewhich impact on student retein and success; also student needs and aspirations
change as they progress through their studies and the capacity and interests of institutions themselves
change over timeThere isthus need for learning support to be evolutionary and responsive to
maxmh I S GKS WFAGQ 0SG6SSy aiGdzRSyidsz AyaidAalbddzirzyl €

successas illustratedn Figure 3.15
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Figure3.15: Student retention and success model at Unisa
(SourceSubotzky& Prinsloo, 201 1Presentation Slide)9

3.6.4 Supporting systems
ODelL requires a holistic and systemic approach. However, the variotsystgins are not ends in

themselves and the key indicator of the quality of the varioussygiems is the extent to which they

support the core business of teliag and learningThis is illustrated in Figure 3.16 below.

8. Graduation and alumni

Core business activities
(See Figure 3.6)

4. Counselling
(incl. Careérfinancial)

1. Production

2. Marketing

3. Recruitment

Figure3.16: The key suksystems supporting the core business of an ODeL institution
(SourceGlennie& Mays, 2009p. 19

The key supporting suflystems are numbered in the sequence in whichythend to impact on the

O2NB odzaAySasa

6L yR Oy
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The procesdegirs with Production because in an ODeL system we need to ensure that all core
learning resourceareavailable before regtration, so that students receive a complete study package
on enrolment. This is particularly important in a semester system (like that operated by Unisa and
University of Pretoria) or a trimester system (like that operated by ANU) where time is more
condrained. It requires careful time and project management to ensure that rsiltied

development teams work to schedule and quality standards.

Marketing should not begin untiit is certain that the necessary learning resources and support

systems will b available. Marketing should be both general and targeted to meet specific national

needs e.g.,for more potential accountants, scientists Foundation Phase teachers based in rural

areas. At the University of Pretoria, marketing is an outsourced fumcfit ANU, the initial marketing

2T 1b! Q& yS¢é Y2NB FtSEAO0fS LINBINIYYSE 41+a& I NBSE

Marketing lead€o Recruitment whichrefers to the additional recruitment of mentorsutors, etc.
(including more senior gatdents to mentor at a lower level as well as workpkesed mentors)as
emerging enquiry and enrolment patterns allow the institution to begin to predict additional areas of
need. These new staff members need appropriate induction training. Within Kexigasive use is
made of parttime staff and very often teachers will be in full employment at one institution but doing
part-time work for one or more others. Obviously, this can result in conflicts of interest and quality

concerns if not wellmanaged.

Stage 4 iLLounselling This is in the belief that student support begins prior to registration with the
counselling of students regarding their possible enrolment choices and options. Students must be
counselled regarding the options that are open to theaséd on their schooling performance and/or
other prior learning and experience. All students need guidance regarding subject combinations,
possible career pathways, the financial, time, technology and other implications of enrolment ¢hoices
etc. This supprt must be available in a decentralised form with both-love and contacbased
modalities. Preliminary findings from the initial research informing tByaphumelela(see

www.sivaphumelela.org.3aprogramne in South Africa indicates that inappropriate course choice

and/or students not being offered thefirst-choice programme can have a significant impact on

retention and success.

After being counselled, students cdRegister Accurate databases must be taslished and
maintained from registration data to allow the ongoing analysis of trends in the changing student
profile for each programme. Students must receive a complete study package on registration or within
a very short timeafter registration giverthe short study period of the semester or trimester system.

At both the Universities of South Africa and Pretoria, course materials tend to include a blend of
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printed materials (dispatched by post or courier) and digital resources (opened for access on a

particular date).

Once registration has been completétfective operational managemergndRegional coordination

and library supportwill determine whether or not thédeliveryprocess is effected as planned. This
requires, among other things, effectimeanagement of human resources, administration, information
and, where applicable, collaboratiors.d.,for WIL) and ensuring that regional support hubs (and the
networks of centres they support) are appropriately resourced and managed (a key concerg,of CU
2014). This will require active monitoring and factive intervention where necessary. At the North
West University in South Africa, a fixed number of decentralised sites is maintamauected by
interactive whiteboards; at the University of Pretrsites for contact classes are negotiated at need
and staff travel to provide support. These two different models result in different costing models. In

both institutions, and with Unisa provision, library support is increasingly online rather tharcahysi

It is suggested that this requires: a recognition that responsible open access also means responsible
registration in line with institutional capacity to deliver and hence the implementation of quotas;
strengthened accountability at module and prognamm level backed by appropriate human resource
allocations; and human resource monitoring and support as well as ongoing professional

development.

Graduationceremonies are important events for students and their families, especially perhaps for
first-time graduates, but also important marketing events for the institution and in an ODeL context
often need to be split oveseverakessions in a number of regional venues. It is also important to keep
contact with thealumni as they may assist the institution several ways, for example by providing

feedback on the quality of programmes and materials or perhaps returning to the institution as

students, tutors or faculty.

Figure 3.11ses Unisa as a case example to illusttagemapping of existing structuresito the core
business and supporting key sapstems. Other institutions will have different structures and
consideration of the diagram may suggest new structures that need to be considered either at Unisa

or at other institutions.
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7. Regional coordiation 6. Effective operational 5. Registration

and library support management 1 Student Admissionrad
9 Student Support 9 Student Assessment Registration
o Regional Offices Administration
o Ethiopian Satellite 1 Finance
0 Tutorial Services, Discussion | { Enterprise Risk Management
Classes & Work Integrated 1 Legal Services
Learning 1 Human Resources
1 Library 1 International Relations and

Partnerships

9 Community Engagement and
Outreach

1 Information and Strategic Analysi

1 Strategy, Planning and Quality
Assurance

1 10DL ongoing professional
development

8. Graduation and alumni Core business activities 4. Counselling
1 Contact Centre, Graduations and | 9 Academic departments, schools | (incl. Career/ financial)
Record Management and colleges 1 Directorate for Counselling,
9 Directorate of Curriculum Design Career and Academic
and Development Development
T10DL 1 Contact Centre, Graduations and
9 Advocacy and Resource Centre Record Management

for Studens with Disabilities
1 Programme Accreditation and
Registration
9 Student Support
0 Regional Offices
o Ethiopian Satellite
o Tutorial Services, Discussiof
Classes & Work Integrated
Learning
1 Library
9 Research
9 Bureau for Market Research
1 Indigenous Technological
Knowledye Unit.

1. Production 2. Marketing 3. Recruitment
1 Study Material, Publication and 9 Corporate Communication and 9 Corporate Communication and
Delivery Marketing Marketing
o Despatch 9 Human Resources
o Planning and coordinatioof 9 Student Support
study material 0 Regional Offices
o Print production o Ethiopan Satellite
o Language services o Tutorial Services, Discussio
0 Unisa Press Classes & Work Integrated
0 Sound, video and Learning
photography 9 IODL induction

Figure3.17: Operational mapping
(SourceGlennie& Mays, 2009p. 19

3.6.5 Supporting the system
The model outlined so faassumeghat the overall system itdeneeds to be designed for purpose,

maintained and adapted as needed. The three key pillars for this are seen to be:
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1 ICT¢ maximum use made of appropriate ICT to maximise efficiency and effectiveness and
minimise disruptions and the challenges of manuanipulation(e.g.,of assignmentsfor
large numbersbut at the teaching level sensitive to audience constraifts exampleit can
probably be anticipated that young working students will be more comfortable with mobile
technologies and digital sociaiteraction; more mature working students will probably be
more comfortable with computebased interaction and videoconferencing; and some
student populations may be actively resistant to the use of new technologies for reasons like
the added cost for ral students of getting access and/or because their profession itself is

premised on direct human interactidie.g.,teachers and health workeys

1 Decentralised/regional suppog in the design of ODelL courses, designers must constantly
give attention to he needs of students in diverse and remote locatigdmong other things
this suggests the need feaompletestudy packages; opeended assessment tasks that allow
for contextualised responsesind decentralised counselling, tutorial support, mentoring

and/or peer collaborative learning.

9 ODeL induction for new recruits and ongoing professional development opportunities and

expectations for experienced staff.

This is illustrated in Figure 3.18 below.

LINE

Regional Effective Registration
coordination operational
management
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Graduation Counselling
and alumni Core business
activities
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Figure3.18: The key pillars supporting ODeL practice
(SourceGlennie& Mays, 2009p. 18
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As noted previously, guidelines for judging the quality of core teaching and learning issues in an ODeL
context already ext{CHE, 2014; CoL, 2009; Welch & R2605) and can be mapped onto the Unisa
student walk moel as conceptualized in th@DL PolicfUnisa, 2008b). This is illustrated in Table 3.10.

It should be noted, that while the student walk is useful for reinforcing the idea of the stdsher
than the produc} as being at the heart of University activand planning, there is need for a step O
or step 6 which considers all the supporting structures and processel as management, finance,

HR and professional development.

3.7 Managing ODeL systems and saystems

Traditionally, management theory idgfies four key dimensions that need to be addresgadnning
(involving issues such as problsolving and decisiemaking, differentiating strategic and
operational planning levels, use of planning tools)ganising(arranging and delegating work,
managing change, managing human resourcksgjding(understanding organisational behaviour and
culture, group and team development, communicating, motivating, leading by example); and
controlling (key systems controls such as finance and human resourcestyguathnology and

information systems) (Clarke, 2007; Lussier, 2000; Swanepoel, Erasmus, & Schenk, 2008).

These management foci remain central also to effective ODeL provision, although in an educational
context involving academics and professionallyfqya¥ A SR F RYAYAAGNI GA2y adl
probably be replaced with terms like monitoring, evaluating and supporting. However, it should also
be clear that there are a number of sslgstems that need to be managed that are peculiar to or at

least tale on a special focus in ODeL provision, such as:

Curriculum suksystem

Materials subsystem

Learner support sukystem
Assessment and certification sglgstem
Logistical sulsystem

Managing a national and cres®erder footprint

=A =/ =4 =4 4 4

ODel scenario planning andsting (Du Vivier, 2010; Mays, 2016a).
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Table3.10: Mapping selected quality indicators onto the ODL student walk at Unisa

Walk: COL2004/2009 NadQ CHEPA2004 CHEIA2004 Unisa IQMF
2005
1. Awareness The learners (2004, | NADQ1 Criterion 2. Benchmarking
and 2009/3) NADQ?2 —
information Vision,mission and T
2. Application planning (2009/1) SLAs
3. Registration Management, Satlsfaction [RIRVGIEEICRG
leadership and surveys trying to do?
QPQM HEQC Process| Framework orglaniszitionall ) 1 Why are we
Project Current culture (2009/2 trying to do it? .
J ( ) HR development 1 H)(/)Wgare we Peer review
(2009/4) doing it?
Design Input Steps 17 Programme and NADQ3 Criteria 1, 5,6 | Criterion 8 1 Why are we
4. Teaching, course design and | NADQ4 and 9 doing it that A
learning and development way?
assessment (2009/5, 6) 1 Why do we
think that this
Developnent | Input Step 8 Developing and NADQ5 is the best way
acquiring materials of doing it?
(2004) 1 How do we
Infrastructure and Know it
learning resources works?
_ _ (2009/9) 1 How do we
a5Sft A d]| Process Step 9 Tutoring and NADQ6: Criteria: 8, 10, | Criteria: 3, 4, 5) improve it?
supporting students | NADQ7: | 11,12, 13,15, | 7,11,12,13, 1 1 How do
Learner support 16 LyAal Qa
(200977) stakeholders
Assessing students perceive it?
(2004, 2009, 8) (IQMF Unisa
2008:7)
\ 4
Output Step 10 NADQ13 | Criterion 17
5. Graduation, Impact Evaluation (2004) NADQ11 | Criteria 18 and | Criteria 6 and
certification Research, 19 10
and lifelong consultancy and —» | Selfevaluation | —
learning extension services
(2009/10)

(Updaked from: Glennie & Mays, 2008, 19 [Abbreviations used in the tabI&NADQ = Nadesa Quality fiteria; CHEPA = CHE Prograntoereditation
Qiteria; CHEIA = CHE Institutional Audit critd@IF antegrated Quality Managenme Framework; QPQM = Quality Programmes, Quality Materials]
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There needs to be clarity on who manages what and what the lines of communication are. The
organogram (Chapter 2, Figure @ the UDE at UP pviles an example of one way to manage dual
Y2RS LINRPGA&AZ2Y D CAGS NBIdz I NI YS 8 dldaycamuriicStior, | t Q&

channels:

1 A monthly HoD meeting chaired by the Dean and attended by academic HoDs, as well as the
Manager of the UDEhelps ensure that operational practices align with strategic and
operational plans at Faculty and Institutional Level;

1 A quarterly DE Exco meeting chaired by the Manager of Wl and attended by
representatives of departments involved in DE provisiowalsas the DE administration team
helps ensure alignment of strategic and operational activities related to academic,
administrative and policy issues involving distance education;

1 A weekly Ops meeting involvikPEand DE Admin staff helps ensure th&iqmed operations
remain on track and challenges are addressed timeously;

1 A bimonthly Finance Committee meeting helps ensure that distance education provision
aligns with institutional financial management reporting and resourcing; and

f Weekly (or more quent) meetings betweenthdDE2d RSRAOF SR f St Ny Ay 3
University Department for Education Innovation helps ensure that distance teaching, learning
and assessment practices align with wider university guidelines regarding the use of the
BlackBoarddo F a SR [ a{ X OfAO1!t X | Yy Rbasédknanagenéit @S N& A
information systemas well as addressing challenges specific to distance provision (Mays,
2016b).

As noted by Mays (2011b)hile the South African university sector opted for udgualifications
rather than unit standardé_uckett 2003), reports fronthe CHE (2004a, 2007, 2050)ggest that this

has often not resulted in more coherent programme desifimese concerns apply to higher education
provision in South Africa generalbyut are of particular concern within the ODeL community in which

it is not possible to address curriculum shortfalls at short notice wdhhocinterventions. ODelL
practitioners often need to make informed curriculum decisions two to three years in adwvain
recruiting students. Following from Chapter 2, it is suggested that adequate investment in appropriate
curriculum design in which content and outcomes, assessment and student support are planned for
in an integrated way and in which the carrying cgipaof programmes and courses is taken due

cognisance of from the outset are essential to ODeL delivering on its potential.

Alsq as noted by Mays (2011b, p. 4), although ODeL provision is premised on a high degree of

independent learning, staffing is wally still the single biggest cost item in institutional budgets. A
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distinction can usefully be made between permanent centralised staff (academic and professional and
usually relatively small) and decentralised, often garte/contract staff (usually ratively large)In
0KS ySEG (62 LI NIYINFLKA &GFFFAYy3a O2adGa +iG dGez2 R

largest distance learning provider are provided for comparison.

At the University of South Africa (Unisa), for example, personnel emstainted to 5910% and

61.72% as a percentage of total expenditure in 2008 and 2007 respectively ,(R00Sa, p. 55) with

academic staff costs amounting to 37% and other personnel amounting to 63% of a total personnel

bill of R1531,295000 (Unisa2008 = LJ®» co0® | yAalQa G2al¢ adl ¥¥
temporary) amounted to 1223 in 2006. Just under 60% of thesel{8l) were temporary and just

over 40% (409) were permanent (Unis&008b, p. 17) This resuls in a fulltime equivalent
staff:student ratio of 1:7383 (Unisa2008b, p. 18) with a variation of between 1:147 to 1:48 between

different colleges.

pu
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indicate that at 31 December 2015, Unisa emplby,848 fulttime staff and 920 paftime staff at a
cost of R £€©31,120,000 (including R7870,000000 paid to invigilators, examiners, tutors and
markers) (Unisg2016, p. 111) representing 89% of total expenditure (Unis2016, p. 73)with a
staffing breakdown of noiprofessional admin (53%), instructional/research professional (8%),
specialised/support professional .630), crafts/trades (2%), executive/management professional

(1.9%), service workers (329 and technical (3%) (Unisa, 201§, 14).

As can be seen from the comparative informatairovefrom Unisain 2008 (when it was operating
largely in printbased correspondence modahd 2016 (when mogirogrammes involved some form

of blend of print and online learning or were fully onlipestaff costs make up the single largest
proportion of the budgetClearly, therefore, a consideration of the kinds of staff needeel numbers
needed and the ways in which they use their time is fundamental to the quality and-tkemg
sustainability ofODeL provision and the question arises about the existence of benchmarks for good

practice.

Jung(2005) reports on a Quality Assuranceviayrof Mega Universities conducted between May and
June 2004.

Table 3.11 indicates the diverse range of student:s&tfbsthat can be deduceétom this survey
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Table3.11: Profiles of thenine megauniversitiesparticipating in the survey

NUMBER Of NUMBER O¥f
INSTITUTION E§¢§B?FSHMEN NL;'IMLIJBEERN(?I'[ ACADEMIC STA ADMINISTRATIV
FULETIME PARTTIME STAFH
AIOU (Pakistan) 1974 456,126 145 23,000 1,426
1958
(AT”uarig';) (1982 named 884,081 1,729 BOSS(feSt‘froerrss)) 1,763
Anadolu)
CCRTVU (Ching 1979 2,300,000 52,600 31,500 16,500
IGNOU (India) | 1985 1,013631 339 35 1,337
KNOU (Korea) | 1972 196,402 271 108 546
1,434
(Academierelated
staff)
OU(UK) 1969 203,744 1,169 7,995 2139
(Secretarialclerical,
and technical staff)
SHTVU (China)| 1960 101,218 Not Given Not Given Not Given
STOU (Thailand] 1978 181,372 375 Not Given 904
UT (Indonesia) | 1984 222,068 762 3,600 730

(Source: Jun@005, p. 81)

We note in Table 3.11 the extremely different statistics for CCRTVU and IGNOU, for exdthpe
headcount student:staff rad of about 23 in the former and about 592 in the latter as well as a very
different distribution of staff categorielearly the two institutions operate on completely different

models and therefore different costing assumptions.
With respect to costingssumptionsHilsmann §.d., ca. 2004) concludes for CoL.:

The profile of ODL has undergone a substantial diversification which affects core features of
ODL such as costructure. Which model fits your context depends on the local infrastructure
and marketsize. The new models of ODL do not necessarily challenge established working
models €.g., the megauniversities) but provide alternative strategies. Where student
numbers are smaller or quick customisation is requiestiarning formats may offer a post
Fordist alternative, which given the right conditions and infrastructure, may be cost efficient.

The division of labour within a Fordist institution is substituted by a division of labour between
smaller postrFordist institutions, which bring together gaers of technological competence,
academic credibility (certification) and funding. Partners may come from different regions in
the world and may represent a mix of private and public partners (RFP6)

In a 2007 report for the World Bank, Banksakt(2007) provide insight into the diverse scenarios for
costing and resourcing teacher education provision through ODL i¥S8&dran Africa noting the
following key policy lessons:

In considering the different programs, it has been found necessaryttorréme and again

to the balance between effectiveness and efficiency and the competing demands of quality,
access and cogemphases added]The following key policy issues emerged:

1 A program can be more casffective and easier to administer by integing the content
of traditionally short courses into larger courses.
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1 The length of training also impacts significantly on costs. An assumption that one year of
full-time education must equate to two years pditne should be contested, and
accreditation & prior learning¢ especially for unqualified or undeualified working
teachersg should be the norm.

1 The smaller the courses, the greater the overall assessment costs are likely to be and how
assessment is staffed can become constraints to program sipaand effectiveness.

1 The costs associated with upskilling in the use of new technologies manifest themselves
in a number of ways. There is the straightforward cost associated with the introduction of
new technology, bua more hidden cost is the expenss use of academic staff to rkey
and amend ODL learning resourcpsnphases added]The potential of ICTs to increase
access to and quality of ODL will only be effectively harnessed where appropriate costing
models are considered and used at the start m&nning their introduction and
implementation.

I To give an accurate cebenefit analysis of ODL methods for training teachers, it is
necessary to be cleavho is enrolled on a program, who is taking a study break, who
has withdrawn and who has graduatefemphases added) YSSLIA Yy 3 (N} O1 27
progress, tutormarked assignments and associated school placements requires a
sophisticated database.

1 Great diversity of trainee support models can be seen. The link between trainee
achievement and the cosffective use of resources, and the balance of fixed to variable
costs within the proposed trainee support model, need careful exploration at the planning
stage.

1 Excessive staff workloads in the development and presentation phases raise serious
sustainabilityand growth issues in the longer teffemphases added]Addressing these
issues at the start of planning the program may well result in significant changes in
LINEPAINF Y RSAATIY GKFIG OFly o0SYySTAOG 020K &a0GdzRS)
X, Xi)

2 A0K NBaLISOG G2 O2YLINYGAQGS O02aGAy3aT [FGOKSY O6Hr

XIF3AFLAyad dzaAy3a ylfteasSa Ay 2yS 2dNAARAOGAZ2Y
and technologybased training are generally said to have higher fixed costs (mgtral
administration, production facility, course development and delivery costs) and lower variable
costs (studentelated costs incurred as the training is delivered). But, for example, staffing
costs may be much lower and technology provision and ssamsts much higher in
developing countries than in developed countries. So, as Rosenberg (2001) observes, costing
online training needs to take careful account of all the development, maintenance and
delivery costs, the lifespan of the training programsnéhe number of learners served, the
costs to the learners and the opportunity costs (the value of the next best alternative foregone
as a consequence of the training providers and the participants undertaking one activity rather
than another).(p. 84)

Thompson (200) also observes:

Various methods of budgeting leading to a ebenefit analysis for ODL programmes have
been researched (see, for example: Rumble 1997; Moran and Rumble 2004; and Jung 2005).
Most researchers end up concluding that making cangmns between programme offerings
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using different modes of delivery, or between similar programmes offered in different
countries, is complicated if not impossible. Simple differences such as wages, currency
valuations and technology costs can skew theseparisons. It is also difficult to be-all
encompassing in ensuring every cost is measured. As identified by Moran and Rumble (2004),
many costs are hidden or not considered directly related to the ODL programme. So, in the
end, one is left feeling thalemonstrating coseffectiveness using a cebenefit analysis on

AGAa 26y Ay Yy h5[ LINRINIYYS X A& y2G |y Slae

More recently, coseffectiveness has taken into consideration both the inputs and the
outputs as a measure of cesffectivenesgPeterson, 1986)p. 144)

More recently still, Hilsman(2016) observes that while much distance education provision remains
costefficient in terms of cost per student enrolled, low retention and throughput can mean that the
cost per graduate for somestance programmes might kevenhigher than for their contacbased
counterparts. In South Africa, for example, government input subsidies for undergraduate distance
education are pegged at 50% of the input subsidy of an equivalent contact programmeuggitho
output subsidies are the same across both modes). It follows that if an institution has an 80% success
rate among its contact studentgd.,80% of those who register go on to graduate in minimum time),

it would need to ensure a success rate of aste#0% among its equivalent distance students for the
cost per graduate to be the sanieut higher than 40% if the cost per graduate for the institution is to

be lower. Of coursghe cost to the student will usually be lowdrecause fees for distance prigion

are usually lower, at least in the South and Southern Africa context, andubaadlyare noor limited

additional accommodation and transport costs.

As observed in Chapter 2, an ODeL programme comprises much more than simply a syllabus of
suggestd content to be covered. Programme management of ODeL provision is by extension a more
complex and important task than is often acknowledged and time needs to be set aside for effective

programme management functions.

Effective programme management and ocdination requires a dedicated Programme
Manager/Coordinator. Programme Managers must have an agopet mandate from the College

and Department to manage the programmia.this regardthe performance contract of Programme
Managers should have a separdemplate. The workload of the Programme Manager should also be
reviewed to fit in with the mandate below. Based on a review of CHE quality criteria undertaken by
Prof Mashile for the College of Human Sciences at Unisa, Programme Managers should =lespon

for:

(a) Ensuring that their programmes comply with the criteria for programme accreditation

as set out by the regulatory authorities
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(b) Ensuring that their programmes comply with quality standards effective in country
and where applicable acrosstaer. This includes ensuring that their programmes are
aligned to NADEOSA and/or CoL and/or ACDE quality criteria and, where applicable,

to criteria set by Professional Bodies.

(c) Ensuring that all conditions of programme delivery are in place (effective
communication with students, student support, determination of workloads, timely

submission of study material, checking of tutorial letters,)etc

(d) Tabling any tuition matters (e.g., calendar changes) related to their programmes at

Departmental TuitiorCommittee meetings
(e) Managing/processing RPL applications in their programmes

()  Coordinating and facilitating Programme Reviews in their programmes (both national

and internal reviews)

(g) Convening Programme Committee meetings (including acadersiadents and

other stakeholders)

(h) Leading and managing a team for the development and delivery of the programme in

accordance to the senate approved Curriculum Framework.

() Developing and maintaining sound working relationshipghin the Department,
School, College and relevant subject and support departments, so that there is an
evolving coherence between the programme and various other programmes and
learning pathways in the Discipline (Higher Certificate up to Doctorate, evher

applicable)

() Being responsible for quality assurance of the programme so that the programme not
only meets the requirements of the Regulator and/or Professional Bodies, but is

delivered in ways that are continually sétiproving
(k)  Advising the HoBchool Director about all matters pertaining to the programme

()  Ensuring that all documentation submitted to theBYSchool Director for processing
and authorisation by staff members of the programme have been properly checked

for completeness and corrétess
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(m) Providing intellectual leadership for the programme. This entails tracking both
internal and external policy environments and ensuring the programme is responsive

to such imperatives

(n)  Advising the HoD/School Director about professional dgprakent needs of members

of the programme, both fultime and parttime

(o) Managing and processing applications for exemptions. (Mays, 2011b; Unisa CHS,
2013)

It is suggested that 20 6000r even morehours per annum should be made available for dedidate
programme management time, depending on the complexity and size of enrolment of the programme
(Mays, 2011b). It is further suggested that there is need for the programme manager to treat the
design, development, delivery and review of a particular progne in aregularcycle as a project and

that he/she will require training and support in this regard (Modesto, 2009; Unisa CHS, 2013).

3.8 Managing a national ODeL footprint

The high upfront costs of designing quality ODeL programmes and materials amd patplace
appropriate decentralised support and assessment systems need to be amortised over relatively large
student numbers. This usually means that institutions moving into ODeL provision have an increasingly
national rather than provincial or counfootprint. This brings with it challenges regarding differences

in issues such as home language, accommodation of cultural diversity, variety of examples and
experiences, decentralized support and assessment, decentralized management of practi®dls and
where appropriateandalso need for greater awareness of what other institutions are doing and what
facilities they have. On the one hand, extreme competition for highly lucrative courses may mean that
the institution is unable to attract sufficient numers of students to cover the initial cost of
investment; on the other hand, an institution may be able to enter into agreements to hire the
facilities of other institutions at certain times thus becoming able to offer a wider suite of programmes
than woul otherwise be possible without significant infrastructure developmenaking use of
laboratories, workshops and classrooms of contact institutions when these institutions are in recess

for example

3.9 Managing crossorder provision

A logical extensiomf moving into ODeL provision is to consider also the registration of students

2dzi aARS 2F GKS O2dzyiNEQA 02NRSNA® ¢KA& | RRa T dzNJ
county to a national footprintincluding issues of different timeones beliefs and practicegndlegal

and policy frameworks.
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In its recent distance education policy document, the South African government takes the following

position, whichmight serve as a guiding framework for Kenya generally and ANU in particular:

6.1 Tke need for regulation

6.1.1 The DHET has taken the view that university education is a public good whose provision
in South Africa by foreign institutions or companies must be regulated in accordance with
South African law to ensure that acceptable stamideare maintained, students are protected

and the democratic transformation of South African university education is sustained- Inter
governmental agreements designed to curb fraudulent or inferior distance university
education at source are the best alaile safeguard since they commit signatory states to
ensure that providers of crodsorder education meet acceptable criteria and are subjected

to suitable quality assurance supervision in their home countries.

6.2 Code of conduct for South African poteris

6.2.1 South African providers offering crdgsder services must uphold standards at least as
rigorous as they are required to observe at home. This includes making adequate provision
for practicals and work integrated learning where appropriateisTdoes not preclude the
value of sharing South African developed OER with other courtespecially where these

are released under an open licence that permits adaptatiDrET 2014 p. 17

At an international levellUNESC@2005) provides some poli guidelines to inform the design of
programmes intended to be offered across bord@rsK A f S / 2[ Qa +ANIidz- € ! yABSN.
the Commonwealth initiativ§CoL, 2017provides insights into issues and practices enabled by a
commitment to Open Bnciples, Distance angtLearning methods an@EPand OERacross multiple

institutions and countries.

3.10 Sustainable ODeL provision

It may be difficult for an institution used to budgeting for contact provision to adjust for the provision
of ODeL for \ich significant development costs are typically incurred before any students pay fees;
variable costs increase dramatically with the high enrolments often associated with distance provision
as well as the typically longer timeframes and more diverse balkers involvedHowever, it is the

Ol Yy RA &peiiedd@ &hat it is the different uses of time and the costs involved that are often the
most difficult to engage with in an informed and sustainable way (M2085, 201b; Saide2001).

The following thee perspectives attest to the enduring nature of this challenge.

3.101 Perspectivel ¢ strategic use of ICT resources

AsDu Vivier(2010, pp. 389) observesit is possible to offer programmes through ODwthich are
comparable in quality to contact veesis of the same programme, but at a reduced cost per learner.
However, this is possible only if human resource costing is done in a way that reflects the different
demands of the ODeL model and if ICT is used in ways that reduce costs rather than aghd.ttmth

this respect the degree of interaction expected is a critical design decision. It-e/gklht that a
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model which assumes a high degree of online interaction between the teacher and individual learners

will cost more than one that expects lesgairaction (though retention might be better in the former).

3.10.2 Perspective? ¢ strategicdecentralised support

Staffing needs and costs vary considerably between models of provision: in dgsed, contact
supported mode of delivery we can rely uplmtal tutors to mediate the curriculum in response to
contextual realities. In an eline model of delivery, the learning pathways need to allow for a wider
diversity of responses and contextancluding individualised tracking and suppartonsequently
decentralised tutor and venueelated costs may be smaller but initial development and ongoirg on
line review and supportosts will usually be higher. The Universities of North West and Pretoria in
South Africa offer interestingly contrasting models. Térvener maintains fixed satellites linked to the
centre by interactive whiteboards while the latter rents space and transports and accommodates
tutors to provide decentralised suppothen needed The former therefore likely incurs higher
ongoing maintenace costs but lower travel costs than the latter. Agahe tlegree of interaction
designed into the model for delivery will have a profound impact on staff needs and costs and for
sustainability a balance needs to be found between teaching costs, inconsaged and student
pass rates and throughpuH(@lsmann, 2016yiays, 2005, 2011b).

3.10.3 Perspective3 ¢ strategic use of time

Issues related to understanding and measuring staff and student time in ODL provision have recurred
regularly in the ODL literate and obviously have a direct bearing on costing assumptions. With more
contact institutions making use of blended forms of fasdace with ODeL provision, work allocation

and student credit models based on contact time on campus are increasinglypfuitfel planning

and monitoring. In 2015, the journBlistance Educatioprovided a focused set of discussions on this

issue whichissummarized below.

In this special issue, Whitelock, Thorpe and Galley (2015) observe that while contact provision has
traditionally based course credit weightings on a combination of actual contact hours and assumptions
about selfstudy time €.g., 30 weeks of 36 to 37 hours study a week of which maybe 15 hours
comprises lectures, tutorials and practicals), distance pravisas tended to link credit weightings to
estimates of study timee(g.,1 credit as equivalent to 10 notional learning hours). However, both
approaches tend to be based on estimates only and

Ultimately, demonstrated achievement of learning outcomes eskby determinant of study

success, not number of study hours spent. However, in the context otipgtand online or

distance study, managing study time has often been perceived by students as a key factor in
their ability to complete the cours€Whitelock et al., 2015p. 163)
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Estimating probable study time is difficuttut it should be obvious that it takes less time to read a
short simple text than to read a long complex text and a distinction needs to be made between-course
directed time (.e.,time estimated activities set within the course) and individual student preparation
time (e.g., organizing space, time and computer; catgh and refresher time). Opeanded
discussions can also lead to a lot of additional unplanned reading if additioairces arise from

the discussions themselves and are shared by students with one another. One of the advantages of
an LMS is that it allows us to collect some data on actual time on task for individual students and
across student cohorts. As noted earlidistance education students, whgpically have multiple
demands on their time, often take more time to complete their studies thartiimé campusbased
students and need to be supported during this time at a cost to the distance provider. Kuiper,
Solononides and Hardy (2015) explore effective practicesferiofy compressed courses and provide

some useful guidelines for practice.

Gaining an understanding of the time students need to be successful helps institutions to make more
informed decisions abouvhat programmes to offer, to whom and how and also the cost to support

students through the duration of this process.

In similar vein, Kennedy, Laurillard, Horan and Charlton (2015) posit that the single most important
resource for effective teaching aelarning is timeg academic staff time to prepare and present and
student time to learn and produce outputs that are evidence of achievement of learning outcomes.
They further suggest that a learning experience should involveixabf the following actiities:
acquisition (read, write, listen), inquiry, practice, production, discussion and collaboration. The Course
Resource Appraisal Model (CRAM) they developed then wmaked ontime estimates for staff
preparation and presentation time to offer the nessary learning pathway and activities and hence
leads to a report on the direct staffing costs opecificoffering. Simultaneously estimating the
learning time for each activity from the student perspective helps to ensure that the credit weightings
of different courses are aligned. It should be noted that the CRAM model focuses on the costs
associated with designg and delivering aourse and does not take account of the costs of iagn

the institution as a whole (UCL/IOE, 2015).

Estimating and cost staff time is difficulthowever. Haggerty (2015) observes that most academics
are employedbased ontheir disciplinary qualifications and research outputs rather than their
teaching abilities and suggests that the lack of a clear pedagogic framewbnkilitate against
efficient use of online learning facilities. The study notes the lack of common models for measuring

staff workload particularly for comparing fact-face and online provision, contradictory findings
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where such studies have been dofusually on a small scale), a reluctance on the part of academics
to be Yheasureddwhich militates against empirical time studies and through engagement with
academics notes the important role of professional development in three aggaislosophy and
pedagogy of education, appropriately timed training for use of institutional LMS and related
applicationsandthe need fordime-to-playQMaking provision for the necessary initial and continuing
professional development of staff to teach effectively imatthat may easily be overlooked or under
estimated. For example, Gregory and Lodge (2015) observe that institutional work allocation models
typically do not make provision for the personal professional development required in reskilling to
make effectivause of technology enhanced learning strategies and that traditional contact hours and
points-based models also do not take cognizance of the fact that in a flexible learning environment
engagement with students often takes place outside of normal offmer$r They suggest as a rule
that a novice will require more time than an intermediate or an experienced user to adapt to using
new tools in new ways and that video resourcequire much more upfront development time than

is typical in preparing a tradanal lecturefor example However, differences in time comimient may

not be obvious Gous and Roberts (2015) use a metacognitive framework and a case study
methodology to explore the views on time and workload created by technology innovation in a
particdar ODL environment. Their study suggests that academics are often not critically aware of their
time usage and may well spend more tirtt&n they realisdn non-core activities such as reading
emails and attendingion-academicmeetings. Their study furthhesuggests that academic staff may

be more likely to invest time in reskilling to use technology to work more effectively and efficiently in
their research practices than their teaching practices because it is research output and not quality

teaching thatis typically rewarded by the university system.

Notwithstanding the foregoing, it is th® I Y R A Bxpeiieh¢® &hat academics who move from a
contact to a distance environment find the distance environment more time demanding. However,
adzaft Ay [Q¥ERI5)HeviBW df the recent history of publications in the French literature on
distance education concluddghat the move into distance provision does no¢cessarilyinvolve
added strain on teachers, students and administrative shaff that this willdepend on contexts and

strategies employed.

In the next section, a comparisasmade in broad terms between correspondence and fexéace
teaching, then multimedia courses, distributedearning and virtual seminars in terms of fixed and
variable cost and the implications for responsiveness, and economies of scale. The report points to
the value of working with interactive spreadsheets with benchmark figures on costs to inform

decisionmaking.

159



3.10.4 Costing courses

Costing case studies and models distance provision were undertaken by Saide as part of a larger
study into distance education for the South African Council on Higher Education id 2068, 2004).

As reported by Mays (2005), the comparative costings were based on an Access dataiseddsy

Neil Butcher and utilized and analysedthg candidate The database was subsequently developed
into an Excel spreadsheet, as part of work undertaken for Nadeosa (Mays, 2011b). Given the
complexity involved, the resourcing and costing moaelsked from a set obaseline assumptiongt

will be important at the start of anyesourcing and costing exercise for programme managers/
programme management teams to interrogate these assumptions and adjust appropriately for their
own contexts of practiceThus a more sophisticated costing model will need to tracker several
years expected enrolment patterns, expected active participation patterns and the associated costs
for anyspecifiedperiod €.9.,how many of the registered students are liketywtrite assgnments and
examinations in each trimestesemesteror yea) and a staggered income streaim manage the
institutional cashflow responsibly. In addition, provision needs to be made for cycles of curriculum
renewal and teactout periods which ray entail a) making provision for servicing two versions of a
programme simultaneously and b) teaching out a programme for which no additional income can be

expected.

As observed in a study undertaken for Nadeosmea different models of distance prowsi are

common in developing contexts in Africa:

1 Model A¢ print-based and contact supported

1 Model B¢ resourcebased and welsupported

1 Model C¢web-dependent mix of onand oftline teaching and suppofMays, 2011h)
However,severalissues are common gardless of themodel employed (CHE, 2004; Mays 2005,
2011b).Saffing implications need to be addressed regardless of the model of ODeL provision that is
adopted. In the description of the following planning issues reference is made to organisational
aspects and terminology specifically related to universities, but these planning isswess be

considered by any provider of ODeL programmes. They include:

1 Logistical support related to materials, devices, contact sessions, practicalsplaoeknents,
decentalised examinations

1 Learner support including after hours and-o&mpus and/or online support for personal,
financial, academic, administratiandinformational concerns

9 Staff support for programme and materials development and review, appropriate fu§&ro

managing online discussions, counselling and assessment
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9 Evaluation of programmes, materials and systems by external critical reviewers, examiners
and employers, students and staff
1 Laboratory, practical and woiiktegrated experiences
1 Appropriate planing and costingAs noted in Mays (2005) and ADEA (20bbplanning a
particular course, the following factorsust be considered
0 educational strategies
0 assessment types
0 other personnel costs
o other costs €.g.,course design, management and admirasion, course materialand
technology)
o0 course income; and

0 overheads.

The Nadeosa studfMays 2011b, pp. 2730) provides some of the costing assumptions informing
distance provision in South Africa at the time of the stutdghould be noted that the tlee models
presented in the study could have been structured quite differently and were based on certain
assumptions spidd out in the model outlines provideéh the study Changing the structure or
changing the assumptiomzy RS NI @ A y 3 | ying mgdaMillicliangé the2rgs@gut D Sng (
forward planning on models like those presented in the study (or the CRAM model referred to earlier)
which emphasise the link between plan and process, and the necessity to balance course, student,
staff and nstitutional needs, can be helpful in making viable and sustainable choices and in identifying
appropriate stdfing and technology strategies and the costs associated with tftéeydenrych&

Louw, 2006; Salel& Pretorius, 2006). These decisions increagingted to be made within a
consideration of the capacityuilding needs of the institutionwithin the context of its national,
regional, continental and global location (Prinsloo, 2088)the complexity of the costing model tends

to grow withthe expangiy 2 F GKS AyadAlddziaAz2yQa h5S[ F220LINRY

3.10.5 Conclusions and recommendations
The changed environment of higher education provision in Kenya, which reflects similar situations in
other countries in both developing and developed contexts, necessitatesrgetin the underpinning

business model operated by an institution moving into moitde provision such as ANU.

As part of its support to the DHET and CHE in South Africa which culminated in 2014 in the first ever
national policy related talistance educion provision (DHER014) as well as a Good Practice Guide
for distance provision in a digital era (CHE, 2014), Saide developed the following illustrative grid of

flexible provision(Figure 3.19)
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Fully online

Internet-dependent

Internet-supported

Digitally supported

Fully offline

Campus-based Blended/hybrid Remote

Figure3.19: Grid illustrating different dimensions ifluencing mode of provision

(SourceGlennie& Mays 2013 p.134)

It is suggested that the future of higher education provision will need to work from an assumption of
flexible provision, based on activitgind resourceébased approaches, in which contemissessment,
pedagogy and support are aligned towards meeting the learning needs of particular target audiences
in particular contexts at particular times. The curriculum offered by an institution will therefore be in
constant flux as new needs emerge asider offerings become redundant and institutions may offer
programmes in multiple areas of the grid of provision outlined in Figure 3.19 and may wish at different
times to migrate provision from one modality to another as learner demand changes. Tlof thiae

demand will have a profound impact on costing and resourcing.

It is suggested that all prospective programme and course offerings should be suligeetedsting
analysis before an institution moves ahead with development. This will help tordeteithe student
numbers needed not only to cover direct costs but also to contribute to the infrastructural and

managerial overheads sustaining the institution. Each modality should be costed separately.

The costing should help to determine the fees neegg to ensure that all development,

implementation and renewal costs can be recouped over a period of three to five years.
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Once a brealeven enrolment becomes clear, a market analysis can be undertaken to provide
evidence ofwhether the target enrolments likely to be met based on analyses of national needs,

historical data, where available, and awareness of offerings by competitors.

It is inevitable in this process that some current programmes and courses will be deemed unviable
and will need to be taughout and also that not all programmes and courses will necessarily be
available in all modes of provision (for examyhere may be a strong case for a ftithe first year
induction programme for schodéavers or for a fultime campusbased programméor a programme

with a high concentration of laboratory or workshbpsed components; conversely it is also likely
that there will be a number of shortourses aimed at jush-time lifelong learning for those already

in employment which might never be efied as campubased courses).

It is suggested that all programme and course offerings should have a digital presence on the
institutional LMS in the form of at least digital copies or links to learning resourceshésatl, video,

audio, animations, sinlations, virtual reality) and at least an open forum, but the decision to offer a
course fully and only online should be based on evidence that the target audience will have the
necessary ICT skills and access to appropriate hardware, bandwidth and déisedtsupport. As a

rule, it is suggested that even nominally online courses are desigmitat a substantial part of the
d0dzRe YIFOSNALFE Oly +ftaz2 oS | O0OSaaSR 2FFtAyS 6t
Wignatur€roursesas explainedn Baijnath, 2014

Since all programme and course offerings will be actigityl resourcebased, a central crossutting

unit is needed to lead programme and course development and review procégsssunit should

ensuee that the curriculum is not onlgeveloped in a tearbased quality way from the statbut that
curriculum review and renewal is built into the process and OER are utilised wherever possible to save
time and cost. Feedback from students and course tutors should be an integral partaofrttezilum

review processes.

Job descriptions, rewards and incentives need to reflect the time and skill requipedvision quality
learning opportunities namelydesigning effective learning activities and finding, adapting and/or

creating appropriatdearning resources.

It is further suggested that a woidlocation model should be developed that takes account of actual
time on task, including outside of normal office hours, and is responsive to student numbers and
different modalitiesto avoid staffoverload and burrout and so that performance can be managed
more effectively and fairly. The assumptions built into the foregoing discussion need to be debated

within institutions and agreement reached.
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It will also be useful to strengthen the institutial data analytics capacity to help address the following

kinds of issues:

9 Historical trends in cohort analysis to identify retention, throughput and success rates over
time in different programmes, courses and modalities and to identify and addressoditop
and stopout issues

1 Reaitime analytics made possible by the LMS to interveneijusime when students seem
to be atrisk of not being successful

9 Predictive analytics to begin to identify the kinds of activities and practices and combinations

thereof which seem conducive to success.

The transition from a camptdsased approach to a flexible learning approach is not an easy one. A key

role will be providing the necessary leadership and management to enable curriculum change.

3.11 Managing curriculum chage

Fullan (1993) states categorically that change cannot be mandated. After reviewing the literature on

curriculum change, Ornstein and Hunkins (2004) concur, suggesting that

Xin order for curriculum change to be successfully implemented, either rapidijowly, five
guidelines should be followed to avoid mistakes of the past:

1. Innovations designed to improve student achievement must be technically.sbhisd
means that changes should reflect research about what works and what does not work,
as opposedio whatever designs for improvement happen to be popular today or
tomorrow.

2. Successful innovation requires change in the structure of a traditional s&yosttuctural
change we mean major modification of the way students and teachers are assigned to
classes and interact with each other.

3. Innovation must be manageable and feasible for the average tead¥ecannot innovate
ideas concerning critical thinking or problem solving when students cannot read or write
basic English or refuse to behave in class

Implementation of successful change efforts must be organic rather than bureau&taint
compliance, monitoring procedures, and rules are not conducive for change; this bureaucratic
approach needs to be replaced by an organic or adaptive approach #ratifs some
deviation from the original plan and recognizes grassroots problems and conditions of the
school.

4. ' §2AR GKS aR?2
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rational. (pp. 304305)

The Association for the Development of Education in Africa (ADEA, 2002), as well as recent studies in

South Africa (CHE, 2014; Letseka,3}04uggest that although there are extremes of practice, there
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is muchgreateruse of blended approaches than in the past (although this is not always clear and so
challenges regarding the provision of learning resources and decentralised student support often do

not receive the attention they deserve).

Often, howeve, in dual mode provision, there are tensions around equivalence betweetimhdaland
distance provision (as noted in Chapter Qjtenthere aredisjunctures between policy and practice

at system, programme and even conceptual lewéth content providel in fragments rather than in
coherent learning pathways (CHE, 209wever, as ODL provision increasingly migrates to ODeL

provision, we may be seeing a convergence of concerns.

The following thoughts by Sir John Darfeed cited in CHE, 2014¢em perinent in relationto the

concerns raised above

¢tKS 20KSNJRFe | O02ttSF3dz2S YIRS G4KS NBYFN] aikr
FNBE 20SNE® L GKAY]l KS gla YI{Ay3 GKS LAyl i
organise elLearning in m® informal ways, without having recourse to highly structured

systems. Is this true and, if it is, is it a good thing? The nub of my own anxiety is the issue of
scale. | have devoted my career to the proposition that the more students you can educate,

the better. Although the world is strongly influenced by the insidious assumption that quality

and exclusiveness are two sides of the same coin, we have been making great progress, thanks
mainly to the multimedia systems of distance learning that have madmssible the

emergence of meganiversities and megachools. | have a growing worry that the shift to

eLearning may erode these gains because of its tendency to take us back to the cottage
industry style of course development that preceded the organisaifdearning at scale. | was

reassured, however, that the use of Learning Management Systems did encourage the
ambition of operating at scale and made it possible to manage scale operations, not least by
linking pedagogical activities to student recordsie Ahe newer generations of web
technologies reinforcing the return to cottagedustry methods or am | missing something?

In my view the genius of technology, in education as in other areas of life, is to allow us to
achieve scale, quality and low cosmsitaneously. We must not turn our backs on that
revolution.(p. 74)

In contrast, Kanuka and Brooks (2010, p. 84), based on their experience and researchd &rgsie

02y Of dzRS X 2LISYy IyR O2yaiNHzO0GAQGAAG RA &fiekigeOS SR dz
access, a quality learning experience and cost effectivenésdzii y 2 G Fff GKNBS G 2y
Looked at from the perspective of the student, however, Annand (2015) observes that while use of

OER producedemonstrable cossavings for students, the is less obvious incentive for institutions,

and government policy may be needed to align institutional objectives, faculty motivations and

student interests.

Altbach et al. (2009, pp. xv, xvi) note the following stress factors among the academic caynmuni

whichmaymilitate against changing practice, however:

1 More staff with lower qualifications
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1 Increased moonlighting for the private sector

1 Massive expansion at undergraduate level has hampered expansion at graduate level (hence
limiting continuing acadein development opportunities for academic staff)

1 Migration of better qualified staff to bettepaying institutions and countries

9 Loss of autonomy: the locus of authority has swung from academics to internal managers and

external authorities.

Related to thdast point, but qualitatively different, is the loss of prestige in being an academic working

at a conventional university. The ubiquitous access to information provided by the ICT revolution, the
postmodern distrust of tradition, grand narratives andaddtshed authority, as well as the rapid pace

of change in knowledgbased workplaces which render many university programmes dated or even
obsoletg [j dzA G S ljdzA O1f & dzy RSNXYAYS GKS GNIXYRAGAZ2YIE NRE
increasingly chadhged to reinvent themselves as 21Century collaborative researchers and- co

learners.

A recurring complaint heard in work with African universities is the fact that institutions tend to
reward research output over teaching quality and this is pickeith @m article by Bitzer (2006). Bitzer
argues for greater recognition and support for a scholarly approach to tegdhiiiding on the work

of Healy 2005 to show how research and teaching can be mutually reinforcing within a continuum of

options(Figure 0.

However, Le Grange (2006) offers an interesting alternative perspective on the apparent research

versus teaching tension:

I am not convinced that the diminished status of teaching is that research is valued more ... it
is rather that research ... bl fits the performativity principle ... Typically, research outputs
among others are used as strategic performance indicators for excellence because they easily
fit the perfomativity principle that which optimizes the relationship between input and outpu

... but scholarship of teaching ... cannot be reduced to what is measureable. (pp6358

/| 2y OSNYya | o2dzi Iy SNRaAz2y 2F | OFRSYAO Ildzizyz2ye
generally are also expressed by Ntshoe et al. (2010) who report anieanational studyg Changing
Academic Projeat to conclude:
1. The teaching load for junior academic staff has increased as student numbers have
increased in order to increase revenue from fees

2. The current discourse of quality inputs and outputs derivedhflusiness ignores the fact
that teaching is a qualitatively different occupation

3. Improvements in resources do not necessarily bring about improvements in teaching
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Researchutored
Curriculum emphasises leaning
F20dzaSR 2y & dzF

discussing ssays and papers.

Emphasis on research conten

Students as participants

ResearcHed

Researctbased

Curriculum emphasises students
undertaking inquirybased

learning

Emphasis on search processg

and problems

Researctorientated

Curriculum is structured around ) ) )
Curriculum emphasises teaching

teaching current subject content
processes of knowledge
Teacher focused construction in a subject

Students as audience

Figure3.20: Model for scholarly teaching
(SourceBitzer, 2006p. 376; after Healy 2005)

4. The discourses of globalisation and internationalisation downplay the importance of
teaching at the local level

5. Staff and students, and peers, are be#dced to assess quality teaching
LG ¢2dz R GKSNBF2NBZ aSSYtgbddlqualityldépanfsioa YSy i
the objectives and criteria a person or group considers to be relevant in a specific context.
¢CKdza WTFAGYyS&aa F2N) LzN1LIR2aSQr ¢gKAOK KAy3ISa 2y
to be relevant by specific sectors in a sfieccontext, seems to be the most tenable
conceptualisation for what constitutes good quality. (p. 129)

The South African HEQC practice of having practitioners review general programme guality assurance
criteria for quality assurance purposes in a patacprogramme seesto accord well with the above
suggestions. Engagement in such reviews, betteg@ewers and reviewees, constitutes a potentially

valuable professional development experience if mediated well.

Further afield, Fry and Ketteridge (200®)te that in the UK, the Higher Education Academy has

developed a national framework of professional standards for teaching and supporting learning in
higher education. The Standards take the form of generic descriptors at three different levels of
competence (at roughly Masters level) and individuals need to provide evidence of achievement in

relation to professional activities, core knowledge and professional values as illustiafabtlle 3.12
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Table3.12: Standards of professionalelelopment for acaémicstaff
Standard descriptor

1. Demonstrates an understanding of the student learning experience through engagement
with at least two of the six areas of activity, appropriate core knowledge and professional
values; the ability to engage in practicesated to those areas of activity; the ability to
incorporate research, scholarship and/or professional practice into these activities.

This leads to Associate of HEA status

2. Demonstrates an understanding of the student learning experience through engageme
with all areas of activity, core knowledge and professional values; the ability to engage in
practices related to all areas of activity; the ability to incorporate research, scholarship
and/or professional practice into those activities.

The leads to Heow of HEA status

3. Supports and promotes student learning in all areas of activity, core knowledge and
professional values through mentoring and leading individuals and/or teams; incorporates
research, scholarship and/or professional practice into thasévities.

This leads to Senior Fellow of HEA status

Areas of activity

Design and planning of learning activities and / or programmes of study.

Teaching and / or supporting student learning.

Assessment and giving feedback to learners.

Develojing effective environments and student support and guidance.

Integration of scholarship, research and professional activities with teaching and supporting

learning.

6. Evaluation of practice and continuing professional development.

Core knowledge

Knowledge and understanding of:

1. The subject material.

2. Appropriate methods for teaching and learning in the subject area and at the level of the
academic programme.

3. How students learn, both generally and in the subject.

4, The use of appropriate learningchnologies.

5

6.

arONPE

Methods of evaluating the effectiveness of teaching.
The implications of quality assurance and enhancement for professional practice.

Professional values

1. Respect for individual learners.

2. Commitment to incorporating the processanutcomes of relevant research, scholarship
and / or professional practice.

3. Commitment to the development of learning communities.

4, Commitment to encouraging participation in higher education, acknowledging diversity and
promoting equality of opportnity.

5. Commitment to continuing professional development and evaluation of practice.

(Source: Fr Ketteridge, 2009, pp. 47871

LGSY o dzyRSNJ WLINPFSaaAazylft @FftdzSaQ Ay GKS | 023¢
collapse of the concept @n academic as an expert working alone. Higher Education and Training is
increasingly an education#interpris&and teams of people working together are at the heart of the
educational endeavouOrganisational culture and climate, commitment to criticeflexive practice

and lifelong learning, and the ongoing management of changehaskey elements that the overall

168



organisational architecture design needs to address. It must recognise that a university is a complex
organisation working in a compleand everchanging environmentrife with randomness and
unpredictability (Taleb, 2009 exibility and adaptabilitghus need to be key elements of the way in

which the organisation works and hence of the way in which it is structured and managed.

In a seninal wak in the field, McMillan (2008reflecting in part on a management of change process
Fd GKS !'Yh! > &dz23asSada FGdNRodziSa 2F (GKS {1AYyR 27

contemporary institution needs to be and which the organisaal architecture needs to address:

9 consisting of large numbers of agents interacting in a-lvear way creating higher and
higher levels of complexity

no central controlling mechanismWLJdzN1J2 4aSQ Aa +d (GKS OSyuNB 27
not controlling

constantly learning

able to learn to adapt to changing circumstances

actively try to turn events to own advantage

constantly revise and change structures as they learn about the world

anticipate the future

selforganising

seek to exit on the edgef chaos

have emergent propertiegpp. 20£202)

]

= =4 -8 a8 -8 - _a_2

She goes on to suggest the implications of this kind of thinking at both individual and institutional

levels as illustrated in the tabl&s13 and 3.14

Table3.13. Edge of chaos assessment modehdividual

Totally stable Stable Behaving as a complex Chaotic | Chaotic
No novelty aspects adaptive system aspects | Too much novelty
Ultimate couch potato Moving around, active, Ultimate headless chicken

exploring
No real learning Single Engagedn single and double No sense making

loop loop learning. Sense making
learning and reflection.

Inadequately connected to Well connected to all Over connected and over
environments, data flow environments, internal and whelmed with data of
lacks energy or real value external, with a steady flow of variable quality

reliable and seful data
Is a slave to routine, rigidly Has flexible routines for Has no routines. Values ang
bound by own set of values working and social/family life. guiding principles subject to
whatever the circumstances Clear values and guiding sudden changes. Like a

principles br living. rudderless ship in a storm.
Stuck in the past. Repeating Values the past, envisions the Obsessed with the future to
past behaviours to the future, lives in the present the detriment of the present
detriment of the present
and the future.
Edge of chaos < >
Lack of interest in living Healthy, active, fulfilled Highly stressed, breakdown
little or no discernible life individual (mental/ physical/
force emotional) seems inevitable

(Source: McMillan, 2008, p. 205)

169



Table3.14: Edge of chaos assessmenobrganisation

Totally Stable

Stable Aspects

Behaving as a

Chaotic aspects lots

Chaos

management controls

selforganizing
principles, shared

No novelty Little novelty complex adaptive | of novelty Novelty overload
system
Tight, rigid Management by No coordination or

organization
Management confused

connected to all parts
of the system. Little
or no flow of
relevant, clear and
useful information,

connected but
information flow is
spasmodic, often
of poor quality,
often not relevant

all necessary parts
of the system
Flow of relevant,
good quality,
important,

all parts of the
system and receiving
an overload of
information some
relevant and some

processes and without coherence
Change can be Constantly Change cannot be eo
organized but does changing and ordinated
not occur adapting as

needed
Totally inflexible and | Inflexible and Flexible, Insufficient structure | No digernible structure
unresponsive largely responsive or frameworks or frameworks
structure and unresponsive structure with
frameworks structure and supportive

frameworks frameworks

Inadequately Adequately Well connected to | Over connected to | Highly overly connected

to all parts of the system
and receiving an
overwhelming overload
of information relevant
and irrelevantg it is

and delayed to
serious detriment of
system

slow and
cumbersome and
sometimes too late

effective, timely
decisions using
information flow
and contacts

made on a well
informed basisof
poor quality, fudged
or not taken at all

often inaccurate and | Or difficult to information that is | irrelevant impossible to handle and
untimely understand useful, timely and | Struggling to handle | make sene of this

readily it

manageable
Decisions deferred Decision making | Able to make Decisions rarely Decision making chaotic

and to detriment of
system

Singleloop learning
only
Static mental models

Lots of doubldoop
learning and single
loop learning too

Doubleloop learning but
disconnected from reality
and frantic

No sense making

Trapped in the past tg
the detriment of the
present and future

Aware of the past,
taking advantage
of past experienceg
and aware of
future possibilities

Obsessed with the future
to the detriment of the
present

Edge of chasp <

»

»

Ossification certain

Ossification likely

Survival chances

are high

Disintegration likely

Disintegration inevitable

(Source: McMillan, 2008, p. 209)

For MacMillan then, it is about finding an appropriate balance between enough change to be
responsive gven proeactive, but not so much change that systems and staff are unable to cope. It

requires that we develop a theory of change.

The influential education change theorist, Michael Fullan (2006), cautions that some change theories

in the schooling sectappear to build on strong principlgsut usually do not result in significant and

sustained change in practice: these include standdased districiwide reform initiatives;
LINEFSaaArz2zylt fSENYyAy3a 02YYdzyAdAS ahe teyelpmiéniiaatl f A FA OF
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retention of quality leaders. Instead, he identifies seven core premises underpinning contemporary

change knowledge and informing a theory of action:

1. A focus on motivation
People need to see the change as something worth doing. In e aANU, theandidate
sought to make explicit the potential benefits for individual staff, for students and for the
institution.

2. Capacitybuilding, with a focus on results
People need to be offered support to learn new ways of doing things and thethaetese
new approaches result in desirable outcomes. In the case of ANUath@idate offered
severalcapacitybuilding workshops in consultation with the institution, sought to celebrate
the efforts of ANU staff who engaged with OER and created mésrhario evaluate results
in terms of student satisfaction and performance on the one hand but also individual
academic recognition and satisfaction on the other.

3. Learning in context
People need to be able to engage with change within the context of thairgractice. ANU
had initiated an actiomesearchbased continuing professional development certificate
programme that involved staff in reflecting upon and improving their own practice. The
candidatesought to encourage engagement with OER as part optoisess.

4. Changing context
For some kinds of change to happen, the systeradsto change Duringengagement with
ANU, thecandidatebegan with a narrow focus on distance education practice and the
development of an enabling OER policy but, as reporte@hapter 5, as the discussion
progressed it evolved into a consideration of theerallbusiness model for thaniversity.

5. A bias for reflective action
Drawing on Dewey, it is believed that people learn best through doing, reflecting, inquiring,
gathering ad analysing evidence, engaging in more doing and so on. This approach is inherent
in the actionresearch nature of the OER Africa PAR engagement. Each subsequent
engagement with ANU resulted in a reflection on what had or had not been achieved and
what this meant for future planning.

6. Trilevel agreement
For Fullan, systemic change in the school system requires alignment of goals at school and
community, district and state lev&lConcomitantly, engagement with ANU made clear the
need for alignment of goakst individual, IODL and institutional levels.

7. Persistence and flexibility in staying the course
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Fullan notes that successful change is not linear but often bumpy, requiring flexibility
regarding what is donebut persistence in continuing to work towardserall goals that are
worthwhile. This wasertainlyd KS NB &SI NODKSNDa SELISNASYyOS | a 2

In a later work with a colleagy&ullan & Langworthy, 2014) is further argued that significant change

will come about only when new digital ttsoare utilised to create new kinds of learning partnerships

between teachers and learners, when change is encouraged and supported in multiple directions and

from multiple sourcesand when deliberate efforts are made to make learning tools and resources
affordable for all.

l'a . FdS&a 6HnmpXY LI WnO 20aSNWSa aXOKIy3aS 200dzN&
dzy RSNH2Ay 3 OKIFy3dS dzy RSNRGlFIYR (GKS ySSR F2NJ Al Iy

academic staff in both universities and coleghow face the following common challenges:

1 Teaching in ways that help develop the knowledge and skills needes;

1 Handling increasingly large classes;

1 Developing teaching methods that are appropriate for an increasingly diverse student body;
91 Dealing vith a variety of different modes of delivery. (Bates, 2015, p. 36)

How we respond to these challenges is critical. Van Niekerk (2016) cautions that whileould
accept a context characterised by sup@mplexity, we need to respond in ways that are not
antithetical to the true nature of a university as a space for thoughtful reflection and critical debate:

purposes which increasing commercialisation feiformance managemefbften militate against.

3.12 A theory of change
Towardsthe end of 2015, theandidateattended a Theory of Change (ToC) workshop offered by the

Foundation for Professional Development (FPD) under the auspices of the Department of Planning,
Monitoring and Evaluation (DPME) in South Africa to see if this would be a useful wayrofunfure
engagement in both th&iyaphumeleland OER Africa initiatives. According to the EEID5, p. 23)

0A Theory of Change explains how a programme or intervention is expected to bring about the desired
change. It creates a roadmap for the desikthnge and explains the assumptions made regarding

the implementation of the programme ¢
According to Vogel (as cited by FRD15):

The basic components of a ToC create the causal maps of an intervention. This includes:

a. A discussion on the context in wh a programme will be implemented. This will
consider social, political and environmental aspects.
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b. The longterm change that a programme would like to achieve and a discussion on
the target group or beneficiaries of the intended change.

c. The processes thaeed to be followed to achieve the lostigrm change.

d. Assumptions about how the change will happen and what might influence the
process(p. 24)

how ! FNAOIF Q& SELISNASYyOSa Ay NBOSyid &SIk Nm &adaAa3sa
committed toreimagining their teaching and learning practices to support their students to negotiate

the knowledge/information rich societies in which they lived. OER Africa's interventions had
contributed to ensuring that a critical mass of universities on the centininderstood, at least at a

basic level, the concept of OER dhdir potential to support the transformative pedagogical agenda

required.

However, there was a need to move beyond probtoncept projects into longeterm faculty and
institutional eng@ement processes, which sought to understand better whalicy, regulatory,
systemic and cultural barriers impede sustainable integration of innovative OER practices into
mainstream academic activities, most notably the delivery of high quality undergm@adand
postgraduate programmes. Consequently, gfreposedOER Africdheory of Change as defined in its

grant proposal for this phase of work was as follows:

OER has tremendous potential to function as a catalyst for educational transformation (as
eviderced by the significant growth of awareness within African universities about the
concept of OER and its potential to support more flexible rescheased provision centred

on student active critical engagement rather than information transmissi@ER can
effectively be used to: (a) place the student at the centre of the process of locating and
developing materials and course environments; (b) shift the role of educator from lecturer to
facilitator, thereby making much more productive use of educator tiaveg (c) facilitate
development of a wide range of additional cognitive and information literacy skills that are
essential in modern society

Despite this transformative potential, OER is largely being used to replicate traditional models
of education wherehe learner is a consumer. There is limited evidence of transformative
pedagogical changes occurring in a sustainable way within universities. A key reason for this
is the existence of significanpolicy, regulatory, systemic, and cultural barriers to
transformative pedagogical practice, which make sustained integration of innovation into
academic activities difficult to achieve.

Effecting meaningful educational transformation aimed at overcoming these barriers requires
long-term engagement with institutins and accompanying systemic and cultural change
best underpinned by strong leadership and simplified, focused policies. Until this deeper
process of systemic transformatiagnat both faculty and university levelis attempted by a

few pioneering univesities, and the lessons of experience are openly shared and can be
debated, it is unlikely that decisiemakers in higher education more broadly will begin to
institute wider institutional and national policies that support sustained, educationally
effective use of OEROER Africa, 2014, 5)
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The thinking at the outset of this work was that, if this process of change was accompanied by rigorous
research and sustained advocacy (that involved the institutions themselves in sharing their
experiences), itauld then be used to present to key decision makers (at a governmental level) and
university administrators (such as senior management and Faculty Deans), practical evidence of the
kinds ofpolicy, regulatory, systemic, and cultucslanges needed to effethe changes in pedagogical
practice that higher education experts routinely discussed, but seldom implemented on any significant
scale. This practical evidence could then be used to trigger broader processes of change by providing
higher education decish makers clear guidance about the programme of action needed to
implement the types of institutional changes that broader social pressures are increasingly forcing

them to consider.

Table 3.15 presents then the theory of change underpinning the reselicheé a LISOAFA O Sy 3
with ANU.

As can be seen from Column 1 of Table 3.15, the researcher encouraged ANU constantly to locate its
practices within a larger national and international vision of student success. In column 2, the multiple
research questios underpinning the OER Africa initiative outlined in Chapter 1 map to high level
outcomes regarding the integration of knowing, doing and being. Column 3 then begins to identify the
evidence that would need to be collected to demonstrate that the initeatiad had a positive impact.
Columns 4, 5 and 6, as well as Row 2, help to identify the necessary building blocks to increase the

likelihood of a positive impact.
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Table 315: A theory of change for ANU

Assumes open,
critical
communication.

Impact Qutcomes OQutputs Activities Inputs Values and
principles
More and OER utilised in Strategic and Short term: Hewlett Shared
better ANU support of operational 1 Create an funding for OER commitment to
graduates resource and planning and enabling policy | Africa support | student success.
who use their | activity-based implementation framework for OER Africa Equivalence of
education for | programmes support engagement with| capacity provision across
the designed and mainstreaming the| OER building different modes
betterment implemented to utilisation of OER | { Provide capacity | workshops Commit to open
of themselves| ensure the success| in support of figh building support | OER Africa educational and
and their of more and better | quality resource for OER reflective collaborative
society graduates through: | and activitybased utilisation in reports practices
1 Learnings about | teaching and programme, I b} Qa A Fitness of
how to optimise | learning. course and engagement purpose
use of OER are materials with OER Fitness for
identified and Open, Distance development purpose
shared as high and elLearning and renewal Value for money
impact practices | provision is 1 Provide support Sustainability
(knowing) optimised to F2NJ I b! Q
1 Sustained ensure the highest| OERrelated
capacity is quality and research and
developed to sustainability. continuing
implement and professional
manage the Enabling activities |  development
mainstreaming of | led by OER Africa | activities
OER utilisation create a 1 Establish an
(doing) Community of OpenANU
1 A positive culture | Practice that website.
of utilising OER | supports
support of high achevement of Continuing
quality resource | the above outputs.| activities:
and activity 1 Increasingly
based teaching focused contact
and learning and email
geared towards interaction
student success i 1 Participation in
created and appropriate
sustained (being) national and
international
conferences and
fora/national
dialogue on
ODelL and OER
9 Case studies of
' bl Qa
experiences
9 Articles on
effective use of
OER at ANU
9 Publication of
ANU OER
Building Requies buyin ANU needs to be | Funding: catalyst,
blocks and from all part of the institutional and
assumptions | stakeholders national dialogue | praxis oriented
Requires on ODeL provision| costing
appropriate in Kenya
incentives
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3.13 Conclusion

This chapter proceeded from the assumption that a programme designed for ODeL provision could

more easily be adapted for other forms of provision by adding in varying types of cartdaampus

based support rather than the other wayound. Then, in lia with the theoretical framework outlined

in Chapter 2, a systems view of ODeL provision was explored, with OER integrated into the curriculum
design and materials development and review processes as a matter of course, and the practical

implications theref outlined. This culminated in a theory of change which underpins the whole study.

However, as noted in Chapter 2, it is in the nature of hermeneutic enquiry and participatory action
research that plans and practices constantly evalvé: K S (i I &kicontindously 2owasd® belter

a2fdziAzyasy oA0K2dzi | adadzyAyd GGKFEd GKSNB Aa 2yS
(Christie, 2008, p. 24)
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Chapter 4: Research design and methodology

We can only know about things if we act on them, andcte some understanding of the
mechanisms of these actions. The maturation of the organism by itself does not explain
development, and hence learning. For example, the sophisticated logic of a mature thinker is
obviously not preformed in the brain. ExpeneOS A& SaaSydalt G2 | LISN
world, but it is inconceivable outside its source in action. Knowledge derived from experience
is not a static mental copy of the objects in view, but arises from the cognitive operations
carried out on themThe child actively constructs its knowledge of the world as part of its
adaptation to the world. And learning follows development. The child can receive valuable
information via language or via education only if it is in a state where it can understend th
information. This is why you cannot teach higher mathematics to ay@aeold. He does not

yet have the structures that enable him to understand. (Piagstcitedn Moll et al 2001,
p.196).

4.1 Introduction

In the quotationabove we have a fourtlperspective on the purpose and nature of learning and
teaching, which adds to the possibilities for conceiving how OER might support processes to
WiNF yaT2NY¥Q LISRI Biaé arguksyttat the deziideh adtvzly dzYgdyges with his/her
environmentand constructs his/her understanding through the process of this engagenénfelt

that the qualitative researcher is in a similar position, actively constructing evolving understandings

through a process of engagement rather than being a detachedrvbr.

This chapter otlines the approach adopted for this process of engagerasnliustratedn Figure 4.1

How was the
research Methodology
conducted?

Shortcomings
Instruments Data Data capturing

Data analysis and possible

and processes collection e

Figured.l: Overview of research design and methodology
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4.2 Design and rationale

Cohenet al. (2000, pp. 34) explore the nature foresearch as inquiry and identify three broad
paradigms within which a researcher might work: normative, interpretive and critical. From their
discussion of the nature of these three approaches, an interpretive appreagmsmost consistent

with the natue and goals of the wider project of which this study formed a,@stwell as with the
theoretical framework articulated in Chapter 2. This approach is characterised by the following

features:

1 A focus on individuals and relatively sredble researchtliis study focused on a single
institution and intensive interaction with a small core team of staff identified by the institution
over an extended period; but contributed to a larger project involving four instityitions

1 A focus on what human beings say,afa explainrather than upon statistics

1 Personal involvement of the research#hi§ was a necessary requirement of the wider project
of which this study formed a part

1 Interpreting specific actions and meaningsd investigating takefor-granted assumiions,
rather than trying to reduce issues to simple cause and effect relationsfupgxXample,
about the purpose and nature of education and the roles of educators and I6aarsds

1 Surfacing individual perspectives, personal constructs, negotiatednimgs and sharing

interpretations of situations for public debate and comment.

As discussed in the section that follows, the easrhing approach adopted for the wider project was

a participatory action research model. However, documenting this processyis that would provide
AyarakKita Ayadz2 GKS [dzSaidAazya ARSYGAFASR 02083 |
ANUOER Africa engagement, suggested a broadly ethnographic appwaaich is concerned with

GK2g LIS2LX S YI PSNERYES62NI RESHNRESY S &S wnny
McMillan and Schumacher (2006, p. 26) characterise such an approach as follows:

9 A focus on learned patterns of actions, langudgiefs, rituals and ways of life.

1 A process involving prolonged field work, typigaemploying observation and casual
interviews with participants of a shared group activity and collecting gestgiacts

1 A documentary style.

1 Extensive closelgdited quotations of authentic and representative remarks of the

participants.
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 a¢KS ®duolis & comehensive, holistic narrative description and interpretation that
AyiSaNraGSa Iff aLlsSoda 27 3INaViAd &fSehdntchéry R A f f
2006 p. 26)

Within this broader conception, the study adopted aspects okato-ethnographic approach. Ellis,
Adams and Bochner (2010), characterise this specific approach as follows:
Autoethnography is an approach to research and writing that seeks to describe and
systematically analyze personal experience in order to understandraliexperience. This
approach challenges canonical ways of doing research and representing others and treats
research as a political, sociajlyst and socialkgconscious act. A researcher uses tenets of

autobiography and ethnography to do and write aetbnography. Thus, as a method,
autoethnography is both process and produgt. 1)

¢KA& FLIINRIFOK NBO23yAiasSaz 0lyz2sftSR3ISE yR 00
research process and how this is written up and shared (Vi&rsi@tsenko, 2015y necessary tenet
IAPSYy (GKS NBASEFNODKSNRAE NRtS Ay GKS GARSNI LINB2SC
involve:

1 Comparing and contrasting personal experience against existing research

1 Interviewing cultural members

1 Examining relevant cultal artefacts(Ronai, Foster, Marvasti, Tillm&fealy,& Boylorn as
cited in Ellis et al., 2010).

Given the needs of the wider project, trmandidatel R2 LJ0 SR ¢ KI (i Y AaBdlyic 6S OF
I dzi 2 SGKY 23N LIKAOQ F LILINEEF OKs: 6AGK G(KS F2{f26Ay3 FA

9 the researcher is a complete member of the social world under staidgdst with respect to
engagement with OER and ODelL

1 the researcher engages in analytic reflexivity, demonstrating an awareness of the reciprocal
influence between themselves, theetting and their informants;

T 6KS NBaSIFNOKSNRa &St T Chagter Zackndwiedg&s tiig A i KM B {1 KB
personal background and how this influenced the engagement with ANU and in Chapter 5 the
findings are reported from the perspaai primarily of theO | y R A kiterprétaidn,
although as noted, ANU staff had opportunities to provide feedback on draft reports and draft
chapters of this study

9 the researcher engages in dialogue with informants beyond the self; and,
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91 the researchedemonstrates a commitment to theoretical analysis, not just capturing what is

going on in an individual life or soedaltural environment. (Andersoias citedin Pace, 2012,

p. 5).
This entailed the following processes for collecting and interpretirgynmtion:

1 An extended engagementith ANUover aperiod, involvingseveralin-country faceto-face
interactions and ongoing dialogue between visits via ema8kypeor similar means;

1 The negotiation of the focus of each visit and discussion and thengmitp of a narrative
report on each significant interaction for public comment and, where necessary, amendment;

9 Support for and documenting of processes and reflections on complementary and parallel
research processes initiated and implemented by membérth® core ANU community of
practice;

9 Periodic reflections on progress towards achieving individual and shared goals (discussed
further in the next section);

1 Development of a metaarrative for theengagement

In addition, the approach outlined above seeno align with three key characteristics of an
Afrocentric researcher identified by van Wyk (in Ok&kean Wyk, 2015, p. 11hamelyhaving a clear

rationale and purpose of benefit to the community; involving and acknowledging the contribution of
thecomvdzy AG@T FYR 0SAy3 o6fS G2 WEAGS YR SIFGIQ | Y2y

its culture and identity.

4.3 Methodology and rationale

Given the theory of change discussion at the end of Chapter 3, OER Africa decided it would attempt

to integrate a participatory action research (PAR) agenda into each of its institutional engagements as

its primary method of critical reflection. For the purposes of the initiative, PAR was defined as
GO2ftt 02N GAGBS NBASI NOK: i@fraediondoiuseyor dnafige ort sOciaih 2 Y dz
A & & ®Sid Whitman & Milledgen.d.p. 2) It involves people who are concerned about or affected

by an issuandwho take a leading role in producing and using knowledge about it. A PAR approach

has the followigy features(Pain, et al., u.d)

It is driven by participants;

It offers a democratic model of who can produce, own and use knowledge;

It is collaborative at every stage, involving discussion, pooling skills and working together;
Itis intended to result isome action, change or improvement on the issue being researched.

(p-2

= =4 =4 =
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The PAR process was necessarily egraated in the first phase of design, which meant that specific
research questions and methodologies needed to be negotiated with the participiaensselves.
| 26 SOSNE Al 61F& how ! FNRAOIQa SELISOGIFGA2Y GKFG GK

kinds of questions, amongst others:

1 What kinds of pedagogical transformation are envisaged at each of the participating
institutions and withinwhat timeframes are these changes expected to be introduced? How
R2Sa (GKAA& fA3dy gAGK GKS how O2YYdzyAdeéeQa dzyR
potential of OER?

1 To what extent can use of OER constitute an effective catalyst in driving or §ugpbese
envisaged pedagogical changes?

1 In what ways can a focus on pedagogical transformation serve to embed effective OER
practices into mainstream institutional activities and systems, rather than these practices
operating parallel to the mainstream?

1 What opportunities already exist within universities that can be used to drive this kind of
pedagogical transformation and how can these opportunities most effectively be harnessed?

1 What policy, procedural, systemic, cultural, and logistical challengebamiérs inhibit these

changes within institutions?

What strategies need to be implemented to overcome these challenges?

What levels of institutional political support or championing are needed for changes made to

become institutionalizedfOER Africa,(4, pp. 910)

E R

As indicatedn Figure 4.2an iterative action research process was envisaged, enabling organizational
change, and leading to key identifiable actions and outputs that were conceived, acted upon, reviewed
and revised through ongoing discims and debate with the relevant stakeholders. It was further
intended that the lessons of experience that emanated from these processes should be shared more

widely through appropriately open forums.

The diagram was explained by the Candidate, as a meailibe OER Africa team, in an initial internal
discussion document as followAt the centre of the diagram, we acknowledge Lewin (1946, 1948)
who first codified the action research process into four main stages: planning, acting, observing and
reflecting. ZuberSkerritt (1996) then linked action research to change theory. She took the later
famous work of Lewin (1952) on forcefield analysis and change theory (unfreezing [creating the
possibility to question and review entrenched practices] to movingidimg agreed changes] to
refreezing [implementing changes as part of the new way of doing things]) and the work of Beer
Eisenstadt and Spect¢t990) on task alignment, and set them into an action research sequence that
clarified the steps of action search very usefully. It should be noted that the process is itergtive

reflecting leads to new planning, acting, observing, reflecting cycles.
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OER Africa Participatory

Action Research Model
Adapted from: Zuber-Skerritt,
1996: 99

Maximising
Impact
Strategy

Figure4.2: OER Africa Participatory Action Research Model

(SourceOER Africa, 2014, p. B1

The outer cire was adaptedy OER Africtp reflect the key actions that would likely be needed to
integrate engagement with OER as a mainstream activity in curriculum and materials developpment
also reflects aransformation of pedagogy from a transmission mode elddmphasising mastery of

a fixed body of content delivered through lecture and demonstrations and assessed by exanjination
towards a model that was more open, critical and collaborative, proltentred and assessed by

means of engagement with authentiasks.

The approach was grounded in processes of interaction and Socratic dialogue with stakeholders in an
ongoing critical conversation, hencevitast WL NI AOA LI G2NEQ | OlA2y NBa
transform practice in a consultative and organic virajine with the expressed vision and mission of

the institution to respond to the challenges and needs of the times. In documenting the process, the
candidatesought to overcome challenges regarding purely subjective interpretations and/or lack of
scienific scrutiny by continually triangulating data from documentation, observation and formal
interviews and focus group discussions, and surfacing clearly the reseau@h&tdi A OA LI y i Q& NPB
process. Continuous communication is a central feature oftiipe of engagement, allowing the

NBaSI NOKSNI (2 aG-O0KNSS 0S8 yHeyabdrenlirgigthe reséardfier to take a
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critical stance towards the takefior-granted assumptions that informed past practice and which may

need to be challengedtenable improved future practice (Moyo, Modilf Simwa, 2015, p. 71). It

was also the intention in the wider project to ensure that lessons of experience from these processes
informed the discourse in higher education more broadiyough publicationspresentations and

support to followup training activities. Thysi KS LINR 2SO0 &d2dza3KaG G2 Y20S o
NEA&ASFNOKE GKAOK A& alFAYSR i AYLNR@GSYSyid FyR O
NBaSINOK a6KAOK A& Y¥2NBE ROHAIYER2 Y (G0 NRYLRGISINYBK S Z NJ
p. 71).

While acknowledging that action research is not usually a simple linear prqdess iterative by

YI G§dzNB | YR ¢@Bbérshy, ElaffYaBdaFarieiéa (2007, pp. 1233) identify the following
GeLIAOIE LIKIF&ASaZ gKAOK AYT2NY (GKS RS&AI(TaeT / KI LI
4.1).

Tabled4.1l: Actionresearchphases

Phase Method/technique Description

Introduction to Participant initiative X | Members of a community may request participation i

community and Reseecher initiative X | solving a practical challenge; or

problem statement X Researcher may become aware of a practical challer
of social issue on which he or she seeks clarity

Selection of cases/ | Nonprobability Based on trust and relationship established during fir

sampling X selection principles phase

Agendas and Participatory negotiation| Would depend on action research type

research purpose X | or expert consultation Purpose of research is agreed upon by means of
discussin, reflection and compromise

Data collection Interviews X Key people from each stakeholder group X
method Peer interviews

Community forums

Nominal groups X

Workshops X

Focus groups X
Observation Significant settings, events and/or activities x
Reviewtextual analysis | Documents, records and materials
X
Constructing stories Storytelling
Narratives Drama
Journal writing Diary in order to recount memories
Participatory technique | Ranking
X Scoring

Mapping

Diagramming techniques

Issueraising techniges X

Community selsurvey techniques X

Recording data Notes X Written record of what people said or did
Audiotape Audio record of interviews
Videotape Video record of events, people, places etc.
Photographs X Photographs of events, people, placds.e
Analysing data Identifying key elements| Significant items of information

X
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Phase

Method/technique

Description

Formulating categories

Grouping similar items

Formulating themes X

Grouping similar categories

Negotiation

Member validation

Investigating the challenge X

Expanding unerstanding and developing relevant
strategies x

Linking and integrating individual interpretations into
broader context X

Exploring and affirming inherent strengths, skills and
weaknesses X

Evaluation and
report writing

Research activities X

Evaluatiorensures high quality report
Who has done what, where, when and why?

Situation/context X

DNRdzLJ YSYOSNEQ RS &ONMLIGA

findings

Interim reports X

The issue X DNR dzLJ YSYOSNBERQ SELISNA Sy
Action plan X Joint action strategies following on recommendations
of report
Communicating Bulletins Informing people/stakeholders/participants of researq

activities
Community forums

Implementation of
action plans

Seltdevelopment
programmes X
Incorporating existing
strategies and structures
X

Expandingnetworking
initiatives X

Accessing and mobilisin
resources X

Community members, professionals, stakeholders
implementing strategies for social change

Evaluation of action
outcomes

Narrative monitoring
and evaluation
techniques X
Quantitative strategies
Survey evaluation X
Interview evaluation X

Results of action assessed and further period of
research initiated

Problem statement,
agendas and
research purpose

Participant initiative X
Researcher initiative X

Action research cycle continues based on awass of
new practical/ social challenges

(SourceEbersdin et al., 2007, pp. 123833 Crosses addeq.

4.4

In addition to the schedule of visits and online discussions mentioned in the previous section and
reported on in the fobbwing chapter, specific information in the form of a qualitative survey at key

points in the journey was also collected. Collection of this aspect of the data was based on an

Instruments and processes

instrument adapted from an Educause publication on data analftick, ca 2014)The instrument

was originally used in a data analytics workshop for 8ahela 2014 From Knowledge to Action
community of practice workshop held at the St George Hotel just outside Pretoria on 15 September
2014. Thecandidatesubsequently recontextualigd the instrument for an OER context, and it was

used in planning workshops at both ANU and the Open University of Tanzania, one of the other

institutions involved in the OER Africa project, and in July 2015 as part of afo@iSBd pre
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conference workshp related to the Distance Education and Teachers Training Association (DETA)
conference in Mauritius. Once the instrument had been fielsted, it was adapted further based on

this experience as a tool for reflection by members of the core ANU team. Qhe revisions made

to the instrument was the addition of an informed consent cover letter, explaining that completion
and submission of the instrument was linked to this research process, and that the participant agreed
to the use of the information praded as part of this procesisut was guaranteed anonymity and the
right to withdraw at any time. This was addressed as part of the ethical clearance process outlined

below. The revised instrumenthe OER Maturity Indegan be found ilAppendix 3

In addtion to the write upof the visits and the findings of the survey, facilitated through a workshop
based approach at the start and towards the end of the research data collection period, instruments
were sourced or developed for the review of materialsoiporating OER to see whether the revised
materials supported the kind of independent and engaged learning identified in Chapter 2 (see

Appendices 3.and3.4and3.5).

45 Defining the research community

how ! FNROIF Q& 62N} ¢ A Griarily b suppdrtig the yhititute forf Gpén afd2 Odza S|
Distance Learning (IODL). The primary research community was theteéol®DL Committeghe

crosscutting IODL core team which guided the work of IODL. Membershipedf2BL Committee

variedas different departments, schools and faculties engdgeith distance education approaches

and as the understanding of distance education eviblve
The Mandate of the IODL Committee as approved by the Senate is as follows:

1 To support the IODL in steering the actidtiand functions ofdistance and e-learning
programs at Africa Nazarene University.

1 To participate in Conferences, Workshops and Seminars relatdastanceand e-learning
programs locally and internationally.

1 To Introduce and discuss collaboration irtitias between ANU IODL and other related bodies
within Kenya and beyond.

1 To participate in strategic planning for the 10DL in collaboration withQibelity Assurance
office of ANU

1 To promote and support training initiatives conducted by the ANU IODL.

9 To oversee the resources production processes as guided by the Commission for University
Education of Kenya.

1 To actively participate in marketing tleeademigrograms offered by the ANU IODL.
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9 Advise IODL students at the beginning of every trimester aralititrout the trimester.

1 To attend all scheduled and impromptu IODL committee meetings.

In view of the seriousness of the above mandate, IODL committee membership is made up of
individuals who are committed to the development of Distance arlicearningmodes at ANU as

follows:

Registrar/DVC

Admissions

Examinations

Quality Assurance

Marketing

Library

Finance

Computer Information Systems
Dean of Students Office

I0ODL

University Common Courses
Bachelor of Commerce

Bachelor of Mass Communication
Bachelor of Edeation

Bachelor of Counselling Psychology
Bachelor of Drylands

Bachelor or Religion

Bachelor of Peace and Conflict
Bachelor of Computer Science
Bachelor of Community Development
MBA

MEd

=A =4 =4 =4 4 4 4 4 4 4 4 4 4 A A 4 oA A oA oA oA s of

Short courses.

Thecandidatesought to ensure that at least one repedative from each of the key interest sub

groups (management, IODL, teaching departments, support departments) agreed to engage with the
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candidatein a parallel reflection proceskut no limit was set on who might engage nor how many, so

participation wa largely based on sedklection and could change during the process.

4.6 Data collection methods andources

Sincethe formal research process was part of a larger project with a longerftiamee, it is important

to include a reflection on the activés leading up to and forming a foundation for tdectoral
research focusas an introduction t&Chapter $as well as to suggest how the findings of the research

process might inform subsequent practice.

In addition to and complementary to this studg,few OERrelated research projects were to be

initiated by ANU staff themselves and it was intended that over the course of 2015/2016, there would

0S I aSNARSa 2F WoNRgy oF3IQ aSaarzya NBfFGSR G2
lessonsifom these complementary research initiatives that relate to the core research questions and

which have been cleared for sharing in this way.

In addition to the survey instrument discussedsattion4.4, attempts were made to triangulate data
collection byreference to relevant artefactsvhich wererequested from ANU and accessed during

site visitsjncluding

Policy documents

Procedure documents

1

1

1 Review reports
1 Planning documents

1 Curriculum and materials documents
1

'b! h9w Lzt AOFGA2ya X

46.1 Existing ANWocuments
The following existing ANU documents were made available to inform the engagement between ANU

and OER Africa:

Africa Nazarene University. 200®oposed Institute of Distance Learning. Document presented to the

Commission for Higher Education@ber 2009
The following programme documents were provided for review:

9 Christian Ministry Certificates

9 Diploma in Criminology

91 Diploma in Peace and conflict studies
1

BA in peace and conflict studies

187



BEd ECD

BEd Primary Education

BEd Secondary Education

BAChristian Ministries

BCom HRM

BSc International Business Management
LLB

MBA

=A =4 =4 =4 4 4 4 I

Most programme outlines followed the same structure as outlined below:

General admission requirements
General student assessment and examinations

Philosophy/Rationale

1
1
1
1 Programme am/objectives
1 Required courses
1 Suggested units (and schedule)
9 Unit outline
0 Purpose
o Course objectives
o Couse contents
o0 Teaching method<se.g.,lectures, group discussions, student presentations,
field research and student journaling
0 Methods of evaluatione.g, CAT 40% SAT 60% [50%/50% for graduate
studies]
0 Textbook/key resource(s)

o Further reading/additional resource(s)

Severalraining manuals were provided for review, of whisix (ranging in extent from 53 to 122

pageswere examined in more detalil

AW NASG& 2F R20dzySyida OFftSR a. f Adzy 2F A

(s}
<,
¢
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available for review.
CIOAfAGlI G2NRa DdzA RS

[ I NYSNEQ hNASYydFidGA2Y t+FO1F3S
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Training manual for distance amdearning
Examples of certificates provided for piaipation in various CPD activities organised by IDL

Examples of conference presentations developed by @igll| Director alone or in combination with

other staff

Documentation related to current and possible collaboration agreements.
Africa Nazarene Univsity website www.anu.ac.kg

Africa Nazarene University, Student Guide and Academic Handbook 2012
Africa Nazarene University Statut@October 2002

Policy document for the Institute of Distance Learning 2013 Revision
Africa Nazarene University Strategic Plan 2§2017.

4.6.2 Documents created as part of the process of engagement
MoU between ANU and OER Africa 2013

OER Africa Reports ondéountry engagements; August 2013, March 2014, September 2014, March
2015, Noverber 2015, May 2016, November 2016

OER Africa minutes of meetings, draft discussion documents, convening presentations related to the

wider OER Africa PAR project
ANU OER Policy
Revised study materials:

UCC204 Christian Ethics
UCC203 Introduction to Socighp
BMC308 Research methods in Communication

EDU400 Educational Administration

=A =/ =4 =4 =4

Mentoring manual

ALARA 2015 Conference presentation and paper
ANU Case Study 2015

Draft funding proposal for materials to be developed/redeveloped as OER
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http://www.anu.ac.ke/

Draft proposal, budgetethics for hosting a national conference to launch a national association for
ODeL

Joint OER AfrieANU presentation to DayStar University @&ptember 204
Discussion documents related to an institutional business model

In addition,severalworkshops, foas group discussions and individual interviews were condueteld
written up into formal reportswhich were then available as resource documents for the research

phase of the engagement

4.6.3 Workshops
Workshops undertaken before the formal research press but reports thereon available to the

research process

7-8 August 2013 OER orientation workshop

10-14 March 2014 Curriculum and materials development workshop integrating OER
23 September 2014  Activity-based materials development using OER

26 Septembe2014  OER AfricANU cefacilitated an OER and ODeL materials development

workshop at Daystar University

Workshops undertakeras part of the formal research process

18 March 2015 Quiality assurance in general and of ODeL and OER in particular
19 Mard 2015 IPR, copyright and OER Africa Policy Toolkit
17-18 May 2016 OER Africa convening meeting

4.6.4 Focus group discussions
Focus group discussiongndertaken before the formal research procesbut reports thereon

available to the research process

5 August 2013 Two bcus group discussions on various aspects of distance provision
involving representatives of Distance Learning Committee and including
Senior management, Registrar/Registration, Admissions, Examinations,
Quality Assurance, Marketing, Libya Finance, Communication and
LYF2NXIGA2Y {OASyOSaz 5SSty 2F {GdzRSy i

Courses, Academic Departments, Short Courses.
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6 August 2013

6 August 2013

6 August 2013

22 September 2014

24 September 2014

25 September 2014

Focus group discussions welght facilitators of distance learning artiree
distance leaming students exploring the same eight questions: Why choose
distance learning? What is included in the study package for distance
learning? How many fae®-face contact sessions are there and what
happens during these sessions? What other student supmrmade
available? What are the technology requirements and issues for distance
learning? What are the assessment requirements, turnaround and feedback
guality? What are the costs of distance learning? Are there any other

important issues not covered abeY
Preliminary feedback group discussion on IODL review

Paired interview with representatives of Communication and Information
Sciences and Computer Sciences (from perspective of academic departments

as well as crossutting ICT provision).

Nineteenmembers of the IODL core committee participated in focus group
discussions related to developments resulting from the August 2013 and
March 2014 workshopsas well as engaging with the new OER Africa PAR
agenda andvhether and how ANU might participate.

Focus group discussion with four ANU staff on ICT (infrastructure, LMS,

website and online teaching)
Two materials developers
Two library representatives
DVC and HoD Religion

Focus group discussion on possible ANU PAR activities

Undertaken as part of the formal research process

16¢ 17 March 2015

20 March 2015

9 November 2015

Focus group discussion on progress in mainstreaming OER integration and

planning a PAR research agenda
Quiality assurig ODeL materials with materials developers and QA Director

Focuggroupdiscussion with core IODL team
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11 November 2015

16 May 2016

20 May 2016

21 November 2016

Researcher and Acting Head of IODL met with Director of Research regarding

progress on draft ANU IPR policy

Focusgroup discussion chaired by DVC academic and involving core 1O0DL

team on draft funding and conference proposals

Focus group discussion with crasgting management team on ANU

business model

Focus group discussion on ANU business model with Adraiinetrand

Support Departments

Focus group discussion with Academic HoDs and IODL

Focus group discussion distance learning facilitators and materials developers
Focus group discussion on conference planning

Focus group disca®on on proposed new business model

23-24 November 2016Focus group discussions on three revised project goals

4.6.5 Individual interviews

Informal discussions with the initial IODL Director were ongoing throughout the process until she

resigned and therwith an ActingDirector from March 2016. From July 2016, email angénson

discussions took place with the new IODL Director.

Individual interviewsundertaken before the formal research process but reports thereon available

to the research process

6 Augwst 2013

24 September 2014

Individual interviews with representatives of Admissions, Marketing,

Examinations
Representative of HR on ODeL HR planning and provision
ELearning designer on student learning journey management

IODL Director

Individual interviews undertakenas part of the formal research process

9 November 2015

Acting Head of IODL

DVC Academic
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PhD student whose study focused on OER-gkéy students at four Kenyan

Universities
10 November 2015 New IODle-learning advisor
11 November @15 Director of Human Resources
Director of Finance
Director of ICT
HoD Computer Sciences
18 May 2016 DVC Academic
13-19 October 2016 Study visit toRSAy new ANU IODL Director
22 November 2016 Director of Finance
24 November 2016  Assistant Diretor ICT
Director IODL

4.7 Working for rigour and trustworthiness

As Lincoln and Guba (1985) observe, the challenge for conducting the kind efogheth and process

oriented research followed in this thesis is that traditional means of establishgwurriand
trustworthiness, such as internal and external validity, reliability and objectilitynot fit well with
SAGKSNI GKS Lidz2N1L}2asS 2N GKS O2yGSEG® ¢KSeé adaiasad
that credible findingand interpretai A 2 ya gAff 06S LINRPRdzZOSRé 6L onm0 X
characteristic of this study: prolonged engagement, persistent observation, peer debriefing and

member checking.

More recently, Ebersohn et al. (2007, pp. 1:334), drawing onseveralsourees, provide useful

guidelines for rigour in action research which are now discussed in relation to the current study.

Strategies for credibility

It is suggested that meeting this criterion requires prolonged engagement in thetfieldgndidate
visited ANU once to provide an orientation to the PAR initiative and to invite participation and four
more times during the PAR procgsavolvement of participant researchersefreral ANU staff went

on to explore aspects of OER integration in their own sepatatkes); persistent observationttie
candidatehad the opportunity to observe the changing profile of the IODL and its engagement with

OER in particuldr collaborative development of an action research repattgmpts were made to
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report on the processiia collaborative way throughout the procgssearch for negative instances to
challenge emerging hypotheses and relevant reformulatioon§tant comparisons were magle
member validation ANU participants were invited to provide feedback on the interogness and

visit reports as well as on the draft chapters of this sfudy

Strategies for transferability

Transferability of finding$rom the research setting (ANU) to other settingspromoted through
detailed, rich descriptions of settings and procésasch chapter in the study is contextualised for ANU
and sufficient information to judge applicability of findings to other settimggylar working group
meetings involving the institutional leads for the other three institutions involved in the iistiat

provided an opportunity for critical reflection and the refining of subsequent engagements

Strategies for dependability

The extent to which readers can depend on the findings is enhanced nsparent chain of
evidence includingdocumentation ofdata, methods, decisions and relationshipsmprehensive field
notes, demonstrating presence and participation of all research partners and analytic indacgion
all evident in the planning preceding visits and the reports on visits (as well as imgrven

communicationy

Strategies for confirmability

The extent to which the findings of the study are confirmable is enhanced through processes of
reflexivity and methodologically setfitical accounts Chapter 5 seeks not only to articulate what
happenedbut also the thinking that underpinned events and the concerns that were raised by each of
the engagements with ANUJritical examination of perspectives, positions and presence and
verbatim accountgthe candidatestrove to make clear his/her own und@rping assumptions and to
invite critical feedback and discussion throughout the prqocestuding a reflexivity statement in

Section 2.2.%

Strategies for authenticity

To ensure the authenticity of the findinggsnumber of strategies were employed whiinclude the
following: ensuring aange of different realitiesare represented (fairness)tiie candidateinvited
engagement with anybody wishing to make a contributimeluding those who were sceptical or
critical of OER and ODehppropriate attention to research ethicsethical clearance was sought at

the start through three processesith ANU, Unisa antlACOST participants were made aware of

the study and the reporting processes, provided the possibility to withdraw at any time and had their
idertity protected; asense of intimacyas developedChapter 5 is presented as a reflective narrative

on what transpired during the processselfdetermination was encouragedthe agenda for all

194



engagements was negotiated and, as mentioned, several ANUestdarked on their own related
research initiatives mutual understanding, empowerment and elevated levels of understanding
(sophistication)were supported(each subsequent engagement with ANU built on what had gone
before and, as will be noted in Chapb, the discussion and focus evolved from engagements with
individuals interested to engage with OER on an individual ,dasigigh to a consideration of the

overall business model for the univerkity
The data has been stored on my personal laptop laexcked up on an external drive.

The final thesis will be printed and one copy made available to ANU as requiredjseedix 1.2

but it will also be made available in a digital form

4.8 Data analysis

Where data was collected from written documents aambken interviews in which participants stated
their opinions of various key issues of an omded nature, these were analysed to identify patterns

leading to themes and questions that could then be pursued further in a hermeneutic spiral of enquiry.

49 Shortcomings and sources of error

In any study involving the thoughts and practices of human beings, there is always the possibility of
misunderstanding, misinterpretation and conclusions being drawn from inadequateldaddition,

within the field ofeducation it is notoriously difficult to establish simple cause and effect relationships.

Attempts were made to overcome these shortcomings by triangulating data and providing draft
reporting and preliminary findings for comment within the community. &cttf a process of
GONRAG f édoBlYKMAEE Mo TEZ LI ymMO A& LINRO I $nted |
it could not be predicted at the start what shape the research and research findings would take. So
rather than testing a simple hyghesis, the research involved an iterative process of trying to arrive

at increasingly more nuanced understandings of a complex, multifaceted phenomenon.

An attempt is made in Chapter 6 explicitly to link the findings reported in Chapter 5 with théuitera
reviewed in Chapters 2 and $b that recommendations are both contextuatilevantandgrounded

in the literature.
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Chapter 5: Process and findings

5.1

Social relationships, especially teactesirner relationships, create new mental formations

anddB @St 21 6KS KAIKSNI LIN2POSaasSa 2F YSydart fATFS
(an internal matter) is the internalization of a set of relationships in real activity between the

child and more competent others (an external, social matterg $jpeech of adults around

the child, with its constant and defined meanings, determines the pathways of the
RS@PSt2LIYSylG 2F OKAfRNBYyQa (GK2dzaKGa FyR | OGAZ2
O2yaidNHz2OGSR Ay GKS LINE OS a épeeghT Teddling Asytha sodi@@ dzy R ¢
activity within which meaning is mediated to the learner, eventually to become her own

internal thought processes. Teaching and learning, which are inseparable, and which
sometimes seem to wait upon development, are in fastdecisive motive force. (Vygotsky

as citedin Moll et al 2001, p. 196).

Introduction

This chapter explorethe process of engagement withfrica Nazarene Universignd the findings

about what was learned from the process in terms of OER andccalum transformation. Consistent

with the nature of learning as a process, as argued in the quotation that opens this chapter, it is

important to note that the research reported on heisspart of an unfolding conversation and nan

isolated and discretevent, as illustrated ifrigure 5.1

Looking ahead
2017+

Research
focus

2015- 2016

Initial
engagements
2014-2015

Background
20082013

Figure5.1: Contextualising the research
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5.2 Initiating contact 2013

ANUwas one of the institutions that OER Africa contacted in the initial phase of the programme
2008,but at that time the university was nobfused on resourebased learning and did not feel the

need to engage with OER. It was only with the increased demand fecarapusbased learning and

the inception of an IDL, and subsequently IODL, that the university began to see the possible benefits

of engaging with OER.

In 2013, ANU signedhdvloU with OER Africa which outlined ways in which OER Africa could help ANU

to explore the use of OER in support of its curriculum offerings.
Two incountry workshops were offered with some online folleywy suppat as follows:

9 August 2013: A review of current ODeL provision and an orientation to OER
1 March 2014: Curriculum and materials development for effective ODeL provision integrating
OER.

5.2.1 Seltassessment process

Accordingly, in 2013he candidateengagedwith IODL at ANU in a review process based on the
Nadeosa quality criteria (Welck Reed, 2005). We followed a typical selfaluation, site visit
(including document review, observations and interviews) and review process and the findings and
recommendaions thereof were shared with ANU in the form of a focus group discussion and then a
draft report for comment before finalisatiorthe following is a summary of the findings whale
relevant for the purposes of this study andhichconstituted a baselinéor subsequent engagement

with ANU

ANU were asked to reflect on their experience and to evaluate themselves on -pdimirscale

regarding the extent to which they felt they had met the relevant Nadeosa criteria and to provide
evidence thereof. Duringhe site visit, the candidate then verified the evidence, making further
enquiries where it was felt necessary, and then also rated the extent to which the criteria had been

met providing a short narrative rationale explaining the rating. The initial fysdivere discussed with

the ANU team during the visit and the final report compiled and shared for comment over the
following weekend. It should be noted that the ANU team did not rate themselves against all the
ONRGSNRL a2 Ay a2vd OOABadR§l ¥l 4 RESkapppRyidREad 5B O 2
summary of key findings, comparing the s8I f dzZ G A2y | yR (KS (M@B,y adzZ Gl
2013b)
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Policy and planning
4 - Exceeds requirements | 3 - Meets requirements 2- Need for improvement | Does not comply
2 consultant

No selfassessment rating. In many instances practice has outstripped policy and policy is
focused more on traditional camptmsed provision than on specific expansion of DE. It was
difficult to get a sense of the scale thie planned expansion and the timeframe thereof as
there seemed to be some disjuncture between what was said and what was written. The only
policy document available for review was that for IDL.

Learners
4 - Exceeds requirements | 3-Meets requirements 2- Need for improvement | Does not comply
3 consultant

No selfassessment rating. Data collected through student application forms seems
appropriate and there is evidence that ANU is responsive to student needs. The new digital
student system has the necesy degrees of security and it is already possible to pull off
aggregated datg although not yet trends analyses.

Programme development

4 - Exceeds requirements | 3 - Meets requirements 2- Need for improvement | Does not comply
3 selfevaluation
3 consultam

The processes for programme development are sound and comparable with best practice in
other universities. It is important to ensure that there is equivalence in terms of provision of
the same qualification across different modes of provision. Thditcveeighting in terms of
student learning hours and expected level of performance needs to be consistent to prevent
the DE version coming to be seen as a sedwst option.

Course design

4 - Exceeds requirements | 3-Meets requirements 2- Need for improvenent Does not comply
3 selfevaluation
3 consultant

The processes for course design are sound and comparable with best practice in other
universities. The course outlines cover the key issues although there is some variability of
guality. It is imporant to ensure that there is equivalence in terms of provision of the same
gualification across different modes of provision. The credit weighting in terms of student
learning hours and expected level of performance needs to be consistent to prevent the DE
version coming to be seen as a secdmedt option. Also, in developing -@ourse and
assessment activities, it is important to cater for the two main types of student viz.
inexperienced 184 year olds, the traditional audiences for {tithe university edcation;

and experienced, mature working adults, the most likely audience for DE provision. It is not
necessary to have two versions but it is useful to include thingg likgou are already in a
G2N] LX I OS aSGiGAy3s @&2dz YWhawoik coleagueSandio felldnz  / 2 Y L.
atdzRRSyid X

Course materials
4 - Exceeds requirements | 3-Meets requirements 2- Need for improvement | Does not comply
3 selfevaluation 2 consultant

The manuals developed specifically for DE students are useful but denhotake the best

use of the medium in terms of developing a conversation and fostering student engagement.
It was noted that the current manuals are variable in quajignd some seem to date back to
2009 without revision while others are not dated ogrsioned. Most manuals do not use
activities and feedback to foster student engagement with the content.
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Assessment
4 - Exceeds requirements | 3 - Meets requirements 2- Need for improvement | Does not comply
2 consultant

No selfassessment rating. Thereeads to be a clearer progression betweencourse
activities and feedback and the formal formative and summative assessment process. It is
appropriate to retain the expectation that students in all modes of delivery complete the same
or similar assignmestbut, as noted above, tasks should be set that take cognizance of the
two quite different student populations. Monitoring of quality and teanound time on Tutor
Marked Assessments needs to be improved.

Learner support
4 - Exceeds requirements | 3 - Meetsrequirements 2- Need for improvement | Does not comply
3 selfevaluation 2 consultant

The provision of contact sessions and the fact that students can communicate with the
institution, and make use of the library and computer centres on the satellitepoass
between contact sessions is commendable. However, when both staff and students complain
about system downtime, it is clear that more work needs to be done before migration to a
fully e-learningmode can be considered. The migration toealearning brm of provision will

also require the development of alternative support mechanisms to a concentrated contact
sessior which many students do not in fact attend (and which lecturers do not always turn
up for). It was also mentioned that DE students samest receive feedback on coursework

in a very desultory fashion which indicates the need for a more effective and monitored
submission and feedback system and the inclusion of automateehssdfssment such as
Multiple Choice Question databanks. Studerianentioned that the fulfange of student
services available was not clearly communicated.

HR strategy
4 - Exceeds requirements | 3-Meets requirements 2- Need for improvement | Does not comply
2 consultant

No selfassessment information was supplidetactice has outstripped policy with regard to

HR. Key aspects of DE provision are not addressed in job descriptions, such as materials
development and renewal, and in many ways the system is currently functioning on good will,
with staff working odd hows for extra payment and doing things they had probably never
imagined that academics would need to do. There is no clear work allocation process based
on estimates of time required to perform different kinds of tasks and a clear need for more
staff developnent with respect to developing learning resources for independent learning and
using an increasingly digital management and teaching system.

Management and administration
4 - Exceeds requirements | 3- Meets requirements 2- Need for improvement | Does not caply
3 consultant 2 selfevaluation

ANU has seen the need for devolved responsibility and authority much more quickly than
many other traditional contact providers that venture into DE provision. There is a
coordinating cros®perational team in placat the central campus, a management team in
place in each study centre and QA processes that mirror those on the central campus. There
is still quite a lot of papebased work that might be more efficiently handled digitally but the
ANU management inforni@mn system (CAMS) is clearly a step in the right direction. Linking
the study centres to the central campus via an interhased videeconferencing system
could also be used to bolster communication, probisafving and decisiemaking and cut
down on tme-consuming trips between the various campuses. There is need to develop a
resourcing model based on real time and cost however. The formation of the IDL is also
laudable and the incumbent Director has done very useful foundatboilsing work in a
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shorttime. However, in the absence of a clear strategic vision at an institutional level for ODeL
provision going forward, it will be difficult for IDL to plan its own roles and functions optimally.

Collaborative relationships
4 - Exceeds requirements | 3- Meets requirements 2- Need for improvement | Does not comply
3 consultant

No seltassessment rating. In addition to its faith and discipline related affiliations, ANU has
established working relationships with other institutions througie Kenya Education
network KENEJTand is exploring engagement with experienced DE providers through the
ACDE. It is also part of a library networking system that will open access to more resources for
learning, especiallg-resources.

Quality assurance

4 - Exceeds requirentds 3 - Meets requirements 2- Need for improvement | Does not comply
2 selfevaluation
2 consultant

The general quality assurance procedures in place, and established in a very short space of
time, are equally applicable in both contact and DE provisiatditional elements that will

need to receive growing prominence are QA of DE learning resources and student/learning
support. In the focus on HR going forward, attention will need to be given to ensuring that
staff receive the necessary training and pap to manage effectively the development and
renewal of learning resources, the provision of timeous formative feedback and the provision
of decentralised and increasingly online learner and learning support.

Results

4 - Exceeds requirements | 3 - Meets requirements 2- Need for improvement | Does not comply

1 consultant

No information was provided on this issue in the pisit selfassessment nor during the en
site visit. However, it is understood that distance education has not yet had its first afhort
graduates. There is a need to nuance general cohort analyses to compare performance across
different modes of provision and across different target audiences. There is need to establish
tracking systems that identify and supportrdk students. In DRrovision, students often

drop out before they even get to the final exam/summative assessment and there is therefore
need to intervene early in the process. It is not clear that systems are in place to make this
possible(pp. 3:34)

What the review proess made clear was that a foundation for distance provision had been

establishedbut there was a lack of clarity on the strategic direction of ODeL provisi@uddition, it

was recognised thathe current core learning materials needed to be revisedthis process, it

seemed appropriate to engage with relevant OER.

5.2.2 Formulation of ANU shorterm ODeL goals

In the second part of this first visit to ANide candidatefacilitated an introductory workshop on OER.

The first day of the workshop explat¢he following questions:

il
il
)l
)l

What are OER and where can we find them?
How can we evaluate OER?
How can we adapt OER?

How can we publish OER?
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1 What are the emerging policy issues?

The second day then explored Gfeiendly policy.

For many participants, thisavkshop was their first engagement with OER. After the workshop, many
participants expressed interest in publishing their own study materials under an open licence and
several subsequently sent draft manuscripts for review (listed in Chapter 4). The proassurther

strengthened following a curriculum design workshop in March 2014.

¢KS F2ff26Ay 3 adza3 String@&l in takiny Fodmard its OPeD Jgerd& &rdsdi

collaboratively from this initial discussidiays, 2013h)

Strategic

1. Revisit tle various planning documents to make clear the respective roles of the
RAFFSNBY(l Y2RSa 2F LINRPOGAAAZY Ay (GKS Ayada

2. Reevaluate the roles, functions and capacities of the IDL in relation to the projected
growth path for pure distace as well as other netnaditional modes of provision that
are resourcebased.

3. Reuvisit the Human Resource (HR) and Intellectual Property (IP) polices to ensure there
is clarity of expectations of staff with respect to flexible and distance deliveryhend t
ownership of learning resources developed by staff.

Technical
1. Strengthen the ICT infrastructure to ensure 99% uptime for the ANU system to
support both teaching and management.
2. Backup the system daily both on and etite.
3. Continue to work with KENE® nhegotiate with providers for cheaper hardware,
software and bandwidth for students and staff.
Organisational
1. Develop a student performance tracking system.
2. Establish automated reporting of registration trends and differentiated cohort

analyses.
3. Explore atomated sms communication for key teaching and administration
deadlines.
Pedagogical
Provide additional training for staff in:
Activity design

Materials development

Finding, adapting, publishing OER
DE administration

Elearning

Etutoring. (0. 6)

=A =4 =4 =4 -8 =9

5.3 Starting a new conversation2014
Ly !'dz3dzad wnamnI h9w ! FNAOFI Q& F20dza OKIy3aSR FTNRBY

agendaas outlined in Chapters 1 and 4.
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During a workshoghe candidateplanned and facilitated in September 2014 (#g@endk 4.1for the
collaboratively agreed agenda), ANU was invited to be one of four institutions to participate in the
new OER Africa PAR focus, which was in still line with the MoU signed in 2013. ANU agreed and the

necessary processes for ethical clearaneeh® research aspect were initiated.

Based on this initial PAR engagement the following shonedium and longterm goals were
identified through a participatory process (including use of an earlier version of the instrument
included in Appendix 3)nvolving several focus group discussions and interviews and culminating in
an interdisciplinary focus group identified by ANU. However, it was acknowledged that in the PAR

approach being pursuedoals would constantly be reviewediringthe engagemen{Mays, 2014a)

Summary of shotierm goals

Approve IODL/OER Policy and publish as an OER

Publish first three revised IODL modules as OER

Publish a case study based on lessons from the first year of engagement on OER
Establish an OER presence on the ANU welQpenANU

Establish a student tracking system

Develop gostgraduateANU higher education teaching qualification

Publish at leasbne article.

NogahrwdhpE

Summary of mediuserm goals

Publish at least three revised IODL modules as OER

Analyse data from student traclgrsystem and revise learning support accordingly
Implement and evaluatpostgraduateANU teaching qualification

Host a conference to launch a national association

Review and update HR workload, promotion and reward systems based on literature
and empiricakvidence

Publish at leasbnearticle on each main learning and development thrust

arwONPRE

o

Summary of longerm goals

Publish at least three revised IODL modules as OER

Cohost a 29 conference

Publish a case study based on lessons from the project as a whole

Enaire that strategic plan 2012023 (and supporting policies, systems and budget)
reflectsthe reality of a shift towards netraditional modes of provision

Publish at leasbnearticle, M or D study based on the projeqi. &4-5)

PR

o

54 Deepening the converden: 20152016

With ANU now on board, a follow up visit was made in March 2015 (for the negotiated agenda, see
Appendix 4.2 The first two days of the visit involved a review of progress made against the goals
agreed in September 2014 and the identifioat of some practical action research projects to be
undertaken by ANU staff. Day 3 explored issues of quality related to general ANU academic provision
as well as the quality issues associated with ODeL and OER. The outcome of these discussions was a

draft quality assurance process for materials development leading to OER publication. Day 4 explored
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issues related to IPR and copyright and led to the realisation of a need to develop a wider IPR
framework for ANU. Day 5 involved a reflection on materialseftggment in process and an
engagement with the executive management of the universitying which a strategy to incentivise

the development of quality learning materials was identified as the most pressing concern. Because
of these discussions, the shadrm goals formulated in September 2014 were revised slighthyle

the medium and long term goals remained unchanged (Mays, 2015a)

Summary of revised sherm goals and progress
1. Approve IODL/OER Policy and publish as an OER (a policy was appriamdhiy
2015)
2. Publish first three revised IODL modules as OER (at least 4 modules were in
development)
3. Publish a case study based on lessons from the first year of engagement on OER (a
draft was tabled and discussed and was to be updated accordingly)
Estalish an OER presence on the ANU website: OpenANU (was under discussion)
5. Establish a student tracking system (ANU was busy trying to synchronise student data
between its MIS CAMS and its LENAZ
6. Develop apostgraduateANU higher education teaching qualédtion (this was in
process using a participatory action research approach)
7. Undertake research related to the following:
a. Facilities to support distance students at regional centres
b. OER readiness within ANU
c. Comparative takaip of OER in four Kenyan univiées
d. Evaluation of the impact of revised study materials incorporating OER.
8. Publish at least 1 articl¢pp. 4-5)

»

It was observed that from the period after March 2015, progress on the agreed goals stalled. Two key

stumbling blocks became clear:

1. Lack obudget provision to recompense materials developers (many of whom werdipaat
staff) who subsequently lost interest in the process
2. Absence of two key rolplayers as the Director of IODL and the DVC Academic both went on

sabbatical.

To support the fonard momentum of the projectthe candidatedrafted and shared several
discussion documents and sustaihregular contact by emailln addition, a follow up visit was
planned for November 2015. As with previous visits, a thete@ process was employed. Aait work-

plan was prepared and sent to ANU for comment. Activities and dates were negotiated and led to the
final plan outlined irAppendix 4.3The focus of this visit was not to offer capadityilding workshops

as in the pastbut rather to reflect orwhat had and had not been achieveegardingthe planned

goals and the factors that influenced this, to revisit planned goals as necessary and to undertake the
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first round of staffengagement data collection for a formal writg of the processas by thidime we

expected to have received the clearance certificate from NACOSTI.
The following resources were prepared to support the planned discussions:

1 APowerPoinbverview of progress and planning

1 An ethical clearance participation letter for the follayp discussions with members of the
IODL advisory board (see Appendix 3.1)

A revised OER maturity index and planning tool (see Appendix 3.2)

A draft IPR policy

A draft funding proposal for seed funding for materials development

= =A =4 =4

A draft set of documents incluatj a budget for the proposed hosting of a kwdget national
conference

9 Drafts of he first three chaptersor this thesisand the outline of the fourth.

Key findings of this visit were summarised as follows:

That ANU had a staff member involved in foripaésearching OER, had successfully initiated

a CPD programme using action research processes to reflect on and improve practice and had
researchers and students currently engaged in exploring the possibiliteesoél mlearning

were all cause for comgtulation.

However, it also seemed clear that much of the momentum built up around OER in particular

YR h5S[ Ay 3SySNlft KIR 0SSy ft2aid aayoS how |
a testament to the sterling work that the 10DL Director mmeviously done to try to unite

diverse interests towards a common goal but also a reflection of the changed reality that ANU

now found itself in with increased competition on the one hand and more stringent criteria

from the Commission on University Edtioa on the other, which had tended to focus more

on the requirements for traditional camptsased provision than providing an imaginative
framework for future more flexible provision.

It seemed timely then that the DVC Academic had asked for supportlgingeANU to
conceptualise a new business model in which future growth was premised on more flexible
provision in niche areas. It was suggested that this should result in a draft report by end
January and a hanem workshop with key university managemetecisionmakers early in

2016 to explore new possibilities. It was considered probable that IODL would continue to
struggle to encourage staff to make appropriate use of eNAZ and to update learning resources
until such time as there was a clear and sustdicommunication from the top that blended

and distance learning constituted the new strategic direction of the university and that
systems, procedures, budgeting and resourcing, conditions of service, performance appraisal
and rewards and promotions woultk adjusted accordingly. (Mays, 201%b 20

In response to the call from the DVC for support in developing a new business thededndidate

drafted a discussion document and course costing toolkit and sent them to the DVC for comment
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during Januarg016. It was intended that a revised version of this document would serve as the basis

for discussion during the next visit.

Here is an overview of the contents of this discussion document (Mays, 2016a):

E:m:en:5|

Exeoative ALNMATy 4
L. Purpeee 5
I Backgrowed and mmoduction 3

L Mead for Dl in Keya: opporiuniies, consirasts ewd implications

1L Urgasising the provision of D0el in the context of Beya L
1 Clarifyisg degrees of openness 1

1 0Y Understanding the changing proctices of distanoe provisi o = a digizal era 12
103 Makisg strategic chiices 15
33 Curmeuluns sabesy s 2y
13 Matenak sub-sysiem ]
131 The insgcetance of scale 1
33 The cheotce of iechnnlogy 23
1A Lemmer suppaet sabesystem ek}
15 Assessireent ond cerificalion seb. sysiem 24
1 Logitical seb.systens 25
1T Managing a satboeal Ol foatprint 23
18 Managing envss-border provision a3
4. Sustainable (el penvisin i
4.1 Perspective | 2
42 Perspective 1 a7
43 Perspective 3 il
4.4 Costisg courses i4
441 Planming issaes coonmon o all mcde]s 4l
442 Logistical Suppor a1
441 Spudent suppart 41
444  Faculty sappoet 42
445 Evaluation 43
446 Labomory Practical"Waork-Integrated Expeniences 43
4.4 Plarming ssd costisng asswngrions 44
445  Observaboos il

5. Conclesions asd recooenendations. 3l
4.1 Managing s bearsing from o fransition process 44
FPlara §. Projost concapiion: dapleving ODeL pridsinles, practicds and imglications. 44
Phara 1. Piled prayecis x 4 2
Pharg 3. Extgridad ODal preniihion A3
Phse 4. Instinsionalisizg (el provision A

5.4.1 Factors impactinghe mainstreaming of OER

As anticipated in Chapters 2 and 3, the kind of change in practices envisaged in mainstreaming
engagement with OER as part of a wider curriculum and pedagogy transformation require sustained
advocacy and support and the participation of willing champions ladth inspire and support others

in the process.

To understand the issues better, a subset of the wider ANU IODL interest group was invited to self
select for formal engagement with the research process. Six members agreed to participate, signed
the informed consent clearance and completed the review instrument. The respondents include a

representative of senior management (R6), two members of the support staff of IODL (R2, R4) and
three academics from outside of IODL (R1, R3, R5). One representatibeaof Bervices also

participated but did not return the completed survey form. Five of the respondents had been part of
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the engagement with OER Africa since 20f3ile the sixth(R4)was a new appointment. Tald&.1

to 5.6summarise the responses.

Tablep ®m adzYYF NA&aSa LI NIAOALI yiiaQ dzyRSNBRGFYRAY3 27

with OER in recent times.

Table 5.1 Summarising own understanding of and engagement with OER
Define OER in your own words.

R1:They are resources that can be freetgessed, adapted without any fee or password and they are u
creative commons

R2:These are educational resources licensed using open licensing making them openly available for
R3:They are education resources that are availed online for tagdmd learning purposes
R4:Unrestricted (either legally or financially) accessible learning resaurces

R5:These are open educational resources that are made available to the general public with no incum
of copyright issues

R6:0ER stands for @p Educational ResourceBER are resources that have been developed and 1
F@FAfFOoftS dzyRSNJ LINPBLISNI f AOSyaAay3a Ay |y az2LISy¢é
and even contextualize and-post for still others to use or adophd adapt. OERS, while still under a licens
agreement are less restricted in their use than traditional copyrighted materials that require subs
payment for their useThe philosophy behind OER is that society at faeyen the global communitywill
benefit by making information more accessible

Explain how you have engaged with OER in the past six months, if at all.
R1:l have been making use of them in my study and sensitizing students on their use

R2:I have read a number of ODeL resourcessishin the writing of a thesis. | have referenced quite a nun
in a concept paper | am yet to present

R3:N/R

R4:1 have not because | think the whole idea of OER is against the right principtesagiing practice. £
learning should b®YNAMICDerelopment of OER will make the learnBgATIC

R5:1 have made them available @NAZor students to access them

R6:As | am in full time administration here at ANU, | am not teaching on a regular bagie not taught a
class in the past six monthdowever, | can say that | have been a consumer of OER in my resear
publications during this time-urther, if | can reach back further than six months, to the last time |
regularly teaching, | can testify to challenging myself to develop a e@ntrely with free, open educatio
resources, which | managed to ddere were no textbooks for the students to purchase at great expathg
the resources and readings used for the unit were open or at least available to any ANU student thrg
online resources to which the university had purchased access

Outline your planned engagement with OER in 2015/20186, if at all.
R1:N/R

R2:l intend to use them for the purpose mentioned above.

R3:

1 I plan to publish materials for OER
1 I plan to sensitizeafulty members in the school of business to use and publish materials for O

R4:1 will attempt to sensitize against development of manuals.
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R5:

1 Find quality educational materials that are open
1 Put them on my unit outline areNAZ
1 Make assignments based dhem

R6:1 am working with the 10DL of ANU to guide the process of adoption of OERs among our fac
students, in the implementation of OER policy and further policy on developing a viable business m
adoption of OER by the university as aoleh

The responsesn Table 5.1reflect a fair understanding of the key characteristics of OER and a
willingness to engage with them among five of the six respondents. Perhaps not surprisingly, the
respondent who seemed least walisposed to the use 0DER had not been part of the original
engagement with OER Africa. The concern of this respondent seemingly resulted from a conflation of
OER with the printed manuals developed for distance provision which had not been updated since

first drafted.

Participants also completed the OER Maturity Ind&kisindex (adapted from an EduCause tool for
data analytics through a process explaine&éction 4) was formulated as a general assessment of
progress in mainstreaming use of OER. The scores along the sins@ims (ExpertiséPolicy and
ProcedureQuality Assurancénfrastructure Culture and leadershjmndinvestment) were expected

to differ depending on the department or immediacy of engagement with learning resources generally

and OER in particular.

Theindex was intendedo be used more than once and by multiple stakeholders as a stimulus to
dialogue in the institution regarding the next steps needed to mainstream the use of OER. As noted in
Chapter4, it was first used in a group discussion process asopdine planning process for the new

PAR agenda. The first and third parts of the instrument were subsequently adapted to focus more on
individual reflections (sedppendix 3.2 but the maturity index part of the instrument remained
unchanged after dis@sions within and outside of ANU. The logic of the template was that users first
reflect on their own knowledge and experience; then they reflect on the extent to which the
institutional environment is conducive to mainstreaming use of OER; and thentiheseflections

inform forward planning. The results of the initial engagement with the indicators, as contained in an

institutional report that was reviewed and accepted by ANU, are includédbte5.2.

Table5.2: OER Maturity Index

R1 R2 | R3| R4 | R5 R6 | Mean

1. Expertise
1. We have a sufficient number of staff who know what OER| 4 4 3 1 2 3 2.8
are.

2.  We have a sufficient number of staff who know where/how| 4 2 3 1 3 2 25
to find OER.
3.  We have a sufficient number of staff who know how to 4 2 2 1 3 2 2.3

evaluate OER.
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R1 | R2| R3| R4 | R5 | R6 | Mean
4. We have a sufficient number of staff who know how to adg 4 2 2 1 3 1 2.2
OER.
5.  We have a sufficient number of staff who are able to clear| 1 3 1 1 4 1 18
third-party copyright.
6. We have a sufficient number of staff who are able to prepg 4 3 2 1 4 1 25
resources for publication as OER.
Mean Expertise2.3 (2014 group mean:.Q) 35 | 27 | 2.2 1 8 1.7 2.3
2. Policy and procedure R1 R2 | R3| R4 | R5 R6 | Mean
1. There are clear institutional policies and procedures 3 3 3 1 2 4 27
regarding IP, copyright and plagsm.
2. There are clear institutional policy guidelines on how OER| 4 3 3 1 3 4 3
should be used and published.
3. There are clear procedures, checks, balances and suppor{ 2 3 2 1 2 2 2
each stage of the OER #iégcle (find/evaluate/adapt/clear
copyright/publish/use/revise)
4. HR recognition, support and rewards support quality learnj 2 2 2 1 1 1 15
resource development in general and use of OER in
particular.
5. ICT policies and processes support quality learning resour| 5 3 4 1 3 4 33
development in gneral and use of OER in patrticular.
6. There are ICT policies and procedures for backing up, 2 3 3 1 2 2 23
archiving, versioning and reversioning learning resources.
MeanPolicy & Procedure.4 (2014 group mean:.3) 27 | 28 | 2.8 1 22 | 2.8 2.4
3. Quality assurance R1 | R2| R3| R4 | R5 | R6 | Mean
1. There are staff dedicated to quality assurance who are als| 4 3 2 1 2 2 23
knowledgeable about OER and related issues.
2. There are quality guidelines and processes to ensure 2 4 2 1 3 2 23
programmes are designed whiehe coherent and fit for
purpose including ensuring equivalence of provision acros
different modesg campusbased/parttime/schoot
o aSRkRA&GE yOS X
3. There are quality guidelines and processes to ensure that| 2 3 2 1 3 2 22
learning resources for constitnécourses are fit for purpose
including ensuring equivalence of provision across differer
modesg campusbased/parttime/schootd | & SRk RA &
as well as addressing issues of level of demand, interactiv
sequencing and progression.
4. There are quality guidelines and processes to ensure that| 2 3 3 1 3 2 23
assessment strategies are valid, reliable and equivalent
across different modes of provision.
5. There are processes and procedures to ensure the clearal 2 2 2 1 3 2 2
of third party copyright irall learning resources.
6. Feedback from key stakeholders such as learners, teache| NR 2 2 1 3 3 2.2
external examiners, employers and professional bodies is
demonstrably fed back into quality improvement of
programmes, courses and learning resources.
Mean Quality Assurance?2.2 (2014 group mean,.8) 24 | 28 | 22 1 28 | 22 2.2
4. Infrastructure R1 R2 R3 R4 R5 R6 | Mean
1. Staff and students have access to sufficient ICT software,| 4 4 4 1 1 5 3.2
hardware and ongoing support to develop and use learnin
resourceghat are increasingly digital in nature.
2. Plagiarism software is available and is used to scan contey 5 5 4 1 5 4 4.7
developed by both students and staff.
3. The systems for backing up, archiving, versioning and re 2 3 3 1 4 4 28
versioning learning resmces are functional and robust.
4. Specialist multmedia development capacity is available an| 4 4 3 1 4 4 33
sufficient for projected growth in the use of digital learning
resources.
5. There are policies and procedures that specify rigims 2 2 2 1 3 3 22

privileges regarding access to institutional and individual d

and resources.
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R1 R2 | R3| R4 | R5 R6 | Mean

6. We have sufficient capacity to store, manage, route, analy| 2 3 4 1 2 3 25
and monitor large volumes of data, resources and student
queries and assessment.

Mean Infrastructure 3.1 (2014 group mean.8) 32 | 35 | 33 1 37 | 38 3.1
5. Culture and leadership R1 R2 | R3| R4 | R5 | R6 | Mean
1. Our senior leaders are publicly committed to the use of 5 4 3 1 2 4 32

quality resourcebased learning approaches in general and
use of OER particular.

2. We have a culture that recognises that education and the | 4 4 3 1 1 3 27
sharing of intellectual property are desirable things.

3. Ourinternal quality assurers understand and support the 4 2 3 1 2 3 25
appropriate use of appropriate OER.

4. Our external quality assurers understand and supportthe | 4 3 2 1 2 3 25

appropriate use of appropriate OER.
5. Our faculty largely understand and support the appropriatg 4 3 3 1 3 2 2.8
use of appropriate OER.
6. Out students largely understarahd support the appropriate| 4 2 3 1 2 2 2.3
use of appropriate OER, including resources they might ha
developed themselves.

Mean Culture & Leadershif2.6 (2014 group mean.3) 4.2 3 2.8 1 2 2.8 2.6

6. Investment R1 R2 R3 R4 R5 R6 | Mean

1. Our funding lgel for quality curriculum and resource 2 3 2 1 1 2 18
development is sufficient to meet our current needs.

2. Funding for the sourcing/adaptation/development of quality 4 3 2 1 1 1 2

learning resources is seen as a necessary investment (rat|
than as a cost to be sulised by unpaid overtime).

3.  We have an appropriate number of staff involved in the 4 4 2 1 3 1 25
development of quality curriculum and supporting learning
resources.

4.  We invest in training related to curriculum and learning 4 3 2 1 4 4 3

resource develoment including the use of OER.
5.  Our ICT support staff are sufficient in number and expertis| 2 4 3 1 1 3 23
to support progression to increasing use of digital resource
based learning.
6. We make provision for processes of planning, develgping | 4 2 2 1 2 1 2
trialling/piloting, monitoring and regular curriculum and
learning resources review and revision.
MeanInvestment 2.4 (2014 group mean.23) 4 32 | 22 1 1.8 2 2.4
Overall maturity index (across the six reviewers) (2014 group m&jn 3 2

Despite the generally positive awareness and use of OER by five of the six respondents, there was
clearly a need now for further advocacy and support if the use of OER was to become a mainstream
practice. It is noted that the ratings are down across atldne of the indicators between the initial

group planning engagement in September 2014 and the individual reflections in November 2015. The
negative response to or lack of awareness of OER carried through into this analysis by Respondent 4
was consideredhighly problematic for mainstreaming use of OER given the support role this person
played in guiding others. It suggested the need for the institution to clarify its stance regarding OER
and then to articulate how this should influence its orientatiomuation and materials development

support processes.

209



The third part of the review focused on identifying and prioritising how OER could be developed

moving forward, and is summarised in Table 5.3.

Table 53: Seps to improve in each dimension

R1: N/R
R2:
1 onstant training and awareness programs
1 Policies that define quality learning and quality criteria
1 Have staff responsible for ensuring that modules are of quality
1 Investing in OER.

R3:

1 Sensitise and train faculty and néaculty members on OER

1 Come up withclear policy document on preparation, payment, ownership and
recognition of the publication effort.

T Come up with quality guidelines in conjunction with CUE.

1 Oninvestment, the university should invest more on research and OER resources.

R4: N/R

R5: NR

R6: N/R

The limited responses in this seem to support the concerns raised previtushe fourth section,

participants were asked to describe their vision for the use and value of OER by 2018 (Table 5.4).

Table 54: Planned implementation
Vision 20B. Describe your vision for 2018 in relation to use of OER and impact thereof:

R1: N/R

R2:All units taught through DL at ANU having creative quality modules in an OER reposito
will mean more DL students as the OER will offer tangible benefitsdens success and retentio

R3:To have OER resources being used by over 50% of the university students.
R4: N/R

R5:to go fully with OERs, have courses that are fully-kHskd.

R6:

1. 1500 students enrolled in Distance Learning and fully online prograasily dependen
on technology that makes use of OERs

2. All faculty in all programs trained and effectively making use of OERs (even face
courses)

3. Afull set of learning materials for every program offered in DL mode that have been pi
vetted,authorized for use by the university and published openly for others to see ang
use of.

4. ANU making a contribution back to the academic world through others making use
OERs

5. Creative Commons licensing being effectively understood and used.
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6. Collalorative research being done by ANU faculty and others around the world i
development of OERSs

We note here that all respondents see a possible role for OER in both contact and distance provision,

for research purposes and for collaborative open pract

Based on this broad vision, participants were asked to break the vision down into specific goals and

interventions, over geriod. The findings are presented in Table 5.5.

Table 5.5: Key goals and interventions required
To achieve the vision, identifthe key goals and interventions necessary:

2017-2018 | R1:Go out and conduct workshops on OER use.
R2:

T Review modules that had been written.
T  Write more modules.
1 Atleast % of all the units offered to have modules by 2018.

R3:Train people/faculty on thdevelopment of OER materials and continuous re
and improvement.

R4: N/R
R5:utilize OERs
R6:

Completed first cycle of OERs for all DL/Online programs.
Review staffing of IODL.
Increased research output in relation to OER

== —a =

20162017 | R1:

f Conductastudgy f SOUGdzZNBNBQ dzi At AT I GA2Y,
1 To sensitize students and lecturers on the use of OER
1 To develop OERs myself in my area of study.

R2:

I Toincrease the production and uptake of the OERs in all forms.
1 By end of 2017, at least half the total units offerediddave the moduleg

R3:Sensitise students and faculty on the need for use of OER platform
R4: N/R

R5:1dentify OER

R6:

Continue with the development and adoption and adaptation of OERSs.
Review staffing of IODL.

Improve the bandwidth of ANU.

Improve thepower stability of ANU (purchase of higher capacity generat

=a =4 -4 -9
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1 Improve the technology infrastructure of ANU on which DL/Online clq
operate

20152016 | R1:To conduct my study on utilization of OERs for academic use

R2:
1 Create OER awareness. All facshould appreciate OER.
1 Ability to adapt OERSs to local conditions through training.
1 Encourage faculty to write a few modules. Produce a few as pilot pr
perform thorough quality checks on the few, have peers review the reled
least 10 by the endf 2016.
R3:

T Help the university come up with a policy document on OER.
9 Help the university come up with a sustainable OER model.
1 Help the university appreciate research and publication

R4: N/R
R5:Identify courses
R6:

1 Develop a more effective reward sgst/business maodel for the developmeg

of OER materials and their implementation.

Begin seriously the development and adoption and adaptation of OERS

Make the potential for developing and use of OERSs a key criteria in the

process of new faculty.

1 Makethe potential for developing and use of OERSs a key criteria in the
process of new QAO.

1 Migrate to one ERP for all administrative functions and ensuredN#tZs
fully integrated into it.

= =

The goals outlineth Table 5.5ollow logically from theprevious vision statements and confirm the
findings from previous studietghat take-up of OER requires that attention be paid to wider systemic
issues such as policy, costing and budgeting, continuing professional development, ICT infrastructure

and quaity assurance (Butcher & Hoosen, 2011; De Hart et al., 2015; OER Africa, 2012).
Finally, participants were asked to do detailed planning for 2015/16 (Table 5.6).

Table 5.6: Detail of what needs to be done, how and by whom in 26216

Objective Activities Responsible | Accountable | Resources | Start/End
1.1 Drafting IODL ANU Time Nov15Nov16
To develop policy on
publication of OERs
and learning resources
1.2 Redraft/re-look at it HR ANU Time Nov15Nov16
To merge workload
and preparation of
resources
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Objective Activities Responsible | Accountable | Resources | Start/End
1.3 Workshops/conference OER Africa OER Africa | Funds Nov15Nov16
To train people on CC

and publication and

preparation of OERs

2.1 Training of lecturers IODL I0ODL Director 20152016
Create awareness

2.2 Writing modules IODL and I0ODL and 20152016
Engage faculty in academic academic

producing OERs department department

2.3 Checking complete Academic Academic 20152016
Ensure quality resources departments, | department

resources are library, IODL

produced

3.1 Discussion, actual vting IODL materials|

Prepare an IPR policy| and review development

document coordinator

3.2 Support and HR policy DvC

Appreciation of OER Academic, HR

publication Manager

33 Allocate more funds Finance and

Invest more resources Senate

in development of

OER resources

5.1 Introduce business model| Tony Mays Tony Mays Nov 2015
Todesign a business

model

5.2 Write a policy IODL Director | ANU Nov 2015
To design policy that Jan 2016
supports the model

53 Do capacitybuilding Tony Mays Tony Mays Non 2015
Capacitybuilding for Nov 2016
writers/module

writers

5.4 wSaSI NOK 2y |IODL Director | IODL Director, Non 2015
Research on performance Nov 2016
performance of DL

learners

5.5 Quality criteria Tony Mays Tony Mays Nov 2015¢
Develop quality Nov 2015
criteria for online

resources

6.1 1. Tony developing a first| Tony Mag DvC Time 12/2015 to
Develop and adopt a draft IODL Director 03/2016
more effective reward | 2. Two sessions of DvC

system/business discussion to finalize

model for the 3. Approval by

development of OER Management Board

materials and their

implementation.

6.2 1. Approve and submit IODL Director | IODL Director| Financing Completed 1
Begin seriously the the grant proposal for | DVC from the year from the
development and support for model grant submission of
adoption and modules to be proposal the grant
adaptation of OERs: developed. proposal.

Four (4) modules
completed

2. Identify and Assign
those modules to be
written

3. Conduct the review
process as according t

the grant proposal

Department
Chairs and
IODL

IODL
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Objective Activities Responsible | Accountable | Resources | Start/End
6.3 Integration of DL and DvC bDvC None Immediate
Make the potential for | online related questions and
developing and use of| into the interview guide continuous
OERs a key criteria in
the hiring process of
new faculty and QAO
6.4 Draft the proposal DvC DvC Cost of the | 01/2016 to
Migrate to one ERP fo| Submit the proposal for ICT transition 06/2016
all admhistrative approval of Management | Finance
functions and ensure | Board
that eNAZs fully Implement the change
integrated into it
6.5 Collect Data on enrolment| |IODL and HR | 10DL None By end of
Review staffing of trends in DL offered 2016
I0DL programs
6.6 Do comparative analysis g ICT ICT Data from By 06/2016
Improve the bandwidth per student of | Finance other
bandwidth of ANU other universities universities
Set target for
improvement of
bandwidth By 06/2016
Make arrangemert for
bandwidth By 06/2017
6.7 Consult with Kenya Power ICT DvC Money By end of
Improve the power 2017
stability of ANU Purchase new generator
(purchase of higher for main campus Procurement
capacity generator)
Do morecloud hosting of
ANU services ICT
6.8 ? ICT ICT ? By end of
Improve the 2017
technology
infrastructure of ANU
on which DL/Online
classes operate

Note: In Table 5.6, specific names have been replaced by titidsthe exception of the candidate.

From the ideas presented in response to PafTdble 5.5)it seemed clear that while there was the
beginning of a commitment to and a process towards developing a new business model in which use
of OER would be maitteamed, at a management level, more work and support was needed for this

to influence actual practice.

5.4.2 Follow up and convening meeting

The May 2016 visit to ANU coincided with an OER Africa convening meeting. It also coincided with a
mid-term formative evaluation process involving visits to ANU by an external evaluator and a
representative of the project funder. The negotiated draft wqtkn for the visit is provided in
Appendix 4.4The discussion in this section focuses orn@fe y' R A Work iathe® than the evaluation

work. The narrativepresented here was developed specifically for this studyabdtaft wasshared

214



with ANU prior to inclusion in the form of a Rep@vtays, 2016h)In the version included below, the

names ofany ANUndividualshave been removed where appropriate.

Days 1 and 5 were spent on the ANU campus in OrgatagaiDue to trafficand rain delays, Day 1
startedlater than planned. A fiv@art discussion was mediated through a PowerPoint presentation.
The presentation andiscussion were based on the business model discussion documents shared prior
to the visit. The purpose of the first session was to provide a shared base of common concepts and

issues as the basis for focus group discussions that were to follow.
The followng issues were identified by participants as key to shaping future practice at ANU:

1 Consideration of how pedagogic/andragogic/heutagogic/metagogic assumptions shape
practice

1 Increasing trend towards probletmased and constructivist approaches

1 A need to tink more about wider graduate competences and increasing learning autonomy

1 Increasing demand for juét-time skillsbased learning and/or short learning programmes
rather than long degree programmes

1 Increasing affordances of It often internet and/a LMS is unstable and increasingly hard
to access away from main centres

i Team approaches are needed in the design and development of more flexible and open,
distance ancdk-learningapproaches; upfront design and development costs that need to be
properlycosted and recouped from fees

1 Even where decentralized contact sessions have been offered for distance learners,
attendance has been lowsuggesting that this is not the most appropriate way to support such
learners

T In a situation in which staff have mudte commitments, staff will tend to prioritise campus
based and immediate concersither than the needs of offampus students

1 An increasing number of students are employed and need support after normal university /
work hours

1 Materials development andtber aspects of quality distance provision do not inform current
budgeting but will need to do so if this a key growth strategy for the future

1 Each different mode of provisiog contact, parttime, schoolbased and ODel, places
different demands on stff and the HR implications need to reflect thisombining a contact
and a distance education class may make sense on a financial spreadshagtultimately

not sustainable because of the incompatible demands it places on staff
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1 The data analytics capilities of an LMS can and should be used to identify areas in which
individual students may be struggling and to intervene-getivelyc thus creating increasingly
personal learning journeys

I There is a need to do financial scenario planning to work letkeven, viability and
sustainability issues before investing in design and development of new educational offerings

¢ this must include the costs of monitoring, evaluation and renewal.
Following the plenary discussion, three focus group discussiore evganized.

9 Focus Group 1 comprised 11 ANU support staff representing the Departments of Finance,
Marketing, Admissions, Media and Registration.

1 Focus Group 2 comprised 10 ANU academic staff (mostly at HoD level) representing the
Departments of IODL, Mag&ommunication, Peace and Conflict, Environmental and Natural
Resource Management, MBA, Counselling Psychology and Quality Assurance.

1 Focus Group 3 comprised 15 ftithe materials developers and distance learning providers
representing Computer ScienceQDL, Library/Information Literacy, Library/Information
Literacy & Research Methods, Business School/HRM & Quantitative Studies in Business,
Religion, Education/Educational Administration, Community Development/Personal Health,
IODL, Education/Human Growtducation, V Caknd Quality Assurance.

The following questions informed the Focus Group discussions:

1. 2 KFG FNB GKS Odz2NNBy (i G NBYRA& ¢prograningeddridmodes? RS Y| y

And what do we anticipate regarding future demand?
2. Should alprogrammes be offered in all modes or should we differentiate? If so, how?

3. 2 KIFEG R2Sa | {2h¢ lyllfteaira 2F !b| Qa SE)\éG)\yEI :
to 1l and 2?

4. Does our current costing model need to change? If so, how?
5. How can engagementith OER contribute?
The responses of the three focus groups to each of the five questions are summarised below.

2KFG FNB GKS OdANNByd G NB Y R ic¢progfamingiiid énodes? AnR@Bhetl y R F

do we anticipate regarding future demand?
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Group 1observed that from an enrolment high of approximate|$@PD students in 2014, there were
3,782 students in the previous trimester of whom 782 were distance and ah000were schoel
based. There continued to be a significant decline in sehaséd student numbershbecausejt was

thought, the focus of CPD for teachers had moved from certificate to diploma and degree studies.

It was reported that 50% of enquiries were businesisited and thatmost of these related to the
MBA. This marked a growirtgend in demand towardgostgraduateand parttime studies also

evident in the 50% of nchusiness enquiries.
It was noted that students had multiple commitments and often skipped semesters.

It was suggested that the Kenyan higher education market hadrbecaturated with providers and
GKIFG FdzidzZNB 3INR g G K YA 3IKelg., Soatls Sudas, an2figldd suciSasdMbs®ad 0 2

Communication and International Business.

It was anticipated that the decline in demand for camybiased provision for the trational 1824-
yearold market would continue but that there was potential for further growth among mature
f SFNYySNAR F2tft2¢gAy3 RAAGEFYOS f ShasdgdANENAE YR YSRALI (8§

Group 2also observed an increasing demand for postgraduatevipion and declining demand for
undergraduate programmes and predicted a growing demand for short learning programmes related
to continuing professional development and graduate competences that could be applied
immediately. It was reported that there wagowing demand from those already in the workplace for
whom parttime evening classes and ODeL were more convenient modes of provision. There had been
significant growth in demand for Peace and Conflict studies through distance leamihiglass
Communicabn. There had been a worrying decline in demand for programmes in the Natural
Sciences, Veterinary Sciences, Agriculture, MathematicsIt was felt that with more than 6BE$

now operating, ANU would need to find a new competitive niche. It was nittedwhile distance

provision had continued to grow, the rate of growth was slow.

It was suggested that potential new markets existed outside of Kenya, and that there was growing
demand fore-learningopportunities in East Africa more generally. It waggasted that Psychology

and Counselling were potential growth disciplinespecially at Masters level. However, it would be
ySOSaalNE (2 AYLNROGS GKS ljdzr tAGe 27F !étitd@a h5S][
support and use of data and ledang analytics. It was felt that there had been a growing disconnect
between distance learning providers within ANU, the IODL office and thetipeattutors with, in

some instances, up tiive weeks passing with no interaction between the various -bgyers.
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Group 3noted the decline in demand for campbsased provisionbut indicated the following

potential new programme possibilities based on a responsive institutional approach:

1 Marketing and activating the already approved programme in Urban Miesstri

9 Blue collaror Technical and Vocational Education and TraiiRgET programmes at
Certificate and Diploma level

1 Finding a niche programme in the field of health/medicirseich asHealth Systems
Management through distance learning

1 Computer Science pgpamme in ICT Security and Forensics

1 Education bridging programme from primary certificate to diploma; and

1 Threemonth CPD programmes in partnership with the Ministry of Educatiociuding
support for development of primary curriculum content and ICTefitwcators

1 Leadership training related teecurityissues

9 LifelongLearning programme for wives péstors

Should all programmes be offered in all modes or should we differentiate? If so, how?

ForGroup 1 in general, the answer to the first question was. It was noted that some potential
students were looking for informal skiltesed learning andVIL Some potential audienceg.g.,
teachers)were very pricesensitive and competitors had been able to offer similar programmes at
lower fees. In generathere had been a decline in demand for full degree programmes, which was
expected to continue. There was a growing expectation that programmes should-beelfidted as

access improved, especially in Masters through distance learning.

Group 2suggested thaODeL provision was not well understood at senior management level, at
lecturer level, by studentandby regulatory bodies. Thus marketing, needed to include advocacy and

orientation regarding the mode of provision.

It was observed that the overall potgal pool of new students kept growing with 6000 learners
completing high school in the previous yearepresenting a potential pool of J@00 students for
each institution. The question would then be what differentiated institutions from one anothdr a

what the attraction would be to study through ANU.

Group 3noted that some students already chose to move from one mode of provision to another. It
was noted that there was no rebate to students for moving from a high cost mode like contact
provision toa lower cost mode like distance learnjhgit students wishing to move from distance to

contact would need to pay the contact fees.
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It was noted that programmes with a practical/workplaeased component could be offered in the
form of a blended block pgramme for example students might study the theory through distance
for two months, be resident on campus for two weeks for intensive practical sessions and then move

into two-week workplacements where necessary.

It was noted that Law programmes weretradlowed to be offered onlingbut that the University

Common Courses that formed part of the Law programme curriculum could be offered online.

The revised schodiased distance learning programme was outlined. It was noted that it would need
to be costed that depending on distance, it might be cheaper to recruit and train locattpaet
support staff than to send staff from the centre for the faceface componentsand that requiring a
weekly online engagement would provide a means of tracking stueieghgement in the seBtudy

and report phases.

2KIFd R2S& I {2h¢ FyrfeaAa 2F !b! Qa SEAadnd2ra aeaid
ForGroupT &aGNBy3GKa AyOf dzZRSR ! b! Q& SI NI ahidhBiRetJiA2zy 2
ingtitutions had shown interest to learn from. Weaknesses included the wide diversity of edAat

by different faculties with Religion/Theology being more active users; but a tendency in some cases

to useeNAZto dump content, including copyrighted contentather than to create coherent and

interactive learning pathwayst was suggested that distance learning had grown too fast and that
many/most faculty were not experienced in this modality. Opportunities included declining costs of
technology creating e possibility to bundle technologwuch as tabletsinto certain kinds of
programmes. Another opportunity was the possibility of governmgminsored student loans even

for study at private universities. A key external threat was the growing number @é ragile

competitors.

For Group 2 the internal strengths were that theNAZplatform had been established and was
operational; that a CPD process had been initiated to encourage lecturers to improve teaching; that
ANU retained a uniquely faitbased and learacterbuilding ethos; and that-8 modules had been
reconfigured for improved ODelL provision. However, weaknesses identified were: too little
investment in materials development and support for-oimpus learners; lack of an integrated and
properlyresourced QA framework and systerand unstable internet in terms of bandwidth and
access. It was noted that if it was difficult to maintain speed and accesaropus, it would be very
difficult to roll out an ICbased approach offampus and especially tonore rural/distant
communities. Opportunities included the increasing overall demand for higher education and demand

in external markets. Threats included the increasing competition; lower fees charged by some
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competitors for similar programmes; lack ofopluct differentiation and a regulatory system

unsupportive of flexible modes of provision.

LG sta FTStG GKSNB gl a ySSR (@thisavoudBeydre a0 Guditof b | Qa .
current practices and the development of new policy @nocedurd guidelines to cover all aspects of

provision.

Group3F St i GKIFG !'b! Qa aidNBy 3l eNvAZpatBMStheAldDL and theé A y F N.
various training sessions that had been availWeaknesses reported included: need for clearer roles
and regonsibilities between IODL and Departments offering distance leamqithg former should

deal with ICT and admistrativeissues and the latter should deal with academic issues. Some regional
centres were thought to be understaffed. Timing issues andktioekon effect of not meeting agreed
deadlines was also a problem. Owantralisation of administrative rights regarding logins and
passwords resulting from system updates or forgotten or expired passwords was indicated as a
problem for distance provisiog it was reported that it might take up téive days to be resolved at

the centre and more if bank verifications of payments were required. It was reported, however, that
IT were considering these issues. It was noted the delaysdatablishing accesssulted in students

being unable to upload assignments i due date and then having their assignment submissions
rejected because they were latét. was noted that many students did not make use of the gmail
account created by ANU and so orientatiopeded to show students how to forward emdilwas

noted thattwo weeks into the current semester, resources had not been uploaded for some modules.

Does our current costing model need to change? If so, how?

For Group 1 the costing of distance learningrgvision had not been very sophisticated and
unexpected costs had then needed to be addressed such as tutors and materials renewal. It was felt
that Faculty had become demotivated and were increasingly unwilling to develop supplementary
learning material®ven for contact provision. In general, fees had been set based on tuitionasnly

well as benchmarking among competitpfsut did not take account of the costs of materials,
managing the LMS, or support for managing throughput. Some preliminary cosyngénance
suggested that to cover the costs of quality distance provision, ANU would need a staff:student ratio
of 1:67.

Group 2suggested that different modes of provision needed to be costed differently. However, it was
felt that a better understandingvas needed of how IODL and ODeL worked, how ICT could best be
used (including making provision for wheMNAZis offline) and generally a need to budget for

improved support.
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How can engagement with OER contribute?

Group 1felt that OER could help with tirenewal ofeNAZand distance learning resources as part of

a threeyear curriculum review cycle, and the sourcing of learning resources that promoted more
independent learningout that there was need to provide motivation and incentives for staff to eefin

and review learning resources.

Group 2felt that the costs of developing learning resources should be covered by student fees, and
this shouldinclude the costs of supporting the development process, evaluation and renewal process.
It was noted that evelif OER were used, it was rare to simply be able to adopt and that some time
was usually needed to adaptbut that this time would be less than starting from nothing. The goal
should be to ensure that appropriate materials were developed/sourced for ewmeitybefore the

start of the unit.

Group 3had already noted several possibilities for new programme offerings. It was noted that having
grappled with many issues related to ODeL provision, ANU could formalise training programmes on

these issues to traistaff in other institutions.
In closing remarks, it was suggested that:

1 Materials development might be undertaken by a mix of internal and external ptaffided
the budget catered for payment

1 There was need to audit current provision to decide whichgpammme/mode combinations
should be phased out and which upgraded

f ANU needed to identify its nichea 2 K G A & | b In atoyhgefitiye edvRoNdeat
this would increasingly be related to the quality of provision and the quality of graduates and
what they subsequently went on to do

1 It might be useful to develop a basic ICT skillseiZisage video for all students (something
they could take away and revise as needed)

T hyS LI NIAOALIYGE O2YYSYGSRY da2S R2 gyl G2 €SI

In a reflection meeng with the DVC Academic at the end of Day 1, it was noted that while 2010 to

2014 had been a period of growth, ANU was currently in a period of declining student numbers;
although distance learning continued to grow, albeit slovlye MoU with OER Ada/Saide had been

2yS 2F GKS LRaarofS F2dzyRIGA2ya F2NJ ySég INRGUK |
0ST2NB GKS D vdstnoted e while Sghédibsed learning had been initiated in

2007/2008 and distance learning only in 20@9vas now recognised that schemhsed learning was
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really a form of distance learning (with the attendant challenges regarding materials development and

distribution and decentralised support and assessment).

It was observed that QA processes at ANd baen undersstaffed and underesourced in the past

but that a new person was being transferred to QA and that the university intended to go through an
International Organization for Standardizatid®sQ certification process. The university was in the

short term preparing for a CUE-aecreditation visitlt was noted that ANU, like most universities in

Kenya, made extensive use of pme staff and this militated against continuity in materials
development and learning support processéiswas furtrer observed that there was need to

rationalise distance provision and that the combining of ursl@inscribed contact and distance classes

had been for economic reasons only.

LG ¢l a adaA3SaGSR GKIG GKSNBE 41 a y SttRhowiudemt®K I y IS
fSENYe FYyR (2 Y2NES Al g/1GS BNR Y2 yiS2 SNIK2R ' yR 2y S
NEFfAaAy3 !'b!Qa O2NB @l tdzSa 2F OKINIOGSNE O2YLISI
on real life authentic tasks and a blendindadal and global perspectiveBeachereducation should
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It was suggested that OER Africa might usefully support ANU going forward in the following ways:

1 Help to cevelop an integrated QA model

1 Provide mentorship téhe new IODL Director on ODeL provision.

Thesecondday of the visit involved Day 1 of the OER Africa convening, in which the DVC Academic,
the Director of Research and a nhominated representative of I@plesented ANU. Representatives
from the other OER Africa partner institutiorfgiz. University of Pretoria Veterinary Sciences,
University of the Free State Centre for Teaching and Learning and the Open University of Tanzania

also participated

In opering remarks, Catherine Ngugi (OER Africa project leader) and Neil Butcher (OER Africa
strategist) observed that while OER could enable increased access to content and different ways of
engaging with that content, university systems often militated agamestagogic transformation. It

was noted that ICT access and connectivity remained constraineduipus in all contexts.

In a provocative and wideanging opening address on the need for pedagogical transformation, Prof

Ahmed Bawa, CEO of Universities Soifrica, argued for the need to find a balance between the
AYKSNBY(G O2yaSNBFiGAaY 2F dzyAOSNBAGASA O09KAOK &as
rather because of considered reflection), the need to engage with current changing contextual
realit A S& yR ySSRaZ FyR (KS ySSR (2 ydNIdNBE ai2Y2N
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He concluded that there was need to:

1 See higher education in the context of pasthooling more widelye(g.,including TVET and
adult education)
1 Address the increasingly eked gender balance in Higher Education participation and
graduationg KA OK adzZa3SadSR GKS ySSR F2NJ I 3ANBI G§SNJI
1 55St21L) I Gaz20Alf O2yGNYXOG o0SGs6SSy KAIKSNI

discussion remaris

David Wiley, CEO of Lumkearning, then spoke via Skype about the ways in which OER could support
pedagogical transformation by, for example, enabling more learners to learn by doing things with
resources and doing things that were not possible befeteh as remixing and reing them. He

NB ¥ SNNB R i 2andlysisiofigo®sudies Wrbelfdctive student learning as a useful resource.

(Wiley, 2016)

Ly NBaLkRyaSs .lglt &dz33SaidSR GKIFG GKS y2iA2y 27F ¢
teaching and learning, resedr and outreach, what we understood to constitute a graduate (a
GO2YLX SGiS¢ SyaAaAySSNI N GKSNJ GKIy 2dzald az2YS2yS 4K
0KS dzyAGSNEAGEQA NBfFiA2yaKALl gAGK NBIdzZA I §2NE | d
Partner institutions then identified sne of the following ways in which OER was supporting

pedagogical transformation:

1 Increasing student access to content

=

Enabling student development of content

9 Sharing content through institutional OER repositories and creating links with other
repositories

91 Incorporating OER into materials and sharing back the remixed/reversioned materials

1 Developing a basic skills portal which students could be referred to for support across
programmes

1 Revising existing materials to make them more activdged

1 Incorporatng a greater variety of media to address a wider range of learning needs and

learning styles

1 Including engagement with OER in CPD processes.

The first day of the convening ended with a debate which helped to foreground the difficulty of trying
to effect meaningful change in pedagogy considering a host of other logistical, resourcing and capacity

challenges.
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The third day of the visit and the@=condday of the OER Africa Convening began with an exploration
of action research and participatory action reseafelcilitated by Prof Pieter du Toit from the
University of Pretoria. It was observed that whole brain analysis studies tend to negate the notion of
a profile for a¥ypicakstudent or staff memberand suggest that understanding is more likely to be
arrived at using a multiplicity of methods and encouragement of a multiplicity of viewpoints, as would
a Participatory(action research process. He argued that action research cycles might be informed by
a deficit approach (emphasizing identification of prabfeto be solved in practice) or an asset
approach (emphasizing possibilities to be explored in practice) and would likely lead to new action
research cycles that might spiral up into enhanced understandindfaiticipatoryCaction research

the focus ison interpersonal rather than intrapersonal meaningking in scholarly communities of
practice (du Toit, 2016)

This led into group and plenary discussions on the practical implications of seeking to use PAR to
understand and support pedagogical transfotioa. It was realized that PAR could be used not only

to investigate ways of designing and developing better materials and colseslsoto understand

and act on a range of supporting issussch as policies, training, modelling, curricula, reseanth

impact.

It was suggested that for this to happen effectively, there was need to address the following

requirements:

Clarity on the questions/issues to be explored

Diversity of participants, viewpoints and contexts
Ethical clearances

Collaborative guidare from experts/more capable others
Closing of evidence/data feedback loops

A praxisoriented culture

=A =/ =4 =4 4 4 -

A realization that student pass rates are not the only measure of success (retention and
throughputcould be increasedimply by making everything easier)

1 A greater value and recognition given to quality teaching

1 While focusing on OER policy and OER use being open to tangential research and Jearnings

e.g.,about governance and leadership.
Various challengesilitate against using PAR, however, which idelu

1 Changing staff (although careful reporting on the process is useful, a report is not a substitute

for a lived experience).
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9 Time constraints (due to political interference, funding constraints, increasing &iration,

T

extensive moonlightingg although more inclusive job descriptions, conditions of service and
better work allocation models can help, PAR remains a-iovesuming methodology.
Disciplinary research and publication by individuals is usually valued more for promotion
purposes than group pcesses oriented to improved practices of teaching and learning.

al N] SGLX I OS LISNELISOGAPSaY WLT @2dz NB 3I22R

Partner institutions subsequently provided insights into the range of ways they were making use of

AR and PARparoachesKey focus areamduded

T

ANU was using action research in a CPD programme in which teachers reflect on, change
practice and evaluate impact; those who complete and write up the process earn a formal
gualification.

UP veterinary sciencasas using PARprimarily to evaluate the impact of their new block
system of teachingn which there is a concentrated focus on one issue at a time instead of
several in parallel.

OUT had used a PAR process in developing a CPD programme for staff in digitabihakim
developing a supportive OER and Open Access policy framework

UFS used a PAR approach in#tedule makeove@processes which involved using data to
identify a need for change, planning and implementing change, using data to evaluate the
impact of the change and revising if needed. It was observed that sometimes student
performance goes down initially because it takes time to adjust to a new approach and/or the

new approach is more appropriately challenging.

Institutional groups then reconvened trevisit their OERelated research agendadmong the ANU

delegates, ti was observed that there had been limited progress on the ANU research agenda

previously agreed. Seven key focus areas were identified:

1.

Ascertaining who is using OER at ANU and howag observed that a casual inspection of
materials uploaded t@NAZllustrated great diversity, no or few materials uploaded; notes,
summaries, handouts only uploaded; extensive uploading but also including copyrighted
materials. Although it would seemmseful to try to quantify this and establish trends, it was

not clear who would have the time and inclination to do so.

Evidence of impact of OER integration/changed pedagogy. It was thought that it was
reasonable to expect thahaving worked on a course set of materials to improve it, student
NBGSydArzy FyR LI aa NI}IGS&E s2df R AYLNROSE ai
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and staff satisfaction would increase. It was currently not clear to what extent the current CPD
programme was contributingp this kind of understanding.

3. Formal research in the form gbstgraduatestudies, articles published, case studies written
and papers delivered that relate to OER and/or improved pedagogy. It was understood that
some ANU staff were busy with formal stesliand/or publicationgout there did not seem to
be any formal tracking of outputs from these initiatives.

4. Student takeup and satisfaction with OER. It was understood that this was central to a PhD
study in processbut since the staff member was payiffigr his own studies, it was an
individual rather than an institutional initiative.

5. Library holdings/capacity/curating of OER (this was a new area that was thought might
usefully be written up and linked to OpenANU).

6. A write-up of the CPD programme would bemething worth sharing; and in time a meta
analysis of trends across the various studies.

7. Research into trends in student demographics would be important for future planning.

In a plenary panel discussion at the end of the day severalaalay messagesere shared, of which

the following seemed most pertinent to the work at ANU:

9 Institutional and personal transformation go hairdhand

1 Internationally, there is recognition of the need for continuing professional development of
faculty and tutors

1 Institutions need to become responsive in terms of what they offer and how

1 The key purpose of pedagogical transformation is enhanced student sudmeisthatis more
than just pass rateg it is about graduate competences and the ability to work at the upper
evSta 2F . t22YQa& (il E2Khewng dangdddiieiagy | £t R2YIF Ay a

9 Institutions need to put measures in placertrogniseexcellence in teaching

9 Institutions need to adopt a PAR approach ttdit for purpose for them

1 A systematic focus on movingwards resourcdased forms of teaching and learning is
needed

1 We need to encourage disciplimsed pedagogical researahg., Mathematicians making
contributions to our understanding of Mathematics Education

1 Openness is complex

i Transformation and innov@n are not the same we are often have too much of the latter
at the expense of the former

1 Openness involves building on what has gone before
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1 We need to identify and overcome the systemic barriers to good teaching and learning.

Day 4 was devoted to anternal OER Africa Working Group meetifigwas noted that since the
November 2015 visit to ANU, the IODL Director and Deputy Director had resigned and the QA portfolio
was in process of being+assigned. At the time of the visit, ANU was also busy pregdor a CUE
re-accreditation process. It seemed clear also that the quality of distance learning provision had

declined further, even though this was the only modality that had shown consistent, if slow growth.
The following recommendations flowed frotimese realisations and the foregoing discussion.

1 There was urgent need for senior management to convene a meeting of relevant HoDs to
address the current distance learning modules for which resources had not been uploaded.
At the very least, it was felbtbe an easy task to upload the course outline that had been
developed for the contact provision as well as the assignments required for the trimester.
Parttime staff and/or postgraduate students could then be trained by IODL to source and
upload relevanOER.

1 In the medium to longer term, it was felt advisable to audit current provision and identify
programmes that had not been and showed no prospects abling financially viable, to
close enrolment in these programmes and to teach them out.

1 Current ppgrammes that had potential if fmvested into and new programmes with
apparent potential need to be costed before investment to work out the breakeven numbers
required and a judgement made about whether the market could likely sustain this number
of students. This required costing to take cognisance of initial design and development costs,
implementation costs (including updating of assessments each trimester), and monitoring,
evaluation and renewal costs for each mode of provision. It was felt that uddvquickly
become apparent that not all programmes will be viable in all modes.

9 It was suggested that all programme offerings at ANU should adopt a resamgtectivity
based approaciwith eNAZas the backbone for all modes of provision. This has dvartage
of ensuring that there is equivalence of content, level and demand across all modes of
provision; it also means the costs of this development and subsequent renewal can be
amortised over all students enrolled in all modes of provision over a theae cycle. It would
mean that contact sessions in all modes of provision can shift from content transmission to
interactive engagement and problesolving whichwould help to develop a wider range of
graduate competences.

9 It was suggested that the focud ODeL provision should shift to shorter CPD programmes

and away from long undergraduate programmes for the short to medium term. Shorter
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programmes tend to have higher retention and pass rates and generate greater numbers of
repeat students. Ongear ful-time equivalent programmes in management for different
sectors might usefully be consideresuch asManagement training for school HoDs and
Principals, Management training for Senior Nursing StaiManagement training for Senior
Police and Army dffers. Also, trimestelong certificate programmes in various aspects of
business might help to address the growing demand forijusime learninge.g.,Certificate

in Writing a Business Proposal or Basic Financial Management or Quality ManagEment
these certificate programmes could subsequently be offered as partial credit towards a BCom,
some students would likely make the transition into the degree. Once ANU had established a
reputation for quality ODeL provision, and built the supporting systendotehis, it could

then begin to diversify.

1 It seemed likely that the demand for falme provision and residence on the main campus
would continue to decline. It was felt that contemporary students were rtakkers who
functioned best amid the hustlena bustle and not in contemplative retreat. However, this
opened up the opportunity to offer a new kind of blended programme. If Saence,
Technology, Engineering and Mathemati8FENL ICT and possible new TVET programmes
with a strong practical elenma were reconfigured so that all the practical work could be done
on campus in residence in a concentrate- to three-week block, with the more theoretical
aspects covered through wedkesigned and supported ODeL, it would create a more flexible
study qotion that would allow even workers to take leave to engage.

1 Considering the problems of access and bandwidth in some contexts, consideration might be
given to providing students with a Poodle version of their OBMR/Zcourse to work on when
they were notconnected.

1 Also, following a discussion over lunch on Fridaiag, it was felt that the campus lent itself
to third stream income through event hosting. If this were tied to an MBA programme and
maybe some shorter programmes in events management, ibtiig possible both to offer a
high quality practical programme and generate revensiace most of the work would be

done by the students.

' FGSNI GKS O2y@SyAy3 YSSGAy3 Ay al & -aconedimtion yR ! b

process, the universitggppointed a new Director for IODL.

During August 2016, several email exchanges took place. Also,-toffeee meeting was held in
Nairobi involving the OER Africa project Director, the new ANU IODL Director and the ANU DVC

AcademicAt this meeting, thdollowing short term goals were collaboratively agreed:
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1. Proposed ANU Business Modélwas agreed that the ANU team would review the proposed
model provided to them. Input would be requested from IODL, Finance and other key stakeholders to
enable ANUd arrive at a clear picture of all the implications of adopting the proposed model. The
new IODL Director would eardinate one or more internal meetings to this end and collate written
feedback tothe candidate2 y ! b! Qa LINE LJ2 @eS &y amedmerfistadititionNRey 6

would propose to the model and any thoughts about how/when to implement it).

2. Materials Development PlanAn internal meeting was to be convened to ascertain the most
popular ANU programs for delivery via distance/mixed mode. e step would be to prioritise
which courses needed materials development to fill resource gaps and then to plan a sequence of
materials development to fill those gaps. Discussions were also to be held about the best possible

coursedelivery mechanisms(g.,interactive online manuals gstatic printouts).

3. ANU ODeL Conferencalthough this was a wideanging discussion, it was agreed that ANW ha

sufficient experience and expertise to organise such a conference. It was suggested that such a
confererce would be an opportunity for ANU to demonstrate leadership in the field through frank
interactions regarding the following: opportunities afforded by OER and DE for delivery of high quality
education to a diversity of students; challenges posed by ctrregulatory systems/policies to

delivery of high quality education using resoutmsed DEand the need for capacity building of

faculty and students to ensure best practices in moving from-fadace toablended mode of higher

education programs. Was recognised that the currenaBinetSecretaryf 2 NJ 9 RdzOF G A2y A& «a
NEBETF2NXé¢ 2F GKS SRdzOl (lahdthat thisdhfer2idd nightN@ an appriogtide 6 2 | NJ
platform for higher educatiorpractitioners across Kenya and the region torshstrategies with the

Cabinet Secretary, for positive reform of not jushigher education but national and regional

education systems more generally.

5.4.3 Study visit

Following on from the discussion held in Nairobi in August 2016, and after furtlveisdien by email

and Skypethe candidatefacilitated a study visit to South Africa for the new IODL Director. The
purpose of the visit was to provide an opportunity for reflection and support regarding the three goals
agreed in August 201@ut also to ceate opportunities for the new I0DL Director to benchmark
guidelines and practices with SaidéP UDEUnisa and North West University Unit for Distance

Education Appendix 4.5 ontains the collaboratively developed agenda.

One of the most significant chgas introduced by the new Director of IODL was to relocate

accountability for distance provision back to the relevant academic departments, repositioning IODL
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During the study visit, the following outputs were achieved:

1 A new ANU business model proposal
1 A budget for an Open Education conference to be hosted by ANU in June 2017
f Identification of potential fundet F2NJ ! b! Q& YIFI GSNAIFIfa RS@St2LI¥S

5.4.4 Wrapping up and handing over

As noted earlier, part of the intent for this study was that it should be completed in time to inform

l'b! Qa yS¢ adNFXGIS3IAO LY I yihdd/ ¥ R D Bridie S@aSHi@eYo aduli M T @ Ly
time position at the University of Pretoria made further visits to ANU difficult. Accordingly, a further

visit was planned to ANU for November 2016 to follow up on the three goals agreed previously and to
introduce a nev Saide colleague, one of two who would support ANU to the end of June 2017 and the

end of the current OER Africa grant peridghpendix 4.6contains the collaboratively developed

agenda both as planned and as it materialised in practice with Section 3.2, the narrative

presented here was developed specifically for this study but a draft was shared with ANU prior to
inclusion in the form of a Repof#ays, 2018). In the version included below, the names of any ANU

individuals have been removed wherpopriate.

Day 1, Session 1 involved a discussion between the OER Africa consultants and the IODL Director and
core team.The focus of this first discussion was the development of a Call for Papers for the Open

Learning conference planned for June 201hsTEan be found iAppendix 4.7
In addition to the call for papers, the following issues were discussed as Hfgti@gtivities for IODL:

1 Meeting with the ANU conference committee to align planning for the Open Learning
conference with established confamnce hosting protocols

1 Meeting with Marketing to maximize the marketing and communications impact of the
conference

1 Meeting with Finance to finalise the budget

9 Finalisation of the conference committee which is likely to include: The IODL Director as chair
and each member of the core team taking responsibility for one of communicatibsact
management and programme development, working with finance on conference invoices,
receipts and overall budget, the OER Consultantadagsors,as well as represeatives of

Faculty.
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It was noted that there was need to formally invite keynote presenters even though these

would be from OER Africa/Saide (in line with the nature and purpose of the conference and

to reduce the costs thereof).

The meeting then discussedeasures to ensure the quality of ODeL provision. The following

points were noted:

(0]

In the academic environmengaining buyin and developing a culture of quality is likely

to have more impact than a control and sanction approach.

It was noted that in the ast, development of materials and support for distance learners
was regarded as additional work for which extra payment was made. With the combining
of contact, paritime and distance classes, the incentive of extra payment fell away and
staff motivation acreased. It was noted, however, that pdirne staff still needed to be

paid for the work they did for distance provision.

It was suggested that new contracts include materials development as part of the job
rather than as a separate additional requiremigbut that work time allocations would
need to take appropriate account of this.

It was suggested that the materials development associated with distance and online
provision should be part of the performance management system of academic staff within
their teaching and learning portfolio.

It was suggested that a monthly meeting of HoDs, including IODL, could be used to flag
problem areas needing attention (as happens at the University of Preforiaxample).
Where module coordinators do not meet thexmected and contracted minimum
requirements, and where interventions by IODL with the relevant academic staff do not
result in improvement, the issue needs to be escalated to the Head of Department as line
manager, and possibly eventually to the appropgiflirector.

It was noted that minimum requirements as well as a calendar of events and deadlines
needed to be communicated with all relevant staff in advance with regular reminders of
looming deadlines.

It was noted that there was need to monitor the aatwse ofeNAZagainst the expected
minimum requirements.

It was noted that management of contracts, performance and claims oftpaet staff

were all tasks that required attention.

It was noted that the above three tasks needed to have dedicated stdftiare and be

costed accordingly.
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o It was observed that data analytics should be used to help identify areas for focused

improvement. This is the focus of another Saide project yas®.siyaphumelela.org.za

Day 1,Session 2vas chaired by the DVC Academic and involved the Director of I0DL, the Financial
Director, the Assistant Director of ICT, the HoDs of Theology, Mass Communication, Business

Management and Education, as well as the two OER Africa consultant

It was observed by the DVC at the outset that distance education was considered an important
strategic initiative and that ANU was therefore keen to understand the costing and resources
necessary to enable sustainable quality provision. He observedrtiratJanuary 2017, ANU would
have an additional DVC with responsibility for Administration, Finances and Plabninghat

processes had already started in preparation for the development of the new strategic plan from 2017.

The meeting was then informetthat due to K S O ynkbkeRrbnii Saideito the University of
Pretoria, OER Africa would support ANU to the end of the grant in June 2017 through two new Saide

staff members.

The candidataghen led the discussion on the proposed new business modeldbasea discussion

document and presentation supplied separatdie following issues arose in discussion:

1 InSouth Africathere was an increasing trend among cantpased students not to attend
classes due to competing demandsch as working to pay fe@r supplement their bursary.
There was therefore an increasing demand fiBBA students for online access and support.

T LG ¢l & 20aSNIBSR ( kbased grovision & a SubsktMByorkpldaeeK 2 2
provision.

9 It was observed that eNAZ should bged not only to provide access to contebtit also to
support learners and to encourage active engagement.

1 There was need to think about additional ICT support for more remote students.

1 Currently eNAZis required to be used for DE programmes only. Altio eNAZ is
recommended for use also for falme campusbased provision, currently most use is made
of CAMS which lacks the interactive elementeNAZ

1 ANU is encouraging use of Turnitin which integrates well alitAZ

9 It was noted that not all programes would be able to migrate &NAZin 2017. Ratheit was
suggested that new programmes and updated programmes should be designed for ODeL
provision based omNAZas the core and then additional layers of conthesed support
might be layered on (ahtreasing cost) for workor schootbased provision, patime studies

and campusbased provision.
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While the draft business model discussion document argues for differentiated fees, the trend
at ANU has been towardgandardisingees, at least within modeof provision. However, it
was acknowledged that it is necessary to understand the actual costs of offering different
programmes in different ways.

It was noted that the allocation of costs and income for university common courses needed
to be clarified.

It was greed that the OER Africa consultants should meet with the ANU financial manager to
explore the costing of ANU DE further.

It was agreed that the new strategic plan should clarify the revised role of IODL and the
budgeting thereof as a service depaent.

It was suggested that ANU should undertake a study of institutional bandwidth usage across
different modalities of provision.

It was agreed that there was need during marketing to emphasizes and explain the
implications of an increasing online commamt in ODeL provision, to provide adequate
ICTENAZorientation on registration but also to provide ongoing support thereafter. (At the
University of Pretoria, the Unit for Distance Education employs students in diparbasis

to run a calcentre.)

It was noted that increasingly the trend is towards use of personal mobile devices rather than
establishing new computer labs.

It was suggested that there was need to explore alternative assessymardb as audio
assignmentsto make better use of the affalances of ICT and to reduce costs for both
students and ANU.

Thesecondday of the visit started with a discussion between the ANU Finance Director and the OER

Africa consultantsThe following points arose:

1

It was agreed that there was need to undertakeasting exercise to check viability prior to
investing in the development of new programmes, regardless of the mode of provision.
Various kinds of payment schedules were discussed. It was suggested that fensdarhe

year programmes, it was not unreanable to expect payment of fees in full-tipnt.

It was noted that time for development of learning materials would vary depending on the
experience of the developer. Time needed to be allocated for involvement in programme and
unit design as well as @@l materials development. The development time per one hour of
student learning is likely to range from 5 hours for pidatsed materials ta5 hours or more

for fully online interactive materials.
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It was reported that a materials development fee had beelded to distance education fees
(currently about B USD/Unit).

It was noted that in contact mode, it was usually the case that materials were developed as
needed. However, in DE and online mode, the materials need to be developed in full at least
one trimester in advance so that everything is ready for use from Day One.

It was noted that ANU might need to contract out some materials development and that this
is often done in distance provision, although the relevanttiole module coordinator should

still be accountable for the overall academic quality and integrity of the materials.

It was observed that feedback on assignments is a critical teaching opportunity in distance
and online learning and time allocation/remuneration of fahd parttime stéf should be
commensurate with the provision of quality feedback.

It was noted that there were currently about4D0 distance studenidut these were split
across so many different electives that most classes were too small to be viable.

Current internalmodelling suggested that for a single unit involving provision of materials,
two assignments, an examination and support in the form of dacface classes or
video/computerconferencing on two occasions, 29 students would be needed for viability.
Most curent distance groups werdowever, smaller than this.

It was noted that at scale, often design and development, ongoing support and marking are
disaggregated functiongather than being managed by the same person as in contact
provision.

It was reportedthat most decentralised distance education support centres had been closed.
For faceto-face contact sessionten, distance students now need to travel either to Eldoret

or the main campus in OngafRongai. Therefore, other alternative means of providin
support such as vide@and computerconferencing are being trialled.

However, the move to more digital support comes with its own gosith tutors now
requesting payment for extra bandwidth and-time, for example.

There is similar diversity in ICHills among fultime and parttime staff as among students.

It was again suggested that sha@@PDcourses lend themselves to sustainable high quality
distance provision.

The Finance Manager noted that trends in student demand suggested possible further
expansion of distance provision in the fields of counselling, peace and security, monitoring
and evaluation and the MBA. However, it was noted that IODL had identified the BCom as a

focus for redevelopment.
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1 TheFinance Managendicated that the Saide/Nadea costing tool was a useful addition and
he would workshop ANU assumptions with IODL to help them to undertake scenario planning

ahead of recommending new programmes for distance provision.

The balance obay2 was spent travelling to/from and participag in another OER Africa meeting
outside of ANU.

On Days 3 and 4, the OER Afgcasultantsmet with several ANU staff who had been part of the
process of engagement between ANU and OER Africa from the beginning with a view to canvassing
their views on tle three agreed goals for the remainder of the grant, ginew business model, a

conference and the redevelopment of one programme for dual mode provision.

The following ANU staff shared ideas in these discussi®espondents 1, 3, 4, 5 from the core
comdzt GF GAPS IANRdAzL) ARSYGATFASR SINIASNI owSalLRyRSyl

unavailable) as well as a representative of ICT support services.
The following issues arose:

On the business model

1 The key principles of the business model wer@eagally supported with one respondent
O2YYSydAy3aYy aL fA1S AGT L GKAY1l AdG OFyYy 62NJ ¢
about staff workload as reported below.

1 Currently eNAZ use was restricted to distance provjssonlecturers working with futime
students needed to work with a training platform within eNAZ.

1 There was a challenge in eNAZ in closing a forum to new postings.

1  Where lecturers already used eNAZ for both camipased and distance learners, they tend
to use the same learning reso@xto ensure equivalence of provision.

1 Use of digital resources amdlearningwas expected to grow.

1 e-Learningshould be dynamic there should be space for students and lecturers to explore
emerging ideas and practice®ut this should be balanced agatrithe regulatory requirement
that the accredited curriculum should not change by more than 30% (if this need arises a new
programme accreditation application needs to be started).

1 The notion of equivalence of curriculum outcomes and content across diffen@des of
provision was supported with the caveat that methods and processes for attaining them vary

between modes.
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The target audience for provision needs to be considered in the curriculum design stage. If a
programme is to be offered globally, it muake cognisance of the different contexts in which
people are studyinge.g.,the policy examples and debates in different countries.
LG ¢la &adzaZasSadaSR GKFG GSFOKAy3a 2yfAyS G221
campusbased class. One respondéi NB Y| N] SRY aO2NBHAA§ 3¢ 5Py RA
faceto-F I OS LINPGAAAZ2Y o a delefabieasons oNisa & Fdzf € @ ¢ K SN,

o It took more time to mark and upload digital assignments than to mark and return

physical assignments.
o Class sizes onk were larger than in contact.
o0 Online students required a lot more following up as they regularly missed deadlines
RdzS (2 O2yySOuA@AGE FYR 20KSNJ OKIttSy3asSa

0 The time allocation/remuneration needed to reflect this.

o Off-campus tutorsalso needed support with additional bandwidth and airtime.
It was observed that camptsased students also paid additional library, computer and
medical aid fees that were not paid / may not be paid by distance learners.
It was noted that in future the ephasis in online provision would likely move away from the
establishment of computer labs towards the creationVdFFienabled spaces, which might
well be rented for purpose and when needed, in which students would work on their own
devices. However, u2 ¥ O& o6 SNOIF ¥Sa NBYlIAya SELSyargsS az
0SGGSNI Y2RSt ¢ F2NJ RA&AUIYOS YR 2yftAYyS LINROJAA,
It was agreed that there was need to maintain an ICT-Hekk to support both students and
staff.
It was observed that the practice at AMIfhaving a central technical ICT support team to
design and update ICT systems and infrastructure and decentralised support staff able to
support staff and student users with their use of the system is also the approach used in most
RSAuniversities.
With growing numbers of fulime and parttime staff using the online learning platform,
there is need to find a way to monitor staff engagement automatically, as is already possible
with students.
I'b! Q& FdzidzNB Ay i Sy A 2ins tolthe ANNBIFlE: theSestdblisied @A R dzl f
practice also at mogRSAuniversities. This allows use to be tracked for each individual; and
students, for example, who use thW/i-Fifor non-academic activities will quickly find their

bandwidth allocation exhausted and ileed to buy additional data themselves.
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1 Concern was raised about the authenticity of some assignments. It was noted that setting
timed assignments could alleviate thimit that it was not usually possible to guarantee that
all students could get accessline for the required period.

T LG o6& FdZNIKSNI 20aSNWSR (KFG !'b! Qa OSydNXft Y
but discrepancies between performance on formative and summative assessment
performance suggests that some students pay other petipbo their assignments for them.

61 O2NREffINE A& G(KS INRgAY3I AYyOARSYOS 27F LI NJ

On the conference

1 The idea of a conference to build a body of practice to inform policy and regulation was
supported. It was obseed in this regard that a collaborative engagement with service
providers had been successful in helping to lower bandwidth costs for educational purposes
and that a similar consortium approach was in process to lobby for reduced licence fees for
software

1 It was noted that qualifications gained through ODeL are not universally recognised in Kenya
and that some institutional leaders actively discriminate against ODeL graduates. It was noted
that this reinforced the need to demonstrate equivalence of qyaitd outcomes.

1 It was observed that changing a way of thinking is afimesuming process and that a single
onceoff conference would not have much impact. Therefore, it was proposed to form an
association that would have regular conferences and otherattions to build a community
of practice and influence.

9 It was noted that in Business Statistics it was already the practice that both campus and ODL
students received the same resources and wrote the same examinations at the same time.
The relative sutess rates can then be tracked and appropriate interventions designed as
necessary.

1 It was suggested that Departments needed more autonomy to manage their own budgets
sometimes activities would have been planned but then the Finance Department might sa

there were no funds because of undenrolment/overexpenditure elsewhere.

On the redevelopment
Interviewees were asked if they would be willing to continue to act as a reference group providing

feedback on ideas and suggestions going forward. All agreleigct to their availability.

Quality Assurance
The OER Africa consultants also met with the new QA Director. It was observed that the central role

for QA envisaged in the draft business model was consistent with the emerging strategic planning and
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qualty assurance alignment currently in process and the increasing move towards documenting
policies, procedures and processes, auditing them and updating them as needed. An immediate
concern for IODL was to ensure both student and staff engagement of cioadiisure retention and
4dz00Saad 5ArAadGkyO0S tSFNYAy3I FyR Lh5[] ¢SNBE (1S& (2
partnerships and collaborations were also seen as central to the new strategic plan and this accorded

well with both the OEPpromoted in the draft business model as well as the idea of a national

conference and association.

Discussion with the IODL on redevelopment

It was agreed that the BCom would be the first focus for a redevelopment initiative.

It was observed that many staff hadtriween trained to make best use of eNAZ to support meaningful
learning.It was agreed that capacHyuilding requires a suppoprocessrather than a onceff event,

but that there was some urgency to support staff in developsogircing adapting and tken uploading
resources in ways that promoted engagement. It was agreed that there should be an initial
engagement in January 2017, with follow up support visits in March and June and ongoing

communication in between.

It was agreed thathe candidatewould prepare a concept note for potential future fundingut that
sincepreparing the full proposal would be tim@nsuming and involve engagement with potential
partners someone else would need to complete the full proposal, submit it and respond to the

feedback from the funders.

5.5 Sustaining the conversatiar2017 and beyond

As noted in the above discussion, OER Africa will continue to support ANU till the end of the current
grant period in June 2017 through workshop visits in January, March and Juna®tulminating

in a national conference hosted by ANU in 2017. However, the support provided by OER Africa will in
future be provided by other Saide/OER Africa personnel. Depemditige success of the additional

funding proposal process, the converisat might continue beyond June 2017.

5.6 Reflection on process

After a positive start, the process of engagement between ANU and OER Africa stalled due to staffing
and costing challenges. In addition, the PAR project model has not yet fully bornesfiuhias not

been possible to follow through on many of the agreed activities. However, with a new business model
and strategic plan in process and a series of activities already planned for January, March and June

2017, it seems possible again for the RédRroach to be more fully realised.
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It seems clear from the engagement between ANU and OER Africa that implementing a new business
model is a process over timether than a discrete evepand that sustained engagement with OER
at an institutional leverequires that it be part of the business model and strategic plan and not a

discrete activityThe implications of this are explored in Chapter 6.
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Chapter 6: What have we learned?

¢tKS 2yfeé (NHzS SRdzOI GA2y O2YSa werskoNBeddaniandd K S
2T GKS a20Alf aAiadda GdArAzya Ay 6KAOK KS FAYRA
certain ideas or to form certain habits in the child, but is there as a member of the community

to select the influences which shall affélse child and to assist him in properly responding to

IKSaS AyFtdzSyOSa X 9Rdz2OFGA2Yy Ydzald 0S O2yOSA DS

that the process and the goal of education are one and the same thing. (Dewey,pl©29
291-295).

6.1 Introduction

In line with the quotation from Dewey abovehis chapter providea summary of what the research
conversation has suggested with respect to the problem statement and research questions posed at
the start of this study in Chapter 1, not in the leélihat final answers have necessarily emerged but,
more likely that we can consolidate learnings to date as the basis for the next phase of a more nuanced

conversation. The outline of this chapter is illustratedrigure 6.1

Key
learnings

Interpre-
tation

Signift Short
cance comings

Figure6.1: Overview of clapter 6
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6.2 Summary of key learnings

The overarching question for this study, as for the wider project, was:

What conditions are necessary for successfully mainstreaming the use of OER in support of
curricular and pedagogic transformation in a mixed mddEl such as Africa Nazarene

University?

In trying to formulate possible responses to this central question, it was necessary to explore the

following subquestions:

1. What kinds of pedagogical transformation are envisaged at ANU and within what timeframes
I NB (KS&aS OKIy3asSa SELISOGSR (2 65 AyidiNRRdIdZOSRK
understanding of the transformative educational potential of OER?

2. To what extent carthe use of OER constitute an effective catalyst in driving or supporting
these ewisaged pedagogical changes?

3. In what ways can a focus on pedagogical transformation serve to embed effective OER
practices into mainstream institutional activities and systems, rather than these practices
operating parallel to the mainstream?

4. What opporturities already exist within ANU that can be used to drive this kind of pedagogical
transformation and how can these opportunities most effectively be harnessed?

5. What policy, procedural, systemic, cultural and logistical challenges and barriers inhibit these
changes within ANU?

6. What strategies need to be implemented to overcome these challenges?

7. What levels of institutional political support or championing are needed for changes made to

become institutionalized?

Based on the findings of this study, theseagquestions will now be answered

What kinds of pedagogical transformation are envisaged at ANU and within what timeframes are
ikKSaS OKIy3asSa SELISOGSR G2 068 AYyiNRRAZOSRK 125
understanding of the transformative edu@atal potential of OER?

At ANU, an initial engagement with OER followed immediately from the initial introductory workshop.
There was evidence not only of a willingness to use OER in teaching but also to produce OER among
those involved in the initial eng@ment. The institution had already moved into the provision of
distance learning and other forms of resouttased learning and had developed a customized LMS

in the form of a moodle platform calleeNAZ The pedagogical transformation already underway at

ANU was from a teacharontactbased form of provision increasingly to resouli@sed learning; the
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larger curriculum transformation issues included grappling with the demands of different modes of
provision for different learning needs and contexts.ialy, there was a strong emphasis on using OER
for providing access to contenbut the second and third workshops offered by OER Africa helped
participants to recognize the importance of developaggivitiesthat would guide students through a
structured engagement with that content. It was expected that it would be possible to ghege to

four ANU courses per year that incorporated OER and would be shared back as OER, and in fact seven
courses were part of the initial pilot, although only one wassaguently completed. It is important

to note that the initial enthusiasm wanedot because of a loss of interest with the potential of QER
but because of the business model of the university which had not made sufficient budget provision
for ongoing mateials development and rdevelopment nor for sustainable mutthiode provision.

This was particularly important given that the bulk of distance learning provision was sourced from
part-time staff. Clearly then, sustained engagement with OER at ANU re@tiiezdion to addressing
factors in the wider institutional environment. The need both for an enabling policy environment and
time to engage with support processes is consistent with findings of other sfaiiels as Chae and
Jenkins (2015), de Haat al.(2015) and Miao, Mishra and McGreal (2016).

To what extent can use of OER constitute an effective catalyst in driving or supporting these envisaged

pedagogical changes?

The ANU experience suggests that engagement with examples of OER can help eduadtors th
differently about content and ways in which to engage students more actively in the learning process.
A key shift in the development of new and revised materials in the seven courses that were initially
part of the review and redevelopment process whe inclusion of a greater number and kind of
activities to guide students towards engaging more actively with the content. This is evident in the
one module that was completed (sdtp://oerafrica.org/resource/introductionchristianethics

ucc20).

In what ways can a focus on pedagogical transformation serve to embed effective OER practices into
mainstream institutional activities and systems, rather than these practigesating parallel to the

mainstream?

how ! FNAOFQa AYyAGAIE Sy3alF3aSySyd gAdGK !''b! ¢l & GKI
is a natural synergy between ODeL provision, which is resdnased, and OER. However, although

the university investd extensively in its ICT infrastructure, and expanded the I0DL -sfimmee and

staff, the core business model remained oriented primarily to carmfyased provision. The recurring

costs of curriculum and materials development and redevelopment, and thessacy quality

FdadzNF yOS NAI2dzNJ (2 adzll2NI GKS LINRPOS&aazr KIR yz2
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model and costing. Thus, engagement with OER remained limited to the few individuals who were
part of the initial workshops and who decided ¢ontinue to engage in their individual capacities

rather than as part of a mainstream institutional process.

However, the demand from potential ANU students is increasingly for more flexible provision that is
not centred on the main campus in Ong&angi. The growth in demand for patime, workplace
based and distance learning places greater emphasis on resbasss forms of learning and hence

on the potential of OER to avoid needing to create everythimgnitio.

In addition, there has been recogion of a general trend towards more constructivist, resoubased

and activitydriven approaches and the need for students to engage with different voices.

What opportunities already exist within ANU that can be used to drive this kind of pedagogical

transformation and how can these opportunities most effectively be harnessed?

Three key factors convergechanging demand from a changing student profile, the existence of an
IODLwith some practical experience of this mode of provision, and institutionainsibment to
integrating use of the moodibasedeNAZLMS into all forms of provision, requiring that all staff,
including fulitime faculty, need to source and/or develop and/or adapt learning resources to support

their teaching.

What is neededjoing forwad is to ensure that these factors inform the new business model and

strategic plan of the university.

What policy, procedural, systemic, cultural, and logistical challenges and barriers inhibit these changes

within ANU?

The business model of the univeysdid not adequately support growth in ndraditional provision.

The 10DL, which was identified in the current strategic plan as an engine for growth in student
numbers, remained isolated from the mainstream practice despite the establishment of an intra
institutional advisory board, in that for most staff, engagement with distance learning, and OER
integration, was something over and above the normal workload of servicinggnfglstudents. For
part-time staff, the possible longgerm benefits of engagment with OER were likely to be even less

compelling (Harley, 2016, pp. 13, 42).
Three key policy issues arose during the process relating to:

1 OER/IPRolicy
1 HR policy
T QA
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There was need at the start to create a policy framework that would allow the rghafi ANU
resources under an open licence. However, it was recognized that the development and subsequent
publication of an OER policy needed to be part of a much broader debate on intellectual property

rights and the extent to which the institution wishéal engage with mor®©EP

It also became clear early on that a move towards expanded provision of ODeL, and towards greater

use of eNAZ in contact provision, meant that job descriptions, performance management, training and
support and related budgets waRl ySSR G2 06S | YSYRSR (G2 NBTFtSOO
resourcebased learning approaches and the centrality of materials development and review as a core

job function and business activity.

Related to both the above, it was also clear that theses need to revisit th€Aprocess in order to
have a clear sign off procedutieat ensures that only OER of quality would be integrated into ANU

course materials and, concomitantly, only OER of quality would be published under the ANU brand.
What strateges need to be implemented to overcome these challenges?

All the isues identified above are subordinatle2 (G KS F20dza 2F (GKS AyadAddza
2017 and the development of an appropriate business model to support that plamart of ths

process, it will be necessary to rethink the nature and role ofQAenit. During the engagement with

ANU, theQAunit was staffed by one person only, who subsequently returnetleidhis academic

department, and the role was then taken on by an iitestaff member with an administrative rather

than an academic background. Such a unit needs both academic and administrative competences
K26 SOSNE SalLlSOAlLffe IAAGSYy GKS AyaldAalddzixzyQa LI Iy
What levels of institutional political spprt or championing are needed for changes made to become

institutionalized?

Unambiguous support for OER as part of a broader shift towards resbasssl learning is critical
(Sapire& Reed, 2011). In the latter part of the project, and in the absencefafttime Director for

IODL, this role was increasingly played by the Ba&demic With the appointment of a new Director
for the IODL, some of this workload could be shaled it will be critical going forward that the new

Director should feel that/he hasthe support and resources to function effectively.

6.3 Interpretation of key learnings in relation to policy, theory and practice

What conditions are necessary for successfully mainstreaming the use of OER in support of
curricular and pedagogic ansformation in a mixed mode higher education institution such as

Africa Nazarene University?
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Although ANU is a private institution, it must work within the prescripts of national policy. Although
national policy acknowledged the potential of more open #edible forms of provision, at the time

of this study the emphasis of the regulatory framework was still on assuring the quality of campus
based provision (CUE, 2012814). It is felt important that roleplayers like ANU, who are interested

in ODeL povision, should begin to develop fora through which to influence national policy and
regulation towards greater acceptance of ODeL provision, and to develop appropriate contextual
norms for good practice, as has been the case in SoutbaAICHE, 2014; B, 2013; DHE2014;
Welch& Reed, 200h

A commitment to integrating OER, as a matter of course, into researu activitybased flexible
modes of provision needs to be reflected in the Institutional strategic plan and supporting policy
framework, espeially in the areas dPRHRmanagement, ICT policy, infrastructure and support and
QA mechanisms (among other things to ensure equivalent quality of provision across different

modalities) (OER Africa, 2012).

With a clear strategic and policy frameworktlhin which to work, it is important to identify and
develop an appropriate business model to enable and support the intention set out in policy. For
expanded ODeL provision, lessons can be learned from the practices of erisitngions dedicated

to ODel, such as the University of South Africa (Unisa), the National Open University of Nigeria
(NOUN), the Open University of Tanzania (OUT) and the Zimbabwe Open UniversitaqZatll)as

those of dual and mixed mode universities such as the UniverERyaioria (UP), the University of

the Free State (UFS) and North West University (NWU) in South Africa, among others. A key
component of the business model must then be costing and budgeting that reflects the features of
ODeL provision, including budger frecurring learning resource development and review as well as

integrated supportdilsmam, 2016; Kanuk& Brooks, 2010; Rumble, 1997, 2004; Simpson, 2013).

Becoming an active participant in a wider community of practice in ODeL can assist the amsirtuti
benchmarking current good practices and identifying promising new practices (Kernohan, 2012).
Within the field of ODeL provision, the following are some of the significantalers: national fora

such as Nadeosa; regional associations like tista@ie Education Association of Southern Africa
(DEASA continental organisations such as the ACDE, OER Africa and AVU, as well as focused initiatives
such as TESSA and the African Storybook. In addition, key internatiorplagedes include the CoL
andthe ICDE.

The role of leadership in conveying coherent and unambiguous support for OER integration as part of
the strategic direction of the university, and creating a conducive environment appropriate for this

purpose, is also criticaHalfondet al,, 2016;Sapire& Reed, 2011
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When OER are to be employed as part of a drive towards a wider resbaseel and ODeL strategy,
it is important to give attention to developing the appropriate systems andsyiabems to support
that move (Moore& Kearsley, 202).

Fitness of purpose for context is also an important consideration. Over and above the values inherent

Ay | b -Dafed ¥idioh anid mission, ANU does operate in an African context. Letseka (2016)
opines that ODeL provision in this context requiregtic or worldview that is appropriately African.

He, and the many contributors to the volume he edited, suggest that this requires an explicit agenda

to overcome colonial legacies and the modernist separation of heart and. sl agenda needs to

be canmitted to adopt a communahpproach morehan an individualistic approach, that is not at

odds with the common good anthat embraces notions such as the extended family, solidarity,

sharing of resources, respect and dignity, compassion and an ethiaseolt @lso needs to be rooted

in team-based approaches, honesty and responsibility to the collecéivénformed by a philosophy

2F KdzYkyAay O2yOSNYySR 6A0GK o0SAy3d 6A0GK | yR F2N 2

mission and values as elalbwed in Chapter 1.

6.4 Limitations of the study

This study focused primarily on one unit, the IODL, in one relatively small private university, in one
region of one country. Therefore, the findings and experiences from this study cannot necessarily be

extrapolated to the wider community of ODeL provision.

Loss of key leadership during the stuidgvitably militated against achieving all the goals agreed
collectively at the start. As observed by the developmental evaluator in hisamdevaluation report

(Harleyr nmc 00X (GKS F20dza 2F h9w ! TNAOIFIQa Sy3alF3aSyYSyi
courses and materials at the start of the engagement in 2014/15 to a broader discussion on the

institutional business model over 2015/16.

Although, as reportedn Chapter 4, a wide variety of documents, observations, fagrosip and
individual discussions informed the findings of this study, the fact that the researcher and the
institution were in different countries meant that a full immersion experience wagnesible and it
is probable that deeper insights might have been gained had it been possible to spend more time

together.

6.5 Significance of results/gaps

Notwithstanding the limitations outlined in the previous section, the challenges faced by ANU in
seeking to respond to changing student demand and increasing competition by adopting ODelL

approaches, is consistent with K S O yeRperiehcé i@ @drking with a wide range of other
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institutions, as outlined inhis CV inAppendix 5 This study shouldalso be seen in the context of
emerging findings from the wider OER Africa project of which it formed a part, and which are and will

be reported cumulatively through the OER Africa websitew.oerafrica.org.

HarleyQ a

overview (Table 6)lof how the larger project appeared to him as at July 2é&.identifies the

6 H rerm dlumidtive evaluation of the wider OER Africa project proviaeseful

following enabling factors influencing the mainstreaming, or 0bOER in pedagogic transformation:

Organizational functionality (banal though it is to specify such a condition)

Staffing: embedding OER is particularly challenging when the staff complement includes a
large number of partimers

1 Prospects of teamworkaaoss hierarchies is a real plus factor, not only in itself but as a way
mitigating the effects of staff mobility

Presence of a number of key staff who are either OER champions, or budding champions
Paossible synergy with other liminded projects suchhbse managed by the Commonwealth

of Learning

1 Prior working relations with Saide/OER Africa s(&farley, 2016, p. 58)

T
1

=a =4

Table6.1. Diversity across HEIs and the two regions: East Africa and South Africa
Issue EastAfrica: ANUand OUT SouthAfrica: OP and UFS
Projectstrategyfor Embeddingat W ¢ K anitititnal level,one OPR Embeddingn a highstatus
embeddingand private (ANU),one public(OUT)Dissemination | faculty:from there to whole

disseminatingthe OER
model

from hereto other institutions.

institution andbeyond
UFSEmbeddingand dissemination
throughA y & i A CHletigaed 3
to improvingteachingandlearning)

Startingpoint in HEIs

Projectbroughtan entirely new initiative

Projectconceptsbeinggraftedonto
existinginitiatives.

Mode of delivery

ANU contactuniversitymovingto
distance/blendedielivery

OUT distanceeducationmovingfrom
correspondenceo digitalandonline

Both: Traditionallycontact,
interestedin blendedapproaches
usingtechnology.

Institutional interestin
OER

ANU:Tohavecosteffectivematerialsfor ODL
OUT OERo reachstudentsat all centres;
provisionof affordablematerials
Both:Needfor basicprovisionof learning
materials.

OPR Hasexpertiseto share;OERcan
help build on their statusasleaders
in their field;

UFSFocuson coursesand processes
to enhancestudentlearning(OER
licensingfollows).

Both: more expansiveneeds

Thetwo meansof
achievingaim of pedagogic
transformation

OERandpolicydevelopment:concurrent

OERandpolicydevdopment: more
sequentialfthan concurrent.

Networking infrastructure

Wi-Fisignalvariable

Wi-Fimore easilyaccessibléo staff
andstudentson and off campus.

Projectsupport

Geographialistancefrom Saidemeansproject
supportistimetabledfar in advanceof IL visits.

Oftenlengthygapshetweenvisitsareinevitable.

Proximityof ILsq greateropportunity
for moreinformalhandson support
accordingo needsasthesearise

Implicationsof project
supportbut no funding

More pressingssuesof remuneration for
modulewriters

Remuneratiorfor extraworkload
generatedby projectappeardess
pressing

(Source: Harley, 2016, p. 8)

2Onderstepoort campus of the University of Pretoria (Faculty of Veterinary Science)
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6.6 Recommendations

Adala (2016) observes that the policy and regulatory framework in Kenya is now beginning to be more
condwcive to mainstreaming ODelL provision and integrating OER, with the notification of the intent

to establish an Open University and with Kenya being a signatory to the Paris 2012 OER declaration.

In addition, a regional office of Creative Commons Africasedh in Nairobi and a national OER policy

Aa Ay LINRBOS&aa 2F RS@OSt2LIVSyid G2 FtA3dy gAGK YSyel
As noted in Chapters 1, 2 and 3, as well as in Sect®ab@ve, the move towards mainstreaming
engagement with OER is consistent with a strategigaertowards a greater focus on ODeL provision
andthemoreOERI KA a4 AYLX ASa Aa O2yaraiaSyd 020K gAGK ! b! (
calls for a more Africaentric approach to ODeL provision (Aluko, Lets&kRitsoe, 2016; Letseka,

2016).

As Harley (2016, pp. 8) notes, however, such a move requires that key challenges be identified
and actively addressed. These challenges include, among others, clarification of intellectual property
rights and copyright regulations, development of a mational framework supportive of ODelL
provision, ensuring an appropriate level of knowledge and skills for ODeL provision, updating existing
strategies and policies, making the necessary budget provisions, ensuring OER relevance and quality

and the maint@mance of an appropriate technology infrastructure.

ANU is now operating in changed circumstances and it is suggested that the institution should
embrace the change in the opportunity provided by the need to develop a new strategicltpisin.
further suggsted that central to the new plan should be adoption of what Downes (2007) and Ehlers

OHAMMO NBTFSNI G2 Fa Fy &2LISyllusBaledinRBighe6.2.6 KA OK YA IK L

¢CKS RAFAINIY AffdzZAONF 6S&a GKS y20A e infdnhed bylith | Qa v
faith-based vision, mission and values but suggests that the adoption of more OEP, in which
collaboration and the sharing of intellectual property is encouraged, is entirely consistent with these

beliefs and values and supportive afpanded provision of open, distance andearning, which

embraces a wide range of more flexible forms of provision to suit different learning needs and target

audiences.

As argued in Chapter 2, there are sound philosophical and pedagogical reasongtorgadesource
based constructivist active learning approaches across the continuum of provision, and as noted in

Chapter 3, also for anticipating greater use of ODeL methods.
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OER
ODeL

OEP

‘ Vision and
mission

Figure6.2: A new open ecology for ANU

In such a context, the developmemareview of learning resources becomes a mainstream practice,
LI NI 2F S@OSNE | OFRSYAO0QAa 220 RSAONARLIIA2YSE | yR
(Salem 2016), it should be possible to make it standard practice that in developing oeses, a
search for existing OER that might be adopted and adapted is always a first step in the materials

development process.

Sharing the draft and final learning resources within a community of practice, both inside and outside
the institution, as obsered by Conole (2012), can facilitate dialogue between teachers, enable
collective aggregation, introduce peer critique and inspire creativity. Taken together, these factors
should ultimately result in improved quality of the core learning resources uimt@ng the resource

based teaching approaches adopted in all modes of provision.

However, as discussed in Chapter 3, the learning resources are only one part of a complex whole. We
need to think much more systemically about the nature of appropriate edoicgtrovision in a digital

era and the challenges of the associated change (Rkllaangworthy 2014; Mehaffy, 2012; The World
Bank, 2016). There is need for ANU to clarify the nature and role of the variotsystieins that
support its teaching and leamg mission and to ensure that all are coherently aligned. The key sub

systems requiring attention are thought to be:

9 Curriculum suksystem

1 Materials subsystem
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Learner support suisystem

Assessment and certification sslystem

Logistical and quality assumee subsystem(including tracking)

National and crosbkorder provision suisystem

Financial management stdystem (Du Vivier, 2010; Mays, 2016a; UP, 2009; WeRked,
2005).

=A =/ =2 =4 =

Within this systemic framework, each programme will need to go through arogpipte design phase
prior to implementation and then an implementation and review phase. This is illustrated in Figure

6.3 below and elaborated in the notes that follow.

Institutionalvisian, mission and values

Opeen institutional ecology

Quality assurance of:

Learning

Institutional Resources Pragramme
readiness: design
Curriculum
Materials
Support
Logistics Assessment Student
Cross border Support
Finance

Programme

implementation and review

Figure6.3: An integrated systems model for ANU

A recent report by Inamorato dos Sas, Punie and Castafidufioz (2016), suggests that there are

ten crosscutting dimensions that will support the opening of educational opportunities: six are
considered core and relate to being more open about content, pedagogy, recognition, collaboration,
research and access; four are considered transversal by making the first six possible and comprise
leadership, strategy, quality and technology. These dimensions underpin the variesgsiains that

follow.

6.6.1 Curriculum subsystem
Ultimately, decigins about what programmes to offer and how they should be constituted is the

responsibility of academic departments. However, a new element that will need to be added into the
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ANU deliberation process is the mode or modes of delivery that will be apptedoa different
learning purposes, contexts and target audiences. This kind of decision needs to be made based on
market research and empirical data regarding needs and existing provision. As a rule, distance learning
will probably be most appropriate fanature learners seeking continuing professional development
while in service. Shorter jusin-time learning certificates and ongear formal certificates and
diplomas will likely be the most cesfficientandcosS T ¥ SOG A @S F20dza HPdid ! b! Qa
to the high attrition rates associated with longer degree programmes. Thus, in teacher education, for
example, it might be viable to offer both foyear BEd and ongear PGCE programmes that are-full

time and campudbased but perhaps only the PGthEbugh distance learning (as is the case at the
UKOU). Workplaebased programmes with a strong/IL component might be more viable than
distance or fultime programmesfields such as preservice level training for teachers already in
service, nursing ahsecurity services. Patitne studies, in which elements of contact, distance and
online learning are blended in various wagsuld be appealing both to younger learners who need

to work and study at the same timas well as mature working learners wisel the need for greater
scaffolding and support than is typical in ODeL provision. Keyssubs to be addressed include
programme planning, curriculum and course design, approval, admissions and learner support,
accreditation and articulatiorand quaity assurance (CHE, 2014; Mays, 2026¢6d; Welch& Reed,

2005). There needs to be an appropriate sifhprocess to ensure that programmes and courses
meet real needs, can be designed and offered in ways that will beeficient, costeffective and
sustainable and where provision is made for development, review and teaching out. There needs to
be an agreed schedule for curriculum renewal. In a digital world, it is possible to update programme
and course content on a continuous basis but there ista¢sul on a regular basis to revisit the overall
curriculum design and the assumptions that underpin it. It is suggested that-gefarerenewal cycle

might be considered and that the management thereof might be located within a rene&y&d

Directorate

6.6.2 Materials development subsystem

It is envisaged that in the new ANU business model, all programmes and courses will be offered
primarily through the institutional LMS, eNAZ. Once a programme and its constituent modules have
been designed, it should l@ear what areas and kinds of content will be needed. It is suggested that
IODL should then coordinate all materials development, including exemplar assessment instruments,
intended for all modes of provision working through mudisciplinary teams inveing fulktime

faculty, IODL technical and teaching and learning specialists, library services and others who may be
necessary for unique materials development neeslg.(engaging students in adding stitles to an

existing video; developing an animatip It is suggested that evidence should be provided of having
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searched for and failed to find any appropriate OER, before any new course materials are developed.
It is suggested that the relevant acadeidisDshould sign off on the academic quality of amgterials

and I0ODL should sign off on the learning design thereof and the process should be managed through
the QA Directorate. It is further suggested that feedback, through 10DL, should be provided on the

draft learning resources at the following kepges:

1 To developers after completion of an introduction and first unit (focusing on level, language,
approach, RPL, design, appropriate selection of technology and media)

1 To developers after about half of the module is completed (focusing on sequencing,
progression and the developing of cremgting competences)

9 To developers after the first full draft (focusing on coherence, coverage of intended learning
outcomes and curriculum differentiation for slower, gifted and differently abled learners)

1 By externatiscipline and learning specialists prior to use

1 By students and tutors after the first offering (CHE, 2014; Mays, 200&6}; Welch& Reed,
2005).

The development of digital learning materials using OER does not preclude the continued use of
copyrighted or open textbooks, although these are likely to take on different forms and roles (Abbas,
2016).1t is important that the feedback loop is closed into improved practice. The tools provided in

Appendices 3.3 to 3might be used or adapted for this purpms

6.6.3 Learner support suksystem

Comparative studies have shown that retention and throughput in ODeL provision is usually lower

than in similar programmes offered in contact mod@@HET, 2016Simpson, 2013). There are many

reasons for this, includinigut not limited to undefpreparedness, financial challenges and competing
RSYlIyRa® ¢AydG2s 2yS 2F GKS ¢2NIRQA fSIRAYy3I | dzi K:
Africa in 2014, argues that addressing these issues requires conscious andatielifseisioamaking

at the institutional level Tinto, 1993. Figure 6.4 indicates the kinds of deliberate decisions that may

need to be made based on identifying an explicit set of theoretical lenses and gathering and analysing

data to develop an informednderstanding of who the students are.
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Intra- and inter-personal/systemic factors affect motivation and success

e.g. Financial counselling;

Bronfenbrenner Global and national study and career choices
’

environment
1979

Local community; workplace

Family, friends, work e.g. Time
Collezeles management; study

Maslow, 1943 skills

e.g. Early identification
and support for physical
barriers to learning

215 century/post

modern Learni "

. e.g. Learning pathway
requirements counselling to link studies
(Slabbert, de Kock with future goals/vision

& Hattingh 2009)

Figure6.4: Towards development of a model for a student support ssystem
(Source: Mays, 20t4Slide 29

On the lefthand side, three key theoretical perspectives are considered useful lenses:

1 A postmodern pespective that considers the student as a whole person whose engagement
with any learning opportunity is mediated through physical, emotional, intellectual and
spiritual lenses (Slabbert, de Kock, & Hattingh, 2009)

1 Theory of human motivation (Maslow, 1943)

1 Educational ecosystemic theory (Bronfenbrenner, 1979).

On the righthand side are some examples of the kind of support that may be needed at this level to
ensure that students are not only retainedut also motivated to engage meaningfully. Different
students require different kinds of supporte.q., motivational, personal, financial, academic,
administrative and technical) at different times in their learning journey. Sometimes this support will
take the form of a on@n-one interaction €.g.,in person by telephoneor online), sometimes a one
to-many interaction€.g.,a group discussion in a contact session or online) and sometimes the support
could be informationald.g..; 00Saa (2 | WK2¢ (2Q G§SEGZ OARS2:
might be icensed as OER). When designing a new programme and materials, we need to make explicit
links to the more generic support that already existhile building into the programme the kind of
additional support that may be needed by that programreeg(,placement and supervision fo/IL

in an initial teacher education programmer access to laboratory and/or workshop facilities in a
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range of science, technology and vocational programmes). Provision of this support needs to be

integrated into the programme d#gn and costed accordingly.

6.6.4 Assessment and certification sufystem

It is suggested that exemplar assessment instruments should be designed during the progzachme
module design proces@nd shared with students and others as QER)that cohereh learning
pathways can be developed from-dourse activities for selland peerassessment, into formative
assignments for selfpeer and tutor-assessment and into summative assessment which need not
necessarily take the form of a proctored examinatidtnis essential when programmes are offered
through more than one modalifythat the same rigour is applied to the assessment expectations in
each case so that no curriculum offering can be seen to be superior/inferior to another. The use of
anti-plagiaism software can be very useful both as a teaching and learning acetiuitgs a quality
management procedure for both staffeveloped learning resources as well as student work. Systems
need to be put in place to ensure the security and quick ‘anound of formative and summative
assessments and the management of certification. At the University of Pretoria, for example, the
identification, preparation and management of decentralised contact and examination centres is
considered to be a highly specialistunction that has been outsourced to a dedicated provider,
allowing the University to focus on academic issues such as the development of the assessment
instruments (in the case of summative assessment, two instruments for each session), the moderation

of assessment and the graduation and certification of successful students.

The subsystems presented in Sectio6$.1 to 66.3 need to be coordinated together. In this respect,

the Directorate for University Teaching and Learning Development (DUTLDyatddni the Centre

for Teaching and Learning (CTL) at the University of the Free State offer possible models for supporting
an integrated design, development and review process. Within ANU, it is felt that IODL would be best
placed to manage the process pfogramme and module design and materials development, with
integrated assessment and learner support design, with a reimadd®directorateensuring that

agreed timelines, processes and procedures are indeed observed.

6.6.5 Logistical and quality assance subsystem

As noted above, it is proposed th@ALJt | & | Y2NB OSYyGN}f NRBfS Ay ! b!
GKIFIG Aa O2yaraidsSyd ¢gAGK GKS dzyA@SNERAGEQa adl GSR
QAprocesses can help to ensure that the mass of datatlamaneans to analyse it, made possible by

the affordances of ICT, are indeed used to inform effective decis@king about programme viability

and sustainability (through financial modelling), effectiveness of programme design and

implementation and the impact thereof including the impact of differentiated approaches to
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assessment and support, as well as the effectiveness of human resource recruitment, training,
monitoring and review for a small comer full-time staff and a larger changing pdiine stéf
complement (Bates, 2015, 2016; Garrett, 2016; Littlej@hiPegler, 2015; Modise, 2016; Salmon,
2015 Siemens et al., 20)15

Three key focus areas fQAare the extent to which the overall institutional policies and systems are

fit for purpose, that dueprocess has been followed in the selection and design of new learning
programmes and that processes are in place to assure the quality of programme provision in an
ongoing way (by tracking, for example, student success, student satisfaction, feedbadiitivosn
markers and external moderataras well as feedback from alumni and their employers). A key
challenge here is making sure that the feedback loop is closed into improved practice in an optimal
way (Aluko, 2007; Aluk& Hendrikz, 2012; Kilfoil, 280 Mays& Griesel, 2010; Swanepo&lMays,

2010), including ensuring that any surpluses are first utilised to improve the quality of the programmes
generating those surpluses before being diverted to ciadssidise other strategic offerings (Welch

& Reed2005).

Although ANU has over the past few years begun to experiment with a range of flexible offerings
campusbased, partime, workplacebased and distance/online the evidence available during this
study suggestghat this transition had not been danin a systematic way that allowed ANU to learn
optimally from the process and from what workdoes not work in different modalities and contexts.

It is suggested that the actiemesearch approach previously employed by ANU to encourage
professional deviepment related to course improvement could be revived and applied more
generally to provide empirical data helping the institution better to understand the implications of
different models of provision and different combinations of models. This wouldyisgrthebody, or
perhapstwo people (probably from IODL and Research), within ANU being given dedicated time to

lead such a process.

6.6.6 National and crossorder provision subsystem

ANU has for some years been offering programmes across borders, whetkenyans in diaspora

(who typically submit assignments for assessment through email and write examinations in the
Kenyan Embassy or High Commission in their country of residence) or through spewmfiatiy
programmessuch as its mission in Malaw¥ith increasing migration online, geographical boundaries

will likely erode further and, as discussed in Chapter 3, there is need to ensure both relevance and
SljdzA @1 £ SYyOS 27F LINE QA & A 2 ybarder podisfon pravide adiseful @ik v S a
framework (UNESCO, 2005).
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6.6.7 Financial management subystem

The context of higher education has changed globally and it is recognised that there is need for new
business model@_apovskyn.d.). Although it is not yet clear what kinds of new bussnemdes will

prove appropriate, it seems likely that issues such as market share, entrepreneurism, interaction and

co-creation will be central features (Pucciaré&lKaplan, 2016).

As noted in Chapter 3 and above, there is need for proper costing, ang efiicient and effective

provision that is marketelated, with responsible crossubsidisation criteria and practices (CHE,

2013; DHERSA 2016; Hulsmann, 2016; Noonan, 2015; WelcReed, 2005). It is important for
sustainability and quality that pregted revenues and costs are modelled at the outset based on
empirical data (Fischet al, 2014). Also, as noted in Chapter 3, there is need for longer term planning

GKFG GFr1Sa 002dzyG 27F ( kydlB: Hevdldigrheat Prior t2ebiment abdNE2 3 NI Y
an enrolment growth phase when expenditure will exceed income; a plateau enrolment level when
income will hopefully exceed expenditure (without compromising qualaypd a teackout phase

when expenditure will likely begin to exceed income agas student numbers decline. It is worth

observing again that a foyyrear BEd programme may tak®o to three years for development and

internal and external accreditation processes prior to implementation and twelve years to teach out.

There is a finanal argument for including high quality OER in this process, but this has policy and
transformation implications as well (Butch&iHoosen, 2011; Miaet al, 2016) Harley(2016)further
cautions:

While one would need data from a much larger sample toeranfident assertions, the case

of ANU does seem to suggest that the challenge of operationalizing OER practices in private

universities in developing countries can be considerable. Without the reliable funding base of

public universities, investment ineaningful curriculum/content development work is surely
never going to be more than a remote aspiration. (p. 41)

There are costs involved in developing learning resources, even if appropriate OER can be sourced and
used, but in an ODeL context, the cokteveloping learning resources is usually amortised over many

student course fees. Other business models exist, however. In a 2013 paper, de Langen identifies four
other possible OEBriented models: freemiung making OER freely available as an incentire
a0dzRSyGa G2 NBIAAGSNI F2N) GKS dzy A OSNBEA,RE@&E | OONE
2013); efficiency exchanging OER in different areas to avoid duplicated development; subsilizing

in which governments or funders support developmenaasange of OER that address common needs

and impact positively on addressing these needs; and platfornginghere an institution or

organisation curates OER from several sources for a hosting fee, editorial servicing fee, advertising

royalties or other meas.
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With respect to ODeL provisiothe candidate hagecommended to ANU, ase hasto contact
providers more generally (Mays, 2@)4that it is better to start small and focus on a few programmes
with high growth and turnaround potential to develop sysi® processes and staff competés
before, possibly, expanding into largeale ODeL provision including full undergraduate degree

programmes.

Decisions about what to offer, how and to whom need to be informed by a thorough understanding
of needs and opprtunities (OLC, 2016), current and emerging good and promising practices (consider
for example the lessons being published through open access channels such as IRRODL and the

OERknowledgecloud) and used to generate theory appropriate for theklevijja cotext (¢ S N& &

Herrington, 2014) in order to inform futurdecision making in a hermeneutic cycle of inquiry.

6.6.8 Tracking the impact of OER in ODeL provision

It will be important for ANU to track how its engagement with OER contributes, or does not, to the
development of its increasingly resourbased and ODeL programme offerings. For this purpose, it
needs to develop a set of metrics to track. A possible starting point in developing such a tracking

instrument is provided in the followingable 6.2
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Table6.2: Performance indicators of successful takp of OER
Goal Desired effect Performance indicator
Enhance Rank
reputation Attract new students Mutation in growth percentages of

new students per vear

Generate funding

Success rate of proposals

Collaborate with other institutes

Mutation in
collaborations

growth of # of

Support  students
& teachers

Offer easy ways of finding information

User evaluations

Collaboration between departments

Mutation in growth of # of
collaborative projects

Offer insight in fee-base program for
future students

Difference in first-year drop-out
rates between programs with open
content and programs without open
content

Enhance quality

of education

Better quality materials

Expert evaluations
Average revision cyele for learning
materials

Better learning experiences

Compare student results of fee-
based programs that provide open
content with student results of
programs that only offer closed
content.

Share knowledge

Educate self-learners

# of self-learners
# virtual communities active on a
subject

Support alumni

# of alumni website visitors
# of active alumm

Creation and innovation in collaboration

# of adapted materials

# of contnbutions from individual
learners

# of discussion groups, or other
virtual communities

Table 3: goals, desired effects and performance indicat

s for the s

of OER. Note: The data on

number of new students, or number of collaborations need to be related to the average growth that has
been observed in these numbers during the years that no OER were available, or they need to be
compared to growth numbers of other departments that are similar but do not offer OER.

(Source: Helsdingen, Janss&tschuwey2010, p. 10)

6.7 Concluding thoughts

This studyarosefrom a multiyear project that was initiated by OER Africa with support from the

Hewlett Foundation.

Chapter 1 outlined the circumstances that led to engagement between ANU and OER Africa and how
the candidatebecame involved in that process. The stuatjdressed b! Q& Y SSR F2NJ |
account of its interaction with OER Africa, givendRtensive external and internal change in the ANU

SYGANRYYSYyids FYR how ! FNA-GeptRday fod OBRR niight céhiebute 2 NB

towards curriculum and pedagogic transformation. It seemed useful to complete the study in time for
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Chapters 2 and 3 explorélde underpinning philosophy of the study as weltasriculum and systems

issues related to more flexible provision based on ODeL iplascand integrating OER.

Chapter 4 elaborated the chosen methodology and outlined the combination of document reviews,
workshops, focus group discussions, interviews arwbimtry onsite observations that provided the
information that was reviewed int@pter 5 and which led to the observations and recommendations

in Chapter 6.

As noted in the discussiot, K S O yeRgadgerheintSvithaANU started with a review of its distance
education offerings and an exploration of the potential of OER to add gaalitgave time in updating

these programme® dzii S @2t OSSR AyiG2 | O2y@SNAEFGA2Y | 062dzi (K
is a conversation that will need to continue as ANU moves into its new strategic planning and
implementation phase from 201¥Vhile the candidatenay no longer be part of that conversation

he ishopeful that others will.

The candidateremairs an advocate forOER using open, distance anetlearning methods and
integrating and producing OERnd believe that this is consistent Wi K ! b ! ©a%ed Fisioh,i K
mission and values. It seemshim that higher education isnore likely to meet the need for opening
access with a reasonable chance of success by being open to sharing and working together. As a

widespread African proverb ctans:

GLT &2dz 6Fyd G2 GNI @St ljdaOlfesr GNIOBSE +Ff2ySo LT
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Appendix 1Ethical clearance

1.1 Unisa ethical clearance

university
of south africa

UNISA

COLLEGE OF EDUCATION RESEARCH ETHICS REVIEW COMMITTEE
15 July 2015

Ref #:2015/07/15/7317883/03/MC
Student #: Mr T] Mays

Student Number #: 7317883
Dear Mr Mays

Decision: Ethics Approval J

Researcher

Mr T] Mays

Tel: +2712 667 6885/+2782 371 9215
tonym@unisa.ac.za

Supervisor

Prof L] van Niekerk

College of Education

Acting Deputy Executive Dean
Tel: +2712 429 4778
vnieklj@unisa.ac.za

Proposal: Utilising open education resources in support of curriculum transformation at Africa
Nazarene University: a participating action research approach

Qualification: D Ed in Curriculum Studies

Thank you for the application for research ethics clearance by the College of Education
Research Ethics Review Committee for the above mentioned research. Final approval is

granted for 2 years.

For full approval: The application/ resubmitted documentation was reviewed in compliance
with the Unisa Policy on Research Ethics by the College of Education Research Ethics Review
Committee on 15 July 2015.

The proposed research may now commence with the proviso that:
1) The researcher/s will ensure that the research project adheres to the values and
principles expressed in the UNISA Policy on Research Ethics.
2) Any adverse circumstance arising in the undertaking of the research project that is
relevant to the ethicality of the study, as well as changes in the methodology, should
be communicated in writing to the College of Education Ethics Review Committee.

University of South Africa

Preller Street, Muckleneuk Ridge, City of Tshwane

PO Box 392 UNISA 0003 South Africa

Telephone: +27 12429 3111 Facsimile: +27 12 429 4150
WwWWw.unisa.ac.za
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An amended application could be requested if there are substantial changes from the
existing proposal, especially if those changes affect any of the study-related risks for
the research participants.

3) The researcher will ensure that the research project adheres to any applicable
national legislation, professional codes of conduct, institutional guidelines and
scientific standards relevant to the specific field of study.

Note:
The reference number 2015/07/15/7317883/03/MC should be clearly indicated on all
forms of communication [e.g. Webmail, E-mail messages, letters] with the intended

research participants, as well as with the College of Education RERC.

Kind regards,

Dr M Claassens of VI McKay

CHAIRPERSON: CEDU RERC ACTING EXECUTIVE DEAN
mcdtc@netactive.co.za

University of South Africa

Preller Street. Muckleneuk Ridge, City of Tshwane

PO Box 392 UNISA 0003 South Africa

Telephone: +27 12 429 3111 Facsimile: +27 12 429 4150
www.unisa.ac.za

293




1.2  ANU pemission letter

3/10/2014

To: AFRICA NAZARENE
M. TonyJ Mays, UNITVERSITY

Manor House No. 2,

La Rochelle Crescent/137 South Street ,
De Hoewes X22,
Centurion, 0157,

South Africa.

Dear Mr. Mays,

REF: REQUEST TO DOCUMENT OER ENGAGEMENT WITH AFRICA NAZARENE UNIVERSITY AS THE BASIS
FOR A DEd STUDY WITH THE UNIVERSITY OF SOUTH AFRICA 2014-2017

Your request to document the processes of mainstreaming OER usage at Africa Nazarene University in a
doctoral study is fully a supported and approved.

In accordance with the university policy you will be expected to donate a copy of your successful
dissertation to Africa Nazarene University Main Library for scholarly use by students and Faculty of the
Institution.

Yours Sincerely,

7 Hv\ttk rf\lg%rkr

Mrs Mary Atieno Ooko

n

DIRECTOR, INSTITUTE OF OPEN AND DISTANCE LEARNING

PO Box 53067 - 00200 Nairobi, Kenya ® Tel: 020 252 7170/1 - 5 @ Fax: 020 201 2233 o Cell: 0733 874 111 @ Email: registrar@anu.ac.ke ® www.anu.ac ke
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1.3 NACOSTI ethical clearance

THIS IS TO CERTIFY THAT:
MR. TONY JOHN MAYS
of SOUTH AFRICAN INSTITUTE FOR

Permit No : NACOSTI/P/15/51492/8010
Date Of Issue : 13th November,2015
Fee Recieved :USD 400.11

DISTANCE EDUCATION, Floor 14, Rennie
House, Ameshof St-2000
Johannesburg,has been permitted to
conduct research in Nairobi County

on the topic: UTILISING OPEN
EDUCATIONAL RESOURCES IN SUPPORT
OF CURRICULUM TRANSFORMATION AT
AFRICA NAZARENE UNIVERSITY: A
PARTICIPATORY ACTION RESEARCH
APPROACH

for the period ending:
9th November,2018

Applicant's

Signature iognal Commission for Science,

echnology & Innovation

CONDITIONS % o 0
Ay

1. You must report to the County Commissioner and
the County Education Officer of the area before
embarking on your research. Failure to do that
may lead to the cancellation of your permit

2. Government Officers will not be interviewed
without prior appointment.

3. No questionnaire will be used unless it has been
approved.

4. ¥Excavatier, filnting and coltection of biological
specimens are subject to further permission from
the relevant Government Ministries.

5. Youare required to submniit at least two(2) hard
copies and one(1) soff copy of your final report.

6. The Government of-Kenya reserves the right to
modify the conditions of this permit including
its cancellation without notices@ueers

REPUBLIC OF KENYA

)
R

National Commission for Science,
Technology and Innovation

—_

ol ool

RESEARCH CLEARANCE
PERMIT

295



oo
\/ 4

i

NATIONAL COMMISSION FOR SCIENCE,
TECHNOLOGY AND INNOVATION

Telephone: +254-20-2213471, 9" Floor, Utalii House
2241349,310571,2219420 Uhuru Highway
Fax: +254-20-318245,318249 P.O. Box 30623-00100

Email: secretary@nacosti.go.ke NAIROBI-KENYA

Website: www.nacosti.go.ke
When replying please quote

Ref: No. NACOSTI/P/15/51492/8010 Date:
13" November, 2015

Tony John Mays
South African Institute for Distance Education

SOUTH AFRICA.

RE: RESEARCH AUTHORIZATION

Following your application for authority to carry out research on “Utilising
Open Educational Resources in support of curriculum transformation at
Africa Nazarene University: A participatory action research approach,” |
am pleased to inform you that you have been authorized to undertake research
in Nairobi County for a period ending 9'"" November, 2018.

You are advised to report to the Vice Chancellor, Africa Nazarene
University, the County Commissioner and the County Director of
Education, Nairobi County before embarking on the research project.

On completion of the research, you are expected to submit two hard copies
and one soft copy in pdf of the research report/thesis to our office.

DR.S. K. LA
FOR: DIRECT

L, OGW
R GENERAL/CEO

Copy to:

The Vice Chancellor
Africa Nazarene University.

The County Commissioner
Nairobi County.

The County Director of Education
Nairobi County.

National Commission for Science, Technology and Innovation is ISO 9001: 2008 Certified
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Appendix 2:Paradigms and practices

Paradigm/era origins

Dominant period
philosophies

Associated theoretical
frameworks

Implications for teaching

Implications for research

Transmission/
Traditiond/

Technical

c. 500 B c.1781 AD+

Plato 427347 BC
Hegel 17761831

St Augustine 35430
Locke 16321704
Hume 17111776
Kant 17241804

Cf Confucianism

Aristotle 384322 BC
Aquinas 1225274 BC
Descartes 1594650

Transition to Modernism
in line withscientific and
industrial development
Cf Franklin Bobbitt/
Ralph Tyler for early
curriculum theory

Idealism

Search for truth and
values that will stand the
test of time

Reasoning, intuition and
revelation

Emphasis on moral and
spiritual reality

To know igo rethink the
latent ideas that are
already present in the
mind

(Ornstein & Hunkins,
2004:3334)

Y2 K4 FR@GlLY
there be in possessing
everything except what
is good, or in
understanding
everything else while of
the good and desirable

Logical empiricism
(dominant Western
philosophy of 18 to
20h C)

Emphasis on the
nature of scientific
truth: truth as reason
and sense experience
mediated through
reasoned language
Vienna Circle 1907
1938

Schlick 1882936
Wittgenstein 1889
1951

Ayer 1910 1989
Key influences:
Copernicus, Galileo,
Darwin

See BF Skinner for
early T&L theory

Planning:

Curriculumas productg teaching inputs, learning
outputs, contentbased

Emphasis on spiritual, moral
unchanging; absolute, eternal values
Mediating/learning:

Rethinking latent ideas

Teacher as a moral, spiritual leader
Knowledge recall; can lead to suréalearning
Abstract, logical, thinking as the highest form
Behaviourist, deficit model of learner
Learning from experience

Assessing:

Summative

Tests the what and related reasoning
Limited feedback

or mentg

Questions:

What actually happened?

What are the facts?

What is the relationship between incoming IQ scor
and matric achievement?

Methods:

Impartial researcher separated from researched
Seeks to be objective

Often quantitative

Logical reasoning

Emphasis on experience that can be repeat
confirmed

Analysis:

Triangulation

Tests of validity, reliability

Views/findings can be challenged by others

we know nothing Q t
The Republic, Book 23

Realism
Objects and matter come
to be known through
senses and reason
A purposedriven
rational life of
moderation

Logic and reason
Truth emanates from
both science and art
(Ornstein & Hunkins,
2004:34)

Critical rationalism
Truth eludes us: avoid
falsity: truth as
exploration

Reaction to logical
empiricism

Trial and error will
help uncover what is
false not what is e
= The scientific
method

Socrates (47Q 399
BC)

Popper (1902; 1994)

Planning:

Curriculum as produat, teaching inputs, learning
outputs, contentbased

Emphasis on natural laws; objective and compo
of matter; values are absolute, eternal and bas|

onyl GdzZNB5Qa 1l ga
Knowledge/subjecbased includes Arts an
Human and Natural Sciences

Mediating:

Consisting of sensation and abstraction
Teacher as a moral, spiritual leader/ authority
Cultivation of objective, rational thought
Exercising the mind

Abstract,logical thinking as the highest form
Behaviourist, deficit model of learner

Questions:

What went wrong?
Can this be true?
Why?

Questions based on dissatisfaction with curre
explanations.
Are the reasons given for the spread of HIV/AIDY
the low success rate in systemic evaluations
Grades 3, 6, 9 and 12 true?

Methods:

Recogniion that researcher not entirely impartial
Seeks to be objective

Often quantitative

Logical reasoning
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Paradigm/era origins

Dominant period

Associated theoretical

Implications for teaching

Implications for research

philosophies frameworks
Use of problenssolving requiring clear thinking Emphasis on experience that can be repeat
Leads to: uncovering of false assumptions, open discusg confirmed
Perenniabm (within an set curriculum) Theories based on induction inherently flawed b
Essentialism Assessing: multiple tests improve confidence
Summative Analysis:
WD22R AlGast Tests the what Triargulation
more of a good by being Limited feedback Tests of validity, reliability
eternal; for a white thing {S881a I walraGAraTtlOG2NEQ

is no whiter if it lasts a
long time than if it lasts &
RI& ®Q

WX Al A&
what the weaver or
carpenter will gain for hig
own skills from knowing
this Good Itself, or how
anyone can be better at
medicine or leadership
from having gazed on th¢
LRSI LdGasStT¥
Nicomachean Ethics,
Book 1.

LJdz

Views/findings can be challenged by others
Is/ought distinction

Transactional/
Translation/
Hermeneutic/
Practical

€.1781¢ WWI, WWII

Cf John Dewey 1859
1952

Modernist era

Pragmatism

Change, process,
relativity

Knowledge as a process
constantly changing
Emphasis on problem
solving

Patterns

Emphasis on HOW rathe
than WHAT to think
Truth not absolute: proof
in relation to facts,
experience and/or
behaviours

Hermeneutics

Orig. 16C
interpretation of
ancient texts
Emphasis on life as a
process of
interpretation and
dialogue: truth as
understanding
Schleiermacher 1768
1834

Dilthey 1833 1911
Gadamer 190Q
Wittgenstein 1889
1951

Planning:

Curriculum as practice/process; based on
G§SFOKSNDRa LINRPFSaaAazyl
understanding

Emphasis on imraction of individual with
environment and therefore always changin
values are situational relative and subject
change and verification

No permanent knowledge or subjects; approprig
experiences that prepare learners for chang
problemsolving topts; interdisciplinary, includin
manual/vocational and life skills

Mediating:

An integrated model; teachers responsible
ensure meaning for all learners

Questions:

What do you mean/think?

How do/can we understand this?

What do other people say?

What is the significance of th
Constitution/SASA/NCS?

Why are some learners achieving more than oth
from a simila sociceconomic background?
Methods:

Knowledge is socially constructed and therefd
historically and culturally specific

Subjective understandings are important
Researcher cannot stand outside the researc
context

Participantobserver

Focus groups
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Paradigm/era origins

Dominant period
philosophies

Associated theoretical
frameworks

Implications for teaching

Implications for research

Process of reonstructing
experience according to
the scientific method
(Ornstein & Hunkins,
2004:345)

Leads to:
Progressivism

We KS G NIzl K
% 2 N& Be@ey

Teacher deliberately and progressively yie
control of the learning process to learners
Learners atively involved in meaningaking;
experiential and inquirpased learning, learnin
by doing and problersolving

Constructivist approaches

High interaction

Subjective meanings from relationships
Assessing:

¢Sald GUKS WK24Q

Summative and formative

Varied stategies

Emphasis on feedback and deep learning

Iterative  processes building on
learning/findings and use of heuristics
Grounded theory approaches
Analysis:
Knowledge
refinement
Triangulation through different sources includi
but not limited to texts

Discourse angkis

previo

for judgement, deliberation an

Systems theory

Life is a system of
which we are a part:
truth as a whole
Bertalanffy (1909
Parsons (1902
Wiener (1894; 1964)

Planning:

Curriculum as practice 6F SR 2V
LINETSaarzyl ¢ 2dzR3I S Y
understanding

Emphasis oninteraction of individual with

environment and therefore always changin
values are situational relative and subject
change and verification

No permanent knowledge or subjects; approprig
experiences that prepare learners for chang
problemsolving bpics;interdisciplinary, including
manual/vocational and life skills

Emphasis on the big picture and connections
Mediating:

An integrated model; teachers responsible
ensure meaning for all learners

Teacher deliberately and progressively yie
control of the learning process to learners
Learners actively involved in meaningking;
experiential and inquinpased learning and
problemsolving

Emphasis on reflective thinkers
Connectivist/Constructivist approaches

Self as system within systems requiring th
interaction and communication

Questions:

What is the overall goal?

What parts of the system are working well or badl
26 R2Sa dGKAa NBEIGS i
How do family reldons and circumstances impa
on educational achievement?

Methods:

Knowledge is socially constructed and therefq
historically and culturally specific
Subjective understandings are important
Researcher cannot stand outside the research
context
Particimant-observer
Focus groups
Iterative  processes
learning/findings
Grounded theory approaches

Emphasis on systemic linkages and impacts
Analysis:
Knowledge
refinement
Triangulation through different sourcemcluding
but not limited to texts

Diagrammatic presentations of findings

building on previo

for judgement, deliberation an
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Paradigm/era origins

Dominant period
philosophies

Associated theoretical
frameworks

Implications for teaching

Implications for research

Assessing:

¢Sald GKS WK26Q
Summative and formative
Varied strategies

Emphasis on feedback

Transformation/
Critical/
Emancipatory

Roots in past but
particular post WWs

Transition from Modern
to Post Modern

Existentialism

Stress on individualism
and personal self
fulfilment

Choices about what is
truth and the criteria for
determining truth
Developing
consciousness about the
freedom to choose and
the meaning and
NBaLl2yaAohit
choices

(Ornstein & Hunkins,
2004:37)

Leads to:
Reconstructionism

WL & A & indizldiali
to choose the life they
GKAYl o0Saido
Existence precedes
essence; contra

Phenomenology
Human experience as
a mixture of feeling,
awareness and
consciousness; truth
as authenticity

Put aside
preconceptions:
explore what is relly
happening

There is an objective
truth

Derrida (1936
Nietzsche (1844
1900)

[Note synergy with
African Philosophy]

Planning:
Curriculum as praxis teacher & learner together
uniquely human with subjective perceptions
truth

Emphasis on knowledge eaded to inform
personal choices; choices in subject mat
including emotional, aesthetic, philosophical al
sociallyoriented

Values and ethics that inform choiceaking
Mediating:

Institutions out of touch with real world thereforg
deliberate aim at powr-sharing; exploration of
common concerns and support for sedind social
transformation

Truth as authenticity: ruthless honesty
Rejection of dogma/preconceptions

Teachers and learners are-t@arners

Social constructivist/interactionist

Reflection on pesonal experiences

Assessing:

Negotiated assessment

Emphasis on peer and gdadsed assessment

Questions:

Who am 1?

How do we feel about this?

How is this experienced in reality?

What is redly happening?

What is the aim and purpose of education?
Methods:

Knowledge is socially constructed but also politic
influenced

Exploration of the relationship between knowledg
and power; structure and agency

Researcher cannot stand outside the reséad
context

Intensive, iterative case studies

Analysis:

Knowledge is validated in praxis in specific social
political contexts

Phenomenologists differ from poshodernists in
that phenomenologists insist that any surface has
underlying structure (Hjgs & Smith 2002:77).

Aristotle ¢ Sartre Feedback in form of critical response a
contribution to action
See William African philosophy Planning: Questions:

Pinar/Patrick Slattery for
emerging curriculum
theory

Truth has its origins in
Africa because human
beings have their
origins in Africa
Pluralist in nature
Cf Mudimbe,

Curriculum approaches vary but often take Afric|
contexts and contributions as a starting point
Sometimes emphasis on knowledge needed
inform choices for African contexts includin
indigenous knowledge systems

Values and etluis that inform choicenaking and
speak to Africa concerns and contexts e.g. Ubu

odzi y2 OfINAGE 2y GKI

What does it mearno be African/in Africa?
Is there a role for ethnophilosophy?
Does it work in this context?

What can be done about the legacy of colon
inequalities?

What is the impact of globalization on the schooli
system and curriculum in SA?

Methods:
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Paradigm/era origins

Dominant period

Associated theoretical

Implications for teaching

Implications for research

philosophies frameworks
Hountondji, Keita, Mediating: Knowledge isocially constructed but also political
Cabral, Wiedu, Institutions often dominated by colonial baggaq influenced esp. by colonial legacies

. 2Rdzy NA Yy X

therefore often deliberate aim at exploration ¢
common concerns angupport for self and social
transformation in the African contexthowever as
2F40Sy Fyeée 1ddsSyLi dz
learning seen as a countproductive ¢ curricula
and methods often still dominated by coloni
legacy

Truth as African; processf socialization into
African culture

Pluralistq approaches from the traditional didacti
and authoritarian to the socialonstructivist and
transformational

Assessing:

Again varied¢ depending on particular Africa
contexts

Exploration of the relationship between knowledg
and power; structure and agency

Researcher cannot stand outside the research
context

Intensive, iterative case studies

Analyss:

Knowledge is validated in praxis in specific social
political contexts

In certain quarters African truth would be seen as
objective reality, that is, as truth in a distinct
African context, peculiar to Africa and its peoples
other instance, African truth would be seen as th
result of Africans practicing the discipline
philosophy in its universal application. And in Yy
other quarters, truth would be acclaimed as Afric
to the extent that it liberated the people of Afric
from the colmial past (Higgs & Smith 2002:110).

Critical theory

Truth is created and
uncreated by human
beings and very often
serves the status quo
There is no such thing
as objective truth
[yy2i asdil
tATS (Sada
GaOASYGATA
Cf Feminism, ew
Marxism, black
consciousness
Frankfurt School,
Horkheimer (1895,
1973)

Habermas (1929
Paolo Freire (1924

1994)

Planning:

Curriculum as praxis teacher & learner together
viewed as social agents transforming instituiso
and society; politicization via contextualisation
Emphasis on knowledge needed to infor
personal choices; choices in subject mat
including emotional, aesthetic, philosophicd
political, social, economic

Values and ethics that inform choiceaking
Mediating:

Institutions out of touch with real world thereforg
deliberate aim at powesharing; exploration of
common concerns and support for sedind social
transformation

Truth as unmasking

Rejection of dogma/preconceptions

Teachers and learners are-lgarners

Social constructivist/interactionist

Questions:

Who tells us what is true and false?

Where do we get our ideas from?

Why is it that certain groups are so privileged?
Why do we all accept serious inequalities?

Methods:

Knowledge is socially constructed but also politicg
influenced

Exploration of the relationship between knowledg
and power; structure and agency

Researcher cannot stand outside the research
context

Intensive, iterative case studies
Analysis:

Knowledges validated in praxis in specific social &
political contexts

I NARGAOKE GKS2NEB X RATFT
critical theory claims that society is structured al
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Paradigm/era origins

Dominant period

Associated theoretical

Implications for teaching

Implications for research

philosophies frameworks
[Note synergy with Critical pedagogy: schooling is a tool in the haf that our understanding of that structure will at lea
Feminism] of the powerful (Higgs & Smith 2002:89) partially help to amendsoda S @A f & t 2
Emphasis on uses of language Of LAY GKIFG a20Aa80& A&
Assessing: 2002:91)
Negotiated assessment
Emphasis on peer and gdadsed assessment
Feedback in drm of critical response an
contribution to action to transform society
Feminism Planning: Questions:
Truth as being a Curriculum as praxis teacher & learner together What social roles are we forced to adopt?
woman viewed as social agents transforming institutio] Do women experience reality differently?
Wollstonecraft 1792 | and society; politicization via contextualisation | Traditionally, philosophy has been written by me
Irigaray (1932 Emphasis on knowledge needed to infof What has been missed as a result?
Kristeva (1949 personal choices; choices in subject mat| Methods:
De Beauvoir (1908 including emotional, asthetic, philosophical Knowledge is socially constructed butafmlitically
1968) subjects influenced
Arendt (1906 1975) | Values and ethics that inform choiceaking Exploration of the relationship between knowledg

Odora Hoppers (1967
)

Focus on the contributions of women; the voic
that have traditionally not been heard; gendg
stereotyping; sexual objectification of women
Mediating:

Institutions out of touch vth real world therefore
deliberate aim at powesharing; exploration of
common concerns and support for sedind social
transformation

Truth as being woman

Rejection of dogma/preconceptions

Teachers and learners are-t@arners

Social constructivist/inteactionist

Critical pedagogy: schooling is a tool in the ha
of the powerful (Higgs & Smith 2002:89)
Emphasis on uses of language iro gender
Assessing:

Negotiated assessment

Emphasis on peer and gdadsed assessment
Feedback in form of critical responsand

contribution to action

and power; structure and agency

Researcher cannot stand outside the research
context

Intensive, iterative case studies

Focus group interactions

In-depth personal accounts/narras

Analysis:

Knowledge is validated in praxis in specific social
political contexts

Feminism insists that traditional, male Aristotelig
logic, working by itself, is powerless to uncover
discover significant human truth. In ignoring t
place of theemotion, sexuality, the preliterate child
0KS aoA2t23A01teéx I a
patriarchal academy ironically found itself barré
(Higgs & Smith 2002:59).
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Paradigm/era origins Dominant period

philosophies

Associated theoretical
frameworks

Implications for teaching

Implications for research

A new era?
A transcendental paradigm?

Cf Buddhism

Postmodernism
We can understand
neither truth nor
falsity: truth as an
illusion

G¢KS NI 3§
NEBI &2yé
Language cannot
define reality
Rejection of grand
narratives
Instinct/emotion drive
choices

Lyotard (1924 evi
Strauss

Foucault

Derrida

Nihilism

Human beings have al
erratic and chaotic
existence with no
purpose or meaning
Chaos Theory
Concerned with
processes that appear
to be random or
chaotic but which
actually have their
own internal order
and their own kind of
process principleg
McMillan 2004 cf
Poincare, Lorenz,
Ruelle, Takens, Siea
Yorke, Langton,

Mandelbrot,

Note: Montessori approaches would seem to
well in this paradigm

Planning:

Postmodern thinkers probably would not wo
comfortably in the formal schooling system but:
Facus on individual interests/choices
Exploration of emotion, instinct, drive, sexualif]
imagery, pervasive influence of technology
Mediating:

Institutions out of touch with real world thereforg
deliberate aim at powesharing; exploration of
common interess/concerns and support for self
transformation and selfinderstanding

Truth as an illusion

Rejection of dogma/preconceptions

Teachers and learners are -emperiencers of
reality and make their own meaning

Process of personal empowerment

Assessing:

Selfassessment

Seltauthenticity

Questions:

Is life worth living?

What does it mean to me?
What are the moral/ethical considerations tha
inform the NCS and the schooling system?
Methods:

Personal selfeflection

Analysis:

Does it make sense to me?

Do | want toexplore this with someone else?
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Paradigm/era origins

Dominant period
philosophies

Associated theoretical
frameworks

Implications for teaching

Implications for research

Feigenbaum,
Libchaber
Complexity Theory
Complexity science
(including chaos),
challenges much of
the established,
classical, scientific
view:

Small details
important

Interested in
paradoxes,
contradictions and
irregularities

Prefers holism to
reductionism

Uses qualitative
alongside quantitative
analysis

Uses computer
simulations to identify
patterns and flows
Key concepts: self
organisation, complex
adaptive systems,
emergence, new
concepts of evolution
Cf Prigogine, Haken,
Kauffman, Goodwin,
Stewart, Maturana,
Vaerla, Hooand,
Gelman, Langton
McMillan, 2008
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Appendix 3instruments

3.1 Consent letter
Dear Colleague

Agreement to participate in a research studytilising Open Education Resources in support of
curriculum transformation at Africa Nazarene University: a parpatory action research approach

As part of the ongoing collaboration between Africa Nazarene University (ANU) and OER Africa to
explore the mainstreaming of OER at ANU in support of improved teaching and learning, particularly
through ODelL, you are invited participate in the related research study whose title is given above.
Please note that participation in this research agenda is voluntary and you may withdraw at any time
without consequence.

The study will be undertaken by Tony Mays in the form ohatoethnographic doctoral thesis in
curriculum studies through the University of South Africa under the supervision of Professor L J van
Niekerk, the Acting Deputy Executive Dean of the College of Education.

The study aims to document the process and figdirelated to mainstreaming OER at ANU in order
not only to contribute to achieving the wider goals of the project as set out in the MoU between the
two organisations but also to provide a record for posterity of the process and findings within ANU for
the ANU library.

As a member of the core team involved in the implementation of ODL at ANU and/or your role in
supporting processes such as policy review and development, curriculum and materials development,
guality assurance, capacibuilding and/or ICTupport you will be requested from timto-time to
participate in discussions, some of which will be audio recorded with permission in advance to
facilitate analysis, to supply documents and on two occasions to complete a formal survey instrument
which willform the principle data for the study over the period November 2015 to November 2016.
You will be one of between 10 and 20 ANU staff to be involved in the process based on purposive
sampling related to your role (determined within ANU) in mainstreamirgue of OER in teaching

and learning at ANU, particularly for but not limited to ODeL provision.

Participation in the process will help you both to-@etermine the goals and activities involved and
also provide a means for you to comment on what is bé&agned from the process itself.

Participation will not involve any additional time commitment from what we collaboratively agree to
be necessary for the process of unfolding the MoU between ANU and OER Africa and the plans we
have made together.

You areassured that anything you say or do in support of the process will be kept strictly confidential
excepting where you publish anything under an open licence that then becomes part of the
documentary evidence for the thesis. You can withdraw from the proaeasy time subject to the

directives of ANU management. Professor Ethangatta is fully aware of and supports the study, will

have access to all draft documentation and will be able to address any questions as to why ANU
supports the study or any questiods2 dz K+ @S F62dzi ! b! Q& AYUGSNYIf LINE

Ethical clearance for the study has been obtained from the University of South Africa, ANU
management and the Ministry of Higher Education, Science and Technology in Kenya.

You can contaahe at any time with questions about the study as set out below.

I hope that you will feel ready and able to participate in the study on the above terms and will
demonstrate your consent by signing the consent letter below.

Thank you in anticipation.
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TonyMays

Email:tonym@saide.org.za

Phone: +27 8371 9215

LY XXXXXXXXXXXXXXXXXXXXXPC, [[ blagogx 27F

XXXXXXXXXXXXXXXXXXXXXXPDP59t ! we¢a9be¢zZ 27T I FNA OF
participate in the studytilising Open Eduation Resources in support of curriculum transformation

at Africa Nazarene University: a participatory action research approasier the period September

2015 to December 2016 in line with the agreement of ANU management.

| understand that personal contrittions made to this research will be kept confidential (unless |
explicitly request in writing that my opinion be recorded as part of the public record) and | undertake
in return not to divulge any information that | learn as part of the process (orsunth information is
made public under an open licence).

Name:
Title:
Email:

Signature:

306


mailto:tonym@saide.org.za

3.2 Survey instrument

The survey instrument on the following pages was used at the start and towards the end of the data collection cycle.

Summarising your own underanding of and engagement with OER

Define OER in your own words.

Explain how you have engaged with OER in the past six months, if at all.

Outline your planned engagement with OER in 2015/2016, if at all.

307



OER Maturity Index .

This OER Maturitindex (adapted from an EduCause tool for data analytics) has been formulated as a general assessment of progress iminginst
of OER. You may find that the scores along the six dimensions (Expertise/ Policy and Procedure/ Quality AssuraneetUhefr&silture and leadershiy
Investment) will differ depending on the department or immediacy of engagement with learning resources generally andaptieRlar.p

fea

~

The index should be used more than once and by multiple stakeholders as a stimdiatotpe in the institution regarding the next steps neede

1 to

mainstream the use of OER. Additional indicators might be added in time.

‘ Strongly, |Agree | |Neutral| |Disagree$ Strongly| | Total
agree disagree
Expertise | | | | | | | |
1. We have a sufficient number of staff whknow what OER are. s L4 Jl s | 2 |[ 1 || |
2. We have a sufficient number of staff who know where/how to find OER. L s Jla [ s | 2 |1 |
3. We have a sufficient number of staff who know how to evaluate OER. | 5 | | 4 | | 3 | | 2 | | 1 |
4. We have a sufficient number of staff who know how to adapt OER. L s Jla [ s | 2 |1 |
5. We have a sufficient number of staff who are able to clear thauty copyright. | 5 | | 4 | | 3 | | 2 | | 1 |
6. We have a sufficient number of staff who are able to prepare resources for publicatior| 5 | | 4 | | 3 | | 2 | | 1 |
OER.
Total: x/ 6 | || || || || || |
Policy and procedure | | | | | | | | | | | |
1. There are clear institutional policies and procedures regarding IP, copyright and plagiari5|| 5 | | | | 3 | | 2 | | 1 | | |
2. There are clear institutional policy guidelines on how OER should be used and publisl| 5 | | 4 | | 3 | | 2 | | 1 |
3. There are clear procedures, checks, balanmed support for each stage of the OER life| | 5 |[ 4 [[ 3 [[ 2 || 1 |
cycle (find/evaluate/adapt/clear copyright/publish/use/revise)
4. HR recognition, support and rewards support quality learning resource development s e J[ s | 2 || 1 |
general and use of OER in particular.
5. ICT policies and processes support quality learning resource development in general | 5 | | 4 | | 3 | | 2 | | 1 |
use of OER in patrticular.
6. There are ICT policies and procedures for backing up, archiving, versioning and rever| S | | 4 | | 3 | | 2 | | 1 |
learning resources.
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| ‘ Strongly, |Agree | |Neutral| |Disagreé Strongly| | Total
agree disagree
|Total:x/6 ‘ | | || | | |
Quality assurance
1. There are staff dedicated to quality assurance who are also knowledgeable about OER a| 5 2 1
related issues.
2. There are quality guidelines and processes to ensure programmes are designed whi¢| 5 | | | | | | 2 | | 1 |
coherent andit for purpose including ensuring equivalence of provision across differer
modes¢ campusbased/parttime/schootd 8 SRk RA &G+ yOS X
3. There are quality guidelines and processes to ensure that learning resources for | 5 | | | | | | 2 | | 1 |
constituent courses are fit fggurpose including ensuring equivalence of provision acrog
different modesc campusbased/parttime/schootd 8 SRk RA a il yOS X
issues of level of demand, interactivity, sequencing and progression.
4. There are quality guideliseand processes to ensure that assessment strategies are va| 5 | | | | | | 2 | | 1 |
reliable and equivalent across different modes of provision.
5. There are processes and procedures to ensure the clearance of third party copyright i| 5 | | | | | | 2 | | 1 |
learning resources.
6. Feedback from key stakeholders such as learners, teachers, external examiners, em|c| 5 | | | | | | 2 | | 1 |
and professional bodies is demonstrably fed back into quality improvement of
programmes, courses and learning resources.
Total: x /6 | || || || || || |
Infrastructure | | | | | | | | | | | |
1. Staff and students have access to sufficient ICT software, hardware and ongoing support| 5 | | | | | | 2 | | 1 | | |
develop and use learning resources that are increasingly digital in nature.
2. Plagiarism software is available and is used to scan contentafmeby both students | 5 | | | | | | 2 | | 1 |
and staff.
3. The systems for backing up, archiving, versioning anebrsioning learning resources are¢| 5 | | | | | | 2 | | 1 |
functional and robust.
4. Specialist multmedia development capacity is available and sufficient for projected | 5 | | | | | | 2 | | 1 |
growth in the use of digital learning resources.
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‘ Strongly, |Agree | |Neutral| |Disagreé Strongly|
agree disagree
5. There are policies and procedures that specify rights and privileges regarding access to 5 | 4 | | 3 | | 2 | 1
institutional and individual data and resources.
6. We have sufficient capacity to store, manageute, analyse and monitor large volumes (| 5 | | 4 | | 3 | | 2 | | 1 |
data, resources and student queries and assessment.
Total: x/ 6 | || || || || ||
Culture and leadership | | | | | | | | | | |
1. Our senior leaders are publicly committed to the use of quality resebased learning | 5 | | 4 | | 3 | | 2 | | 1 | |
approacles in general and to use of OER in particular.
2. We have a culture that recognises that education and the sharing of intellectual propg¢| 5 | | 4 | | 3 | | 2 | | 1 |
are desirable things.
3. Ourinternal quality assurers understand and support the appropriateotiappropriate | 5 | | 4 | | 3 | | 2 | | 1 |
OER.
4. Our external quality assurers understand and support the appropriate use of appropr a| 5 | | 4 | | 3 | | 2 | | 1 |
OER.
5. Our faculty largely understand and support the appropriate use of appropriate OER. | 5 | | | | 3 | | 2 | | 1 |
6. Out students largely uretstand and support the appropriate use of appropriate OER, | 5 | | | | 3 | | 2 | | 1 |
including resources they might have developed themselves.
Total: x/6 | L JL | |
Investment | | | || || ||
1. Our funding level for quality curriculum and resource development is sufficient to meet ou| 5 | | 4 | | 3 | | 2 | | 1 | |
current needs.
2. Funding for the sourcing/adaptation/development of quality learning resources is seer| 5 | | 4 | | 3 | | 2 | | 1 | |
necessary investment (rather than as a cost to be subsidised by unpaid overtime).
3. We have an appropriate number of staff alved in the development of quality curriculu1| 5 | | 4 | | 3 | | 2 | | 1 | |
and supporting learning resources.
4. We invest in training related to curriculum and learning resource development includir| 5 | | 4 | | 3 | | 2 | | 1 | |
the use of OER.

310



‘ Strongly, |Agree | |Neutral| |Disagreé Strongly| | Total
agree disagree
5. Our ICT support staff are sufficient in numiagid expertise to support progression to 5 | | | | | | 1 | |
increasing use of digital resourbased learning.
6. We make provision for processes of planning, developing, trialling/piloting, monitoring| 5 | | | | | | | | 1 | | |

regular curriculum and learning resources review and rewisio

Total: x/ 6
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Dimensions

Totals

Expertise

Policy and procedure

Quality assurance

Infrastructure

Culture and leadership

Investment

Total

/6
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DESIGN Worksheet: OER Maturity index

Identify and prioritisehe steps that need to be taken to improve in each dimension.

IMPLEMENTATION Worksheet

Vision 2018

Describe your vision for 2018 in relation to use of OER and impact thereof:
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To achieve the vision, identify the key goals and interventions necegsar
20172018

20162017

20152016

Now detail what needs to be done, how and by whom in 202816
Objectives |
(Specific, Measurable
Acceptable and

Accountable, Realistig
and Trackable)
Objective | Activities

1 | |

Responsible Accountable Resaurces Start/End

Acknowledgement: The process and templates used here have been adapted from an EDUCAUSE resource related to Learning Analytics
http://www.educause.edu/ecar/researcipublications/ecafanalyticsmaturity-indexhighereducation
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3.3

ACHIEVE Open Education Resources Evaluation Rubric

Open Education Resources Evaluation Rubric

Categories of Criteria

3 ¢ Superior

2 - Limited

1 ¢ Weak/NA

Alignment to Course Objectives

1 Alignment to individual course objectives

Course objective fully
aligned and addressed
comprehensively.

Course objective partially
aligned and addressed.

Course objective neither
aligned nor addressed.

Explaration of the Subject Matter
Is the

1 Content valid and appropriately current?

1 Content understandable by target audience?

1 Content authoritative and appropriate (age level,
language, visuals, cultural sensitivity)?

Does the

1 Content present main ideas clea?ly
1 Content connect associated concepts?

Content is valid,
appropriately current,
understandable by target
audience, authoritative,
and appropriate. Content
presents main ideas clearly
and connects to associateq
concepts.

Content is partially valid,
less than appropriately
current, garners less than
complete understanding
by target audience, is
incomplete in elements of
authority and
appropriateness. Content
presents most main ideas
clearly and connects to
some associated concepty

Content is invalid,
outdated, not
understandable by target
audience, deficient in
authority and
appropriateness. Content
neither presents main
ideas clearly nor connect
associated concepts.

Utility for Instruction

9 Are instructions for use provided?

1 Do the components of the OER #ition as intended?

1 Does functionality require specific software or
hardware?

1 Isthe OER licensed for open use? (CC license for re

remix, revise, redistribution)

Is content adaptable or revisable?

Is metadata available?

= =

Comprehensive instruction
are povided; components
function as intended;
functionality does not
require additional software
or hardware; OER is
licensed for open use;
content is adaptable and
revisable; and, metadata is
available.

Instructions are
incomplete; some
components do not
function as intended:;
some functionality does
require additional
software or hardware; OE
license is partially open;
content is not easily
adaptable and/or
revisable; and, metadata i

incomplete.

Instructions are not
provided; components dg
not function as inénded;
functionality requires
additional software or
hardware; OER is not
licensed for open use;
content is not adaptable
and/or revisable; and,
metadata is not available
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Categories of Criteria

3 ¢ Superior

2 - Limited

1 ¢ Weak/NA

Quality of Assessment

1
1

)l

Is assessment aligned to the content?

Does the assessment msure and appropriately weigh
the major concepts of the content?

Does the structure of the assessment support an
accurate measurement of proficiency?

Assessment is aligned to
the content; measures and
appropriately weights the
major concepts of the
contert; and, the
assessment structure
supports an accurate
measurement of student
proficiency.

Assessment is moderately
aligned to the content;
inconsistently measures
and weights the major
concepts of the content;
and, the assessment
structure compromises an
accurate measurement of
student proficiency.

Assessment is misaligne
to the content; does not
measure or appropriately|
weight the major
concepts of the content;
and, the assessment
structure does not
support an accurate
measurement of student
proficiency.

Quality of Technological Interactivity

f

1
1

Does the OER functionality allow individualized learn
by being flexible or adapting to individual control?

Is the OER functionality well designed and functions
expected on the intended platform?

Does the OERifictionality invite student use or
encourage learning?

Functionality allows an
individualized learning
experience; is well
designed; and, encourageg
student use or learning.

Functionality moderately
allows an individualized
learning experience; the
designis deficient in some
areas; and, may not
encourage student use or
learning.

Functionality does not
allow an individualized
learning experience; has
design flaws; and,
discourages student use
or learning.

Quality of Instructional and Practice Exercises

1

= =

Does the OER offer more exercises than needed for t
average student to master elementary content?
Does the OER offer one to two rich practice exercises
complex content?

Are exercises clearly written?

Are exercises keyed and scored with appropriate
docunrentation?

Is there a variety of exercise types and formats
appropriate for the intended content?

OER offers appropriate
number of exercises for
mastery of elementary and
complex content; offers
clearly written, keyed, and
scored exercises with
documentation; and,
provides a variety of types
and formats of exercises.

OER offers an insufficient
number of exercises for
mastery of elementary an(
complex content; question
clarity or documentation
for keying or scoring is
insufficient; and, provides
little variety in types and
formats of exercises.

OER lacks an appropriaté
number of exercises for
mastery of elementary
and complex content;
does not offer clearly
written, keyed, and
scored exercises with
documentation; and,
provides no variety of
types and formats ©
exercises.

Opportunities for Deeper Learning

f

Does the OER offer opportunities for deeper learning
incorporating at least three of the following:

1. Thinking critically and solving complex problel

OER provides opportunity
for deeper learning through
at least three areas of

higher level thinking skills;

OER provides opportunity
for deeper learning
through fewer than three

areas of higher level

OER does not provide
opportunity for deeper
learning through higher
level thinking skills; does
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Categories of Criteria

3 ¢ Superior

2 - Limited

1 ¢ Weak/NA

2. Working collaboratively
3. Reasoning abstractly
4. Construcing viable arguments and critiquing
the reasoning of others
5. Communicating effectively
6. Applying discrete knowledge to real world
situations
7. Constructing, using, or analyzing models?
1 Does the OER offer a range of cognitive demand that
appropriate and suportive of content?
1 Does the OER provide appropriate scaffolding and

offers a range of cognitive
demand commensurate
with the content; and
provides appropriate
direction and scaffolding.

thinking skills; offers a
range of cognitive
inconsistently matched
with the content; and,
provides incomplete
direction or scaffolding.

not offer a range of
cognitive demand
commensurate with the
content; and, does not
provide appropriate
direction or scaffolding.

http://aim.cast.org/learn/e-resources/accessibility _resource

accessibility standards.

accessibility standards.

direction?
Accesdility Components and Parts of OER componenty OER does not comply
1 Does the OER comply with current ADA accessibility| functionality of OER comply or functionality comply with current ADA
standards? with current ADA with current ADA accessibility standards.

*Synthesized from Eight Rubrics developed by ACHIEVE, under the Creative Commons Attribution S.M
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3.4  Saide quality criteria for reiew of distance learning materials

Quality indicators for seHearning materials
You can use the following indicators to assess the quality of materials designed 4easdlig in a

blended distance learning programme.
The quality indicators are dived into 7 broad categories

Introduction and orientation

Selection and coherence of content
View of knowledge

Presentation of content and interactivity
Activities, feedback and assessment
Language

Layout and accessibility.

NoohswdhpE

Introduction and orientation

Orientation to programme, introductions, aims & learning outcomes

This category for review is about the way that clear and relevant information can motivate
and direct students effectively in their study. Students need to understand from the outset
the requiranents of the various components of the Programme and Module. As students,
they need to be motivated by relevant introductions and overviews within each individual
module/unit and how this relates to their professional development needs. They also need to
be clear about what they have to achieve in each unit and these aims and learning outcomes
should be consistent with the goals of the Programme and Module.

Is there an introduction to the Module and to each Unit?

Does the introduction provide an overvief the Module/Unit?

Does the introduction recognise and build from the assumed prior learning and experience
of the student?

Does the introduction locate the unit within the larger paper and programme?

Is the overall workload required consistent with thedit rating and time commitment
expected of the students?

Additional quality indicators:

Orientation to programme, introductions, aims & learning outcomes
Introductions to programmes/modules/units/sections

o] Explain the importance of the topic for the sttt and create interest in the
material

0 Provide an overview of what is to come

0 Forge links with what the students already know and what they are expected to
learn
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Point out links with other units/sections

Provide some indication of intended learning outcesiin ways that are directly
relevant and useful to the students

Give indications of how long the student should spend on the material in the unit so
that the students can pace themselves.

Learning outcomes

(0]

O OO0 oOo

Are stated clearly and unambiguously

Use activeand assessable verbs

Describe what the students need to demonstrate in order to show their competence
Are consistent with the aims of the paper and programme

The content and teaching approach support students in achieving the learning
outcomes.

Selectionand coherence of content

What is at issue here is rigour, interest and relevance. The content should beegedlrched, ugo-

date and relevant to the Bihar State context. The students should also be able to see how the content

is related to the learningputcomes and goals of the paper and programme. Coherence is also

important. If the components of a paper are contradictory or unrelated to each other, the impact of

the programme will be considerably lessened.

Is the content selected consistent with tA@proved curriculum?

Is it upto-date with the most recent policy developments?

Is it appropriate for the target audience?

Is there appropriate crosseferencing between different Units and different Modules of the
Programme?

Are references and source mai&s acknowledged properly?

Are the references contemporary?

Additional criteria:

Selection of content

(0]
(0]

(0]

Content is contemporary and reflects current thinking and recent references

Content is appropriate both to the intended outcomes of the programme dkase
recognising prior learning

] 2y (iSyd odAfRA 2y AGdRSY(GaQ SELISNASYOS
There is appropriate variety in the selection of content.

319

g K



+ASs 2F 1y26fSRIAS YR dza$ 2F aiGdRSyGaQ SELISNRASYyC
In the traditional contexts, where rote learning and autharan views of knowledge have

been the norm, particular attention needs to be paid to the way knowledge is presented. The
perspective we would wish to promote is that knowledge should be presented as open and
constructed in contexts, rather than merelycaved in a fixed form from authorities.

Students should be given opportunities to interrogate what they learn, and their prior
knowledge and experience should be valued and used in the development of new ideas and
practices. Frequent opportunities and niadition for application of knowledge and skills in

the workplace, where relevant, should be provided, but this should be done in a reflective

rather than mechanical way.

+AS¢6 2F (1y26tSR3IS IyR dzaS 2F aGdzRSydaQ SELISN
View of knowledge and RPL
0 Student) 26y SELISNASYOS&d | YR dzy RSNEGFYRAY3 |}

discussion

0 Knowledge is presented as changing and debatable rather than as fixed and not to
be questioned

o] Students are encouraged to weigh ideas against their own knowledge and
expeaience and to question ideas/concepts that do not seem to be adequately
substantiated

o] Students are helped to contextualise new knowledge appropriately and a concerted

effort is made to empower students to use theory to inform practice.

Presentation of caent and interactivity

CKAAd A& (2 R2 6A0K K2g (GKS 02y aGSyid Aatwillvaya Kid ¢f
according to the subject and the audience. However, there are certain pointers for a reviewer. These
include, clear explanatioof concepts and a range of examples, as well as sufficient and appropriate

ways for students to process new concepts, rather than merely learn them off by heart. Content is

presented as an ongoing discussion within which teachers aoewwibutors.

Is ®ontent presented in a way that assumes knowledge is constructed and contested?
Does the material establish and maintain a dialogue with the teacher in the process of
unfolding the content?

Does the material create a friendly learning environment of collatiee engagement?

Presentation of content and interactivity

Presentation of content

o] Concepts are developed logically

0 Concepts are explained clearly using sufficient and relevant examples

0 bSg O2yOSLIia FNBE AYUiUNRBRddzOSR dg&¢ fAylAy3a (2
o] Ideas are presented in manageable chunks
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(@)

A variety of methods are used to present the content and succeed in keeping the
aGdzRSyiaQ AydSNBad | tAdS

Theories are not presented as absolgtdebate is encouraged

The course materials model the processes skitls that the students are required
to masterg i.e. they practise what they preach.

Activities, feedback and assessment

A major strategy for effective teaching in course materials is the provision of a range of activities and

strategies to encouragégdents to engage with the content. If the course designer provides feedback

or commentary on these activities, then students will experience a form of the discussion that takes

place in lively classrooms.

Furthermore, because students work through theteréls largely on their own, they need some

means of assessing their own progress. Comments on the activities in the materials can help to do

this. The assessment criteria for the programme as a whole should be made clear to students and

should be appropate to the intended learning outcomes.

Are there activities in each of the following categories?

0 Selfstudy/selfreflection activities
o Classroonbased activities
0 Studycentre-based activities

ICT activities

Are the activities practical?

Do the activitiesontribute to the overall outcomes of the unit/module?

Is the estimated time for the activities included and realistic?

Is feedback provided and appropriate?

Is the overall assessment strategy appropriate for the purpose, target audience and context?
Will the overall assessment scheme require evidence of improved practice and improved
student achievement?

Activities, feedback and assessment
Activities

O OO O0OO0OO0OO0OO0Oo

The activities are clearly signposted and students know where each begins and ends
Clear instructions helfhe students to know exactly what they are expected to do.

The activities are related to the learning outcomes.

Activities reflect effective learning processes

Activities are sufficient to give students enough practice

Activities are distributed at fairtirequent intervals throughout a section

Activities show a range of difficulty

Activities are sufficiently varied in terms of task and purpose

Activities are life/work related
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(0]

Activities are realistic in terms of time indications and resources available to
students.

Feedback to students

o] Feedback to students is clearly indicated

o] Feedback is offered in the form of suggestions and is only prescriptive where
necessary

o] The students are able to identify the errors they have made, and they are able to
assess theiprogress from their responses

o] Where calculations are required, the stages in the working are displayed and
explained.

Assessment

o] There is an assessment strategy for the course as a whole

0 The assessment tasks are directly related to the learning outcomes

o] Formative and summative assessment strategies are employed

o] Assessment criteria are made known to students and feedback is provided on
interim assessments which helps students to improve

o] Mechanisms exist for students to respond to feedback on assessmdrihagse are
clearly explained in the courseware.

Language

Aside from the obvious importance of clear, coherent language at an appropriate level for the
students, the kind of style that is used is crucial. The style can alienate or patronise the reader,
or it can help to create a constructive learning relationship with the reader. Style needs to be
judged in terms of specific audience and purpose, and so a standard set of criteria is not
useful. However, it is always helpful if new concepts and terms grlieed and jargon is

kept to a minimum.

Language level

(0]

O OO0 O0OO0OO0Oo

New concepts and terms are explained simply and these explanations are indicated
clearly in the text

The language used is friendly, informal and welcoming

{GdzRSy da NS y20 LIW@xmeyAasSR 2N wilf SR
The discourse is appropriate to the learning intended

The language is sensitive as far as gender and culture are concerned

The language takes cognisance of the multilingual reality of the context

The language is active and sufficiently interactive

A gbssary is provided.
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Layout and accessibility

Effective layout of printed materials maintains a creative tension between consistency and variety. It
is important that learners are able to find their way through the various units and sections by the
provisbn of contents pages, concept maps, headings, subheadings, statements of aims and learning
outcomes, and other access devices. The text also needs to be broken up into reasonable chunks, and

the layout should assist the logical flow of ideas.

At the samdime, a very predictable format can lead to boredom. A good way of introducing variety
is through the use of visual material such as concept maps, pictures and diagrams. This has the added
advantage of catering for learners who learn best through visualesentations of ideas. Where

appropriate, concept maps, pictures and diagrams should be included.

Where the course is presented through another medium, or where other media are used to
support printed course materials, similar issues of accessibilitgt teebe applied to the other
media employed. The medium chosen, and the way it is used, should be appropriate for the
intended learning outcomes and target audience.

Learning skills

o] Summaries and revision exercises are included at frequent intervalsiti tHse
students to learn
o] Skills for learning (such as reading, writing, analysing, planning, managing time,

evaluation of own learning needs and progress) are appropriate to the outcomes of
the course and integrated into the materials [especially impatria the Semester 1
Papers]

Access devices (in texts; corresponding features will be looked for in other materials, e.g.

videos)

o] The numbering/headings system makes it easy for students to find their way
through the text

o] The text is broken up into reasahle units

o] Headings and subeadings are used to draw attention to the key points of the

lesson. This makes it easy for the students to get an overview of the lesson at a
glance. It also makes it easy to find parts the students want to refer to.

o] There is a&ontents page

o] Pretests are used wherever feasible to help the students know what skills or
knowledge they need to have before starting the lesson/section

o] Links with previous knowledge and experience, with other parts of the same lesson

and with other lesons are indicated.

Visual aids (pictures, photographs, diagrams and cartoons) (in texts)
o] The visual aids used complement the written text
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o

Line pictures, cartoons are welfawn and appropriate for target students. They are
gender and culture sensitive.

Where appropriate, concept maps and diagrams are included to help the students to
get an overview of the material and to assist the learning process.

Captions and explanations accompanying visual aids are adequate and give the
students a clear idea of wh#teir purpose is.

Instructions/explanations accompanying diagrams are clear and students know what
they are expected to do.

Visual aids are well placed in the text.

Visual aids are of suitable size.

Where printed materials are supported by other media, abthe other media is

clearly indicated in the materials and appropriate for the intended learning
outcomes.
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35 Materials review instruments

The following materials review instruments are based on criteria developed collaboratively within
Saide, inclding the researcher, and adapted slightly for the purposes of this project.

WSOASG AyailNHzYyS
OELISNI NBOASG 27F f

Thank you for agreeing to review materials from the ANU XXX programme. Please familiarise yourself
with the module/progranme outline attached included as Resource 0.0 before starting your review.

Please note that the review instrument has two main questions:

1. Are we teaching the right things?
2. Are we teaching things in the right way?

Name of reviewer:

Date reviewed:

Are weteaching the right things?
Please comment on the following aspects of the materials.

1. ldentify any factual errors in the content and provide the correct facts or a suitable

reference.

Identify any plagiarism/copyright issues you have noticed.

3. Given the stted purpose of the module/programme, identify any concept/issue which
should have been introduced but has not been.

4. Given that this module is part of a larger programme and learning pathway, suggest
themes/focus areas for more-depth follow up study.

N

Arewe teaching things in the right way?

These materials will largely be engaged with independently, although there will be dischasiesh
contact sessions on a regular basis. The materials therefore need to teach and not simply provide
content.

Taking theabove information into account, comment on the following issues.

5. Introduction and orientationHHow well do the materials orientate students to the
subject/topic, to its place in the wider field/discipline, and to new learning and to new
ideas? Cite spedifexamples to justify your judgement and provide practical examples of
how this aspect could be improved where applicable.

6. Selection and coherence of contdstthe content selected appropriate to purpose and
audience? Are concepts presented as partrofiafolding and coherent argument or as
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discrete bits of information? Cite specific examples to justify your judgement and provide
practical examples of how this aspect could be improved where applicable.

7. View of knowledge and use of student experie@ien that the stated target audience is
appropriate cognisance taken of their likely everyday knowledge of the issue under
discussion and is content presented as fixed and unchanging or as constructed and
contested? Cite specific examples to justify youigement and provide practical examples
of how this aspect could be improved where applicable.

8. Presentation of content and interactivito the materials present content as something to
be memorised and reproduced or as something to be interpreted andgatyaith? Cite
specific examples to justify your judgement and provide practical examples of how this
aspect could be improved where applicable.

9. Activities, feedback and assessmeXre activities appropriate to the learning purpose and
outcomes? Is apprajate feedback provided to motivate further learning? Cite specific
examples to justify your judgement and provide practical examples of how this aspect could
be improved where applicable.

10. Languagels the language accessible for the target audience?39pieific examples to
justify your judgement and provide practical examples of how this aspect could be improved
where applicable.

11. Layout and accessibilithre the materials easy to navigate? Is there sufficient variety of
presentation to retain interest it not so much as to cause confusion? Cite specific examples
to justify your judgement and provide practical examples of how this aspect could be
improved where applicable.

Finally, you are welcome to make any opemded comments about the programme or ghépecific
set of materials.
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Thank you for agreeing to review materials from the ANU XXX programme. Please familiarise yourself
with the module/programme outline attached included as Resourceb8ffre starting your review.
Your feedback will help us to improve the learning resources for future students.

Name of reviewer:

Date reviewed:

Comment on the following issues.

1. Introduction and orientationHow well do the materials orientate you thé learning
purpose, to its place in the programme, and to new learning and to new ideas? Cite specific
examples to justify your judgement and provide practical examples of how this aspect could
be improved where applicable.

2. Selection and coherence of cent. Is the content selected appropriate to purpose and
accessible to you? Are concepts presented as part of an unfolding and coherent argument or
as discrete bits of information? Cite specific examples to justify your judgement and provide
practical examfes of how this aspect could be improved where applicable.

3. View of knowledge and use of student experie@ieen the intended target audience is
appropriate cognisance taken of their likely everyday knowledge of the issue under
discussion and is contentgsented as fixed and unchanging or as constructed and
contested? Cite specific examples to justify your judgement and provide practical examples
of how this aspect could be improved where applicable.

4. Presentation of content and interactivito the mateials present content as something to
be memorised and reproduced or as something to be interpreted and engaged with? Cite
specific examples to justify your judgement and provide practical examples of how this
aspect could be improved where applicable.

5. Actuities, feedback and assessmefite activities appropriate to the learning purpose and
outcomes? Is appropriate feedback provided to motivate further learning? Cite specific
examples to justify your judgement and provide practical examples of how thésaspuld
be improved where applicable.

6. Languagels the language accessible? Cite specific examples to justify your judgement and
provide practical examples of how this aspect could be improved where applicable.

7. Layout and accessibilithre the material®asy to navigate? Is there sufficient variety of
presentation to retain interest but not so much as to cause confusion? Cite specific examples
to justify your judgement and provide practical examples of how this aspect could be
improved where applicable.

Finally, you are welcome to make any opemded comments about the programme or this specific
set of materials.
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Appendix 4:

4.1
Outcomes:

Agendas for PARelated site visits to ANU

By the end of the wikshop, participants will:

Agenda for 22 to 26 September 2014 (introducing PAR)

Identify enabling and inhibiting factors for effective resoub@sed education provision

Identify enabling and inhibiting factors for mainstreaming OER (both use and publication)

1

2.

3. Identify strategies for overcoming challengesatation to 1 and 2

4. Have reviewed and revised the workplan for the updating of distance education course
materials

5. Agree on a participatory action researbhsed strategy for moving forward for
mainstreaming OER use in general and within distance provrsjoarticular.

Time Activity Responsible/resources
Pre Refining workshop plan; resourcing the OER Africa with ANU lead team
workshop workshop plan
ANU team
Day 1
08:30¢ 10:30 | Introductions and expectations OER Africa, all
Session 1 Developments in OER and ODelcsitast PPT and CDR
meeting
Reflection on revised draft DE materials
shared for review
10:30-10:50 | Comfort break
10:50¢ 12:30 | Presentations from ANU staff involved in ANU team
Session 2 updating DE resources: successes and
ession challenges; update ostatus of OER
policy
12:30¢ 13:15 | Lunch break
13:15¢ 15:45 | Introducing a participatory action research | OER Africa
Session 3 agenda for continued engagement
ession between ANU and OER Africa 2€201.6
15:45¢ 16:00 | Wrap-up and preparation for nexday OER Africa
Homework Identify draft/revised draft DE materials for | ANU Team
Day 2
Day 2
08:30¢ 10:30 | Revisiting the role and design of activities af OER Africa, all
_ feedback in distance education material
Session 4.0 PPT and CDR
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Time

Activity

Responsible/resources

10:30-10:50

Canfort break

10:50¢ 12:30

Session 4.1

Developing introductory activities and
feedback

ANU team

12:30¢ 13:15

Lunch break

13:15¢ 14:45

Session 4.2

Developing developmental activities and
feedback

ANU team

14:45¢ 16:00

Session 4.3

Developing consolating activities and
feedback

ANU team

Homework: complete at least one example
each for Friday feedback session

Day 3

08:30¢ 10:30

Interviews with key staff iro PAR

OER Africa and ANU staff

10:30-10:50

Comfort break

10:50¢ 12:30

Interviewswith key staff iro PAR

OER Africa and ANU staff

12:30¢ 13:15

Lunch break

13:15¢ 16:00

Interviews with key staff iro PAR

OER Africa and ANU staff

Day 4

08:30¢ 10:30

Engagement with ANU strategic planning a
policy framework

OER Africa

10:30-10:50

Comfort break

10:50¢ 12:30

Engagement with ANU strategic planning a
policy framework

OER Africa

12:30¢ 13:15

Lunch break

13:15¢ 16:00

Drafting possibilities for PAR agenda

OER Africa
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Time Activity Responsible/resources
Day 5
08:30¢ 10:30 | Presentations of DE &aties completed for | ANU team
Session 8 homework and reflection on lessons
ession learned
10:30¢ 10:50 | Comfort break
10:50¢ 13:00 | Collaborative development of participatory
. action research (PAR) based workplan
Session 9

over 3 years in broad; over 1 year in
detail ¢ including workshop/visit schedul

Postworkshop

Writing up of action plan and revision of
drafts via email exchange
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4.2

Agenda for 16 to 20 March 2015 (progress report and refining research agenda)

It should be noted that the schedule of activétiand target audiences listed below were suggested
only. No ANU staff needed to attend every session but ANU was welcome to invite whomever it
deemed fit (including participants from outside of ANU). OER Africa provided workshop resources on
CD for 50 paitipants, although not all 50 needed necessarily be present on any one day.

Outcomes:

By the end of the workshop we should have:

1 Reported on progress against the plan drafted in September 2014 and amended forward
planning accordingly
91 Clarified any MoU is®s and updated the MoU as necessary
1 Developed a research plan to support the revised implementation plan
1 Clarified copyright and policy issues
9 Clarified quality assurance issues
1 Reviewed materials development work in process.
Time Activity Resources Targd audience
Monday 16 March
0830¢ 0845 Opening
0845¢ 0930 Report on September| OER Africa CD IODL core group (incl
workshop and b _ Research
revisiting of draft ata projector Directorate)
plan
0930¢ 1030 Progress report ANU reportback a
1030¢ 1045 Comfort break
1045¢ 1115 Unpacking an OER Africa CD a
OER/ODeL D .
reflexive PAR ata projector
research agenda
1115¢ 1245 Teams work on Laptops/flipcharts a
OER/ODeL
reflexive PAR
research
proposals
1245¢ 1330 Lunch
1330¢ 1530+ Teams work on Teams work on a
OER/ODeL OER/ODeL
reflexive PAR reflexive PAR
research research
proposals proposals
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Time Activity Resources Targe audience
Tuesday 17 March
0830¢ 0845 Opening
0845¢ 1030 Teams present Laptops/flipcharts IODL coe group (incl
OER/ODeL _ Research
reflexive PAR Data projector Directorate)
research Useful also f .
proposals seful also for senior
management to
attend e.g. DVC
1030¢ 1045 Comfort break
1045¢ 1245 Discussion and Laptops/flipcharts a
development of b _
integrated ata projector
OER/ODeL
reflexive PAR
research proposal
1245¢ 1330 Lunch
1330¢ 1530+ Planning of research | Laptops/flipcharts a

initiatives and
identification of

Data projector

any MoU
implications

Wednesday 18 March

0830¢ 0845 Opening

0845¢ 0945 Quiality Assurance: ANU QA Directorate | IODL core group (incl
internal ANU D . QA Directorate),
requirements and ata projector HoDs, DVC and
strengths and Finance Director
weaknesses of
practice

0945¢ 1030 QA an ODeL OER Africa CD a
perspective _ .

Data projector DVC and Finance
Director

1030¢ 1045 Comfort break

1045¢ 1145 QA an OER OER Africa CD a
perspective

Data projector
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Time

Activity

Resources

Targe audience

1145-1245

Teams work on
formulating
ODeL/OER quality
guidelines and
targets for ANU

Laptops/flipcharts

o

1245¢ 1330

Lunch

1330¢ 1530+

Teams present quality
guidelines and
targets whch are
aggregated in
plenary

Laptops

Data projector

Thursday 19 March

0830¢ 0845

Opening

0845¢ 0915

Recap on OER

OER Africa CD

Data projector

Library support
services (and
other interested
parties)

0915¢ 1030

Knowledge
management
policy implcations
of OER
mainstreaming

OER Africa CD

Data projector

1030¢ 1045

Comfort break

1045¢ 1200

Exploring copyright
and open licensing
issues

OER Africa CD

Data projector

1200-1245

Teams work on
formulating
knowledge
management,
copyright
clearance and
open licensing
framework for
ANU

Laptops/flipcharts

1245¢ 1330

Lunch

1330¢ 1530+

Teams present draft
frameworks which

Laptops

Data projector
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Time

Activity

Resources

Targd audience

are aggregated in
plenary

Friday 20 March

0830¢ 0845

Opening

0845¢ 0915

Recap on qualt
guidelines for
ODeL materials ag
OER

OER Africa CD

Data projector

Staff currently
involved in
materials
development

0915¢ 1030

Development teams
swap draft
materials and
provide one
another with
feedback

Laptops/flipcharts

1030¢ 1045

Comfort break

1045¢ 1200

Materials
development
teams update
draft materials in
light of feedback

Laptops/flipcharts

1200- 1245

Teams present
examples of
revisions based of
feedback

Laptops/flipcharts

Data projector

1245¢ 1330

Lunch

1330¢ 1530+

Reflecton on lessons
of experience and
linking of
examples of good
practice to

criteria/guidelines

ANU draft materials
Laptops

Data projector
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4.3 Agenda for 9 to 13 November 2015 (progress update, research data collection and
forward planning)

PROGRAM FOR N® MAXS VISIT

1. Sunday 8/11/2015:

2. Arrival From Johannesburg

3. Monday 9/11/2015:

4. AM meeting with core team and the leads of the internal ANU OER research projects to
outline the overall OER research agenda and to get progress reports on tipegjetts;
induding the CPD initiative.

5. PM individual discussions with research leads permolpect

6. Tuesday 10/11/2015:

7. Meeting with Initial OER content Developers:

8. Follow up with materials developers; including finalising survey instruments and processes

to elicit feedback from students and tutors on efficacy of incorporating OER and a more
activity-based approach

9. Wednesday 11/11/2015:

10. Follow up on policy issues e.g. IPR policy, HR policy, ICT policy in support of mainstreaming
OER; any other policy issues.

11. Thursday12/11/2015:

12. Discussions with acting Director and IODL Staff.

13. Friday 13/11/2015:

14. AM core team forward planning e.g. funding proposal, Nadeolke proposal, other activities
AyOf dzZRAYy3 AO0OKSRdzZ S 2F ¢2yeQa @GAaAta F2NJ Hnwmc

15. Catherine from OER (Africand Tony meet with the VC/DVC to provide project update at a
time convenient to them.

16. PM Tony writes up report

17. Saturday 14/11/2015

18. Departure from Nairobi.
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4.4

forward planning)
Draft schedule of visits at ANU 16 and 20 May 2016

Agenda for 16 to 20 May 2016 (progress update, research data collection and

Date/time Evaluator and Funder representative Tony Mays
16/05/16
08301000 Interviews with: Workshop chaired by DVC
ANU Director of Research Academic to explore a new
Purpose, nature and examples of action business model for ANU
research CPD programme. Possibilities foROE involving:
focus and open access publication on OpenA| Registration
Progress on other proposed OEfated Finance
research projects e.g. regional centres, talfe | IODL
across departments. Academic Deans
Education lecturer completing a PhD ICT
Rationale for and preliminary findings of PhD | Examinations and certification
study on OER takap by students in Kenya. QA
Marketing
Management Information
System (MIS)
10001030 Break
10301115 Interview DVC Academic Focus group interview
ANU context Finance
Work in progress and plans iro OER
Reflection on engagement with OER Africa
11301215 Interview with IODL team Focus group interview
IODL context Registration, Marketing
Work in progress and plans iro OER
Reflection on engagememtith OER Africa
12151300 Interview with Library services Focus group interview
Library context Academic Deans, QA, IODL
Work in progress and plans iro OER
Reflection on engagement with OER Africa
1300¢ 1345 | Break
1345¢ 1430 | Focus group interview with materials Focus group interview
developers Examinations and certification
Materials development at ANU MIS, ICT
Work in progress and plans iro OER
Reflection on engagement with OER Africa
14301500 Interrogh G A2y 2F ¢2y&Qa N|Prelimfeedback to DVC
pursue during convening
15001530 Courtesy meeting with Principal and VC
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17/05/16-
18/05/16

OER Africa convening meeting

1. Day 1 - Session 1 Nominate a representative from your respective in stitutions to
offer a 5-minute reflection on keynote presentations

2. Day1t Session4& UOUx WEPUEUUUDOOWEEUI EwOOwI R xI
focus group interviews on the 16, Report back.

3. Day 11t Session 5:Nominate a representative from your respective institutions for
the debate.

4. Day 2t Session 3: Director of Research provides a 16minute report on action -
researchbased CPD programme at ANU

5. Day 21t Session 4:Group discussion. Institutional rep to report back

19/05/16

Internal OER Africa meeting

20/051/6

0830¢ 0930 Tony meets with materials developers

0930cMHoON ¢2yeQa FT2fft2¢ dzJ AYGSNIBASS
16/05 and issues emerging from convening

1230¢ 1730 Tony returns to hotel to writeeport for comment by ANU
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4.5 Agenda for study visit 180 19 October 206
Purpose

A new Director has been appointed at the Institute for Open and Distance Learning at Africa
Nazarene University (ANU). Prior to the new engagement, ANU had expataeistance, work

placed based and patime studies quite rapidly and quite soon the majority of students were-non
traditional and not campubased. However, the business model was not adjusted to take account of
the new reality and in many ways assumpaabout the costs and processes of contact provision
were used to make decisions about ODeL provision, with the costs associated with ODeL curriculum
and materials development and renewal in particular not appropriately addressed in financial
planning. AN realised the need to explore a new business model in which all provision is resource
based but different levels and kinds of support can be offered, at different costs, for different
purposes, contexts and audiences. It was thought that NWU and UP pnayhide two useful

models for ANU to explore in terms of dual mode provision, while Unisa would offer insight into a
possible alternative development pathway.

Itinerary

13/10/16 | Arrival in SA and transfer to Centurion overnight
14/10/16 | 0700 departure fom series of discussions at Saide in Johannesburg on:
1 ODeL governance, policy and financing
9 Curriculum design and materials development
I Quality assurance
1130 transfer to Pretoria to meet with UP UDE on:
1 Financial modelling and management
9 Learning design
T Quality assurance and research
T Administration
1 Reflection and planning over supper with Tony Mays
15/10/06 | 07301830 Observe UP UDE contact session in Polokwane
16/10/16 | At leisure
17/10/16 | 900-1215 Unisa
13001700 UP UDE student admin support/work onibhass model and conference
18/10/16 | 07301530 Visit to NWU UDE, Potchefstroom
19/10/16 | 0730 Transfer Centurion to ORT for return to Kenya
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4.6  Agenda for 20 to 24 November 2016

Itinerary
Date Planned Actual
Sunday 20" Transfer of OER Africa consultants from As planned

November,2016

JKIA at 1500hrs to ANU by ANU driver
Welcome to ANU by IODL

Monday 21*
November,2016

10.00-12.30pm Discussions with IODL,
Heads of departments, Deans,
DVC(AA),Finance Director and OER Africa
consultants on the following issues

Business model: any clarification or further
support needed

Conference: announcement, call for papers,
draft programme

Planning support for revision of DE
programme/s: what, when, who in relation to:

oRedesigning the curriculum
for multi-mode delivery

oRedesigning the constituent
modules for multi-mode
delivery

o0 Redesigning the materials,
including OER
integration, for multi-
mode delivery.

Any other support needs of ANU in the
period to June 2017

10:00 7 12:30 Meeting with IODL
core team to discuss conference
planning and wider IODL concerns

14:007 16:15 Meeting with DVC,
I0ODL, Finance, ICT, Academic
HoDs to discuss proposed
business model

Tuesday 22
November,2016

12.00pm-3.00pm Presentation to
Management Board i postponed to
Wednesday and then subsequently
cancelled.

0800-1100 Meeting with ANU
Finance Manager and drafting of
report

1100-1930 External OER Africa
travel and meeting

Wednesday 23™
November,2016

10.00-12.30pm Discussions with IODL
,DVC(AA),Heads of Departments, Deans,
Finance Director and OER Africa consultants

0800-1600

Discussions with various ANU staff
on the new goals and proposals to
June 2017 to solicit suggestions
and feedback

Discussion and follow-up planning
with |ODL Director on a
redevelopment process for the
BCom

Thursday 24"
November,2016

8.00am Transfer to OER offices of OER
Africa consultants

0800-0930

Discussions with various ANU staff
on the new goals and proposals to
June 2017 to solicit suggestions
and feedback

Discussion at OER Africa offices
Return to SA
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4.7  Call for papers
Open Learning

Conference 2017

CALL FORAPERS

Africa Nazarene University invites interested parties to participate in a
conference on the following theme

Innovative open learning practices to enhance access and success in higher
educat fon in Kenya

28-30 June 2017 at Africa Nazarene University in Ongata Rongai

CONTEXT

Kenya is currently pursuing an agenda of increasing enrolment in higher educatiordb@ participants a

year to enhance participation rates from the average of 6%ailieng in much of sui$aharan Africa to the

levels appropriate for active participation in the global knowledge economy. By way of comparison, South
P'TNROIFIQA yS¢g GFNBSG LI NIGAOALIGAZ2Y NIXGS Aa wp» YR

However, it is increasingly difficutir institutions and for individuals to cover the costs of-fithe campus

based study. Distance education methods, based on open learning principles and making appropriate use of
ICTs, can support expanded provision in ways that are more flexible aadsitie than in the pastallowing
students to learn while working for example.

However, there is need to build a community of learning and practice around such methods so that expansion
of distance education and open learning practices is informed lieagebased decisiomaking and a

shared commitment to quality provision. Africa Nazarene University has recognised the demand from students
for more flexible provision and the need to develop a better understanding of how best to meet such provision
in the Kenyan context and has therefore planned to host a conference on this issue.

PURPOSE OF THE CONBRETE

The purpose of the-8ay conference is to provide academics and education practitioners from different
academic and training institutions with an opgunity to meet and exchange ideas on various aspects
regarding policy, theory, ethics and practice of open learning and distance education. The conference will
encourage both reflective accounts of practice and discussion on practical issues and cha®engd as
formal researckbased papers. It will explore the possibility of establishing a national association for the
purpose of building and maintaining a community of learning and practice.

OBJECTIVES

i To share good practice

1 To develop quality guideles for practice

1 Toinform the policy and regulatory framework on ODeL

i Toincrease the lobbying power of practitioners in engaging with government and other stakeholders
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9 To establish a national association to meet the above objectives
i To establish a jourridor ODeL.

CONFERENCE COLLOQUIUM

The conference will offer educators opportunities to participate in a colloquium that will focus on the following

theme:

Establishing a national association for distance
education and open learning in Kenya to support a

community of learning and practice

This haHday colloquium will explore the rationale for a national association and will tallggested draft
constitution, code of ethics and membership structure for such an association. We hope to have members of
the executive committee of the National Association for Distance Education and Open Learning in South Africa
(www.nadeosa.org,2eo lead the discussion with support and input from the Distance Education Association

of Southern Africa (DEASA), the African Council for Distance Education (ACDE) and the Commonwealth of
Learning (Col).

CONFERENCE THEM

Innovative open learning practices to enhance

access and success in higher educa  tion in Kenya

The conference theme will be explored through the following sthemes, focusing on both technical and
vocational education and training (TVET) and higher education as well as othergugioling initiatives

1

=a =4 =4

=A =4 -4 -4 A

Differentiated forms of admission requiments and articulation across the Further Education and
Training/Higher Education interface

Uses of technology to develop quality flexible learning programmes

ICT infrastructure for management of an integrated post schooling system.

Policy, theory and resgch in open, distance andlearning (ODeL) and Open Educational Resources
(OER)

Opportunities and challenges for collaboration in building capacity

Best Practice in the design and development of flexible learning programmes.

Curriculum Development andtaculation for Higher Education Certificates and Diplomas
Developing flexible learning opportunities for those in the workforce

Professional development for open learning practices.

WHO SHOULD ATTEND

This conference will be of interest to all educat@ducation managers and decisiomakers, who aspire to
provide quality educational experiences in ways that are sustainable and contribute to the goals of
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development. There will be space to explore both TVET and Higher Education as well gsripaldic
interfaces through World Cafigpe activities as well as formal paper presentations.

ABSTRACT ANBAPER

We invite you to send 200- 400word abstract (excluding references) to the conferenemail address, by
endMarch 2017 Selected authors will beotified byend April 2017as to whether or not their presentations

will be included in the conference programme. In order to include your paper in the conference proceedings
we will need to receive your fuléngth paper at the above email address B§\@eek ofMay 2017. These full
length papers will be taken up in the conference proceedings in the form of a CD comprising all the
presentations. Each participant will receive a free copy of this CD at registration.

Submission requirements
Your abstract awell as your fullength paper should be in the following format:
First page
1 Please use the cover sheet at the end of this document for your submission.

Second page (and onwards):

M Abstract: 206 400 words
1 FulHength paper: 4 0006 000 words
Structure

1 State the strategy problem or issue being reported on

1 Describe how you implemented the strategy or explored the problem or issue

1 Report your findings

1 Draw some conclusions that will guide others facing the same problem or issue

1 References (where apptible) should be cited using the Harvard method.
Format

1 Oneanda-half spacing, Arial font 12 in Word.

Further information

Further Information regarding registration, the programme and logistical arrangements will be available on the
ANU website in dueaurse.
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CcoVER SHEET FOR CONTRIBUTIENPEON L EARNINGNFERENCE 2017

I am/we are submitting the following contribution to the Programme Committee for consideration
for presentation at the 2016 DE and OL conference.

NOTE: Please complete a separate eosheet for each presentation you are proposing.

Title of presentation:

Initials and surnames of
ALL authors:

Details of author to whom feedback must be submitted

Name:

Institution/organisation:

Postal address:

Work telephone number:

Home telephone number:

Fax number:

Cell/mobile phone number:

Email:
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Abstract
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Appendix 5: wSaSkNOKSNRa / =

Personal Information

Family name: Mays
Given names: Tony John
Date of birth:  16/04/63

Nationality:

Contact details:

British (RSRermanent Resident)

082371 9215, tonymaysO0@gmail.com

Education:
Institution University of South Africa
Date 20152017
Qualification | DEd in Curriculum Studies in process
Institution University of South Africa
Date 2005
Qualificaton | MEd Didactics (Distinction)
Institution University of Natal
Date 2002
Qualification | BEd Hons (Cum Laude)
Institution Westminster College, Oxford
Date 1985
Qualification | PGCIEE English, Mathematics, Special Needs
Institution University of Wale, Swansea
Date 1984
Qualification | BA Hons (Magna Cum Laude) English I, 11, lll; Economics I, Philosophy I, Old Norse

Overview of DEd studies in progress

Title: Utilising Open Educational Resources in support of curriculum transformation at AfriceiNaza
University: a participatory action research approach

Summary: The pressure to increase participation rates as well as to meet the needs of new generations of
students for more flexible and affordable provision has seen growing interest in the upenf distance and
eLearning (ODelL) approaches as well as more flexible cabpasesl methods among African higher education
institutions. Open Educational Resources (OER) should be able to support the move towards such approaches
and a fourinstitution andthree-country project is making use of a participatory action research process to try
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to understand the factors that both enable and raise barriers to making this possible. This particular study
focuses on the case of Africa Nazarene University (ANUniyaehere the researcher is the institutional

project lead. Using an autoethnographic approach to identify, analyse and report on emerging learnings, the
study seeks to help the university, the project as well as the wider open educational communitybgdiera
understanding of how OER can support ODeL and the adoption of more effective and more flexible curriculum
practices.

Progress: Draft thesis completed and submitted for examination.

Language skiltg1 to 5, with 1 indicating home language competenc

Language Reading Speaking Writing

English 1 1 1

Membership of professional bodies:

National Association for Distance Education and Open Learning in South Africa (Ngdeesijent 2000
2002, 2008010, current Vicé’resident

DEASA Honorafyreasurer from March 2016
South African Education Research Association (SAERA)

Member of GetSmarter Academic Board, Unisa IODL advisory committee as well as academic and curriculum
advisory committees of several private HEIs.

Awards:

GwSO23yArAaRrFIA2dal a8EYRA YT ASNBAOSE FTNRY {FARST ! LINRE Hy
Excellence in Tuition Award from Unisa, September 2004 for work on NPDE programme.

Work-Related Information

Present positionManager of Unit for Distance Education, Faculty of Education, University ofiBreto

Years within the organisation: From 01 March 2016

Responsibilities:

Strategic leadership and operational management for distance education provision at the University of
Pretoria.

Seven KPAs: strategic leadership on DE issues; operational plaswdrgjnation and monitoring;
management of UDE staff and external relations; effective support and administration of students; effective
and ethical marketing; research, monitoring and evaluation; ethical and sustainable financial management.

Key skills:

Areas of Specialisation
Curriculum design and evaluation
Materials design and development

ODel research design and implementation
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ODelL policy and systems review and development

OER policy and practice

Understanding and application of different curriculunvééopment models
Facilitation and support

Understanding and application of assessment principles and models
Assessment design

Programme and course costing

Teacher education.

Skills & Knowledge

In-depth knowledge of SA curriculum and regulatory frameworkduncation
Funding skills

Project management skills

Time management skills

Negotiation skills

Interpersonal skills

Report writing skills

Presentation skills.

Immediate previous employment
SAIDE Feb 20@0Feb 2016 Senior Programme Specialist: Higher &tion

Selected Professional Experience at SAIDE:

Dates Full name of project Location of project? Role in project

20092017 OER Africa Kenya Consultant

2010 Supported OER orientation and policy discussions in Ghana and Tanzania

20122014 Responsible fdrilding and maintaining African Teacher Education OER Network
20132014 ODeL systems review and OER orientation and development at Africa Nazarene Universi
20142016 Mainstreaming OER at ANU

References:

Catherine Ngugi OER Africa Director, Kenyatherine.ngugi@gmail.com
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Dates Full name of project Location of project? Role in project

20142016 Siyaphumelela South Africa Project Lead

Proposal developer and initial project lead for a fg@ar progct involving 4, and subsequently 5, SA
Universities in use of data analytics to improve student performance (October 2014 to March 2016).
Project funded by Kresge Foundation.

Dates Full name of project Location of project? Role in project

Nov 2014¢ Nov

2015 Teacher Development Projeq Nigeria Consultant

Codevelop and build capacity in the process for curriculum design, module design, materials develo
materials review and facilitation for CPD for teaclkeucators

Collaboratively develop a sef Teacher Standards to be applied in the States of Zamfara, Katsina and
Jigawa

Dates Full name of project Location of project? Role in project

Programme manager;

2000 to 2016 Supporting teacher educatior] Unisa
consultant

2000¢ 2003 Contribute taonceptualisation and manage the practical implementation of the Unisa
National Professional Diploma in Education

2003¢ 2009 Support Unisa preparations for and responses to teacher education programme re
accreditation including curriculum review of MEdudtion Management, BEd Hons, BEd and PGCE

2009- 2010 Support conceptualisation and implementation of Teaching Practice adelvedtop a manual

20112013, 20152016 Support PQM renewal

Other professional activities

President of the National Associatifor Distance Education and Open learning in South Africa (Nadeosa)
20002002, 200&010 and Chair of the Organising Committee for the 2nd®ammonwealth Forum on
Open Learning held at the ICC, Durban in August 2002. Curresresieent.

Former membenf the Technical Advisory Committee to the Working Group on Distance Education and Open
Learning of the Association for the Development of Education in Africa (ADEA).

Former member of the Education Advisory Committee of Lyceum Colleges.

Member of externateview panels for the University of the Witwatersrand College of Science (2003),
University of Natal School of Education (2004), University of Natal School of Accounting (2005), University of
Pretoria Unit for Distance Education (2007 Chair), Unisa Sohéaicounting (2008), University of Pretoria

Unit for Distance Education (2014).

Occasional reviewer for: Africa Education Review, Progressio, Unisa Press, Journal of Education, DETA,
Perspectives in Education, International Journal of Educational Deweldp International Review of Research
in Open and Distance Learning, Internet Learning Journal, Oxford University Press.
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External examiner of an MEd for NWU.

Parttime lecturer/supervisor for MEd ODL, Unisa.
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Regional/International Experience

Country / [ate

Assignment

Angola: 2005, 2008

Workshops aimed at developing capacity in distance education delivery

Botswana: 2003/4,
2009, 2014

Initiation and capacityuilding for Unisa NPDE delivery in Botswana through a Ig
partner organisation; development aiccreditation portfolio; Exploring OBE
workshop for Department of Curriculum development and Evaluation of Ministr

Ghana 2009 x 2

Policy development for OER

India 2013 x 2

Support curriculum development for teacher education in Bihar State on behalf
World Bank

Kenya: 2003; 20141
2016

Coled a national workshop hosted by KTTC and funded by the Belgian develof
agency offering a Unisa perspective on the potential of DE; OER Africa conven
meeting and followup planning and reviews x2; supportttEALTH Alliance
initiative; ODeL review and OER orientation for Africa Nazarene University;
curriculum design and materials development for ANU; activitged ODelL
materials for ANU, OER integration at ANU

Lesotho: 2013

Capacitybuilding workshop for Qmcil on Higher Education

Malawi: 198588

Teacher, HoD, Principal, Exam Marker at a public school

Mauritius: 2002,
2003, 2006

Technical Committee of the ADEA Working Group on REE€dorting on assigned
research projects and involved in planning possIMG activities

Mozambique: 2002,
2004, 2007, 2010

Workshops on management and materials development in distance education
MoE; DE systems review for Catholic University, Beira

Namibia: 2004, Needs assessment on readiness to integrate iIidprogramme delivery at

2008, 2011 Namcol; Unesco project planning meeting for Angola; Report to Namcol Board
HR strategy review

Nigeria 20142015 Collaborative development of a curriculum and materials for the CPD of teache

educators; training facilitatorgraining of teachers in critical thinking in the
classroom; development of Teacher Standards

Rwanda: 2006, 201€

Evaluation of the Kigali Institute of Education Distance/Unesco Teacher Trainin
Programme; planning for DETA 2017 conference to be host&REGE.

Swaziland: 2004/5

Initiation and capacityuilding for Unisa NPDE delivery in Swaziland using local
tutors

Tanzania: 2004,
2009; 2011; 2012.
2016

Costing exercise with OUT as part of a SAODBKWorld Bank project;

policy development for OER; OBrkshops in Iringa. OUT OER policy developm
in partnership with CoL

Trinidad and
Tobago: 2013

Facilitate an OER orientation and policy development workshop for UWI on bel
of CoL

Uganda: 2006; 2010
2011; 2012; 2013

Invited to make a presentationnocosteffectiveness in ODL to a national forum;
Assessment design support for Faculties of Agriculture and Veterinary Science
Makerere University; facilitation of proposal regarding a regional MPH program
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Country / [ate Assignment

based on shared OER; DE quality audit fok&fdare University Business School a
follow-up curriculum development and OER capabityiding workshop (for ColL)

Zambia: 2005, 2011; Workshop on curriculum design and materials development for Technical and
2012 Vocational teacher training; workshops ODL learner support and OER

Previous professional experience

Dates Organization Brief description of Position
responsibilities

Teaching (2.5 years)

Teacher
Materials development
1989-2000 Promat Colleges (9.5 years) Director of Studies: Promat Uni
for Resourcebased Learning
Managing a team (9 years
1985¢ 1988 Voluntary Service Teaching (3 years) Teacher
Overseas/

HoD Arts Day School
Government of

Malawi Principal Night School

Postgraduate supervision:

Modise, M. P. 2016Towards an effectie and empathetic student support system in an open and distance
education and dearning environment; a case study from a developing country comidad. ODL. Pretoria:
Unisa. Awarded with distinction.

Ntuli, C. H. S. 2016.dz(i 2 N& Q LJS ND 8 fatilitat®bry tirough®the 8s€ @ SnOnfieiyréied tutor model
(ITM) in an open and distance learning (ODL) environniétl ODL. Pretoria: Unisa.

Bates, A. 201@esigning a professional development programme for higher education lecturing staff in
pedagogial and digital fluencyMEd ODL. Pretoria: Unisa. (To be awarded with distinction during a graduation
ceremony in 2017).

Publications / reports/conference papers:
Journal articles

2013a. Developing Practice: A Particular Challenge for Teacher Develofpmuargit Distance Education,
Especially in Rural AredStud Tribes Tribals, 11(1):2@4 (2013)MbunyuzadeHeer Menlah, Ntomebandla &
Mays, Tony.

2013b. Rethinking Distance Education in an Era of Online Leatniegnet Learning Journal, 2 (2), 208/
Glennie, J. & Mays, T.

2013c. Beyond access: Tailoring ODL provision to advance social justice and develSpdidat, 27(6): 1384
1400.By Makhanya, M, Mays, T & Ryan, P.

2011. Developing practice: teaching teachers today for tomortd®&China EducatioReview, December
2011 By Tony Mays.
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2010a. Quality assurance at Unisa: towards a framework to support transformatRnogmnessio: South
African journal for open and distance learning practice, 32(2), 2B Qouie Swanepoel and Tony Mays.

2010b. Suppding rural teacher development i@ommonwealth Youth and Development, 8(1), 2@086. By
Ntomebandla Mbunyuz®e Heer Menlah and Tony Mays.

2009. Teacher education through distance education: rising to the challemgedan Journal of Distance
Eduation, 1, 20093-32. By Jennifer Glennie and Tony Mays.

2008: Student perceptions of the impact of a preparation programme in education management on practice:
an exploratory studyJournal of Education Studies, 7@Y.G M Steyn and TJ Mays.

2005: Costig Distance Education and Open Learning inSatmran Africdournal for Open Learningolume
20, Number 3, 2002211-225. By Tony Mays.

2003: Distanc&ducationand Open Learning: The Challenge for Satellite Campusdesiinal for New
Generation Sciems: Year 1, No. 2, 20081-58. By Tony Mays.

2003: Learner assessment in practice: Lessons from the NFHREspectives iEducation Volume 21,
Number 1. March 200381-99. By Profs S. Mothata and LJ Van Niekerk and TJ Mays.

Research reports

2011.Progamme modelling: a Nadeosa investigation into the cost and human resource implications for
different models of ODL provisiqmiraft postconference version. Nadeosa and Saide. Johannesburg.

2008a.Quality programmes, quality materials. Report on curgnatctices at Unisa in the context of regional
and international best practicd-or: DSPQA Unisa

2008b, ¢ and d. Quality programmes, quality materials.

Gap Analysig Design.

Gap Analysig Development

Gap Analysig From delivery to communities of ledng and practice
For: DSPQA Unisa

2004. Contributed to: Council on Higher Education (CHE). Edbvncing the contribution of Distance

Education in South Africa. Report of an investigation led by the South African Institute for Distance Education
Pretoria: CHE (Contributed pp 11428 and Background Paper 3 Costing Summary of Ten South African Case
Studies orwww.che.ac.za/projects/distanceducatior).

2003: Costing Distance Education and Open LegrinirSubSaharan AfricaResearch report eauthored with
Neil Butcher for COL/ADEA (published by ADEA in 2004, presentation on the report to ADEA in Mauwitius mid
March 2004) seevww.adeanet.org

2002:Distance Edudin and Open Learning in S&aharan Africa Literature Review Gauthored with J.
Komane- COL/ADEA (published by ADEA in 2003)weg.adeanet.org

Books/textbooks

2015: Getting Practical: A guide to teaching dedrning. 3rd EditiorRevised editionCape Town:
OUP/Saide.

2012: Getting Practical: A guide to teaching and learning. 3rd Edi@ape Town: OUP/Saide. (ISBN 978 0
19 905535 7) with Grosser and De Jager. Revision of first edition by Criticodylbtgigane, Mthiyane and
Gultig, Steilau (Eds).
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2009: Getting Practical: About classrodnased teaching for the National Curriculum StatemefftEzlition
Cape Town: OUP/Saide. (ISBN 978/0/19/598651/8) Revision of first edition by Criticos, Longndplets
Mthiyane and Gultig, Steilau (Eds).

1998: English Language for Grade 412 (3 books) Kagiso Publishers/Promat Colleges Partnership (<SBN 0
7986:5064-8/0-798651148/0-798651156)

Editor for 7 other published and 6 other unpublished Grade 21itles.

1992:English Language for Matriculatiodohannesburg: Lexicon Publishers/Promat Correspondence College.
(ISBN 1868-13-327-3)

1991:English Literature for Matriculatiolohannesburg: Lexicon Publishers. (ISBB8113-320-6)
Chapters in books

2016.Chapter 7: Programme design in ODL in Aluko, F. R., Letseka, M. & Pitsoe, Xs@lxlieg Institutional
Quality in Open Distance Learning (ODL) in the Developing Colextsrork: Nova Publishers.

2014. Chapter 6: Teaching, learning and curriculuroueses in du Preez, P. & Reddy, C. Eds. ZDidiculum
Studies: Visions and Imaginin@zape Town: Pearson.

2014. Open Content. Article International Encyclopedia of Digital Communication and Soclethyn Wiley &
{2yaz LyO® o0& . BaySNYy 11FitSNIIyR G2ye

http://onlinelibrary.wiley.com/doi/10.1002/9781118767771.wbiedcs154/full

http://onlinelibrary.wiley.com/doi/10.1002/9781118767771.wbiedcs154/pdf

2005. Learner support in the Unisa NPDE. A case study in Welch, T. & Reed, Y. (E@9<290Hg and
Delivering Distance Education: Quality Criteria and Sasdies from South Africdohannesburg: Nadeosa. pp.
117-128.

Peer reviewed conference proceedings

2013. Open Educational Resources (OER): Do they make a difference and how do/will we know? In Gouws, F.
E, & Wolhuter, C. C. 2013. EBAERA 2013 Confaoe Proceedings. Educational research in South Africa:
Practices and Perspectivé&sape Town: OUP. 1236

2010. Curriculum as Process and Praxis: an ODL Perspective by Tony Mays and Louie Swanepoel. Canada
International Conference on EducatiddlCE 201CQonference ProceedingSBN 978-95642632-1. 343348

Conferences

2016.Designing and developing programmes in QDelliday preconference workshop. Nadeosa conference
2016, Monash University, 13 July 2016.

2015a:0pen Educational resources for AcyiBiased Distance Provisi¢pre-conference workshop
presentation) andntroducing ODIn main conference. Nadeosa conference 2015, Durban University of
Technology, July 2015.

2015b:Teaching the teachers of teachers of teachers. Continuing professioretbpl@ent for teacher
educatorsc2 SNIASE 2F |y A YA (i.DETA canférénbdRals, Mitauritus, JUWRES NI Y'Y S

2015c:Opening continuing professional developméntited speaker at SACE national workshop on online
CPD, Centurion, Septder 2015.

2015d:Programme design for ODdhvited speaker for a CHE workshop with private higher education
providers, Birchwood Hotel, October 2015.
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2014 Open approaches to improve access with sucbesteosa conference 2014, June, University of Piato
Groenkloof campus.

2013 Open Educational Resources (OER): Do They Make a Difference and How Do/Will WRrdGaoeion
to the Southern African Education Research Association Conference, January 2013.

2012a. Chair Open Seminar and Exhibition (dbasegpanellist representing Nadeosa in one sessiDER
World CongresdJNESCO, Paris, June 2012.

2012b.Introducing OER for Teacher Development in African Univer§itiesentation at the 1st Unisa
Conference on Open and Distance Learning, Pretoria 28t 30th August 2012. With Greig Krull.

2012cCollaborative development of a professional learning resource is8hiéiran Africa to support
interactive teaching in science and mathematics usinglETE conference, KNP, October 2012. with
colleagues wm Unisa CEDU and University of Cambridge.

2011a.Programme modeling: a Nadeosa investigation into the cost and human resource implications for
different models of ODL provisiddadeosa Conference, Johannesburg, 29 August 2011.

2011b.Integrating technolgy into primary school classrooms in Zamkiepresented by Drs Hennessey and
Hassler of University of Cambridge and Tony Mays of OER Africa at UKFIET Conference, Oxford, September
2011.

2010a.Towards a curriculum framework for teacher educatiBaper ad presentation prepared by Louis Van
Niekerk and Tony Mays at Unisa School of Education Research Conference, Joubert Park, Hotel, Pretoria, 21
July 2010.

2010b.Value for money, a guiding principle for financing (teacher) educati®aper prepared and psented
by Tony Mays and Liana Griesel at Nadeosa Conference 2010, Potchefstroom, 06 September, 2010.

2010c.Teacher Education through Distance EducatRmesentation by Tony Mays at Education Week,
O9YLISNRBRNRE tlFflFOSE LalyR2X Hdop {SLWGSYOSNI vAamn®

2010d.Cosing teaching practicePresentation by Tony Mays at Teaching Practice Symposium hosted by NWU,
Quest Conference Centre, Vanderbijlpark, 01 November 2010.

2010e.Teacher development: teaching teachers today for tomori@aper prepared and presented by Tony
Mays at & PanCommonwealth Forum on Open Learning, Kochi, India, 25 November 2010.

2009a.Absence and Presendeaper prepared with Prof L J Van Niekerk for ICDE conference, Maastricht,
Netherlands, June 2009.

2009b.Quality Assurance at Unisa: towardéramework to support transformatiarPaper prepared with Prof
Louie Swanepoel for Nadeosa conference, Pretoria, RSA, August 2009.

2009c.A curriculum for teacher development in OBhper prepared with Prof L J Van Niekerk for IAACS
conference, Somerset ¥gt, Cape Town, RSA, September 2009.

2008a.Teacher Education through Distance EducatReper prepared with J Glennie for ACIFEC2nference,
Nigeria.

2008b.Innovation in programme design: running before we can walk in an Honours progrePamper
prepared for and delivered at Nadeosa conference, August 2008.

2005a.Throughput in the Unisa NPDBaper and presentation prepared for a national workshop on Provider
Readiness for Distance Education hosted jointly by the CHE/Nadeosa/Unisa at Unisa in iRreedniaary
2005.
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2005b.0f Ivy Leagues and Calabasheaper delivered in the curriculum issues stream of the SAARDHE
conference held in Durban in July on the theme The African University of theettury.

2004. The following paper was accepted foetRPanCommonwealth Forum on Opelearning 3, Dunedin,
New ZealandDeveloping a community of practice among educators: a case study of the National Professional
Diploma in Education (NPDE) in South and Southern Africa.col.org/pcf3/papers

2003: Teach a teacher and teach a natid®aper delivered at the Nadeosa conference held in Johannesburg.
(www.nadeosa.org.2a

2003: NPDE Workshop: Sharing lessons of expazidtresentation and workshop led at the Nadeosa
conference in Johannesburgn{w.nadeosa.org.2a

2001:Walking with Dinosaurs: DE Evolution or Extinction and the NP&tfer delivered at the NADEOSA
conference heldn Johannesburg (seeww.nadeosa.org.2a

2001:Assessment in distance educati®forkshop led at the NADEOSA conference held in Johannesburg (see
www.nadeosa.org.2a

2000:Learner Support: A South African Programme Perspe&texgote address at NADEOSA conference held
in Pretoria (based on a Saide research project completed by the authonv(8eesaide.org.zp

Other materials

2000-2016: Regular contributor to the SAIDE newsletter Open Learning through Distance Education (OLtDE)
and blog (seevww.saide.org.zp

2007-2009: Manager/editor/ceauthor for the development of a national curriculum améterials for an
Advanced Certificate in School Management and Leadership under the auspices of the DoE and involving 17
HElIs, teacher unions and several NGOs.

2009: Developed a module on Lead and Manage People and two supporting skills development pgofissho
Mathew Goniwe School of Governance and Leadership.

2006a/2008: Cauthor of study materials for the new BEd Hons programme at Unisa on Theoretical
Frameworks, Teaching and Learning, Peaplatred Schools.

2006hb/2007/2008: Author of workshop manudts Ukukhula Projects on Language for learning and teaching,
Assessment for learning and teaching, NCS planning for Principals, NCS planning for HoDs, Classroom
management, Leading and mariag the school as an organisation, Conflict management, Leading and
managing people.

2005a: Wrote four modules with Anusha Naidu for the Mathew Goniwe School of Governance and
Leadership/University of Johannesburg ACE in Educational Leadership: Coresnoodlimching and Learning
and Leading and Managing People, as well as elective modules on the same issues but directed at HoDs.

2005b: Wrote a training manual and ran a workshop for Grade 10 Language teachers on the implementation of
the NCS for GDE/Unisa

2005c: Developed the curriculum for the new 3@@dit NPDE programme offered by Unisawgote four of
the modules and developed tutorial letters for the programme as well as for eight first level modules.

2002/3. Critical reader/module designer and/@s-writer for approximately 40 modules of the Unisa NPDE
programme.

2001/2. Development of implementation plans, budgets, study and assessment materials for the first year of
the Unisa NPDE programme (60 hours of contact per student, 5 modules, 60 88amsntres, 2200
students).
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2000: Lead writer for various FETI Governor training modules for CCF/NBI/DoE: Introduction to governance,
strategic governance, financial governance, governance of human resources, governance of student support,
governance of arriculum development, governance of communication and marketing.

1999a:Seven Steps to Successful Stitgmat/NPDoE/GDE

1999b: Lead writer for various OBE training guides for GDE

1999c:English Literature Study Guide for Flight and Macbetbmat/Bochm

19937: Editor/instructional designer/DTP for over 100 Promat Distance Education modules
Technical skills:

Turnitin Plagiarism Detection Course, University of Pretoria Learning and Development, 10/08/16
Of A O1 ! t-basefd LM3pManagement Course,énsity of Pretoria Learning and Development, 10/06/16
Orientation Programme, University of Pretoria Learning and Development, 12/05/16

Theory of change workshop offered under the auspices of DPME, Pretoria, November 2015
Project Management, Project Managent Institute, March 2000

University of the Witwatersrand TV School;l8ur practical training course, 1996

Damelin Computer School, Diploma in Personal Computing, 1992.
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