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ABSTRACT

Since the inception of the University in 1960 under the
Apartheid regime and up until a few years ago Afrikaans had
dominated both as educational and as communication medium.
However, political change - at the University and in South
Africa - has brought about a change in language patterns.
According to the HSRC Work Committee on Languages and
Language Instruction (1981), a high percentage (40%) of
Afrikaans-speaking people classified as coloured and living
in the Cape Peninsula choose English as the medium of
instruction and also regard it as the most important
language to be learnt at schools (also 40%). As a result of
this, and the enrolment of a large percentage of Xhosa-
speaking students, who generally prefer English to
Afrikaans as an educational medium, English has become the
language most commonly used both inside and outside the
classroom.
The homogeneity of preference has, however, not been
matched by mastery of the language. For approximately 70%
of all first-year students English is a second or even a
third language. Though University entry is based on at
least ten years of the study of English, standards of
proficiency differ quite considerably as a result of
inequalities in education. Because students need to improve
their level of English proficiency I investigated the
effectiveness of using senior students as tutor assistants
in an academic development programme, the English Special
Project, at UWC.
This study aims at revealing that the tutor assistantships
in the English Special Project can alleviate problems that
occur with annual increases in student numbers under
certain conditions. These are that:
1 prospective tutor assistants undergo proper tutor

assistant training;
2 tutor assistants are committed to the course of

academic development;
3 tutor assistants have the time available that is

necessary for the task.
In Chapter 1 give an insight into what this study is about,
the reasons for conducting it and what my personal
involvement with the ESP has been. In Chapter 2 I review
some of the overseas and local literature on TA systems. In
Chapter 3 I describe a case-study to evaluate the success
of the TA system in the ESP with reference to academic
development. I emphasize the intensive, individual care of
and attention to first-year students. In an attempt to
address the problem, the effectiveness of senior students

https://etd.uwc.ac.za/



as tutor assistants to assist in tutorial sessions is
described. In Chapter 4 I discuss the value of TA
intervention in the ESP at personal and social levels.
Chapter 5 contains the general conclusions and my
recommendations to improve the ESP.
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CHAPTER 1

INTRODUCTION

1.1 AIM OF THE STUDY

This study aims at determining the effectiveness of using
senior students as tutor assistants (TAs) in the English
Special Project (ESP) at the University of the Western Cape
(UWC).

1.2 PROBLEM

The TA system was proposed to accommodate the large
increase in student numbers at UWC. It was introduced into
the English Special Project Programme for 1990 as one
method of alleviating the burden of the high student-tutor
ratio in the English Department, and to assist students who
were disadvantaged as a result of the apartheid system.

Many students who enroll at the University are at a
linguistic disadvantage from the outset. As mother-tongue
speakers of indigenous South African languages, they
struggle with English as a medium of instruction,
especially if English is a third, rather than a second
language for them. Consequently they do not make
satisfactory progress, which results in poor academic
performance, which in turn leads to high failure rates and
a high drop-out rate.

·1
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While the nature of the problems that students encounter
may differ, it is clear that the problems need to be
addressed.

The English Department has
developing a special course
development (AD). The BELS

been trying to do so by
in English for academic
Project which carne into

operation in 1983 generated research in this area. The
enormous growth in student numbers, however, had only
increased the problems. Something more was rteededby 1989 -
1990.

It was essential, therefore, that a course be developed
which would in some way address the problems with regard to
student:tutor ratio and individualised tuition, as the BELS
Project had shown the importance of the affective factor in
acquiring and teaching language communication skills (BELS
Report 1988: par 1.6-1.7). Students from the BELS groups
reported that they felt reassured by the fact that their
lecturer-cum-tutor had become acquainted with them
personally. The project also showed the particular value of
small group work in changing the learning paradigm of
students. However, according to the report such courses
require much closer attention to individual students' needs
than is possible in large groups, therefore, the
student:staff ratio is a crucial consideration for learning
success.

2
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1.3 RATIONALE

It was in response to this last problem that a -system of
tutor assistantship was planned for 1990. While volbrecht
(ESP co-ordinator), was of the opinion that tutors could
take responsibility for groups larger than 15 (ie 20-30
students), this was dependent, on the possibility of sub-
dividing the larger groups into groups of 4-5 for work on
assignments. For this purpose he recommended that teaching
assistants be provided to help tutors with written feedback
and marking. These assistants had a very important task
since the 1990 English Special course at uwe was "a credit-
bearing course at first-year university level as well as an
academic development (AD) course catering for students,
most -of whom did not have English as a first language"
(Volbrecht 1989:2-4). The course focused on "the making and
communication of meaning as the primary factor in language
development," and limited grammar teaching "to the later
stages of writing process instruction." It aimed "for the
personal and political empowerment of the learner," which
entailed "building on strengths rather than focusing on
deficiencies" and "a conscious focus on co-operative,
participatory learning strategies and space for student
initiative in determining course content." For this purpose
an "attempt was made to devise an integrated writing
programme that would relate to other work done in the
course" (Volbrecht 1989:5-11).

3

https://etd.uwc.ac.za/



1.4 METHOD OF RESEARCH

In order to understand how the research for this study was
conducted, one firstly needs to have the background
information against which the research was done. It is,
therefore, necessary to give a description of the ESP and-
thereafter describe the participatory interaction which
contributed to the success of the course.

The course which had been developed from the BELS report
findings in 1989, was not a refurbished English Special
course. Although it was still called the English Special
course, it was differently structured, and was designed to
serve students from various departments whose command of
English was inadequate for their academic purposes in
different areas. The course attempted to help those
students explore their abilities and develop their existing
skills. It was intended to enhance their awareness of the
interdependence of the modes of language listening,
speaking, reading, and writing as a crucial step in
learning how to increase competence in anyone mode. The
flexibility allowed by the tutorial system made it possible
to tailor the work of each class to meet the needs of its
members.

Some of the writing activities offered in 1989 were
freewriting, a dialogue journal, an autobiographical paper,
an "I-Search" paper based on the ideas of Ken Macrorie, an
argument paper, writing assignments based on prescribed

4
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literary texts, and mind-maps, as Tony Buzan has termed his
popularized version of cognitive mapping" (Volbrecht
1988:2-3 unpublished).

Oral activities included: trust-building group activities,
opportunities for conversational practice, drama and role-
play, interviewing and forum discussions.

In the study of the prescribed (literary) texts the main
focus was on meaning and themes,
were given attention too. In
received reading skills training.

but literary conventlons
addition, all students

While the 1989 course was not rigorously evaluated, there
were several reasons to assume that it had been a success.
Among these were the high retention rate, the considerable
increase in the pass rate of the English Special course,
and the positive feedback received from the students
themselves.

The main points that needed consideration according to the
course co-ordinator were the refinement of writing
assignments, the
the comprehension

creation of more reading opportunities,
and elimination of absenteeism and,

lastly, the need to relieve the burden of work for which
the over-extended staff took responsibility.

5

I started out with this study by doing a survey of student
needs (for tutees and TAs). As a participant observer I

https://etd.uwc.ac.za/



conducted structured interviews and informal discussions,
enjoyed class interaction and participation in the tutorial
sessions where I was a TA. During the period that the main
part of the research was done while I was a TA, I had
discussions with TAs, tutors and tutees. It was a form of
evaluation of the course for my research purposes, and also
a way of gauging the feelings of the course participants.
The observations and conclusions, therefore, are based on
these interviews, discussions, and assessment of students'
oral and written work done in the tutorial sessions.

As a TA, I also conducted interviews with tutors, other TAs
and tutees where a TA system was implemented. As the TA
system is a relatively new concept at UWC, I compared the
reality of the UWC situation with what is described in
relevant literature, which describes a form of tutoring
system.

1.5 A DESCRIPTION OF THE FORMAT OF THE MINI-THESIS

Chapter 1 contains the most important points of departure
for this study. It gives an insight into what this study is
about, the reasons for conducting it and what my personal
involvement with the ESP has been. In Chapter 2, I review
some of the literature on TA systems elsewhere in the world
to show that TA systems have the potential of being used as
a classroom management aid to cope with huge increases in

6
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annual student enrolment, which can influence student
success negatively.

In Chapter 3, I attempt to show why it is important to keep
the student:tutor ratio at a constant in the ESP. I
emphasize the importance of individual and tailor-made
attention to students. I also discuss how an increase in
student numbers would inevitably lead to the lowering of
standards. Secondly, by using a case-study, I also describe
the operation and evaluate the success of the TA system in
the ESP with reference to academic development.

In Chapter 4, I indicate the complex nature of peer
tutoring for AD and emphasize the importance of:

(i) person-to-person interaction
(ii) group interaction.

In Chapter 5, I conclude the study with general conclusions
and recommendations as to how the ESP can be improved and
its strong points enhanced. The major recommendation which
encompasses other recommendations is a proposed TA
induction course.

1.6 REASONS FOR MY INVOLVEMENT

A question which requires to be answered at this stage is
the reason for my personal involvement in the ESP and in
particular, being a TA in the ESP.

7
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1.6.1 PERSONAL ACADEMIC GROWTH

At the time when I came to know about the TA system in the
ESP, I was attempting to formulate a mini-thesis proposal.
And because peer tutoring is a subject which I hold in high
esteem, I became a participant observer in the ESP as a TA.

1.6.2 INTERACTION ON AN INFORMAL BASIS

After the class research done with the Language
Communication students at UWC in 1989, I was aware of the
need for tutor:student interaction on an informal basis.
Students needed a certain amount of informal input
(socially and/or academically) to build a healthy
relationship of trust between themselves and a tutor,
something which is necessary for academic development.
Being a student myself at the time, I was sensitive to most
of the situations in which the students found themselves,
and effective guidance in and acceptance of their plight
made me want to help them beyond what was expected of a
lecturer on an academic level.

Because of my own teaching experience as an English second
language teacher in a secondary school where students are
mostly drawn from very poor socia-economic backgrounds as a
result of a separatist apartheid policy, I realized that
many of these students have latent potential which could
surface with proper academic nurture.

8
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I was looking for effective ways of empowering these
students in a way that would enable them to become self-
reliant, because when I approached a principal of a school
to implement a TA system, my suggestion was met with
various objections. The major one being that I did not have
statistics to prove the success or failure of peer
tutoring. So, needless to say, when I came to know about
the TA system in the ESP, I took the opportunity to
convince others (and myself) of its potential.

1.7 CONCLUSION

I believe that peer tutoring can be effective and can
enhance academic development.

It is my belief that the answer to the problem of emergency
large scale education for the disadvantaged lies in peer
tutoring. The benefits of implementing a TA system are far
richer than any possible shortcomings it may have. It
possibly means throwing oneself open to extreme scrutiny
from various avenues, but it also implies growing in the
process of allowing confrontation. It is indeed, learning
while you do.

In the next Chapter I review literature on peer tutoring in
order to clarify certain concepts about the topic.

9
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CHAPTER 2

A REVIEW OF EXISTING LITERATURE ON PEER TUTORING FOR
ACADEMIC DEVELOPMENT AT TERTIARY LEVEL

2.1 INTRODUCTION

The review of literature for this study is aimed at finding
a possible definition or description of peer tutoring.
Overseas as well as local publications on peer tutoring
were reviewed. The nature of the programmes/projects
revealed that peer tutoring can be utilized:

(a) for a variety of reasons,
(b) in a variety of settings,
(c) in different formats and methods, ranging

from academic to non-academic, formal to
non-formal training which can be structured
or non-structured.

Although the study of the local publications is restricted
to include programmes in the Western Cape region only for
logistic reasons, the nature of those programmes/projects
compare favourably with peer tutoring programmes/projects
of overseas. Furthermore, as the study deals only with peer
tutoring for academic development at tertiary level, it
necessarily excludes peer tutoring for non-academic

10

purposes and at non-tertiary level. However, because of its
diverse nature, one cannot ignore its influence on non-
academic development. The rest of the study concentrates on
peer tutoring processes where the subjects are University
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2.2.1 TOWARDS REFINING A DEFINITION

and/or College students who are either receiving or
offering tutoring services.

2.2 OVERSEAS LITERATURE ON PEER TUTORING FOR ACADEMIC
DEVELOPMENT AT TERTIARY LEVEL

The reviewed literature on the nature of peer tutoring (in
some or other form) by researchers who have been involved
in peer tutoring projects indicates that peer tutoring has
not been clearly defined. The following comments and
definitions, therefore, deserve our attention:

Peer tutoring is the system of instruction in which
learners help each other and learn by teaching

(Goodlad and Hirst 1980:13)

The dependence of students on one another's learning
apparently creates peer norms supporting learning,
and these in turn increase the individuals'
motivations to achieve and to help one another
achieve. Available evidence points to this chain of
causality as the principle means by which cooperative
learning increases student achievement

(Slavin 1983:65)

Peer Tutorial Instruction is a process in which
students are selected and trained to tutor someone
their own age or younger in a specific area of
learning. The tutorial group may vary in size; but
when working with low achievers, the one-to-one
interaction is recommended

(Endsley 1980:7)

From research over the past several years, it is
clear that a low achiever will progress only when he
has access to an individual tutor whose role is
highly structured, and who knows how to employ
principles of learning and how to use appropriate
instructional materials

(Allen 1976:169)

11
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Derived from the Latin "tueri", originally tutoring
carried the meaning "to protect, to guard, to care
for." The same root meaning is found in the concept
of tutelage. Protecting, querd iriq, and caring for, of
course, are actions supporting an ascribed type of
role relation

(Allen 1976:35-36)

Peer tutoring is a relatively simple
learners of practically any age
competence can be given responsibility

(Goodlad and Hirst 1980:16)

way in which
and academic

Tutoring refers to personalized transactions between
academic staff and students resulting from a certain
set of atti tudes and approaches on the part of the
staff member, and these transactions are not confined
to such settings as the classroom or tutorial group.
Tutoring therefore can operate concomitantly with
teaching, but can also be effected outside this
academic environment

(Bramley 1977:2)

These definitions reveal little in the way of description,
nor do they distinguish between those who ought to be
candidates for peer tutoring programmes, and those who may
not qualify, either to provide peer tutoring or to benefit
from it. Although Allen mentions protection, safe-keeping
and caring which can be seen as possible activities, they
are so general, that further investigation is needed.

On the basis of the above we can perhaps reach a
preliminary - although over-simplified - definition, that
is, that a tutor assistant system consists of peer tutoring
whereby students or pupils take responsibility to teach one
another. It is known by various names in various countries.
In the USA it is generally called peer-tutoring or student

12
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tutoring and is used extensively. Hall, (1985:12) refers to

peer tutoring as peer cross tutoring. Goodlad (1980:23-55)

simply calls it tutoring, but mentions several other terms

used across the United States of America:

(i) Cross-Age Tutoring

used by Maher, in 1982, for peer tutoring by high
school/university/college students to behaviourally
disordered students;

used by Schruggs and others, in 1985, for peer
tutoring by university- or college students
behaviourally disordered students who exhibit
deficiencies in both academic and social behaviour;

used by the Department of Education and Science (DES)
and The Welsh Education Department in the ALBSU
(Adult Literacy and Basic Skills Unit), in 1988, for
peer tutoring by adults to other adults in their
adult literacy p~ogrammes;

used by ASPIRA Inc of Illinois and MACE in the
ASPIRA-MACE1 Bilingual Tutorial Reading Project in
Chicago, for peer tutoring by college students to
pupils with reading problems;

(ii) Peer Teaching

used by Moran and his team át the Institute of
Technology of the University of Minnesota in the
Project Technology Power, in 1977, for peer tutoring
by low-income and/or minority youth in inner-city
schools to their socio-economic peers (also see
"Cross-Age Tutoring");

(iii) One-to-one Tutoring / Each One Teach One

used by Eisenberg and his associates in the Perach
Tutorial Project in Israel, in 1975, for peer

ASPIRA Inc of Illinois (part of the
organization dealing with the interests
Ricans in the United States);

nationwide
of Puerto

MACE (Mexican American Council of Education)

13
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tutoring by university students to socially
disadvantaged children;

Goldsmidt, (Goodlad 1980:33), mentions four basic types of

peer tutoring of which three are relevant for this study,

namely:

(iv) Proctoring

used by Keller in the personalized system of
instruction (PSI), in 1968, for peer tutoring by
university and college students to fellow students of
the same or a previous year in the course;

(v) Co-tutoring / Reciprocal Teaching

used by Schermerhorn and his team, in 1976, for peer
tutoring by high school- and university students to
high school students;

used by Hendelman and Boss, in 1986, in the Gross
Anatomy Laboratory at the University of Ottawa for
peer tutoring by medical undergraduates to fellow
students;

used by the Sociology Department at the University of
Michigan, for peer tutoring by sociology students to
students with little background in sociology;

used by Goldsmid for peer tutoring by students to
other students to examine the idea of the "learning
cell" in paired peer teaching;

(vi) Teacherless Groups

used by Collier for peer tutoring by higher education
students to their peers in a peer-led and self-
directed project;

Bramley (1977:32 and 1979:43) uses two terms which have not

been mentioned before, namely group and personal tutoring.
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However, only personal tutoring as described by him, is

relevant to this study:
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(vii) Personal Tutoring

used for peer tutoring by staff to students, and by
parents to children in an attempt to improve
interpersonal relationships.

Although these descriptions reveal some similarities among

the peer tutoring projBcts mentioned, but also some

differences, the most basic conclusion which can be made

from the above, is that peer tutoring is a process through

which peers assume the responsibility for teaching one

another in an attempt to motivate tutees towards academic

and/or other forms of development (Goodlad 1980). However,

peer tutoring has proved to be a widely inclusive activity,

involving people of all ages and many different activities.

An analysis of the above projects indicates that tutoring

is offered by:

(a) college students to high school students with low-
reading achievement levels (as indicated in the
Paired Reading and in the ASPlRA-MACE Bilingual
Tutorial Reading Schemes);

(b) advanced college and university students to
undergraduate college and university students for
academic purposes (as indicated in peer tutoring in
Surrogate Teaching);

(c) undergraduate university students to high school
students encountering difficulties in understanding
lectures or set texts (as indicated in Co-
tutoring/Reciprocal Tutoring);

15

(d) undergraduate university students with little
sociology background to undergraduate university with
no sociology experience (as indicated in Proctoring);

(e) college and university students to socially
disadvantaged high school students for mathematics
and science (as indicated in the Perach Project);
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reading and writing, history, psychology, others

(f) advanced university students to advanced university
students to motivate self-directedness (as indicated
in peer tutoring in Teacherless Groups) (Goodlad .
1980).

The goals of the various projects referred to above
determine the activities of those who are peer tutoring,
some of which are also revealed in the analysis above.
While some projects generate gains in subjects such as
mathematics, physical science, geography, sociology,

concentrate on adult literacy and basic skills (Goodlad
1980, yet others deal with mental and/or physical
handicaps, behavioural and mental disorders, social
disadvantagement and/or low achievement. In addition, the
ASPIRA-MACE Project addresses problems brought about by
cultural differences among the participants of the
projects.

Relevant literature reveals some interesting facts about
peer tutoring. Apart from involving people of all ages and
encompassing many different activities, peer tutoring
extends across a variety of cultures, in primary,
secondary, tertiary and adult education, and includes
achievers as well as non-achievers. In addition to

(Goodlad 1980:14-17) as endorsed by the following

providing motivation towards academic development, tutoring
is "largely a social activity which promotes intellectual,

personal and social development amongst its participants,"

researchers:

16
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peer relationships are a critical element in the
development and socialization of children and
adolescents

(Johnson and Johnson 1975:24)

Cross-age peer
mechanism for
growth between
community

tutoring should prove an excellent
facilitating social interchange and
members of a school and add a sense of

(Topping 1988:3)

I made a general observation that the students who
profited most from my efforts were those with whom I
had developed a relationship which differed from the
formal student-teacher relationship. The relationship
was attended by warmth, good humour, freedom to
exchange information of a personal nature, and some
good-natured joking

(Allen 1976:28)

Peer tutoring is humanly rewarding. The tutors learn
to be nurturants towards their tutees. They develop a
sense of pride and accomplishment, and learn trust
and responsibility. Many teachers operating peer
tutor projects find the most striking effect is the
increased confidence and sense of adequacy in the
tutors

(Topping 1988:3)

Finally a close analysis of the goals of the projects
mentioned above suggests that, regardless of age, specific
activities, level of achievement, culture, etc, the basic
aim of peer tutoring is to render assistance in some form
or other to learners in order to maximize the learners'

17

potential.

This becomes particularly relevant in a local situation
where many socially, intellectually disadvantaged students
can benefit from a tutoring programme.

•
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2.2.2 TUTORING AND TEACHING - THE DIFFERENCES

A further analysis of the reports suggests that~ although
there is a clear difference between teaching and peer
tutoring, the two forms of intervention complement each
other. Beck et al (1978:432) agree that peer tutoring
"supplements rather than replaces the formal teaching that
students need." However, (Bramley 1979:25-32) argues that
many who have practised humanistic education have used
teaching synonymously with personal tutoring.

For any researcher attempting to distinguish between
tutoring and teaching, it is not an easy task. It is
perhaps useful to start with what tutoring is not rather
than to try to define what it is.

2.2.2.1 Tutoring is not limited to the confines of
academic development

Tutoring is not limited to the confines of academic
education (Bramley 1979), (Goodlad 1980:23-26), (Topping
1988:1-2), nor is it restricted to the classroom or to
attitudes which are conducive to acquiring academic
knowledge. On the contrary, the various programmes/projects
show tutoring as an all encompassing process, lending
itself to virtually any learning situation, cognitive or
social, professional or non-professional, formal or
informal and to academic as well as non-academic purposes.

18
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2.2.2.2 Tutoring is not limited to formal settings

Various educationists express the opinion that the physical
environment should be conducive to learning for educational
development to take place. While that is true for formal
teaching, it often excludes the informal settings which
many impoverished, disadvantaged learners have to settle
for, due to the lack of financial assistance. This
situation prevails in many instances in South Africa where
many students from a third world background have missed out
on being tutored. Researchers in the field promote the idea
of making full use of every available structure and
opportunity (be it informal or formal), to create a
learning opportunity for learners to develop a frame of
reference which would be acceptable to them, and within
their reach. The researchers believe that even the negative
attributes of such disadvantaged learning situations are
rich in learning opportunities for people. In the PERACH
project students were taught outdoors due to inadequate
accommodation facilities for them. There is no conclusive
evidence that the outdoor teaching affected the results of
the students negatively. In fact, the students acquired a
greater sense of responsibility (Goodlad 1980:31-32).
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2.2.2.3 The level of anxiety is lower in a tutoring
situation

Tutors develop their own style of making people in the
group feel relaxed enough to talk and be responsive
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(Bramley 1979:14-16). In the ttitoring process described by

Bramley, all participants were learners and the

vulnerability to which they were subjected supplied a

shared sense of affiliation and belonging. At such a high

level of involvement, competitive anxiety (which is often

prevalent in the teaching situation), is reduced.

2.2.2.4 Peer tutoring is not primarily concerned with
delivering favourable end products

Tutoring does not primarily concentrate on the results

which its learners produce. Topping (1988:4-5) and Bramley

(1977:81-82) maintain that peer tutoring promotes resonance

and reduces resistance to learning. In this sense it has

therapeutic value for the learner.

2.2.2.5 Peer tutoring is not a profession

To all of the afore-mentioned, one should add that tutoring

cannot be described as a profession, as the tutors'

academic and professional qualifications are often minimal.

Tutors are employed for their social skill, in particular

to build healthy relationships amongst students. They are

20

usually selected from the student population (their peers)

and by teachers (Allen 1976:26-29).

2.2.2.6 Tutoring is non-formal

The duties of tutors are mostly informal. Their tasks are,

amongst others, to motivate and encourage, build trust

amongst students and/or pupils, and supply feedback on the
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work of the students or pupils. In addition, they mediate
between-the teacher who carries the main responsibility for
teaching the course, and the learners (Allen 1976:21-22).
However, at times tutors give formal instruction and act in
a supervisory capacity.

In contrast to the tutor, the teacher is a professional who
is "a member of the staff who teaches an academic subject
or course" (Bramley 1977:2). By inference then, Bramley
says that teaching is limited to academic development
(formal learning) and tutoring encompasses academic and/or
non-academic development. He adds that tutoring can operate
"concomitantly with teaching, but could also be effected
outside this academic environment" (1977:2).

2.2.2.7 Tutoring is not geared to cope with large student
numbers

Although tutoring is not geared to cope with large student
numbers, it is an intervention which assists tutors with
increasing student numbers. Goodlad (1980:13-17), endorses
the idea of Bramley (1977:2) but in addition he sees
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tutoring as teaching operating on a "one-to-one" basis, and
teaching as the formal instruction which a professional
teacher gives in a class of students or pupils. The tutor
then, primarily stands in the service of the teacher to
help cope with large student numbers. At the same time,
however, tutees, teachers and tutors benefit from the
tutoring experience.
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2.2.2.8 Tutoring does not only benefit the tutees

Not only is the tutoring process associated with the

academic and social well-being of its learners, but it also

questions why learners do not perform. This implies that

tutors often have to probe the social, economic, political

and psychological backgrounds of the learners as shown by

the various programmes mentioned by Goodlad (1980:60-61 and

66-67). In 'the process the tutor and tutee build a

relationship. According to Allen (1976:35-36), the degree

to which this tutor-tutee relationship is established will

determine the success or non-success of the tutoring

process.

2.2.2.9 Tutoring is not confined to a formal classroom
setting

Bramley (1979:14) claims that teaching is often antecedent

to personal tutoring which takes place outside the

classroom, within the confiding and trusting atmosphere of

the tutor's office or home, Tutoring can, therefore, not be

impersonal. In fact, he describes peer tutoring as

"personal tutoring" (1977:20), stating that it is an

attitude and not a set of prescriptions, and that it

"specifies a particular type of education which fosters and

authorizes personal as well as academic development in the

interests of the society it serves, and in which many of
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its graduates will play an influential role" (1979:15).

https://etd.uwc.ac.za/



2.2.2.10 Tutoring is not the equivalent of teaching

Teaching, Bramley (1979:34) describes as "an object of
scientific evaluation". He is of the opinion that "teaching
is a word easily misconstrued as meaning only the process

academician to the student".
by which academic information is transferred from the

He maintains that teachers are wholly involved with
teaching not only as transmittors of knowledge, however,
the attainment of a professional goal remains the binding
factor between teacher and students. He describes the
teacher as the chief source of knowledge and teaching as
being:

managed wi thout emotional involvement wi th the
learners, regular scrutiny of the teacher's own
feelings, and a repeated assessment of his relations
wi th colleagues. All these activi ties are intensely
personal. However, when a personal relationship no
longer connects wi th the educational goals espoused
by the tutor, and the relationship is able to exist
independently of i.ts educational background, i t can
no longer be regarded as professional.

Bramley (1979:14)

A non-professional involvement is not automatically to be
regarded as undesirable (Bramley:13-14). But it may become
difficult and embarrassing to retain the necessary

of ferment is a mutual attachment
where" the so\rce
(or impending loss \'6,f

professional control in a situation

attachment) which has long ago lost it contractual nature
and abandoned any links with educational objectives"
(Bramley 1979:14).

23
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Teaching is seen as a profession and places great emphasis
on academic qualifications (Bramley 1979:32-34). He claims
that, in promoting eduction, teachers have fixed roles to
play in a professionally controlled environment and their
non-professional involvement is limited to encourage
students and advocate their subject material. He argues
further that teachers engage in many interchanges with
students, which are not professional, but which may have
developed out of a professional relationship. Resounding
throughout Bramley's research, is the fact that he
acknowledges a possible difference in the level of
involvement between tutoring and teaching. The tutor is
much more involved with the tutee on a personal level than
the teacher is.

He compares tutoring to therapy, but argues that there is a
"common boundary between therapy and education, which is
related to the students' or patients' self-awareness and
interpersonal sensitivity" (Bramley 1979:72-85). In this
way they learn to understand themselves. Although Bion and
others, in (Bramley 1979), support this, they have a shift
in emphasis. They argue that in education a course is
studied and self-understanding along with social skills
develops as by-products.
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One can argue that most of the qualities found in tutoring
can also to be found in good teaching. And if this is true,
the question is whether teaching and tutoring are
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equivalent. Although the reviewed programmes/projects

indicate that are many similarities between tutoring and

teaching, the differences set them apart from one another,

(Topping 1988:1-11, Goodlad 1980:148-149, Bramley 1979:34-

35, Allen 1978:20-21 and 24-25, and Beck 1978:432-433). The
major differences can be summarized as follows:

(i) tutoring is not age restricted, that is, the
tutor can be of the same age, younger, or
older than the tutee

(ii) tutoring is not restricted to display
affections which are confined to statutory
rules

(iii) tutoring usually has no fixed designated role
to enact

(iv) tutoring is more easily accessible and
available to people than teaching

(v) tutoring usually provides individualized
attention to especially disadvantaged
students

(vi) tutoring also facilitates the learning
process

(vii) tutoring is a way of mediating and liaising
between the teacher and students

(viii) tutoring stands in the service of teaching
at large.

Delineating the tutoring and teaching as I have attempted

to do above, is, however, too simplistic a way of
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distinguishing between them as their functions (although

different in nature as shown above) complement each other

and are interrelated. Thus in their co-existence, they also

play an integral role in maximally developing the learner's

potential (Beck et al 1978:432-433).
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2.2.3 REPORTED EFFECTS OF PEER TUTORING ON PARTICIPANTS

2.2.3.1 Positive effects

Although the positive effects are grouped as shown below,

they are often interrelated and there are positive effects
for all participants of peer tutoring.

(i) Positive academic effects

Tutoring can offer many positive academic effects such as:

(a) Students (tutors and tutees) learn their lessons
more effectively

Due to drastic annual increases in student numbers,
teachers are constantly confronted with the dilemma of
supplying individual attention to (especially
disadvantaged) students. This in turn, results in high

drop-out and failure rates, absenteeism, and generally poor

academic performance. In order to cope with this problem,

tutors can be employed to act as intermediaries between

students and teacher. If tutors do the groundwork for

teachers, that is, assist with administrative work, getting

to know the students and assist in establishing heal thy
relationships amongst students, then a high level of

individualized attention to students can be maintained even
in overpopulated classrooms (Bramley 1979:12-14).

Many of the reviewed studies have shown that both tutors

and tutees effectively learn their own lessons (Goodlad

26

https://etd.uwc.ac.za/



STEP, involving BD-Students,
of the programmes/projects
DES, ALBSU, Co-tutoring/

1980:23-54). The co-ordinators

Reciprocal Teaching, ASPlRA-MACE, Technology Power, Perach,
Proctoring, commonly agree that while the tutor role
supplies the tutors with a sense of importance enhancing
the students' self esteem as a role model, the tutees feel
proud of their role models and display a keenness to follow
in the footsteps of their tutors. And in the process,
students are motivated to get involved in their own
learning. While they are teaching one another, they are
also being taught by one another.

In many of these programmes the students show a marked
academic improvement after the peer tutoring intervention.
In some programmes/projects (Goodlad 1980), the
disadvantaged pupils for whom such support
programmes/projects are designed and initiated, show
improvement in a variety of academic courses, ie Maths,
Science and Reading Skills. But as the majority of the
tutors of these pupils in the projects referred to, are at
a higher academic and age level, they do not always benefit
academically from the tutoring sessions. If the tutoring
sessions ever are of benefit to tutors, it is because they
receive academic credit (as in Surrogate Teaching and
Proctoring) for their participation in the peer tutoring
pr-ocess. Added to this, many are paid for their services
and participation in the peer tutoring process (as in the
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ASPIRA-MACE Project) which adds monetary benefit for
tutors.

Indirectly this can lead to higher student ratings in
school and college courses as revealed by the various
reports, eg, the Sociology Department at the University of
Michigan (Goodlad 1980:35) where sociology students were
used to tutor other sociology students with little
sociology background. In a similar project, Collier,
(Goodlad 1980:36), used higher education students to tutor
their peers in a peer-led and self-directed project amongst
teacherless groups. This also leads to an increase in
commitment to self-study and students can become more self-
directed in their learning. In the Goldsmidt Project,
Goodlad (1980:33-36), where peer tutoring was divided into
four categories, and post- graduate students tutored
undergraduate students, the following advantages for the
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tutees are noted in four categories, namely surrogate
teaching, proctoring, co-tutoring (or reciprocal tutoring)
and teacherless groups:

undergraduates were motivated to long term research
there was less variation in achievement
students had higher student ratings in college
courses
understanding amongst students improved after the
peer tutoring intervention
students felt that they had a better understanding of
their own topics, had acquired the ability to select
relevant information and organize material, and had a
better attitude towards learning anatomy
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qualitative changes, mainly because its statistical

there was an increase in commitment to self-study

there was a reduced feeling of antagonism

students developed an appreciation of peer viewpoints

students were motivated to get involved in their own
learning

students became more self-directed in their work.

According to Goodlad (1980:38) this project should not be

valued for its quantitative effects, but rather for its

significance is not explored.

In the New York High School Homework Helper Programme where

college and high school students were used to tutor high

school youths, the following advantages are prominent:

tutees showed an improvement in mathematics, reading
and English as a second language

the study skills and work habits of the participating
students were improved

attitudes of participants towards school and school-
related activities improved

educational aspirations of the participating students
were increased.

(b) Students (tutors) received academic course
credits for participating in the tutoring
programme

At the Pacoima School, in California, the entire school was

involved in The Tutorial Community Project peer tutoring

system and it shows the following advantages:

it catered for inter-racial encounters by narrowing
the gap between two different communities - a small
community made up mostly of blacks and Mexican-
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Americans, through active involvement of both groups
in the planning of the scheme. .

participants' of this project obtained improved
reading scores.

In the Project Technology Power, (Goodlad 1980:26-27),

Moran and his team found that peer tutoring as seen here,

had the following advantages:

academic gains were made by the tutees (their
mathematics and science improved)

it improved attitudes towards subject matter

it increased individual attention to students

it improved the self-concept, interest in academic
studies, and knowledge of subject matter

it improved achievement in subject matter.

tutors received academic credit for the work which
they had done

the project had clearly defined duties and
responsibilities
tutors were paid for participating in this project.

Ten Chicago public schools with a predominantly Spanish-

speaking student population participated in the ASPIRA-MACE

Bilingual Tutorial Reading Project. College students were

used to tutor school children in reading programmes.

Goodlad (1980: 29-30) records the following advantages of

the ASPIRA-MACE Project:

~ tutors made personal contact with the pupils which
made learning more pleasant for all concerned

tutors achieved academic credit and a modest
reimbursement of tuition fees in addition to travel
expenses.
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In Project SEED (Special Elementary Edu-cation for the
Disadvantaged) -which was started in 1963 in Berkeley,
California by William Johntz, professional mathematicians
and scientists were tutors to full-sized classes of
disadvantaged school children (Goodlad 1980:43-44). The
advantages of this project are:

all its participants found it humanly rewarding and
intellectually stimulating
tutees showed improvement in their work.

The Adult Literacy and Basic Unit (ALSBU) was established
in England and Wales by the Department of Education and
Science (DES) and the Welsh Education Department to improve
literacy among adults (Goodlad 1980:50-51). The tutors for
that programme were adults and they taught other adults.
The distinct advantage of the programme is that it took
place in an environment known to the tutees, where trust,
understanding and appreciation for the learning situation
was developed amongst the participants of the programme.

(c) Students become self-directed

Tutors employed from higher up in school than the tutees,
show improvement in the academic achievement and in their
social behaviours after the peer tutoring intervention. An

example is the Peer Tutoring Involving the Behaviourally
Disordered programme, conducted to help behaviourally
disordered young adults who were also socially
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disadvantaged (Goodlad 1980:53-54). This is also meaningful
in the South African situation.

Peer tutoring which leads to increased individualized
attention to students can in turn have positive
psychological effects on the learner's learning as shown in
the next section.

(ii) Positive psychological effects

In general, psychological effects include:
(a) improving self-esteem (improving or enhancing self-

esteem among tutors and tutees),
(b) inculcating motivation
(c) building confidence.

Alongside these psychological effects, social conditions
such as establishing healthy working relationships, and
positive attitudes and behaviours towards each other and
towards learning develop, which are conducive to learning.
(Goodlad 1980).

(a) Improving and enhancing self-esteem

In the case of the child who enacts the role of teacher for
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another child as in the Bell's and Lancaster Projects, the
role represents prestige, authority and a feeling of
competence (Goodlad 1980 23-26). It seems reasonable to
expect that enacting the role of a teacher would increase
self-esteem and produce a more positive attitude toward
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school and teachers. _Thus, the effects of tutoring on
tutors can be understood as being the consequence of
enacting the role of teacher, in much the same way that
enacting any role produces behavioural and cognitive
changes that are consistent with role expectation (Allen
1976:115). At uwe this enhancement of self-esteem is very
important for all tutors and TAs.

(b) Inculcating motivation

In the case of the tutees, they receive individualized
instruction and tutoring by a carefully matched tutor to
suit their needs, interests, ability and they can receive
immediate feedback which promotes motivation. Even in
different-age tutoring, an older tutor can become a useful
role model to the tutee if the tutoring takes place in
mutual benevolence. Tutors develop a sense of being needed
and show an improvement in their self-image, while
underachievers gain responsibility and appreciation for
learning. But the opposite is also true - that an older
child, as a tutor has the potential of bullying and
exploiting the younger child, the tutee (Goodlad 1980:62).
This means that one should consciously inculcate motivation
of both tutor and tutee through continuous communication
with all participants.
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In the PERACH Project, Goodlad (1980:31-32), where

(c) Building confidence

Being a tutor raises the pupil's self-esteem, improves
his/her motivation and self-confidence, thus enhancing
interpersonal relationships amongst the peer tutoring
participants. In certain instances teachers report that
they feel a reduction in feelings of antagonism. Students
develop an appreciation of one another's viewpoints by
displaying tolerance towards each other.

un~versity students helped socially disadvantaged children,
the following advantages were evident:

motivation, achievement and self-confidence of the
children were increased by the personal relationship
which was established between the tutor and the child
the emphasis was on individualization, established by
the interpersonal relationship between tutor and
tutee.

(iii) Positive social effects

The Perach Tutorial Project in Israel where University
students were used for peer tutoring socially disadvantaged
children, tutees reflected improved attitudes towards
subject matter. A major positive social effect recorded
here is social acceptance and tolerance for cultural
differences. In our own multi-cultural situation the
ability to accept or even tolerate one's neighbour is
essential for peaceful existence.
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Another project which reflected improved social acceptance
of different groups is the Peer Tutoring for Special Needs
Programme, where (mentally and/or physically), or non-
handicapped children were involved (Goodlad 1980:52). Both
tutees and tutors found the programme linguistically and
socially rewarding. They were mutually responsive as a
result of the intervention. The progrB:mme increased the
participants' social skills.

Judging from the above, it is evident that some projects do
not have huge academic or intellectual benefits or effects
for its tutoring participants, but reflect an increase in
social acceptance and/or tolerance for social differences.

2.2.3.2 Negative effects

Notwithstanding all of the positive effects or benefits of
tutoring, Doyle and LobL, in Goodlad (1980), agree that
there can be considerable practical disadvantages in peer
tutoring. Tutors may be able to conform to a simple
structure, but lack the skills to elicit initiation from
their tutees. Some tutors may assume an over-dominant and
authoritarian role with their tutees. Unless the tutoring
technique, materials and process are finely tuned by a
supervising professional, some tutors may become rather
bored. Some relationships in tutoring pairs may prove
problematic. If tutoring is to occur during school hours,
interference with other curriculum activities may prove
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irritating to some teachers. Parents may misunderstand the
purpose and methods of the project and complain in a
vociferous if uninformed way (Topping 1988:9-10).

Very few constraints have been recorded for peer tutoring.
However, not to mention them, would imply that peer
tutoring has been perfected. These constraints do not rule
out peer tutoring as a useful teaching method. In fact,
they are mentioned in the hope that improvement would
follow in order to refine the process.

(i) Negative academic effects

(a) Lack of tutor training

In the majority of reviewed programmes/projects the tutors
are given little or no specific training in acquiring
tutoring skills and are para-professionals and not skilled
(Goodlad 1980). They volunteer their services to the
various programmes/projects or they are chosen on the basis
of their teaching ability, and very seldom are professional
skills taken into consideration. Many critics (Goodlad
1980:23-26) object to this kind of teaching, because of the
possibility of abuse of power and negative connotation
attached by some students to those "not being able to
become a tutor" or being "demoted from tutor to tutee" and
vice versa.
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One example which can also be a warning to us, is lack of
TESL (Teaching English Second Languagé) training for the
tutors in the ASPIRA-MACE project (Goodlad 1980:30). The
failure and drop-out rates of tutees involved in the
ASPIRA-MACE project, were largely assigned to the tutees
not being able to understand their tutor's tutoring
instructions as they (the tutors) were not Latino speaking
and the tutors had little appreciation for the culture of
the tutees and their social disadvantages.

(b) Little/No relation between tutor training and
tutors' studies

In certain of the reviewed studies the tutors' training
could not be integrated with their studies. Tutors were not
tutoring the subjects in which they were qualified, as
displayed in the ASPIRA-MACE project where tutors required
additional TESOL training and still were not capable of
helping their tutees (Goodlad 1980:30-31).

(c) Tutors not equipped to understand the students
whom they are tutoring

Goodlad (1980) also depicts the following disadvantages in
the ASPIRA-MACE Bilingual Tutorial Reading Project:

because of cultural difference, few teachers were
culturally equipped to understand the backgrounds of
the Latino pupils whom they taught
the TESL (Teaching English as a Second Language) had
not sufficiently eased the lives of the Latino
pupils. This subsequently led to lack of self-
confidence, defensiveness, and general revolt against
a hostile environment, which in turn led to a high
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drop-out rate and lack of interest in school amongst
the pupils
tutors (college students) came from a wide variety of
colleges and it did not prove possible to integrate
their training with their university studies
scheduling problems were a nightmare for co-
ordinators who had to juggle with both school and
college timetables
some college student tutors had to travel an hour or
more to reach their tutees
the failure rate and drop-out rate of the pupils who
were involved in this project increased over the two
years that the project was run.

Many students who need the extra money apply for any tutor
assistantship available on campus. The unfortunate
situation which arose in the ASPlRA-MACE project should
serve to make programme co-ordinators on this campus very
aware of the importance of appointing the most suitable
tutor assistants.

(d) Time-table scheduling

Scheduling the timetables of tutors and tutees to coincide,
as shown by the Tutorial Community Project, can be a
problem (Goodlad 1980:40). The tutors were University or
college students who tutored disadvantaged school children.
But as most of the peer tutoring programme was run during
school hours, many tutors had problems in scheduling their
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academic timetables to coincide with the daily school
routine of the school children which would include peer
tutoring.
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(e) Staff changes

Staff changes can affect the success of a programme
drastically. The following is a good example. The Tutorial
Community Project (Goodlad 1980:40) continued for quite
some time and in that time staff changes in the school were
affected with the result that people were not fully aware
of the original purposes of the Tutorial Community Project.
As a result the project did not succeed.
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(ii) Negative cultural effects

In the ASPRlRA-MACE Project the tutors (and teachers) were
cuIturally ill-equipped to understand the backgrounds of
the Latino pupils. And the switch in staff members resulted
in the fact that tutors were not fully aware of the
original purposes of the project in the Tutorial Community
Project.

(iii) Negative social effects

It is important to note that most of the negative effects
or constraints in the ASPRlRA-MACE project occurred due to
lack of understanding and appreciation on the part of the
tutors for the social, economic, cultural and ultimately
educational disadvantages of the Mexican pupils. They (the
tutors) did not come from the same background as their
tutees and often their lack of TESL training was also too
rudimentary to assist the Latino-speaking pupils in
improving their English language skills. Although the
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constraints pertaining to the ASPIRA-MACE project, (as
mentioned above) are done under various headings, they are
intricately related. All these constraints are vital in our
situation as the best structured project can fail if we are
not sensitive to these matters mentioned here.

(iv) Negative psychological effects

fatigue" or "experimental exhaustion" with negative

(a) Mental fatigue

Participants in the project can easily experience "battle

effects as illustrated by the events in the Tutorial
Community Project (Goodlad 1980:41). This is another area
where co-ordinators should use their discretion and not
over-burden tutors.

(b) Lack in communication

Research has clearly shown that successful tutoring is
dependent upon good communication. If the communication
between tutor and tutees fails, then the project is ruined.
The ASPIRA-MACE Project (Goodlad 1980:29-31) is again an
example which serves to show how important communication
is. The lack of TESL in the ASPRIRA-MACE project resulted
in a breakdown in communication which in turn caused:

a deterioration in self-confidence amongst students,
an increase in defensiveness,
revolt against the hostile environment amongst the
students,
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And eventually this led to increased drop-out rates.

In conclusion,

teaching method

peer tutoring

in the service

appears to be a useful

of the teacher. From the

(v) Negative economic effects

If programme co-ordinators hope to be successful, peer

involvement programmes must be thoughtfully planned,

carefully structured and systematically monitored. More so,

because they have the potential of developing the academic

and social ability of students and pupils.

The ASPlRA-MACE is an example of a project in which all the

consequences had not been thought through beforehand. Some

tutors had to travel an hour or more to reach their tutees

in the ASPRIA-MACE Project and supply their own transport

at considerable inconvenience to themselves (Goodlad

1980:31).

CONCLUSION

brief review of the projects referred to in this study, it

does not seem as if tutoring is intended to supplant other

methods of teaching, but to complement them. Rather, it

offers the opportunity to create a healthy teacher-student

relationship among participants, adds to an atmosphere

conducive to developing own potential. It always remains

the teacher's responsibility and prerogative to decide
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which technique is desirable for any given subject matter
and a given group of learners (Beck 1987: 432-433).

In the majority of these programmes/projects, researchers
agree that communication plays a vital role in the tutoring
process regardless of the nature of the learning. Tutoring
is, therefore, seen to solicit help or assistance in any
form or nature to facilitate communication. With this
emphasis on communication, it comes as no surprise that ten
out of the sixteen projects/programmes focus their teaching
programmes on language acquisition skills. Furthermore,
four prominent writers on tutoring, (Goodlad, Bramley,
Topping and Allen), identify lack in communication amongst
students as the obstacle to their academic success. They
too see language as the priority learning area in which
students can maximally benefit from the tutoring process.
If students can effectively express themselves and
communicate their opinions and ideas, they might increase
their academic and non-academic skills.

It is apparent from these projects/programmes that tutoring
in general has more advantages than disadvantages. The
disadvantages which did occur in only certain of these
projects/programmes stemmed from inadequate organization
and/or lack of tutor training, insufficient funding, and
failure to construct tutoring time-tables which would suit
the tutoring participants. Fortunately, the positive
effects or advantages of other tutoring
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·projects/programmes, are enough to override these

disadvantages, and warrant further exploitation.

It has become evident that peer tutoring is a possible

answer to:

the need for student involvement and class
participation.

the need to improve/develop students' self
concept, student empowerment and
self-sufficiency.

2.3 A REVIEW OF EXISTING LITERATURE ON LOCAL PEER
TUTORING PROGRAMMES FOR ACADEMIC DEVELOPMENT AT
TERTIARY LEVEL

2.3.1 AN OVERVIEW

During an interview with the Head of the ESP at uwe where a

pilot project on peer tutoring for academic development was

launched in 1990, it became evident that the term peer

tutoring as it exists abroad, is relatively under-utilized

in the Cape (personal interview with Terry Volbrecht).

Al though many non-formal and unstructured forms of peer

tutoring have been applied in academic and non-academic

instances, academics have not come to a full realization of

the advantages of peer tutoring as an educational method of

teaching intervention.

There is little documentation on peer tutoring in the Cape

Province. However, it has been widely used, albeit in

unstructured and unresearched situations and on an informal

basis. For example, community-based organizations such as
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youth and scout groups are using it to educate their peers
in structured and organized ways. Then also, students take
responsibility for their own learning and acquire the
necessary skills and self-sufficiency to cope with their
studies and in doing so, promote self-empowerment.

The literature about the different community-based
organizations in the Athlone region, which is reviewed in
this study, reveals some tutoring characteristics and
deserves further scrutiny. Such organizations include
CACE2, FCW3, ELRU4, BABSs, MASMOVE6, and TAP. The same
terms used by Goodlad, Allen and Bramley in par 2.1.2,

namely:
Cross-Age Tutoring, Youth Tutoring Youth, Children to
Teach Children, Individualized Instruction, Peer
Teaching, One-to-One Tutoring/Each One Teach One,
Surrogate Teaching, Proctoring Co-tutoring/Reciprocal
Teaching, Teacherless Groups, Same-Age Tutoring
Personal Tutoring, Group Tutoring,

are used to indicate that the various ways in which peer
tutoring has been implemented overseas, can be applied to
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our local community-based programmes/projects generated by
CACE, BABS, FCW MASMOVE, TAP and ELRU. While the overseas

2 CACE - Centre for Adult and Continuing Eduction
3 FCW -Foundation for Community Work
4 ELRU -Early Learning Resource Unit
5 BABS - Building a Better Society
6 MASMOVE - Started by Jabulani Mabusa, a matriculant who

tutored fellow matriculants
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literature has some "definition" or rather a fair

description- of tutoring as given in par 2.2.1, local so-

called "tutoring programmes/projects do not have consensus

on terminology for describing their tutoring activities.

Although the same terminology is not explicitly used, the

connotations attached to these terms can be found in these

local programmes/projects which are operational in

disadvantaged communities. However, these projects fall

outside the scope of this study because, certain or all of

their aims do not comply with the main aim of this study:

tutoring for academic development at tertiary level. But as

the CACE Project at UWC has the same aims as those referred

to above, and because the research of this study is

confined to UWC, from where the CACE Project operates, it

warrants detailed discussion in par 2.3.2.1.

The main aim of the majority of the local Western Cape

programmes/projects, as is the case with overseas pro-

grammes/projects, is to promote academic and non-academic

development, and focus on community development with a wide

range of objectives which include:

political empowerment

academic development

self-sufficiency

social upliftment.
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The following are variations of the concept of tutoring

used locally at UWC:
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(a) Tutor assistance
as used by Terry Volbrecht and his teamj in 1~89, for
peer tutoring by senior university students to first
year university students;

(b) Adult Education
as used by the Centre for Adult And continuing
Education (CACE), at UWC, by Prof Shirley Walters and
others, since 1987 for peer tutoring by trained
and/or qualified adults to tutor other disadvantaged
adults;

2.3.2 PEER TUTORING PROGRAMMES AT UNIVERSITY OF THE WESTERN
CAPE

2.3.2.1 The CACE- Project

At universities such as The University of Cape Town, The
University of Stellenbosch and The University of the
Western Cape some peer tutoring programmes are used in
various departments to assist disadvantaged students. The
tutors are mostly selected senior students who assist
lecturers in tutorial groups which consist of 10 20
students. The tutors are basically assigned to lecturers to
assist in administrative work and supply feedback to the
work of the students. Although tutors are not assigned on a
one-to-one basis to the students, they provide individual
attention to students who need it.

Of these universities, UWC runs the most functional, best
organized community-based service for Adult Education and
Training from the Department of CACE, under the guidance of
Prof. Shirley Walters, Roy Crowder and their assistants.
The CACE Advisory Council was established at UWC in 1988,
after lengthy consultation with UWC and Community
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Organization Groups. It was one of the first UWC Senate
Committees to have representation from University and
community constituencies. On the CACE Advisory Council
there are representatives of FEDSAW7, NECC W.Capes,
Literacy Co-operation Group, UWC Student Representative
Council, Faculty of Education, with the Rector as
chairperson. According to the annual report published by
CACE in 1990, two very successful programmes/projects were
launched in order to improve and assist educators who are
specifically associated with Adult Education. The two
courses which were successfully implemented were the
Advanced Diploma for Adult Education and the Certificate
for Educators of Adults. Both courses consist of formal
training sessions and non-formal education.

CACE is part of UWC's efforts to contribute to the "forging
of a non-racial, non-sexist, new people's education and
democratic policy in the country" (CACE Annual Report 1989-
1990). The primary goal of the people's education movement
is the establishment of a non-racial, democratic and non-

• exploitative order in the country. CACE sees its
participation both in the University structures and in
community structures as part of this commitment. The work
of CACE needs to be seen in the context of the political
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7 FEDSAW - Federation of South African Women
S NECC -National Education Co-ordinating Committee in the

Western Cape
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and educational struggles which_are taking place in South
Africa: "Literacy and numeracy for all" which was the
highlight for the NECC's conference in 1989 and Adult
Literacy which was for the first time in this country, one

CACE (Annual Report 1989), reports that Adult Education

of the important foci for an NECC conference.

means to them
education of an informal, non-formal or formal kind
that involves people who are classified adults by
their societies. In order to limit the vast scope of
the field, adult education usually excludes formal
tertiary training in colleges, universities and
technikons.

But it does include ongoing continuing education in these
institutions. Adult education occurs in structured
community activities such as:

sport clubs, family, cultural events, in the
military, in local and central governments, at summer
schools, in night school, in short courses run by
community organizations, in trade unions, through
recruitment, through participation in the running of
organizations, in skill training, through educational
programmes, through evaluations and organizational
reviews, in hospitals and clinics,

as well as in "non"-structured community activities such
as:
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TV, radio, through doing a job, through bringing up
children, through strikes.

According to the CACE Annual Report 1989, South Africa is
showing all the signs which indicate that we are in a
period of rapid change and that adult education is
beginning to be recognized by the mass democratic movement
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as having a place in this process. The Adult· Education
Department under the auspices of CACE at UWC is the first
known University in the Western Cape to have taken
documented steps in the direction of this kind of tutoring

2.3.2.2 The English Special Project (ESP)

process (CACE Reports 1989 and 1990).

As the ESP forms the background for a case-study described
in Chapter 3, a detailed explanation pertaining to this
project is given in Chapter 3.

2.4 CONCLUSION

Goodlad (1980) and Allen (1976) maintain that for the

programmes must be thoughtfully planned, carefully
tutoring process to be successful, peer involvement

structured and systematically monitored. In my view, peer
tutoring is a possible answer to:

(a) The need for student involvement and class
participation.

(b) Developing and enhancing students' self
concept, -empowerment and -sufficiency.

The outstanding traits of peer tutoring can be summarized
as follows:

(i) facilitates individualized teaching
(ii) It is intensive, personal and student need-

centred teaching
(iii) It is supportive teaching
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(iv) It operates most effectively on a one-
to-one basis, although, in certain
instances a ratio of 1:5 has proved to be
equally successful

(v) It makes small group work possible amongst
large student numbers

(vi) It holds benefits for tutors, tutees and
teachers/lecturers

(vii) Instruction can take place on a formal and
informal basis

(viii) It enhances social interactions

(ix) It develops and enhances responsibility

(x) It improves and enhances academic and
interpersonal non-academic development

(xi) It promotes communication in a
non-threatening way and at a level where
the tutee feels comfortable.

(xii) It promotes self-sufficiency and
self-empowerment

(xiii) It facilitates small group teaching in
large groups.

Although the projects/programmes discussed in this Chapter

are diverse approaches and objectives, they are by no means

a final indication of what tutoring entails. According to

Bramley (1979:129), peer tutoring is still in its teething

stages. And because it is a relevant issue it is gaining

popularity in the process of being developed, improved and

advanced. However, these programmes certainly deserve our

recognition for their educational value and impetus. While

offering valuable information and guidelines, these

tutoring projects or programmes can be models for a future

TA system in the ESP at UWC.
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CHAPTER 3

DESCRIPTION OF RESEARCH IN THE ENGLISH SPECIAL PROJECT

3.1 INTRODUCTION

This chapter is primarily a description of my research done
in a peer tutoring programme for academic development (AD)
in the English Special Project (ESP) (see par 1.1) at UWC,
in 1990, where senior students were used as Tutor
Assistants (TAs) (see par 1.1). AD has a variety of
synonyms which are used for various reasons. At the
University of Witswatersrand it is known as Academic
Support Programme (ASP) and at the University of Cape Town
one such programme is called English for Academic Purposes
(EAP). The University of the Western Cape opted for the
term Academicj Development (AD) in preference to academic
support services or programmes (Pluddemann et al 1991:1).

While the term "support" suggests that a minority of
somehow deficient students are to be helped to adapt to
"the university" as fairly unproblematic given,
"development" must be seen as a much broader concept
(Pluddemann et al 1991:1). Development is a positive term
that acknowledges that students disadvantaged by apartheid
education, bring experiences, strengths and potential with
them that can form the basis for positive growth
(Pluddemann et al 1991:1).
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academic listening, speaking, reading and writing

The term "academic development" includes a recognition of
the need for doing more ie, for doing additional work with
students, either concurrently, or sequentially over a
certain period of time (pluddemann 1991:1).

One of the aims of UWC's AD programme is to improve the
English proficiency of many disadvantaged students who have
to cope with English as a medium of instruction at UWC. It
is aimed at students with problems in their general
communicative proficiency in English, and is designed to
build their competence and confidence in terms of their

proficiency in the language (Pluddemann 1991:4).

3.2 VERIFICATION OF THE TERMINOLOGY - (TA, TUTEES,
TUTORS)

Chapter 2 bears testimony that peer tutoring has long been
in existence and for all these many years agreement on a
uniform name for this phrase has not been reached. It has
rather been described than defined. In my opinion, the
reason is that peer tutoring has been used in multitudinous
ways and for different reasons and purposes. It, therefore,
comes as no surprise that the course co-ordinator of this
thesis and I, found it difficult to decide upon a suitable
term for the peer tutoring programme which we worked
through in the ESP. He felt that student assistants used in
the programme, should be called "tutor assistants" (TAs)
and the lecturer, the "tutor" (lecturers in charge of the
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tutorial sessions which have been assigned to them). I, on
the other hand, felt that the student assistants should be
called tutors, as revealed by the examination of some
secondary literature in Chapter 2, and lecturers should
remain "lecturers", because their role does not
strategically change as a result of the shift from
lecturing in a lecture hall to being supervisor in tutorial
sessions.

Nevertheless, after lengthy discussions we agreed to call
the student assistants, tutor assistants (TAs), based on
the ~rgument that the instruction of lecturers in the
tutorial sessions, was informal by nature, thus making them
tutors, and the assisting students, tutor assistants (TAs)

and the learners, (students in the ESP), the tzutieee , The
term TAs, therefore, in this thesis, refers to student
assistants assigned to tutors, and it is synonymous to the
already many existing conceptions of the word tutor in a
tutoring process as amplified in the previous chapter.

3.3 A DESCRIPTION OF A CASE-STUDY ON THE IMPLEMENTATION
OF THE TA SYSTEM IN THE ESP AT UWC IN 1990

53.

I assisted in the research project of the ESP, evaluating
one aspect of its work, namely the effectiveness of using
senior students as tutor assistants in the ESP for 1990 to
improve academic development.
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In order to do justice to the case-study, it is important
to- look at the reasons for the implementation of a TA
system in the ESP. It is, therefore, necessary to give a
description of the ESP at uwe.

In the description of this case-study where senior students
were used as TAs in the ESP, the following details are
highlighted:

(i) the rationale
(ii) a needs analysis of the student body

(TAs, tutees) in this course
(iii) the composition of the ESP classes

(the academic component is covered in this
chapter whilst the non-academic development
which developed as a result, is discussed in
the following chapter)

3.3.1 RATIONALE

In the ESP the attention given to the work of the students
was individualised, intensive and tailor-made to suit the
needs of the students. However, with the ever-increasing
growth in the student population, it became a problem to
devote individual attention to those very needy students.
In 1989 the students:tutor ratio was 15:1. In 1990 the
ratio was 20:1 and for 1991 it was foreseen to be 30:1.

It concerned the ESP staff that the work of the students
would suffer because of this annual increase in the
student:tutor ratio. They perceived a ratio of 15:1 to be
manageable. Thus, as a way of keeping the ratio at a level
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of ESP student assignments. In this way intensive

of 15:1, a TA system was introduced in. the ESP. It was
decided to assign one TA to each of the four tutors of the
ESP to cope with their mountainous workload in 1990.
Guidelines were given as to how tutors could use the
services of their TAs, but the mechanics of organising TA
duties were left to each individual tutor to work out with
his/her respective TAs. The ESP staff reasoned that having
a TA could reduce the workload of the tutors to a
student:tutor ratio of 15:1, as TAs would share in the
responsibility of tutoring· students in the tutorial
sessions, which grew to 25-30 per session in 1990.

The TAs I

journals
specific task was
of the students,

to respond to the dialogue
which is a time-consuming,

sometimes tedious, but very necessary informal way of
communication between tutor and student, which in essence
allowed tutors to devote more time to the formal sections

individualised student-tutor interaction could be
maintained in the ESP. On average, two persons (the tutor
and TA), would share the responsibility of supplying
feedback to the work of approximately twenty students per
tutorial session.

Another envisaged benefit of TAs in the tutorial sessions
would be the promotion of student involvement in classroom
activities and building interpersonal relationships. It
seemed, therefore, practical to formulate, introduce and
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pilot a TA system in the ESP at the start of 1990 in an
attempt to improve the English proficiency skills of the
academically disadvantaged students.

3.3.2 A NEEDS ANALYSIS OF THE STUDENT BODY IN THE ESP

3.3.2.1 The tutees

(i) Who were the tutees?

As a result of a problem arising during the initial
registration period no selection procedure was followed
with regard to admission of students. .No pre-selection of
students for the English Special course, was conducted.
Consequently, all 245 students who initially applied to do
the English Special course were accepted. However, after
the deadline students who originally enrolled for English 1
and who later decided to switch to English Special, were
turned away from English Special, because the limit on
student numbers for the ESP had been reached. Students who
enrolled for this course were not necessarily first year
students.

(ii) Their reasons for enrolling in the ESP

The ESP was an extension of the BELS (Basic English
Language Skills) project which ended at the end of 1988 at
UWC. The ESP was designed to promote English for academic
development whilst also being a credit-bearing course.
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students,
language.

whose
Such

mother language often
students very seldom

was an indigenous
(if ever) chose

Many first-year students at uwe need English Special to
become more proficient in English in order to cope with
English as a medium of instruction.

Admittedly, there were students who were proficient· in
English, but who enrolled for the ESP merely to obtain an
endorsement or an "easy" course credit required for a
particular degree or diploma course, eg, the BA LLB degree
course.

However, the majority of students who enrolled for English
Special did not use English as a first language. Being at a
tertiary institution such as uwe meant that those students
had to choose between either of the two official languages
as their medium of instruction. This ruling perpetuated an
already bad educational situation for disadvantaged, black

Afrikaans as their medium of instruction at tertiary level,
because of its negative political connotations being
viewed as the language of the oppressor. Thus, of the two
official languages, the students chose English as their
medium of instruction at uwe for its international and
political recognition and status. And, for this reason,
they needed to improve their English language proficiency
to improve their grades in other academic studies.
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As we have seen above the ESP meets the needs of the
students for the following reasons:--

(a) The ESP satisfies the statutory requirements
for their various degree or diploma courses

(b) It offers non-mother tongue students the
chance to improve their English proficiency
level and at the same time promotes their
academic development

(c) It is a credit-bearing course

One might ask why they did not enrol for the English 1
course. Although English 1 would meet the statutory
requirement for their degree or diploma courses, it did not
suit the students' purpose which was to develop their
English language proficiency. It had been proven that
students with a low English proficiency level who enrolled
for the English 1 course in the past, caused a high failure
rate in the course. In 1989 the failure rate of the course
was more than 50%.

The tutees in the ESP were the students who needed and
received tutoring for academic development purposes.

3.3.2.2 The TAs

58

(i) Who were the TAs?

The TA selection process started with an advertisement
which appeared on the bulletin boards of uwe, inviting
senior students who had either English 11 or 111, or any
higher English qualification, to apply for the position as f

\,TAs in the ESP for 1990.
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Although the factors _which influenced TA selection
described below are discussed separately, it does not imply
that they exist in isolation. On the contrary, they are
interrelated and consequently influence one,another.

(ii) Criteria for TA selection

Tas were selected for their academic as well as non-

academic ability to build healthy social relationships
amongst students, which would assist the students in
improving or developing their English proficiency skills.

The following is a detailed account of the factors which
played a vital role in the selection process.

(a) Academic qualifications

Interviews were conducted with the potential TAs to
establish their academic and teaching ability and language
skills. Four senior students, with English II, III and
English HaNS, were appointed as TAs. Their qualifications
ranged from BA 11, BA Ill, a teacher's diploma to BEd.
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(b) Social skills

Apart from the fact that English 11 was the minimum
requirement for a TA, TAs also needed to display or project
the ability to communicate and build positive relationships
amongst the students. The argument was that these senior
students assume some responsibility to support, encourage
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and motivate the students in an attemp~ to facilitate their

academic development.

In an interview with the TA co-ordinator, R, of the English

1 course, in 1988, it became apparent that the ability to

build healthy relationships amongst fellow-students,

counted as the most important criterion in the TA selection

process, as it had been proven in the past that the TA with

the highest English results did not necessarily make the

best TA. On the contrary, R claimed that evidence had shown

that the academically average TA established the best

working relationship with the students with whom she was

working. This basically occurred because the academically

average TA utilized social skills to relate to the

students. R suggested that well developed social skills

take precedence over excellent English results in TA

selection.
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(c) TA Motivation

It was also important that TAs needed to be motivated

enough to deal with the duties of a TA and also maintain a

balance between their own academic schedule and that of a

TA.

It was felt that TAs needed to have a personal desire to

offer assistance to students. Their commitment to such a

course would,

to become

therefore, be reflected in their motivation

TAs. As their duties included providing
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unconditional acceptance, motivation, support, and
encouragement to students, they had to be motivated enough
to work under pressure and for insufficient monetary
remuneration.

(d) Accessibility of TAs

Another important aspect which needed to be considered in
the selection of the TAs, was the accessibility of the TAs.
It was important that tutees and tutors were able to
contact TAs whenever they were needed as TAs were viewed as
the link or bridge between the tutors and the students.

(e) Time

Time was an absolutely essential consideration in the
selection process. Apart from having time available on the
academic time-table of the TA, the TA needed to set time
aside for tutor - TA and TA - TA conferencing to discuss
student progress and to discuss uniform measures of giving
feedback to the work of the students on a regular basis.

61

The time factor influenced most of the other elements in TA
selection of which accessibility and a possible TA training
course were the most prominent.

(f) TA training

A factor in which all the previously mentioned factors
(involving TA selection) were encompassed, was the need for
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a TA training course._ In such a course TAs were to be
introduced to basic tutoring skills. Chapter 5 contains an
outline of a possible TA induction course with reference
regard to the implementation of a TA system in ESP and
elsewhere at UWC. Such a training course was lacking at UWC
when the initial ESP was offered.

3.3.3 THE ESP AS A TUTORIAL

The most widespread intervention designed to help students
with the development of learning strategies and general
academic skills seems to be the tutorial system.
Traditionally, tutorials are conducted by lecturers. Given
the financial constraints, but also for educational
reasons,
scale system
students for

the university has put into operation a large
of tutorials conducted by senior/graduate
first year or other junior students. The

tutors (TAs) are trained by academic staff andstudent
monitored on a regular basis (Pluddemann 1991:3).

The tutorials for English Special occurred in the late
afternoon, two x 40 minute tutorials per week. Each
tutorial group consisted of an average of twenty two
students, one TA and a tutor.

In the tutorial sessions where I was present as a TA,
students had a chance to implement concepts and ideas which
was dealt with in the lectures, in small groups of. For
example, the lecturer dealt with the novel Down Second
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Avenue in class. In the tutorial, students were questioned

on this novel. Group discussions and debates outlined the

socio-economic issues which the novel depicts. The students

identified with these socio-economic issues or problems as

they were problems which the students experienced in their

daily lives. A discussion which arose from such issues was
Rape wjthjn Marrjaqe.

During the tutorial the tutor and I would actively

participate in the discussions to stimulate response from

the students. Students usually had a week (sometimes more

than a week) in which to prepare for discussions. In the

tutorials they were assessed by the tutor (receiving grades

or symbols) for their attempts. During the week of

preparation, students would often call me for help and

guidance with their oral assignment. In this way I assisted

to improve their grade for oral communication.

Although it was initially decided that TAs and tutors would

have regular conferences to assess the progress and

tutorial planning, this was not always possible in the

tutorial group where I was TA, as I was a part-time student

and my tutor's off-campus schedule seldom allowed for such

meetings.

In the case of TA-TA conferencing, I made a concerted

effort to communicate and meet with other TAs, mainly

because of the research for this study in which I was
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involved. However, at times that also posed problems and as
a result, conferencing with the other -three TAs, hardly
ever occurred.

3.4 A DESCRIPTION OF THE VARIOUS ACADEMIC COMPONENTS OF
THE ESP

The ESP consisted of various components. These components
included a reading skills programme, a literature
programme, an oral language programme and a writing
programme. All these components were covered uniformly by
all the English Special students in their respective
tutorial sessions. Appendix A to G reflect on each of the
components which the students completed. In each of these
components of the ESP the TA played a vital role.

The ESP course work was neither elaborate nor highly
academic. The course content although highly structured was
geared to empower students in such a way that they

therefore, designed to be practical, communicative,

developed the skills to apply English in their daily lives.
The activities in each of the components in the ESP were,

student-need-centred and self-empowering, aiming at leading
the student to self-sufficiency.

Although the ESP was subdivided into the various components
described below, it is important to view them as a holistic
totality as they collectively equipped the students (TAs
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and tutees) with basic English language skills to enhance

their self-sufficiency.

3.4.1 THE WRITING COMPONENT OF THE ESP

The Writing component of the ESP consisted of various

elements. The writing programme was subdivided into the

writing of dialogue journals, the autobiographical

portfolio, the "I-Search" paper, the argument paper and

mind-mapping. These elements are described in the following

paragraphs. In the writing component of the ESP the

students were introduced to the process approach to

writing.

The writing process consists of five basic elements namely

pre-writing, drafting, revision, editing and publishing.

The basic premise of the process approach is summed up by

Myers , who states that:

Writing is an act of discovery for both the
skilled and unskilled writers " It is not linear
but recursive. It develops in stages from drafting to
the finished copy and writers appear to pass through
developmental stages as they grow as writers
(Baijnath 1991:1).

imagination and planning for audience I purpose and

Jane Zeni Flinn describes the element of pre-writing as the

means of gathering information from observation, reading or

experimenting. It is generating ideas from memory or

organization. She sees drafting as covering a whole set of

workshop activities, from writing multiple drafts to
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interacting with peers and teacher, to adjusting focus and
shape. Editing, according to Flinn, is the term she
reserves for the final proofreading, the cleaning up to
prepare a text for an audience. Evaluation means feedback
from peers, self and teacher on the quality of work. She
emphasizes evaluation before the paper is finished while
the writer can still revise (Flinn (a), no date:1).

The phases of the writing process do not occur in fixed
stages. Instead, they are recursive, looping back and forth
again and again as the writer weaves the text (Flinn (b),

no date:1).

3.4.1.1 Describing and reflecting on:

(i) Dialogue journals

In (Lodge 1986:12), Moffett relates to us that dialogue may
the easiest kinf of written composition because it is
closest to the language of ordinary speech, and the writer
does not hafe to worry about anything much except whether
the language is authentic for the situation at hand. At the
Northridge Writing Project, reluctant writers, writers low
in written language skills as well as abler writers, like
dialogue writing and enjoy sharing their dialogues within
small groups.

The face-to-face contact of the conference in dialogue
journals, makes it ideal for the teacher-student talk about
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The dialogue journals in the
particularly important for the

writing programme were
trust which they built

a particular subject and related writing assignments
(Schiff 1982:162).

between reader and writer and also for eliciting thoughtful
and genuinely personal ideas in writing. Students want to
be recognized as individuals and once they know that they
are accepted for who they are, and that the tutors and TAs
are interested in them as individuals, they are motivated
to deliver their best. The students are motivated to speak
their minds if the tutors and TAs listen. Students will
communicate only if there is trust between the students and
the tutors or between students and TAs for these reasons
the dialogue journals of the students were treated very
confidentially (Brammer 1977:163-166, 191 and 226).

The dialogue journals of the students were written to
express personal need. They were honest and frank and
students expressed their opinions and views within their
frame of reference about the issues in the ESP. They wrote
about issues which affected them. In the examples used in
Appendix A, one student admitted to not knowing what to
communicate to the TA, but by admitting it the student was
already conveying or communicating a message.

The extracts of dialogue journals in this report have been
used with permission of the particular persons involved.

67

https://etd.uwc.ac.za/



However, the names of the persons have been changed to X
for the names of the students and Y for the names of the
TAs. The dialogue journals r-eflectthe following:

(a) Improved interaction

The
Even

dialogue journal made maximum
the less talkative students

interaction possible.
had an opportunity to

express their feelings, ideas and opinions.

(b) Open-ended communication

The dialogue journal was an open-ended communication
network between tutor, TA and tutee. These journals
presented large portions of the workload of the tutor.
Giving responses or supplying written feedback to these
journals by tutors is a time-consuming and intensive task.
And to relieve tutors from this burden TAs took over the
duty of responding to the dialogue journals of the
students. This interaction helped TAs and tutees to build
up a positive relationship.

68

(c) Tutor workload reduced

The workload of the tutors was reduced, allowing the tutors
more time to apply themselves to the more formal parts of
the ESP. Responding to the dialogue journals, therefore,
primarily became the task of the TAs. It was interesting to
observe that students wrote about more personal incidents
in their dialogue journals as they grew to know their TAs
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better. And it seemed that students wrote more when they
identified with issues to which they could relate.

(d) Promoting and eliciting positive critical thinking

Appendix A contains examples of dialogue journals of
students, which I chose at random. They reflect the honest
communication between the TAs and the students. The
response of the TAs was not an attempt to correct
mechanical errors. Rather, they aimed to elicit and
encourage critical thinking. And the responses were totally
positive, allowing the students growth within their frame
of reference. The feedback was constructive and geared to
cultivate a healthy attitude toward critical thinking. The
TAs praised the students for quality work whenever
possible. The writing was relaxed and there was little or
no indication of intimidation.

(e) Promoting original thinking

As the students could write freely in their dialogue
journals it was an excellent way of gauging the students'
opinions about certain matters with regard to the
educational progress and expansion of the ESP, given the
fact that these matters could not be discussed in the
tutorial sessions, because of the lack of time. It was also
an opportunity to encourage the students who were
introverts and did not speak freely in front of the class,
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to express their opinions in a safe, unthreatening and
comfortable way.

Notwithstanding the many benefits the dialogue journals
held for tutoring participants, it also had problems,
namely that it could be a self-fulfilling prophecy, ie,
although the flow of the conversation in the dialogue
journal was easy to follow, it was difficult to measure the
honesty of the dialogue journals as students could write
what they thought the TAs wanted to hear, rather than give
their own opinion. TAs only supplied feedback to the
dialogue journals which the students handed in, as the
students could choose which dialogue journals they wanted
the TA to scrutinize. The important issue was to keep the
line of communication open between students, tutors and
TAs. It meant, therefore, that responses were given to
anything the students handed in.

The autobiographical paper served the purpose of

(ii) Autobiographical papers

introducing students to the various stages of the writing
process, namely; prewriting, drafting, revision, editing
and publishing. Before the students wrote the first draft,
they engaged in a series of short experimental writing
exercises. These exercises formed the basis for the
prewriting stage of the writing process. The
autobiographical paper afforded students the opportunity of
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engaging in. important social and academic skills such as
receiving and supplying feedback.

English proficiency
autobiographical papers.

level by looking at these

Reflecting on the Autobiographical paper, I found that it
was:

(a) An attempt to get-to-know one another

The autobiographical papers were attempts .t.oget to know
the students because they wrote about personal individual
issues which affected them. Apart from assessing the
students' frame of reference we could also infer their

For the above-mentioned reasons
then, the TAs responded extensively to the autobiographical
papers of the students.

(b) An attempt to improve and develop students' writing

These papers also served to improve and develop students'
writing. As I hope to focus the reader's attention on the
immense richness of the kinds of responses which were
delivered, I included substantial portions of various
drafts of an autobiographical paper of one of the students
and the responses to them, made by a TA or tutor in
Appendix B. This is to indicate the stages which the tutee
worked through in developing the paper. In this way the
originality, time, dedication and effort which went into
improving and developing the writing of these papers can be
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imparted to the reader. The responses to the work of the
student are clear, concise, non-judgmental and empathetic.

(iii) The "I-Search" paper

Appendix C includes an example of how students and TAs
dealt with the "I-Search" topic. The issues in the "1-
Search" paper were in some instances based on the
prescribed work, Sjswe Banzj js Dead by Athol Fugard. The
paper was dealt with in four stages namely,
(a) finding a topic which was worthwhile to explore,
(b) telling the story,
(c) finding a method and procedure about finding facts

about the chosen topic,
(d) and concluding the paper.

The topic which was chosen for the "I-Search" paper, was
totally student-need centred, ie, the students, as writers,
had to feature as "I" and "me" in their papers. The
students chose and developed the topics themselves.
However, the papers needed to cover a personal question
which the student had thought about, but had not yet found
an answer to, and, therefore, had to explore.

feedback sheets (see Appendix C.III). By asking the
After the first draft the students were supplied with

questions stipulated on these worksheets, the students
could assess and improve their own second and third drafts
of the "I-Search " papers. They could also determine
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whether they had effectively dealt with their topics and
thus decide whether or not their research had been
successfully completed. If not, they had a further chance
to improve their papers. This continued until the students
felt comfortable about handing in their "final" draft to
the tutor or TA for a grade prior to which they used a
feedback sheet (see Appendix C.iv) to evaluate their work.

Reflecting on the "I-Search" paper, I found that it was
interesting, innovative, stimulating and an excitingly new
way of approaching critical and objective writing. It is
the type of exercise and worksheet which students are
confronted with in their other content area subjects where
they need to analyse and research a given topic. In my
opinion the purpose of the exercise was fourfold:
(a) it motivated students to study on their own
(b) it provided students with an opportunity and the

necessary tools/skills required for dealing with a
research paper

(c) at the end of the research project the students knew
more about the subject which they explored, than they
did at the initial stage of the project

(d) students were made to realize that different kinds of
writing demand different kinds of registers/tones.
The research paper (even though the content was of a
personal nature) still required a fair amount of
formal writing.

(iv) The Argument paper

The argument paper combined personal and academic elements
in a primarily formal manner. The initial stages in the
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argument paper were in the form of a panel discussion. The
students were placed in groups of four. In-the groups they
discussed, as a panel, a topic which they had jointly
decided upon. After presenting their topics to the rest of
the class, the topics were open for discussion by everybody
in class. These discussions were extended into written work
and students used their own opinions and suggestions as
well as opinions of their fellow students to compile their
argument papers. The topics which were chosen centred
around the theme of oppression which was dealt with the
previous week. The theme was derived from the prescribed
book Down Second Avenue.

The topics which were covered were:
(a) Legalization of abortion
(b) Nationalization in the future in South Africa
(c) Rape within marriage

The modus operandi of TAs in this component of the writing
programme, was the same as that in the "I-Search" paper
where TAs and tutors supplied oral and/or written feedback
to the various drafts of the students until the students
felt comfortable to submit the "final" draft for a grade.
And the results were also similar to the results of the "I-
Search" paper. It was a stimulating, challenging task.
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(v) The Mind-Map

Students were· encouraged to make extensive use of mind-

mapping in their work. The Mind-Map was useful for note--

taking, brainstorming, summarising and the planning of

essays. Appendix D contains an example of how the Mind-Map

was implemented to improve the papers or essays in the

literature and reading component of the ESP.

The benefits of the Mind-Map were that:

(a) it was a way of assisting the students to
organise and structure their thoughts,
opinions, information in any written or oral
assignment,

(b) students were encouraged to make use of
mind-maps in all their assignments,

(c) with the guidance of the TAs and tutors, the
students were given the chance to scrutinize
their maps by using questioning techniques to
develop and improve their work.

3.4.2 THE ORAL LANGUAGE COMPONENT OF THE ESP

3.4.2.1 Describing and reflecting on the oral language
programme

In the Oral Language Component of the ESP, the students

were encouraged to actively participate in the activities

designed for the Oral Language Component of the ESP. These

activities were designed to develop:

(i) self-confidence

(ii) self-expression

(iii) active communication amongst students.
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The main activities in which the TAs participated in the
various categories of the oral programme were:

(a) trust building activities
(b) small-group activities
(c) drama and role-play activities
(d) interviewing activities
(e) forum discussion activities

Appendix E is a dramatization list of the various scenes of
the prescribed literature which were dealt with in the
tutorial sessions.

Apart from being actively involved in the various academic
components of the ESP, some TAs performed another function.
They resolved classroom conflict, a task they performed
with diligence and diplomacy as a result of the trust which
TAs established amongst their students.

3.4.3 THE READING AND LITERATURE PROGRAMME IN THE ESP

3.4.3.1 Describing and reflecting on the reading and
literature programme

The reading materials were the prescribed texts, namely
Down Second Ayenue, Siswe Banzi is Dead and other general
reading material which the tutor brought to the tutorial
sessions. However, students were constantly encouraged to
read on their own, and the other academic components in the
ESP at all times required that students research topics,
thus, exposing them continuously to texts.

https://etd.uwc.ac.za/



The teaching of literature skills was restricted to the
bare minimum and purely for the purpose of developing the
writing skills of the tutees. Although literature questions
were designed to predominantly test comprehension and
insight, the tutees could identify with them, as their
themes had relevance for the li~es of the tutees. Thus, the
literature programme was community-need centred and
relevant to the frame of reference of the tutees. However,
at the same time tutees were shown how to read literature.

Reading aloud in the tutorial was for enjoyment of the
reading and to improve readers' intonation. No rigorous
grading was done and the reading atmosphere was relaxed and
done for the sake of enjoyment. Appendix F contains some
reading material which was included in the reading
component of the ESP.

Students enjoyed the reading programme and responded very
lively to the discussions which arose from the reading. The
points that needed consideration in the ESP course
according to the co-ordinator were the refinement of
written assignments, the creation of more reading
opportunities, the comprehension. These points were
satisfactorily dealt with in the reading component by TA
and her tutees.
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tutorial sessions. Tutors and TAs were primarily

3.5 EVALUATION OF STUDENTS' (TUTEES) PROGRESS IN THE
VARIOUS ACADEMIC COMPONENTS OF THE ESP

Evaluation of student progress was done in two ways, namely

through formal and informal input from the tutor and TA.

The tutorial sessions were practical. Some of the tasks

which the tutees received were done practically in the

responsible for supplying responses and in so doing, they

could evaluate the progress of the tutees. As the course

progressed and tutees became more familiar with the kind of

work and the way it was presented, tutees were taught the

skill of critiquing the work of their peers and their own

work. Thus there was also a fair amount of self-assessment

involved in the tutorial sessions. The following then,

describes the manner in which the students were assessed in

the various components of the ESP.

3.5.1 EVALUATION OF TUTEES' PROGRESS IN THE WRITING
COMPONENT OF THE ESP

In the Writing component of the ESP, students were

evaluated for their proficiency in:

(i) informal writing

(ii) formal writing

For the development of informal writing the Dialogue

Journals and Mind-Map were used extensively, whilst the

Autobiographical paper, "I-Search" paper and Argument paper

were used for the development of formal writing abilities.
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Although the progress of the tutees' was divided as shown
below, the one section complemented the other, that is,
tutees could use the elements which were developed in the
informal writing, to enhance or improve the formal writing
and vice versa.

3.5.1.1 Tutees' progress in informal writing

The Mind-Map and Dialogue journals were two main writing
tasks used to develop the informal writing component. As
noted in par 3.4.1 the development of informal and formal
writing not only happened alongside one another, but were
also interrelated. The Mind-Map and Dialogue journals can
be seen as pre-writing elements in the writing process,
which built confidence, thoughts and generated a background
for open discussion where no writing convention was tested
or implemented. No grammatical and spelling errors were
corrected. Furthermore in the dialogue journal the writer
and the reader had a chance to communicate openly and
freely with one another. This written "conferencing," paved
a way for communication which improved and streamlined
thoughts.
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3.5.1.2 Tutees' progress in formal writing

In their formal academic writing, tutees had ample
opportunity to improve their writing proficiency through
the writing process. By utilizing the five elements ie pre-
writing, drafting, revising, editing and publishing, in the
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writing process, tutees developed their own and their

peers' writing skills with the assistance of the TA and

tutor in that they developed skills in:

(i) Argument building

The argument paper served the purpose of teaching students

the skill in building arguments. They were guided by TAs

through the process of structuring their personal opinions

scientifically and logically and verifying them with

resources and references.

(ii) Personal writing

The Autobiographical papers were examples of how the tutees

used their personal experiences to develop their writing.

The platform here was that people write better about issues

which:

(a) they identify with

(b) are familiar to them

(c) fall within their frame of reference

Although the contents of the writing component of the

tutees were of a personal nature, it was done by means of

formal writing. Thus, tutees were made to realize that the

register for personal writing can also be that used for

academic purposes.
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(iii) Descriptive writing

Tutees were guided in developing their ·papers through the

use of the five senses. In the "I-Search" and the Argument

Papers tutees were given the task of exploring something

unknown to them, but something which they would like to

know more about. Using the formula for writing out an

experiment ie, aim, method, findings/results, evaluation

and conclusion, tutees were given the chance orally and in

writing express their opinion orally in writing.

(iv) Delivering constructive criticism

In the tutorial group where I was the TA, the tutor advised

me to refrain from using red ink when giving feedback. In

this way the stigma attached to "marking" or "grading"

papers, was eliminated. And this objective was met, because

in one of the dialogue journals a tutee remarked on the

marking being done in green ink. She questioned it and when

response from the tutor was that it was a way of moving

away from the conventional marking pattern, the tutee wrote

back and praised such fore-thought, stating, that indeed,

it was positive in that her papers were not "spattered with

degrading, red correction marks "This simple step to

move away from the conventional marking style, was the

first step toward positive marking/grading of papers.
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Another way of supplying constructive criticism to the

papers of tutees, was to ask questions, or make suggestions
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and offer advice on the written work of the tutees, rather
than correcting grammatical and/or spelling errors to
improve their work. Whilst grammatical and/or spelling
errors needed to be rectified, it did not automatically
become the responsibility of the TA/tutor. Tutees were
guided in finding these errors themselves and then doing
the corrections themselves. An example of how this was
implemented is illustrated in the peer marking schemes in
Appendix G.

Tutees were taught the art of constructive criticism.
Through peer critique, they were guided toward responding
to the work of their fellow classmates. They were taught
that the more green scribbles there were on their drafts,
the better their chances were of obtaining better grades
for their final drafts.

Once the t.ut.ees became familiar with the idea of peer
critique, the negative feelings connected to allowing
others to see their work, decreased whilst the request for
feedback from as many people as possible, increased. From
this, one can gather that tutees grew in their writing and,
therefore, also improved their confidence.

(v) Peer critique

The value of peer critique gained momentum after the
concept, constructive criticism or evaluation was conveyed
to the tutees. The added advantage was that tutees could
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respond to each others' work even outside of the tutorial
sessions as often as they felt comfortable in doing so;
thus they could improve their writing.

(vi) Grading papers

One important feature
alternative approach to

of the 1990
assessment. In

course was the
contrast to 1989

when all "marked assignments counted towards the year mark,
except for the Argument paper which formed part of the
final examination", the examinations then took place at the
end of the year. However, from the start students were kept
informed of criteria and the apportioning of marks. Trial
tests and examinations were designed to prepare them for
the real thing, and specimen answers were studied in
advance. They also received regular detailed feedback in
all the stages. The grades which tutees received for their
final drafts, were on average very good, ranging from D- to
B symbols. These good symbols enhanced the self-esteem and
confidence of the tutees. On interviewing some of the
tutees, after they had used the writing process, the
majority of them agreed that it gave them a sense of pride
to see how their work had improved with the guidance of the
TA and tutor. A tutee remarked that "correcting" the papers
before, rather than after receiving a mark, affording him
the opportunity to improve the technical side of his
writing, greatly developed his confidence. He would now
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,--------------------------------------------------------------------------------

express himself on paper or accept the "help" and "advice"
from others "gracefully."

3.5.2 EVALUATION OF STUDENTS' (TUTEES') PROGRESS IN THE
ORAL LANGUAGE, READING AND LITERATURE COMPONENTS OF
THE ESP

Tutees were evaluated by the tutor and the TA for their
presentation of language use and relevancy of topic
content. Subsequent peer evaluation allowed for further
developing of their opinions/arguments.

3.5.2.1 Peer critique

Through questioning, debating and probing, tutees evaluated
one anothers' topics for discussion. For example, in the
panel discussion on Rape W;tb; n Marr; age, a variety of
responses and as many opinions and arguments developed
amongst the tutees. So much so, that this topic enjoyed
attention from the students long after the tutorial session
had ended.

3.5.2.2 The value of tutor and TA input

The input of tutors and TAs served to guide and stimulate
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argument to make tutees think objectively about the
arguments.

As a result of the kind of input mentioned above, from the
TA and the tutor, the tutees became more involved in the
various activities in the oral language component of the
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ESP. This was reflected. in
actively participated in this
building confidence in their

the enthusiastic way they
component of the ESP, thus
ability to present lesson

content appropriately. In the process, interpersonal skills
were developed and contributed to the success of the ESP.
The value of the TA input with regard to interpersonal
development is discussed in Chapter 4.
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academic development, person-to-person and group

CHAPTER 4

THE VALUE OF TA INTERVENTION IN THE ESP

4.1 INTRODUCTION

This Chapter highlights the findings and results of the
case-study as described in Chapter 3. While the main aim of
the study was to research the benefits of peer tutoring for

interaction featured so prominently that it also warrants
discussion. Thus, in this Chapter the value of the TA
intervention programme in the ESP is discussed with
particular reference to the role of person-to-person and
group interaction as an integral part of academic

development.

Person-to-person and group interaction findings of the
case-study are discussed in this Chapter under the
following headings:

4.2 Person-to-person and group interaction in the
ESP

4.3 Evaluating the benefits of the TA
intervention in the ESP

4.4 Constraints in the implementation of a TA
system in the ESP
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4.2 PERSON-TO-PERSON AND GROUP INTERACTION THE ESP

Because academic development cannot be separated from
person-to-person and group interaction development, and
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also, because certain person-to-person and group

interaction skills are criteria. in TA selection, it was

necessary to review such social skills and also the role

which they played in helping to maximize the potential of

the tutoring participants. Bramley even goes as far as

calling this type of peer tutor input as personal tutoring

in a group setting (Bramley 1977: 32 and 74).

4.2.1 DEVELOPMENT OF HEALTHY RELATIONSHIPS

The tutoring process is a channel for communication, an

exchange of feelings, ideas and learning at many levels,

which constitutes the interpersonal process and entails

personal involvement on the part of all its participants.

They, therefore, become interdependent on one another

(Bramley 1977: 16 and 28).

Although person-to-person and group interaction development

were not primarily the objectives of this study, the

development in these areas was more clearly recognizable

than the development in the academic component of this

study. This was reflected in the interaction and active

participation of the students in the ESP classroom. In this

area the spotlight fell on the building of healthy

relationships which promoted language development. It

appeared that the majority of students also needed informal

input to their work besides the formal instruction which

they received from tutors in the tutorial sessions. Thus,
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the unstructured social relationships, which developed
between the students and the TAs, had the possibility of
benefiting the students in developing their language
ability as they discussed the papers on an informal basis.
TAs' and tutees' personal development was particularly
noticeable in dealing with problems such as the following:

4.2.1.1 Classroom conflicts

In any group situation where members of the group are
confronted with a new situation,
show either their rejection or

they have a tendency to
acceptance of the new

situation. Resistance can have many sources whilst
resonance could be a co-ordinated wish to learn (Bramley
1977:81-82).

Classroom conflicts revolved around various issues, which
are described below. In each of these instances where
conflict arose, the TA played a significant role in
resolving the issue. Some of the major areas of conflict
were the following:

(i) In one of the classes, the students had serious
problems relating to their tutor and they approached
their TA in the hope that the TA would act on their
behalf and liaise with the tutor. The TA suggested
that a delegation of students approach the tutor and
also agreed to be present at the meeting, to act as
liaisee. The students were grateful for the
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unapproachable for open discussions. Later this

opportunity to air their views. After the meeting had
taken place, the students felt more confident in
putting forward their opinions in tutorials and
formal lectures. It was reported that before the
meeting, the tutor had a very superior attitude
toward the students. It was an attitude described by
them as "the-tutor-knows-all". Some students
complained that the tutor was constantly putting them
down, and they felt that the tutor was discriminating
against them.

Students alleged
down to them,
integrity and

that the tutor continuously spoke
belittling their (the tutees' )
portraying an image of being

problem was solved after defusing the situation.

During the confrontational meeting between the
students, the TA and the tutor, the latter explained
that the cause of his peculiar behaviour was the fact
that students had to be pushed to keep deadlines to
get a certain amount of work completed. In following
this approach, the tutor "lost" the students. The
work of the students suffered and the students felt
that the tutor was insensitive to their situation of
having to cope with English as a second language.
Consequently, the relationship between tutor and
students was severely damaged and students would
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flock to the TA for academic assistance and a
sympathetic ear on a regular basis. However, the
consequence of the students' plight was that the TA
had to do more than was expected of her. The TA had
to repeat lessons of the tutor and put the students
at ease, because they were concerned that the tutor
did not do all the exercises with them which other
tutors had done with their students. They were
concerned that they were missing out on certain
sections of the work. The tutor's explanation was
that, although the presentation of the work differed
between one tutorial group and the next, the content
stayed the same.

After a long open-hearted discussion between the
students, TA and tutor, the tutor became more
tolerant toward the students. The students, on their
part, felt more at ease to freely express their
opinions in the classroom without the fear of
intimidation. The tension in the classroom subsided.
However, because the students felt more comfortable
with the TA, on an informal basis the students
frequented the TA more often than the tutor to ask
for academic input.
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The above-mentioned incident suggested that some
students needed informal responses to their work to
further their academic development and as an
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intermediary between tutor and students TAs become
ever more indispensable.

(ii) In one group students increasingly turned to their TA
for feedback and comment on their work. This happened
on a regular basis. Eventually the students preferred
the TA's input to that pf their tutor, especially
after the conflict which arose between the tutor and
the students. The students had a problem in
comprehending the lessons as they were presented in
the tutorials by the tutor. This resulted in some
students participating less in classroom activities.
Not because they did not want to participate, but
because as one student said"... I felt intimidated by
the tutor's attitude in the tutorial sessions. What
was said by the tutor was seldom opposed or
challenged by the students because we did not want to
be penalized in the examinations for differing with
the tutor "One student also reported that,
because of the "high-handedness" of this tutor, the
students stopped attending the tutorial session and
tried to slot in with other tutorial groups. Those
students who did attend the tutorial sessions of the
tutor in question,
because of the

reported that they did so purely
ESP requirement of 80% class

attendance in the tutorial session.
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(iii) Out of desperation

approached the TA to

and distress, the students

"re-tutor" the lessons of the

tutor. In sympathy with the plight and predicament of

the students, the TA obliged. When the tutor realized

that the students were relying more and more on the

TA's input to their work, because they trusted the TA

more, the tutor increased the responsibility of the

TA by asking her to present certain tutorials to the

class. The TA and the tutor discussed what the

content of the tutorial would be which the TA would

present. It was left to the TAs' discretion what

methodology they would use to convey the content of

the tutorial to the students. The TA found this

exercise of "practice teaching" interesting and

stimulating and saw it as a chance to improve her

teaching skills (the TA was a prospective teacher).

But as time went by, two of the TAs objected to this

kind of function because, although the TAs' duties

and responsibilities and thus TA autonomy, increased,

the wage rate did not increase. The "re-tutoring" the

work of the tutors, became a burden to the TAs who

were approached by students to repeat lessons. The

TAs found it difficult to keep a balance between the

time for their own studies and the time which was

required to supply feedback to the work of the

students. This problem was jointly conferenced by the

students and their tutor whilst the TAs acted as
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intermediary. The students jointly concluded that the
root of their problems was the attitude of the tutor.

(iv) One tutor revealed in an interview during the
tutorial session that the TA only had autonomy as far
as responding to dialogue journals, marking of clozes
and multiple choice questions, mechanical marking and
supplying commentary on class assignments. And these
duties of the TA were exercised under supervision of
the tutor. Under the circumstances the TA did not
feel comfortable to work with this particular tutor.
The TA felt stifled and reported that she often felt
that the tutor was sitting in judgement of her
performance in class. The tutor, on the other hand,
felt that the TA was not able to deliver lessons or
feedback on the work of the students, because she
lacked teaching skills, was not capably qualified,
and was inexperienced.

(v) In another incident there was a lack
between certain students and their TA

of rapport
during the

tutorial, which was not conducive to building healthy
relationships. As a result of the TA I S continued
absence from tutorials, and also because the TA was
an English II student, who incidentally, was
disadvantaged by the secondary education which he
received under apartheid rule (he came from a DET
school), students questioned the competence of the
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TA. And as a result some students did not participate
in the classroom activities whilst others who did
respond to the lesson, did so to test the TA's
knowledge on the particular subject. Superficial
interaction (other than the exchange of knowledge
which covered the topic of discussion) took place
between the TA and the students. The tutor also
reported that the students manipulated and "sponged"
on the TA merely to capitalize on the TA's
inexperience and lack of teaching skills. The tutor
reflected that these students later objected to the
TA taking charge of some of the tutorials.

(vi) In a third tutorial group other students saw TA
autonomy as a way of the tutor to dodge the tutorial
sessions by assigning some tutorial sessions to the
TA and being absent from these tutorial sessions. The
tutor's explanations for his absence from the
tutorial sessions was that the tutor wanted the TA to
be in total command of the tutorials which TA
presented. It was an attempt to enhance TA autonomy
rather than shelving tutor duties.
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In a fourth instance a tutor reported that, because
the TA was not always present at all of the tutorial
sessions, the TA autonomy was limited to supplying
feedback to dialogue journals and marking of a trial
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test which was conducted under the supervision of the
tutor.

(vii) Because tutors were given free rein (within reason)
to run their tutorial sessions according to the needs
of the students, some tutors over-extended their TAs,
while others minimally utilized the services of their
TAs, and others tutors fully made use of the TA-

potential. Such inconsistencies in TA functions and
duties meant either disadvantages or advantages with
regard to TA autonomy. One of the TAs reported doing
tutor duties. According to this TA it was unfair that
TAs were paid according to their qualifications, when
the TAs I duties depended on what the tutor allowed
them to do. Furthermore, some TAs had less to do than
their counterparts because of the time factor. It was
felt that the remuneration for TA-duties was not
congruent with the kind of duties the TAs had to
perform.
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4.2.1.2 TA autonomy

Indirectly, the above-mentioned status quo had the major
implication that the trust which the students put in the
TA, enhanced the autonomy of the TA. But at the same time
it over-burdened the TA with teaching duties. Overburdening
TAs with too many responsibilities can be as bad as
allowing them too limited autonomy.
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According to one of the tutors many years' of experience
had shown that the same problem had cropped up in the past,
when demonstration lessons for the TAs had been created to
be conducted in the tutorial sessions in an attempt to
prove the TAs' capabilities. They were given full autonomy
in the tutorial session - creating their own lesson plans,
based on certain contents which had to be taught. However,
the tutorial sessions which were charged to some of the TAs
were not as successful as the tutor had hoped them to be.
Thus, on this past experience, the tutor limited the TA's
autonomy to the functions mentioned above.

In general, tutees and tutors felt that the TAs were
inexperienced, which had a negative influence on the way
the TAs were dealing with the tutorials, and as a result
they dealt inadequately with the unexpected questions of
the students. This kind of student attitude had a negative
influence on TA autonomy because it undermined the
relationship of trust between TA and tutees ..

After experiencing these problems in allowing the TAs to be
in charge of tutorial sessions, it came as no surprise that
tutors handled the situation with great care. They felt
more safe and less threatened in limiting the TA autonomy
to mechanical marking of clozes and quizzes, responses to
dialogue journals and supervision of small-group activity
in the tutorial session alongside the tutor.
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(i) it can strengthen and enhance TA teaching skills and
ability.

Based on the findings in this study, the advantages of TA

autonomy in the ESP can be summarized as follows:

(ii) it can improve relationships between TA and students.
Reciprocal confidence can be shared in TA-students
relationships. Trust and understanding can also be
strengthened.

(iii) TA autonomy means an increase in TA responsibility.

(iv) TA autonomy can relieve tutors of a certain amount of
pressure.

These findings correlate favourably with the findings in

the projects which Goodlad describes ie ALBSU, ASPIRA-MACE,
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Project Technology Power and the Perach Tutorial Project

(Goodlad 1980:23-55).

The disadvantages of TA autonomy as experienced in the ESP,

can be summarized as follows:

(a) students can play TAs up against tutors, and vice
versa, causing distrust and uneasiness amongst all
tutoring participants

(b) because a TA training course was not structured at
the beginning of the year, nor throughout the year,
TA duties were not well defined, which in turn caused
problems and an imbalance in TA autonomy amongst the
TAs
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4.3 EVALUATING THE BENEFITS OF THE TA INTERVENTION IN THE
ESP

4.3.1 BENEFITS FOR TAS

On interviewing these TAs to find out what they expected to
gain from the tutor assistantship programme other than
monetary benefit, the following aspects were identified.

Two of the TAs intended to make teaching their future
profession whilst another was already a qualified teacher,
and yet another TA wished to venture into Psychology as a
profession. Three TAs agreed that:

(i) their teaching skills improved
(ii) their communication skills were improved

(iii) their tolerance level increased
(iv) they enjoyed a sense of achievement

(v) they enjoyed financial benefits

The fourth TA felt that he was not accepted by either the
tutees or the tutor.

4.3.1.1 Improved teaching skills

Three of the TAs who were aspiring teachers, agreed that
being TAs helped them improve their teaching skills. They
learnt how to ask effective questions, how to elicit
required responses and also supply meaningful answers to
questions which students were asking. They found that
grading papers was more than correcting errors. It was
giving commentary, accepting what the students said within
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their frame of reference, and it was communication and
building trust, which are important pre-requisites for
eliciting co-operation of the students.

4.3.1.2 Improved communication skills

Some TAs commented that building healthy relationships
between the students and themselves, had much to do with
the art of diplomacy, which being TAs offered them. All
particitpants in the tutorial sessions had to
unconditionally accept each other. They had to look at what
the students were saying and then look for deeper
implications and then guide the students to look
objectively at what they (the students) were saying without
losing the authenticity of their work. Overall, the
majority of students and TAs felt that the assistance
provided by the TAs entailed absolutely honest
communication either way.

4.3.1.3 Increased tolerance level

Having experienced and resolved the problems as mentioned
in par 4.2.1, tutees, TAs and tutors required to exercise
tolerance for each other's differences in opinion, ways of
expression and level of involvement in the class. The "re-
born respect" and mutual understanding as a result of this
heightened tolerance level, most probably played the most
important role in group work where students would rely on
each other's input for success.
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4.3.1.4 A sense of achievement

Although the teaching experience was very valuable to the
TAs, they agreed that it would help if engaging in a TA
programme could afford TAs credit in a particular course
credit, especially considering that their effort,
dedication and commitment with which they carried out their
duties as TAs, were not fairly remunerated.

Although these TAs unanimously agreed that they enjoyed the
position of authority and they felt that they had achieved
something, it did not increase their self esteem because
they were regarded as mere felow students doinf a duty for
which they were paid. If the TA programme was a credit-
bearing course, that would enhance their status and
possibly increase their self-esteem. This is somewhat
contradictory to the findings of the overseas tutoring
projects which revealed that an increase in authority as a
tutor (TA as it is called in this study), also shows an
increase in tutor/TA self-esteem (The Perach Tutorial
Project, Goodlad 1980:31-33). Another project which bears
further testimony to this is the peer tutoring system at
the University of Michigan in the Sociology Department
where senior students rendered their tutoring services to
junior Sociology students (Goodlad 1980:35).
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4.3.1.5 Financial benefits

The financial benefits which the TAs received, seldom did
justice to the intensive and time-consuming (but very
necessary) kind of comments which the TAs gave the feedback
of the students' work. The hourly pay rates for the TAs
were R3,50 for an undergraduate and R5,50 for a post-
graduate student.

Most of the TAs responded to the TA advertisement because
of the potential monetary benefits which the advertisement
offered. However, the wage incentive was a disappointment
to many TAs. Yet at the time of compiling this report, all
who were originally accepted as TAs were still in the
service of the ESP. One could ask what made them stay and
continue their TA duties if it was not a viable
transaction.
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In an interview with another TA, it was revealed that
although she was not satisfied with the remuneration, she
continued to be a TA, because of the opportunity it offered
her to exercise her teaching skills. In the process, she
developed her communication skills, and built good
relationships. Also, her approach in dealing with her own
academic workload improved. The evidence above suggests
that there must have been something more than money which
kept the TAs posted to their TA duties. Probably the best
project to endorse this finding is the ASPIRA-MACE project
(Goodlad 1980:29) where tutors and TAs travelled several
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kilometers to get to their tutees and the monetary benefits
which they received did not do justice to the amount of
effort, time and costs which were incurred as a result of
such travelling.

Some TAs were in agreement that having been TAs placed
great demands on their time and academic life. In addition,
they suggested that the hourly rate be substantially
increased to make the position attractive for future TAs.

4.3.2 POTENTIAL BENEFITS FOR LECTURERS

4.3.2.1 Student:tutor ratio kept at a constant

Tutors were interviewed to discuss their perceptions of the
TA intervention. They agreed unanimously that the TA
intervention programme of the ESP has the potential of
benefiting the tutors of the ESP in that it can reduce the
workload of the tutors and help to keep the students:tutor
ratio at a constant of 15:1. This is believed to be a
manageable class size for tutors. However, because of no
pre-selection of tutees (mentioned in par 3.3.2.1.i), the
TA system in the ESP did not meet this expectation as the
tutee:tutor/TA ratio was not 1:5 as originally antipated.

4.3.3 BENEFITS FOR TUTEES
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Although the majority of students who enrolled for the ESP,
completed the course successfully, there were tutees who
indicated that their progress could not be ascribed to the
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presence of the TAs. It is, therefore, very difficult to
establish what the role of the TAs was in the successes of
these students.

4.4 PRACTICAL CONSTRAINTS

There were many problems involved with the practicalities
of implementing a TA system in the ESP. Many of these
problems are still unresolved, others have been attended to
and others are still on the negotiating tables with the
appropriate authorities.

Below follows some of the constraints which arose in the TA
programme in general, in the ESP in 1990.

4.4.1 CLASSROOM SETTING AND ATTENDANCE

In the tutorial sessions there were on average 14-15 out of
25 students present per session. The furniture (especially
desks) was immovable and the classrooms were often not
large enough to accommodate 20 students for small group
activities. The result was that some students reported that
the tutorial sessions were becoming extended lectures,
rather than group discussions. Indirectly, the rigid
arrangement of the classroom furniture added to a "cold"
atmosphere and also led to absenteeism in some tutorial
sessions.

In certain situations, students were content with receiving
their tutorial sessions in a science laboratory and a
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4.4.2.1 Tutor assistants' academic time-schedules

mathematics tutorial room. One student did comment on the
setting of the classroom, but later seemed to have accepted
it as being "normal", because, as she put it, "inadequate
educational facilities are commonplace at UWC."

4.4.2 TIME

It was quite difficult to fit the ESP tutorial sessions in
with the academic time-tables of all the TAs. One of the
TAs who was a part-time student at UWC, could not report
for TA duty in the early part of the day and consequently
lost the morning sessions with students. The non-academic
perLodsv of the TAs were rescheduled to accommodate the
tutorial sessions of the ESP in which the TAs would
participate. But, because some TAs had more non-academic
periods than others, it upset the balance in TA-duty
distribution, which in turn led to some TAs earning more

more hours the TAs worked, the more they earned.
money than others. TAs are paid by the hour, therefore, the

Furthermore, some TAs volunteered their services to do
additional work in the formal lectures with the students.
Not only did the TAs receive financial benefits for their
commitment and dedication, but they were also rewarded at
another level. The more time the TAs spent with the

9 non-academic periods refers to the periods on the
time-table of the TA which are not occupied by an
academic programme
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students, the better the relationship was between them and
the students.

According to Volbrecht there was a possibility that the
TA:tutor ratio would be improved in 1991 to 3:1. For this
reason the academic time-tables of prospective TAs needed
to be screened very carefully to prevent the imbalance in
TA duty distribution which occurred in 1990.

4.4.2.2 Tutorial time

Some of the tutorial sessions which took place in the
latter part of the day were poorly attended. Many factors
contributed to the students' absence from the tutorial
sessions, and it was interesting to note that those
tutorial sessions which took place in the early part of the
day were better attended than those scheduled for the
afternoons. On questioning some students about this, they
said that they absented themselves from the tutorial
sessions, because it occurred too late in the day when they
were tired and hungry. They suggested that future tutorial
sessions be scheduled as early in the day as possible, when
students were less fatigued and hungry and more receptive
and responsive in the tutorial classroom.

4.4.2.3 Conferencing time

At their initial meeting with the Head of the ESP, the TAs
were given their duties, which included supplying feedback
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to the dialogue journals of the students, participation in
the reading programme, engaging in the writing process with
the students and ultimately helping the tutor to cope with
a students:tutor ratio of 20:1. They were asked to meet
their tutors for conferencing at regular times.

Apart from the academic involvement with students, TAs were
also actively involved in building healthy relationships,
motivating, encouraging and stimulating students to improve
their English language proficiency by informal discussions
and invalvement, which was found to be a healthy
contribution to their academic development. As the academic
year progressed, it became increasingly difficult to get
all the parties concerned with the TA system to attend a
joint meeting to discuss such TA duties and
responsibilities. And because not all tutors were present
at the initial meeting, some tutors and TAs did not have an
opportunity to meet each other before the start of formal
classes.Because some TAs were HDE students who were doing
their practice teaching at the time, they were not present
at the initial meeting with the students to whom the TAs
had been assigned. By the time they returned to campus from
their practice teaching, the ESP was well on its way.
Furthermore, the second practice session later in the year
caused a break in the contact between these students and
their TAs. Students found the break disturbing and the TAs'
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irregular class
irritating.

attendance, uncomfortable, and even

However, some of them did make an effort to get acquainted
on an informal basis.

4.4.3 CONFERENCING

From the beginning of the academic year it was difficult to
have all tutors, TAs and students of the ESP at a joint
meeting. This had serious repercussions. For example, some
students reported that tutors were dealing differently with
the work in the respective tutorial sessions. They
suspected that they were missing out on certain sections of
the work. One can appreciate their concern if one considers
that the majority of them were first year, junior and
inexperienced students who were most likely used to the
conformity, rote learning and compliance of the high
schools. For them, consistency is very important at times
when they have to make many adjustments to the type of
learning which they are used to. Nevertheless, they were
given the assurance that, although the methodology of the
tutors differed in the various tutorial sessions, the
concepts which were taught and the curriculum stayed the
same.
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4.4.4 FINANCIAL CONSTRAINT

Because of the very misleading word competitive in the

original advertisement, which read:"... competitive

compensation ..." some TAs worked on the premise that the

more time and effort they put into their work, the more

financial benefits they would reap. They were under the

impression that the hourly pay rate would be increased as

the year progressed. It did not happen. After reviewing the

rates, the university decided not to raise them.

Not only did some TAs constantly call upon the tutors for

assistance to approach the administration to speed up back

pay, but the TAs put much more intensi ve work in the

sessions when they did respond to the work of the students

than they originally had anticipated.

More recent information has brought to light that UWC has

of late received a large grant for the funding of TA

systems.

From the above it is very evident that a TA system is a

very complex network that calls for careful planning of the

programme and negotiation with all participants. But, in

spite of constraints, the social skills of participants are

developed in such a way that their academic development

benefits from it as well.
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CHAPTER 5

CONCLUSIONS AND RECOMMENDATIONS

5.1 GENERAL CONCLUSIONS

The specific benefits and constraints of TA intervention
have been evaluated in Chapters 3 and 4, therefore, I shall
now focus on some general conclusions with regard to the
effectiveness of senior students as TAs in English for
academic and interpersonal development purposes.

5.1.1 ACADEMIC DEVELOPMENT

The TA system which was launched in the ESP for 1990, was
designed and modelled on the constraints and strengths
which were experienced in The Bell's Project (see par 1.1).

While the problems of the TA system in the ESP for 1990 can
be eliminated, minimised or prevented, the benefits can
serve to enhance the quality of the ESP even more.

The main conclusion to be inferred from this study is that
peer tutoring for academic development at tertiary level
can be successful.

Peer tutoring, as described in this study in Chapter 3,
reflects the affective and cognitive gains for tutees and
TAs. Many of these gains correspond with the positive
benefits found or described by other researchers eg;
Goodlad 1980 (80-83):
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(i) it can be an aid to lesson planning, as in
the tutorial session where TA presented the
reading programme of the ESP to students

(ii) it is a way of individualizing instruction,
as in the way response was given to the
Autobiographical, Argument and the "I-Search"
papers of tutees in the ESP. (See at
Appendices B and C)

(iii) it can be a source of information about the
students' culture, activities, backgrounds
and needs (see Appendices A, B and C)

(iv) it can be a means for students to express
freely their feelings and opinions without
feeling threatened (see examples of Dialogue
journals, in Appendix A for tutee-
TA interaction)

(v) it can be a confidential channel of honest
communication (see Dialogue journals in
Appendix A and also the responses of TAs to
the Autobiographical, Argument and "I-Search"
Paper)

(vi) it can be a means of resolving internal
conflicts in classrooms (see par 4.2.1.1)

assisting and guiding students in the areas of

(vii) it can contribute to classroom management.
Having the TAs in tutorial sessions, helped
to keep the student:staff ratio at 15:1,
which, according to the ESP staff (see par
3.3.1) is the ideal.

The scenario sketched above shows that, while the teaching
skills of TAs are exercised and can be improved and
enhanced, there are also benefits for the tutees. By

understanding and learning (addressing study problems and
specific subject related problems) rather than content,
disadvantaged tutees who struggle to perform to their
anticipated potential, have a chance to improve their
English proficiency skills. Their being more skilled in
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:i?nglish(their medium of instruction) means that the grades
in the other subjects could also show an improvement. In
general then, it appears that all participants learn while

they are doing.

Furthermore, by keeping the student:tutor ratio at a
constant, it is hoped that individualized, intensive
teaching will be ensured for all the students in the ESP.

It has to be concluded that the value of the academic
component could be summarized as follows:

5.1.1.1 Empowering students

The duties of the TAs varied between administrative duties,
mechanical marking (ie marking of grammar in cloze-testing
and multiple choice questions) and responding to the
dialogue journals of the students.

TAs were empowered through their interaction with tutees,
since they felt that they were performing a worthwhile
task. An important role of the TAs was to lead the students
to develop a sense of self-sufficiency and to become
empowered through interaction in small group activities in
the tutorial sessions. This was achieved by allowing the
tutees to take the initiative in their own learning and
assume responsibility for developing and for improving
their English proficiency, either in writing or speaking.
Students were taught to respond to and evaluate their own
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work as. well as the work of their peers in small group
activities. All of this occurred under the watchful eyes of
the tutors and TAs in their respective tutorial groups. And
while the TAs were assisting tutees in this way, they too
gained from the learning process.

In this process where tutees, tutors and TAs were
effectively interacting, all participants were reciprocally
benefiting from it. They learnt while they were teaching,
and taught while they were learning.

5.1.1.2 Improving students' basic English language skills

The TAs assisted in developing and improving the academic
and the non-academic (socializing, communicating and
interacting) skills of the tutees. While the latter could
be seen as assisting tutees in these components, the TAs
also indirectly assisted tutors, affording them more time
for lesson preparation and addressing the problems which
tutees might have experienced in the more formally
structured part of the course. The improved quality of each
draft (see Appendices Band C) could be ascribed to the
tutor and TA involvement with the writing.

Although it was not possible to make a definite assessment
of the way in which this interaction benefited the TAs, one
can assume that they would also have gained academically
from the language practice in class.
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5.1.1.3 Improving tutees' English writing skills through
formal writing

As indicated above, TA and tutor input had a positive

effect on students' language skills and the quality of

student writing.As the TAs and tutors supplied written and

oral response to the drafts of all tutee writing tasks

while the writing was in progress, part of the improvement

of their writing must be ascribed to this fact.

Because tutors and the TAs would also participate in the

small group discussions and other small group activities in

the tutorial sessions, eg, the Mind-Map (Appendix D).

Furthermore, the students were taught the skills of peer

response, and eventually they were responding to each

other's work under the supervision of the TAs and the

tutors.

5.1.1.4 Interaction in the classroom through regular
conferencing and meetings

Regular conferencing sessions between tutors and their

respective TAs were very important and influenced the

quality of the academic products of tutees. TAs and tutors

had to meet once a week to discuss the work of the previous

week, the progress of the students, and plan the work for

the following week. The worksheets were given to the TAs in

advance to enable them to familiarize themselves with the

contents of the worksheets. But when it did not occur,
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there was a break-down in TA-tutor interaction with the
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5.1.1.5 Developing students' writing skills through
informal input

result that communication suffered and, consequently, the
tutorial programme was influenced negatively.

Informal discussions between TAs and tutees contributed a
great deal to the success that students experienced. Upon
occasion, TAs and students would meet outside the tutorial
sessions to discuss a paper. This happened especially when
students did not feel comfortable about speaking to the
tutor or even when they had problems with the way in which
the tutor presented the lesson. Some students regarded the
TAs as liaisees between themselves and their tutors. ,The
result of these meetings invariably was that tutees
understood their assignments better.

However, not all TAs carried out their duties successfully.
It was found that some students and tutors found the
erratic presence and inaccessibility of their TAs, during
their tutorial sessions, very unsettling. Such
inconsistency did not contribute to building trust and
confidence and short-circuited the essence of the TA
system. Tutees felt that they could not rely on the TA 's
input whenever they needed it.

Apart from the academic development, one has to conclude
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that development in other areas which cannot be classified
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as academic, took place and had a direct influence on the
success of the ESP. Such development included, inter alia:

(i) person-to-person interaction
(ii) group interaction.

5.1.2 INTERPERSONAL DEVELOPMENT

5.1.2.1 TA-tutee interaction

According to the reports of some of the students it appears
that contact between TAs and students needs to be
established as early as possible in the course and
maintained throughout the duration of the course in order
to establish high quality healthy working relationships
amongst all participants in the tutoring programme
(students, tutors and TAs).

Some students reported that they felt uneasy and
uncomfortable and did not know what to say or to expect
from their TAs who came into their tutorial sessions in the
second or third week when the tutorial session of the ESP
was well in progress. This suggests that, if TAs are not
present in the initial sessions or maintain continuous
contact with the students, it can be unsettling for all
parties concerned and can cause unnecessary uneasiness or
discomfort amongst students and tutors toward the TAs.
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In the tutorial group of 1990, accessibility influenced
trust and reliance in certain instances between the TA,
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a hope of developing
skills. As

TA and tutee academic and
the TAs became more and more

tutor and students. Some students felt that, if they could
not rely on the TA being available when they needed her,
they were sceptical about the trustworthiness and honesty
of the TA. Also, the tutor of this TA reported that she
could not rely on the TA's input or response on students'
work, and, therefore, limited the TA's duties to doing
mechanical marking. It is important, therefore, that there
should be "open lines" between tutor and TA and TA and
tutee to ensure successful communication.

5.1.2.2 TA autonomy

TAs in the ESP for 1990 at uwe, functioned as facilitators,
liaisees and intermediaries between tutors and students in

interpersonal
involved in their commitment and responsibilities towards
students, their autonomy increased. The majority of TAs
seemed to enjoy this and reports claimed that some TAs
appreciated their autonomy, whilst others were satisfied to
be prescribed to by tutors. Some tutors saw TA autonomy as
a threat due to the fact that the TAs needed to be taught
the skill of dealing with the sense of power which TA
autonomy entails. The Bell and Lancaster Projects,
explained by Goodlad, showed similar findings when boys who
were believed to have been "problem children", responded in
much the same way when they were given the responsibility
of being class monitors, assuming the responsibilities of a
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tutor~O (Goodlad 1980:35-37). On the whole, it was evident
that TA autonomy was seen by the majority of TAs and tutors
as an excellent way to encourage and motivate the TAs to
improve their status and enhance their sense of
responsibility and empowerment.

5.1.2.3 Funding and physical facilities

It is due to the lack of funding that inadequacies with
regard to the following existed:

(i) ill-equipped venues
(ii) underpaid TAs

(iii) a lack of educational equipment and
facilities (books, language labora-
tories etc.)

(iv) shortages of TAs and tutors

Inadequate facilities are not conducive to academic
progress of the already disadvantaged studénts who need all
the encouragement, support, motivation and assistance they
can get to improve their academic skills. And the physical
environment can contribute to healthy or unhealthy academic
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progress. In the ESP in 1990 the placing of TAs in such
physically inadequate facilities for teaching (par 4.4.1),
did little to improve the situation. It even perpetuated a
negative attitude towards the learning situation.

~O tutor as referred here is the equivalent of TA as
explained in par.3.2
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Personal and academic time-tables of TAs
negligible in themselves, can be the cause
damage to interpersonal relationships.

which seem
of serious

5.1.2.4 Conferencing, time and schedules

Regular conferencing seems to be essential for success in a
project of this nature, not only for purely academic
reasons, but also to establish a sense of security and
trust between participants. It is important that tutors,
tutees and TAs meet in TA-tutor pairs and as a joint group
to discuss differences, problems, and progress in the
programme, and offer suggestions for improvement in order
to improve relationships between students and tutors in the
ESP, and ultimately improve the academic achievement of the
students.

The time factor can cause a breakdown in relations between
people. This proved to be the case in the ESP. As a result
of the fact that TAs did not all have the same academic and
personal time-tables, TAs had to work according to
different schedules. Since they were paid by the hour, the
number of tutoring hours was a key issue with them as it
determined the amount they were paid at the end of a term
and caused great unhappiness (see par 4.4.2).

Effective tutoring appears to depend (amongst other things)
on the introduction of an effective TA training course. As
peer tutoring is still in its teething stages at UWC, one
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can accept lesser successes at this stage. However, a TA
programme needs careful planning for future successes. The
TA induction course recommended below (par 5.2.4) can
hopefully assist in eliminating or minimising problems and
reinforcing existing strengths.

5.1.3 CONSTRAINTS

However, the TA system as introduced in the ESP in 1990,
was not as successful as initially anticipated. Many
constraints, of which the major constraint was the lack of
an initial TA training course for all the TAs, were
responsible for this. The lack of such a training course
had the following consequences explained in detail in par
4.4:

(i) there was little interaction between TAs and
tutors

(ii) there was a lack of trust between some tutors
and TAs

(iii) TA autonomy suffered
(iv) TAs were working in isolation from each other
(v) TAs' teaching competence was questioned by

some tutees and tutors
(vi) lack of funding caused dissatisfaction

If the lack of a TA training course is the major obstacle
in maximizing the full TA system potential, then such a
course needs to be introduced to eliminate problems and
enhance its benefits.
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5.2 RECOMMENDATIONS

The recommendations I make pertaining to implementing a TA
system, are based on my experience as a school counsellor,
language teacher and TA.

5.2.1 IMPROVING FUNDING

In view of the fact that the TA system was intended to be
expanded in 1991, from one TA per tutor, to three TAs per
tutor, I would recommend that sufficient funding should be
made available before embarking on a large scale TA
programme.

5.2.2 STREAMLINING TA SELECTION CRITERIA

Apart from having the required academic qualifications and
social skills (as stated in Chapter3), it is imperative for
prospective TAs to complete a TA training course. Often,
when potential TAs apply for tutor assistantship, they have
minimal teaching and social skills training or
qualifications. For example, it was found that, although
two TAs in this study, had their goals set on becoming
teachers, they had no formal teaching training. Another TA,
a prospective psychologist, felt that the tutor
assistantship could assist him in his future profession for
the social skill training which it could offer him, when he
would be serving the community.
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5.2.2.1 Senior students and their academic qualifications

Employing senior students means that, academically, the TAs
may be only one year ahead of their tutees, therefore, TAs
should be academically qualified to stimulate their tutees.
Furthermore, it is important that the subject in which TAs
are assisting, should be one of their major subjects, as
the assistance offered by TAs who did not tutor a subject
in which they were semi-qualified, did not produce
effective results when giving assistance to tutees.

5.2.2.2 Psychological and practical preparation in the TA
training course

The course covers psychological and practical preparation
for TAs to supply response to the work of their tutees. As
the major duties of TAs would be to give written or oral
feedback, the prescribed course should cover the various
elements in the writing process and response techniques.

5.2.3 GUIDELINES FOR TAS

Without setting the following guidelines as absolute
decrees, I would like to put into focus some guidelines
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which I believe are important for the success of a TA
system. I want to emphasize that developing a sense of
responsibility (which is the aim of the course), is a task
that is never really complete. There is no final answer to
many of the issues raised in this study.
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TAs need to act according to a certain code'of conduct and

this would entail that guidelines should be formulated to

set parameters within which TAs can operate, eg:

(i) TAs need to be aware of their own needs, what

they are getting from their work, and how their

needs and behaviour influence the students in

their care.

(ii)

(iii)

(iv)

TAs should have the appropriate training and

experience needed for the assessment they make

and the interventions they attempt.

TAs should have some theoretical framework for

reflecting on students' work to guide them in

delivering responses and giving written and/or

oral response.

TAs need to realize that many problems are

without clear-cut answers, and that they accept

the responsibility of searching for appropriate

answers.
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(v) TAs need to recognize the importance of finding

ways to update their own knowledge base and

skills through reading, regular conferencing

with other TAs and tutors, departments and

educational institutions.
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(vi) TAs' have to accept responsibility to inform

.the students of any circumstances that are

likely to affect the confidentiality of their

relationship and of any other matters that

could influence their relationship negatively.

TA and tutor duties and functions should complement each

other in the tutorial sessions in order for students to

benefit maximally from the tutorial group work.

(vii)

(viii)

TAs should be aware of their own values and

attitudes, recognize the role that their belief

system plays in their relationships with the

students, and avoid imposing these beliefs on

the students, either in a subtle or direct
manner.

TAs need to become aware of the boundaries of

their competence, and they should seek

qualified supervision or refer the students

to other professionals when they recognize that

they have reached their limit with a given
student.
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5.2.4 A TA INDUCTION COURSE

The major problem of the TA administration in the ESP was

the result of the TA role not being clearly defined.

Although it was clearly defined at the outset, it was later
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programme in the ESP can be neutralized. It will

interpreted in different ways. This was the cause of many
discrepancies in TA responsibilities and duties. This
problem can be eliminated if a TA training programme can be
scheduled for prospective TAs.

My major recommendation to improve the TA system in the ESP
would, therefore, be to introduce a full scale and
intensive TA training course for all potential TAs.

5.2.4.1 Rationale

A TA training course plays a vital role in peer tutoring as
it has the potential of preparing, developing, improving or
strengthening social and teaching skills of tutors.

From all the information gathered in the TA programme in
the ESP, I think that a TA course can be a support system
for all participants, and it can be a channel in which most
of the present difficulties or constraints of the TA

specifically address problems such as insecurity,
apprehension and uneasiness amongst its participants.

A training course for TAs has the potential of resolving
many of the problems which have been expatiated in this
report and, therefore, becomes necessary for the following
reasons:

(i) it can improve TA teaching and social
competence

(ii) it can create uniformity in TA duties
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(iii) it can increase TA confidence
(iv) it can improve the status and autonomy of

TAs.

The implied value of a TA training course is that it
provides the TA with the necessary skills to supply written
and/or oral response to the work of the students. Students
need to know that they can trust the comments of the TAs to
be fair and honest. And on the other hand, TAs need to feel
confident in responding to the work of the students. For
this reason a TA training course can instill a sense of
security and trustworthiness in both students and TA. This
means, all participants, that is: tutors, tutees and
teacher/lecturer can rely on and trust the response of the
TA.

The following is a possible TA induction writing course
outline for prospective TAs for English as a second
language. The structure of the course has been designed or
modelled on the constraints or problems which were
prevalent in the TA programme used as case study for this
report.
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5.2.4.2 Aims of a TA Induction writing course

The main aims of a TA induction writing course would be to
prepare and teach TAs to respond to the work of tutees.
Therefore, the course should focus on building self-
confidence and giving TAs an opportunity to gain insight
into TA duties and responsibilities when dealing with their
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tutees. It is also a support system for professionally
unqualified TAs.

5.2.4.3 Outline and schedule for this TA induction course

I would model a TA induction course on the course proposed
in par. 5.2.5 where I divide the whole course into two main
stages, namely, an orientation and a course work stage.

The orientation stage includes the preselection stage where
students are introduced to the functions of the TA system:-
what it entails, who qualifies to become a TA and what
his/her prospects are for becoming a TA. It can take the
form of a seminar which promotes and advocates the TA
system and to which, especially, senior students are
invited. Appendix H deals with initial questions which can
be covered in such a seminar. The seminar need not last for
more than 45 minutes. It is preferable to run it during the
lunch break in an accessible venue to ensure maximum
attendance. The seminar needs to take place toward the end
of the second semester of the academic year to allow the TA
selection committee ample time to scrutinize all
applications and to arrange for interviews with potential
TAs. After this preliminary selection, the TAs are required
to work through the second stage, that is they have to
complete the prescribed induction course.

The coursework stage consists of the schedule for the TA
induction course as shown in Appendix I. The lesson
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sequence covers aspects such as building confidence,
interaction and communication. I chose these themes to
coincide with the qualities which I believe to be essential
for being a TA. However, these themes can vary to suit the
requirements of the students and the purpose of the TA
system.

The TA training course runs for one week, for 2 x 1,5 hour
sessions daily from Monday to Thursday, prior to, or at the
start of the academic year. The first one hour session will
be used to provide TAs with theoretical background and the
next session of each of the four days will be used to
demonstrate how the theory can be implemented in the
writing process. Appendix I is an example of such a TA
Induction course time-table.

5.2.5 AN EXAMPLE OF A TA INDUCTION COURSE

The example of a TA induction course which I use in this
study is hypothetical, because at present there is no
uniform TA induction course for TAs at UWC. In the absence
of an existing TA induction course, I concentrate on the
constraints and problems which were prevalent in the TA
system in the ESP in 1990, and design the TA induction
course in the hope of reducing such constraints and
problems.
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5.2.5.1 Work schedule for TA Induction writing course

Day one covers two items namely to break the ice and to
introduce the TAs to the writing process.

Day 2 deals with various kinds of response techniques.

Day 3 continues on the topic of response techniques and
covers the characteristics of response techniques.

Day 4 focuses on ways of implementing these response
techniques. In all, the whole session would have covered 12
hours (breaks included).

5.2.5.2 Plan for TA Induction writing course

DAY 1 (A)

.1) INTRODUCING THE TA INDUCTION WRITING COURSE

At the beginning of the academic year, when all
participants in the ESP are not yet acquainted with one
another, there is a certain amount of hostility on the part
of students, and little trust and confidence is generated.
The TA course needs to have a component where TAs have the
opportunity to get to know one another and at the same.time
be supplied with some technique of breaking the ice when
they meet their tutees.

The activities are designed to allow students to get to
know one another and to feel relaxed and comfortable with
one another.
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After this session, most of the participants should be
ready for the following session, namely, introducing the
writing process. For this session, there must be trust and
honesty amongst participants in order to supply response to
each others' wor~.

Appendix J is an example of a getting-to-know-each-other
activity which can be conducted in this session. In this
activity the students are allowed to move around in order
to complete the exercise, which means that it goes hand in
hand with a fair amount of noise. To make it a bit more
exciting, students can be restricted to a time limit in
which they should complete the exercise.

DAY 1 (B)

INTRODUCING THE WRITING PROCESS

Because the major part of TAs' duties is to supply response
to the work of the students, it is essential to introduce
them to the writing process and its various elements. If
they have knowledge of how a piece of writing develops,
they should be able to assist the students in improving
their writing ability.
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The elements of the writing process are prewriting,
drafting, revising editing, and publishing (Flinn (a), date
unknown: 1), (see par 3.4.1). Flinn emphasizes evaluation
before the paper is completed, while the student can still

https://etd.uwc.ac.za/



the various elements as depicted in the previous session,
the writing process is practically done by the students.

After students have written their paragraphs, the next step
would "be to supply response to each others' work. They,
therefore, also need some exercise in response techniques
and how to apply them.

DAY 2

RESPONSE

Response is information that allows students
(tutors/tutees) to compare their actual performance with
the standards of performance of other tutors/tutees. Often
the responses of TAs are therapeutic by nature (Bramley
1979: 84-86). Because the probing techniques used by
therapists to elicit response from patients, are
questioning, reflecting and suggesting, I use them as
response techniques in this incution TA course. Response
gives students information that helps them improve their
performance.
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Response is also necessary to help students correct errors,
identify problems in learning the skill, identify progress
in the learning process, and compare their actual
performance with the desired standard of performance. The
better the students have conceptualized the skill, the more
personal the response, and the more immediate, the more
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helpful it is (Johnson et al 1975:156-167). They claim that
it is probably the most important factor affecting
students' learning of collaborative skills.

The larger part of the duties of TAs consists in giving
written and oral response to the work of the students. I
feel it is necessary, therefore, to equip the TAs with a
few ways in which they can give response:

(i) Questioning

Questioning is a main procedure in rational-emotive
response. The hope is that, as a result of the respondent's
challenging and questioning of the writer's beliefs or
thoughts , writers will begin to look critically at their
own thinking and beliefs that they had in the past accepted
critically. Questioning is a way to get the writer to
discover some early meaning and to make new decisions.

(ii) Reflecting

Reflecting on the writing of the writer is a technique
which focuses on the subjective elements of what the writer
is trying to say in order to help her clarify her feelings
and experiences. The respondent does not only reflect on
content, but also on the subtle message underlying the
content.
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". .. , or "perhaps it will help if "• •• I or "If you try it

Reflecting and interpretation that are done appropriately

and non-mechanically can add significantly the writer's

self-exploration and self-understanding.

(iii) Suggesting

When making a suggestion, the TA should do it with the aim

of persuading the writer of the value of an idea to change

her view. Making a suggestion can be a supportive device to

elicit a particular response from the writer. For example,

if the tutor offers ideas to improve the writer's text,by

using introductory words such as: "maybe you could try to

this way maybe ...", etc, the tutee will be more positively

orientated to the writing task than if he/she was told that

what he/she had been doing, was wrong.

(a) Some Secondary Objectives

(i) to supply TAs with different response
techniques

(ii) to give students a practical exercise in
supplying response

(iii) to improve the work of the students

(b) Task activity - Supplying response to written work
of the students

This lesson revolves around improving the content of the

students' work. The students have to approach their writing

first as writers, and then as respondents to their own and
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to another student's work. By interchanging positions the

students can improve their writing ability.

Apart from knowing about some response techniques, the

students should also know how to apply them effectively.

This brings me to the next session; the characteristics of

the response process.

DAY 3

CHARACTERISTICS OF RESPONSE

Response aims to express and communicate acceptance,

respect and understanding, and sharing with the writer the

attempt to develop an internal frame of reference through

thinking, feeling and exploring. Response must be an honest

expression of the respondent and needs to include positive

criticism, empathy, stimulation, acceptance and democracy

and responsibility from both writer and respondent (Brammer

1977: 158-178 and 180-218) . The following are major

characteristics:

(i) Constructive Criticism

Constructive criticism is very closely linked to the fact

that the respondent needs to accept the writer

unconditionally in order to accept what the writer writes.

And unconditional acceptance, in turn, is closely connected

to empathy (which is the following point of discussion).
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Constructive criticism is important for all participants in

peer tutoring, especially when peer critique is exercised.

The respondent and the writer must realize that the

critique is not aimed at criticizing the individual, but

aimed at improving his/her writing. Thus, because of the

sensitive nature of giving a critique, respondents should

refrain from making it negative and refuting what the

writer is saying. It would be better to probe by effective

questioning and suggesting. To say, for example, "No, you

cannot say that ...", or "You are wrong ... ", could possibly

make the writer defensive and ultimately hostile. The

respondent should rather rephrase these expressions in a.
more positive way for the writer to become more receptive

and responsive to the critique provided by the respondent.

For example the respondent could say: "I hear what you say.

However, that is not how it should necessarily be seen

...", or "that may be so, but have you thought about it in

this way ...", or "Maybe you are right. Maybe it can be

seen that way but if you look at it in this way ..." etc.

In this way the writer could also develop his/her ability.

to think critically about his/her own writing.

(ii) Empathy

Empathy is more than just agreeing or sympathizing with the

writer. The respondent should strive to sense the writer's

subjective experience. The aim of empathetic understanding

is to encourage the writer to get closer to him-/herself,
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to experience· feelings more deeply and intensely and to
recognize and work through the mixed emotions that exists
within the writer.

Empathy is more than reflecting positive feelings. It
encompasses more than merely reflecting understanding of
the content, and it is more than an artificial ·technique
that the respondent routinely uses. It is not simply
objective knowledge which is an evaluative understanding
about what the writer communicates from the outside.
Instead, empathy is a deep and subjective understanding of
the writer by the respondent. It is a sense of personal
identification with the writer. The respondent must see
him-/herself in the shoes of the writer.

(iii) Stimulation
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Whatever the kind of response the respondent gives to the
writer, it should be stimulating and should have the
potential of eliciting the appropriate response from the
writer in order that the writer can develop his/her work.

(iv) Acceptance

Acceptance is the recognition of the writer's right to have
feelings and express them. However, it is not an approval
of all the writer's writing. It is important that the
respondent's caring be non-judgmental, in other words
accepting any writing content which the writer brings into
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the writing process. Acceptance is to have unconditional
positive regard for the writer. It is a mutual
understanding between the respondent and the writer.

(v) Democracy and Responsibility

Democracy and responsibility in the response process go
hand in hand. Both the writer and the respondent are
equally accountable for the success of the writing process.
This process will only be as successful as the other wants
it to be.

(a) Some Secondary Objectives
(i) to afford students the opportunity to

appreciate each other's opinions
(ii) to make students aware of the characteristics

of response and apply them effectively in
delivering responses.

(b) Task activity - students respond to each other's work

While responding to each others' work, students are asked
to bear in mind the characteristics of response.

DAY 4

WHEN AND HOW TO RESPOND

Schiff (1982:153) contends that students need opportunities
to share early drafts with classmates and to receive tutor
response before they submit papers for a grade. Peer
critique and tutor-student conferencing give the students
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these chances to move gradually from notes and journal
entries, through drafts, to final form.

Teaching students to help each other make improvements from
draft to draft is time well invested. When good student
writers exchange papers, they can suggest revision - eg,
shortened sentences or a more vivid word - that adds polish
to an already strong paper. When good writers comment on
the work of less skilled classmates, they can elicit ways
of turning illogical, confusing ideas into well-organized
prose. And when inexperienced writers respond to the work
of skilled peers, they have the opportunity to read and
imitate examples of well-written work.

Teachers also benefit. Higher quality finished assignments
resulting from students reading and commenting on one
another's papers save time on grading. There are simply
fewer punctuation errors, confusing sentences, or
inappropriate vocabulary to slow down the reading of the
writing (Flinn, 1987).

138

The sharing of drafts can occur during class time or
between classes with students taking each other's "work-in-
progress", home. Critiques can involve a straight swop of
papers between students, or "pass-arounds" among small
groups of four or five pupils.

(a) Some Secondary Objectives
(i) to implement various response strategies
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(ii) to define the role of the respondent in the
response process.

(b) Task activity - exercise in various response examples

The students are divided into small groups and asked to

write letters to each other expressing their feeling about

the first session. The students get the chance to exchange

and read each others' work and supply a return letter. Each

student is handed a response sheet, which they use to

assist them in supplying response.

Response can be supplied in various ways. Examples of such

response techniques include peer marking (the PQP-Method),

a rubric, conferencing and commenting. Towards the end of

the lesson, students are given the assignment of writing a

reportative letter to the co-ordinator of the ESP stating

their observations of the TA Induction course, highlighting

its advantages and disadvantages and supplying brief

comments on how to improve the course.

(i) Peer Response (PQP)

Appendix G( 1) is an example of the PQP-Method for peer

critique. The writer supplies answers to the questions and

improves his/her writing according to the suggestions which
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the respondent might make about his/her work. The following

is the PQP-Method of response:

P (Praise) - Pertains to what the respondent likes about

the writer's work.
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·Q (Questioning) - The respondent is allowed to ask at least
one question pertaining to the writer's work.

P (Polish) - The respondent offers at least one further
suggestion as to how the writer can improve or round-off
his/her work.

(ii) The Rubric

Appendix G(ll) is an example of a rubric. The rubric is a
checklist designed to allow the respondent to assess the
performance on specific writing. The questions or structure
of the rubric can be designed to:

(a) answer yes-no questions
(b) evaluate the writing in terms of a point

scale on a continuum
(c) evaluate multiple choice questions and answers

(iii) Self-Evaluation

Having moved through the various elements of the writing
process, the student would also be expected to do self-
evaluation. The PQP-Method and the rubric are excellent
ways to assist in self-evaluation.

(iv) Comment and Evaluation

At most, the work of the TAs will be to supply written
and/or oral response to the work of students.
Traditionally, evaluation of student writing has focused
exclusively on the end product. More recently the teaching
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of writing has moved from the end product to the writing
process. The elements of this process have been defined as
prewriting, drafting, revision, editing and publishing. For
this reason evaluation should also be redefined to account
for the writing process. (Fall, 1984:201), claims that, as
teachers observe and confer with students during each stage
of the writing process, they have the opportunity to
evaluate what students do as they write. Appendix G(111)
gives other forms of responses.

GENERAL CONCLUSION

Equipped with the basic guidelines for TAs and a training
course, TAs would be afforded the opportunity to maximally
exercise their potential and as the TA system will be more
satisfactorily implemented, the successes of such a system
can only increase.
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APPENDICES

APPENDIX A

EXAMPLES OF THE DIALOGUE JOURNALS IN THE FOLLOWING
ARE DIRECT QUOTES OBTAINED FROM DIALOGUE JOURNALS
(AND RESPONSES TO THEM), FROM THE TUTEES.

*y AND *X REPLACE THE NAMES OF THE TUTEES AND
TUTORS/TAS.

DEAR Y

Your reading programme is one of the best things English
Special.
I like the reading, but think that this programme of yours
do not give us enough time to read about those interesting
topics you are prescribing. In the beginning it was all so
useless and senseless to read something and then being
asked questions about it. Now because of that, I have
developed a technique of reading and remembering at the
same time. it is helping me a lot in my studies. I am sure
that some of the other students would agree with me that
this reading programme of you has taught us how to read
with understanding. Also how to look at one idea in
different ways.
I also think that we should do more of this reading in
class and that you should give it to us in new dimension. I
think that you should make us listen to some stories as
well and do the same with them.
Best Wishes
X.

HELLO X

i
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DEAR Y

Thank you for the complementary words you have. It is
appreciated.
I agree that the time limit is very short, and that is the
reason why I allow you to take it home. It is good that you
have developed a technique when it comes to reading.
I am working at other aspects of the Reading Programme and
hopefully, by next semester, it would be possible to
implement it.
Yours Sincerely X

I like the part you are doing with us. It stimulates one to
talk about one's own views.
The reading we had was very interesting especially we had
on Labolla. It is very interesting to read more about other
people's cultures. I like all the work we have done in very
section of the course. It is just a bit boring some times
dot do things over again like free-writing.
We should have more reading programmes and debates on
reading we have done.
I hope the year very interesting and I hope we can spend
more time on the reading section.
Yours Sincerely
X

ïi

HELLO X

Thank you so much for your letter. It is good to know you
find the work interesting and stimulating. I agree that
discovering new cultures is exciting, one can only learn
form others.
I will only deal with two more reading programmes for the
year (I think), but I will be covering work that is just as
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iii

interesting. I will spend more time on the reading
programmes than I have before. Thank you for your
informative comments. I appreciate them.
Yours Sincerely
Y
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iv

DEAR Y

On behalf of my group I would like to thank you for your
kindness to us. I appreciate your genuineness and the way
you've welcomed us as from the beginning of the year.
In my life I didn't ever thought to involve myself in group
discussion. Even during my secondary education.
I was feeling bored or wasting my time when it comes to
group discussion. But now I've realized that my problem was
the lack of motivation and I didn't know the use of those
group discussions.
So your effort and motivations has encouraged me to be very
clear and interested in group discussions. Now I am full of
enthusiasm and I enjoy it, in such a way that feel hurt if
I missed the class.
I believe that our co-operation will help us to be brave to
face other problems and also to participate well in any
group discussion. On the other hand we are uplifting our
knowledge.
Yours Faithfully

X.

HELLO X

Thank you for your letter. It is always encouraging when
students make me feel as if I have accomplished something
good, that the work I do is meaningful.
I must state, however, it would be impossible for the
tutorials to be successful if the students do not
participate which is why I try and encourage the students
to state their views and opinions. How else can we learn
from each other if we are not exposed to differing ideas?
Group work is important in that it ensures the active
participation of students. Students are less anxious if
they work in smaller groups. This motivates them, making
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participation easier. The sharing of knowledge is the best
way to learn.
Thank you once again for your letter.
Yours sincerely
X.

Dear Y
I actually do not know what to write to you but I will try
and do my best.
I do enjoy the tutorial classes even though it may not seem
like that. I enjoy the discussions even though I do not
always participate. I hope that in future each student will
contribute to the lessons.
There is only one thing that seems to bother me. I think
that you must not always "reject" some answers that the
students give but try and see the answer the way that they
see it and try to understand what they are trying to bring
across. I have discovered that it gives them very negative
feelings towards tutorials because it seems as if their
answers are not always acceptable or right.
I do however, enjoy the way you approach certain aspects of
the English Special for example poetry.
Your student
X.

Hello X
Thank you for your letter.
I enjoy our tutorial classes too. I hope that you will
participate in our discussions in future. I know I am very
insistent that students voice their opinions. It's the only
way I and the rest of the students will know what you think
and feel.
I am sorry if I have rejected an opinion ventured forth by
one of my students. I assumed that I had been open-minded
and tolerant. Thank you for pointing that out to me. I was
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unaware also, that some students may have been hesitant
about responding in class, and the reason therefore. I will
do something about it.
I am looking forward t the year ahead too. Thank you once
again for your constructive criticism. I appreciate it.
Yours Truly
Y.

vi
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APPENDIX B

AN EXAMPLE OF THE AUTOBIOGRAPHICAL PAPER FO STUDENT A

THE EXAMPLE GIVEN IS THE AUTOBIOGRAPHICAL PAPER OF
ONE STUDENT WHOSE DRAFTS WERE CHOSEN ARBITRARILY. THE
STUDENT'S PERMISSION WAS OBTAINED TO USE THESE
DRAFTS.

THE RESPONSES BY THE TUTOR TO THESE VARIOUS DRAFTS
ARE EXAMPLES OF TYPICAL RESPONSES WHICH WERE GIVEN TO
THE VARIOUS DRAFTS AS THE STUDENT ATTEMPTED TO
IMPROVE HIS WRITING IN THE AUTOBIOGRAPHICAL PAPER IN
THE WRITING COMPONENT OF THE ESP.

THE WORDS IN BOLD INDICATE ERRORS CORRECTED BY THE
TUTOR.

ATTEMPT 1 (OF STUDENT A)

EVENT IN THE FAMILY HISTORY

paid

for going to his parents?

It was during the June holidays
after the half-year examination
strain. My mother took us to2
pietersburg where she actually
originates. we usually spend our
holidays there.
My father was not for the idea, as
it seemed very obvious that for
every holiday pietersburg is the
issue. The implication was, we
never payee a visit to his parents.
The reason thereof was very
sensitive.
It is now that we are grown-ups
that we understand why children are

vii
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considering

How many?

used to their maternal
grandmothers. Marriage problems can
only be understood when one takes
part in them, that is only when you
are married. 100% of women are not
on good terms with their in-laws ,
And this behaviour is transferred
to their children especially to
families.
It was the harvest time in
pietersburg, And'my mother's family
is well-to-do, ~ha~-wheR-we
eeRsieer the pre-industrial
society.
I was convinced and told anybody
whenever they visited me and asked
me how do I feel like.
I went on like that until monday
morning when Ii woke up and went to
the toilet on my own.
When I advanced the toilet door I
nearly fell as I was frightened by
one nursing sister shouting to me
hey "Thabo is walking".
Everybody at the hospital was happy
for that and especially that their
words of sympathy to my family had
gone through. words like Thabo will
be alright one day.
That was the last time my father
allowed us to spend holidays at
pietersburg.
They had about six tractors to
plough fields.

viii
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I was about 12 years of age at that
How big were they? time but very familiar with

driving.
The place was very far from town
and as a result the driver's
license was not a necessity as a
traffic officer will need a
provision of food and water to
drive to that place for six
tractors.
We were collecti~g harvest from the
fields transporting them home. The
system was one tractor at a time.
so if one tractor or trailer is
full, all the drivers would go with
that trailer to help off loading atWith
home.
We did two trips, because we were
very young, we enjoyed rough
driving, associated with police
vans or film shows' driving. As a
result the crops were falling on
our way home and were collected on
our way back to the fields. the
system we used for collecting was
very risky, because it was a kind
of staff-riding.
I did worse because I regarded
myself as a clever boy from
Pretoria amongst pietersburg

ix

This is the climax of your
and needs to be told with
more powerful details

"plaasjappies."
I did staff-riding on the trailerstory
twice successfully. the third time
I went to do it at the head
"tractor".) That's where I got
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trapped and fell under the tractor
and fell unconscious.
I recovered after three days in the
intensive care unit. I had serious
head injuries, two ribs were
broken, and serious fractures that
I could not even walk on my own.
My father was very sad about this.
watching his only son dying. I
could not talk. I stayed in the
hospital in the male surgical ward
for three months two weeks lying on
bed.
It was only one day that I realised
that a believe system does really
work. One old-man who was sleeping
next to me told me that I was going
to stand and walk on my own the
coming monday.

Dear T
I was interested to read about the time that death touched
your shoulder. Unfortunately, however, you have not written
on one of the topics, as far as I can tell. Perhaps you had
in mind writing about a story that is told in your family.
This would be a story that is passed from a generation to
the next.
You could adapt this paper into a story about your close
encounter with "the grim reaper".However, I then think you
would need to change the structure of your paper. I imagine
that you are sitting around a camp-fire with your friends
and you are telling them this exciting story. Build up to
the climax by creating suspense, so that your listeners
would be hanging on every word, holding their breath. The
actual climax, the accident itself should then be told in
much more dramatic detail.
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At the end of the story you could reflect on why this is an
important story in your life.
r look forward to seeing how you develop your paper.
Best wishes
TV.

xi
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ATTEMPT 2 (OF STUDENT A)

I am the only boy in my family,
born after five girls. peace, law
and order was maintained in the
family amongst the girls until the
awarded boy arrived.
I was treated more like a glass
which can brake if not well
handled. when r reached the age of
16, I started th~owing stones in a
glass-house. My behaviour was so
much surprising and untolerated to
an that I failed my std. 7.
My father took me to a boarding
school for boys only hoping for
some changes. It was a Catholic
school, and each parent had the
same aim and hope for t~e same
results as my father.
Birds of the same feathers flock
together. Unfortunately our
parents' aims could not be reached,
as we became violent and made
matters worse. At the end of the
year, we were all expelled and
asked not to return because the
unrest we eie at school where
everyone appeared to be the cause.
I then went to do my std. 8 at a
mixed high school in warmbaths
district.
We were very badly ill-treated by
the older students, and the type of
treatment turned to be recarrying
behaviour for new students ongoing

I like the way you play
with metaphor here

xii
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upgrading courses for one year to
practice it the following year to
their next students.
I passed my std. 8 and then went to
Thabane technical and commercial
high school for my matric. I could
not practice what is learned the
previous year. instead I did one
more year course. I was ill-treated
again very bad.
After I passed my std. 9, I was
elected a prefect and at the same
time had that chance of exploding
to new students that two years bad
inner feeling.
We were told to wake-up new
students earlier by ringing the
bell, but instead we used sticks to
beat them as a ball. We were waking
them up as early as 2 a.m. to do
their manual work and ours
thereafter.
I concentrated mere on that type of
behaviour ~e-a-e*~eHa that I failed
my std.10.
I went back to repeat my std. 10
with a very bad mood. fortunately
they elected me again as a head
prefect that year. We continued
with the same treatment.
One morning when I woke up, I told
myself not to use a stick that
morning. but to clap hands shouting
"wake-up! wake-up!" along the
corridor and entering only the
notorious rooms.

xiii
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When I entered room number 27
upstairs all the room mates were at
the bathrooms already, except one
guy still fast asleep. I shouted at
him to wake-up but he never
responded, I then went downstairs
to fetch my stick. As I came back,
instead of beating him, i shocked
him for the last time, and as I did
that, he turned around, and I could
realise there was some blood that
came through his nose and mouth.
I only felt that boy was not
feeling well that morning. I went
down to the dining room to organise
breakfast for him.
As I came down with his breakfast I
went via the boarding master to
report the patient.
It was for the first time the
boarding master had the feeling of
accompanying me to see the patient.
The boarding master felt his
temperature and thereafter I
recognised a change in his facial
expression. And he asked me to
close the door. And then he told me
that the boy is no longer with us.
That was like a parable to me but
his facial expression explained and
delivered the message to me.
I never felt bad like that before
in my like. My stick was still
lying there. The principal was
called and parents were informed.

xiv
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xv

I was only comforted by the
doctor's confirmation that infact
the boy passed away the previous
night. the funeral was arranged and
buses were also organised for
students to attend the funeral.

RESPONSE TO ATTEMPT 2

Dear T
Your new main paper holds together better than your
previous one and the theme of violence runs in an
interesting way through the story. I still feel you could
strengthen the paper by showing how the death of this
person affected your attitude to violence and anger. As you
say, the boy's death was almost like a parable. If so, what
did it teach you?
I have decided to award you a mark of 60% for your main
paper and the same mark for the portfolio as a whole.
Your own voice is beginning to come through in your
writing, but you need to use your free-writing to let your
feelings flow more freely. I can hear the poet in you
asking to be set free.
Keep writing!
Best wishes
T.
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APPENDIX C

THE VARIOUS DRAFTS OF THE "I SEARCH" PAPER ARE OF
STUDENT A WHOSE DRAFTS FOR THE AUTOBIOGRAPHICAL PAPER
WERE CHOSEN FOR THIS STUDY AS HE ATTEMPTED TO IMPROVE
THIS PAPER

COMMENT

The first draft of the student does not appear to comply
with stipulated requirements for the "I Search" Paper.
However, after receiving feedback from the respondent, his
second attempt was an improvement on his first.
The remarks, probing questions and suggestions offered by
the respondent, played an influential role in the
improvement of student's second attempt in the "I-Search"
Paper.
The deletions, "corrections" and comments in these drafts
were made by the tutor. TheA-mark indicates that the
student omitted a word and that the tutor wants to bring it
to the student' attention.

xvi

ATTEMPT 1 (STUDENT A)

WHERE DO I COME FROM?
I was born in the early sixties on the seventeenth day of
February the year 1960.
I am told that I was the healthiest little baby who never
contributed much to the private doctors on regular basis
unless on minor cases like coughing.
My parents had similar recent baby sitting problems that
faced them to take me to day care centre at a very early
stage. As a result, I even went to school at an earlier
stage, And this was one of the advantages of being a child
of a teacher or it was maybe regarded as teacher's fringe
benefits at that time.
The disadvantage of that was the peer group imbalance at
school, because during our times, eR~±areR-H6e-~e-6~ar~
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beginner a~-seRee± used to be a~ the age of 10 to 12 years,
and I was five years.
I am told that I was a promising qeneolls, but started to
have learning problems when I was doing std 4 and 5. And
that was the problem of not continuing with the classroom
environment at home.
My mother,with her teaching experience struggled with me
until I managed to pass my std 6 with second class.
I then went to high school at the age of 14. It didn't take
long, and I was a different person.I had changed altogether
i.e. manners, and attitudes towards life.
My sister was telling me that they were shocked to hear me
saying that I need to occupy one of the outside rooms. At
the end of the year I was one of those who were condoned
because of their previous academic record i.e. std 6
results.
I went to from two with the same attitude, and this time it
was like from the frying on right into the fire. At the end
of the year I got paid for what I was working for. My name
on the passing list was written with a white pen.
I had to repeat form two. This time my father took me to a
catholic boarding school for boys only. The treatment I got
there, was just relevant to wild boys like HS. The school
was about 30 km from home but it was like 1 000 km.
We were not allowed to communicate with anyone from home
except parents. And during that stage there's nothing to
communicate about with parents. The only topic was asking
for money.
Because of the 1976 unrests, our school was closed
indefinitely and we're forced to look for other schools the
following year. ±-~ReR-weR~-~e Fortunately with good
results this time. I then went to Thulane high school for
form three.
I managed to pass my form three, and then proceeded to
Rustenburg commercial high school for my matric. Instead of
doing std 9 (form iv). we were not told to do pre- std 9 as

xvii
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we were not having any information about commercial
subjects.
I was doing four subjects for the whole year. I got used to
that type of small work and provided the devil with my
idling mind. Because of that, I could not pass my std 9 the
following year. I repeated my std 9 and passed it, but by
then I was just going through the no entry sign boards. My
life was up side down.
Many of my friends whom I started schooling with, some were
working already some at universities.
I left school before completing my matric.
By then I had my code eleven driver's license and a public
driving permit. i drove touring buses from 1981 to 1982.
During that time I met my present wife who was by that time
doing her first year s/w degree at the university of the
North. What was surprises me is that how did I cope with
her a bus driver and a university student? Because we had
nothing in common, but I never had that feeling of
inferiority when we were together.
Without her telling me anything, ; just made up my mind and
went to Teaching College of Education to do my teachers
course which I passed in a record's time.
I then went back home to teach and married her. My parents
could not believe what was happening. during the time when
I was teaching I enrolled again with catholic adult school.
I managed to pass my std 10 and enrolled with Vista
University of SEC diploma, doing B/Economics and accounting
at first year level.
I passed the two courses and decided to change SEC ee a BA
degree.

xviii
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xix

ATTEMPT 2 OF THE "I-SEARCH" PAPER OF STUDENT A

SHOULD I BE A MOTOR MECHANIC
I started driving at the age of 12. And had a strong
interest in driving cars. My only problem was how am I
going to repair my car if anything happens ~e-~~-aRE~R§-~Re
R~§R~-eF-~R-~Re-~aa±e-eÉ-~Re-Feaa-±~kethe karoo, where a
~aFa§e-w~±±-be-adistance eÉ-abeQ~ 1 2000 km or more.
When I started to teach, a motor car salesman came to me to
sell me a second hand car without any deposit and that was
to my advantage, but its maintenance was problem as I was
by then earning R250,00 per month, of the R250 I had to pay
a monthly car instalment of R150,00 and I had very little
left to maintain my car.
After two weeks my car gave me a problem.I couldn't idle,
and that was a real problem to drive a car like that in
town on a busy month-end Saturday.
I took it to a garage where I bought it and I was told that
part can't be repaired as it a~a not included in the
guarantee agreement.
I then took it to my friend who was by-~ReR teaching
mechanics at a technikon, and very prepared to help me.
without a cent. It only took him about half an hour to fix
the car.
He advised me not to take my car to a garage for service
and that he will help me. I took his advice and took my car
to him always. I only had to buy the necessary parts like
oil filters, petrol filters, points, condensors, plugs and
filters and SL oil.
At first I didn't have interest in watching him do it, as I
thought It was a long process to be in that position.
Everything went 6mee~R as ~ was staying near him. End of
last year we came down to Cape Town. I had a problem of how
am I going to fix my car of anything might happen on a long
road like this, in a second hand car which maybe hasn't
travelled that distance. (1 700 km).
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Before We drove down to Cape, I went to him for the last
service, this time I watched him, and that was not enough.
Fortunately we arrived here without any problem, and now we
have to drive back to Pretoria for Christmas. Where am I
going to find a friend?
Matters are worse now as I am no more employed, I am
employed at woolworths on a part-time basis i.e. Friday
afternoons and Saturdays. And that depends on whether I
have tests on those days. I only get RS,OO an hour which
gives me about R60,OO for two days.
Out of the R60,OO, I must buy myself a weekly train ticket,
my family something to eat and left with very little to
repair the car. What I could afford was buying parts. But
who is going to install those parts? Myself? How?
I took the telephone and phoned my friend. He explained to
me very clearly as if he was explaining to a six year old.
He told me that, to replace oil, the oil filter must be
unscrewed as well as the pump screw underneath the car
engine. It was a type of remote control lectures.
Always he tried to refer to the previous scenes where he
was actually doing the job and I was just watching.
As I had no alternatively, I had to use my previous
theoretical experience and apply it as he was talking over
the telephone.
After our telephonic conversation, I became positive and
told myself that I am going to do it aRe-Re~-~e-~£Y-i~T
On Friday I got an advertisement in my post box about car
services in Parow amounting to R180,OO with parts included.
I did no have any amount, and my car was twice due for a
service. Saturday morning I went to pick 'n pay to check
the prices for the service parts. Fortunately their prices
were not above my pocket. They cost RS8,OO, without
hesitation I bought them.
I thereafter went to my brother-in-law in claremont to ask
him for relevant tools i.e. for taking out the plugs and
the oil filter. My brother could not believe, infact he was
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against it and infact preferred to help me to fix the car.
It was after I had my lunch when I went down to the stairs
with my blue two piece overall to my car with confidence. I
started with unscrewing the pump underneath, the oil cap,
but had a problem of unscrewing the oil filter. The main
obsticle was its position. When doing that I always had my
friend's words that mechanics needs patience, and common
sense where possible.
I went underneath and applied my own techniques until at
last the oil filter was down.
I left the engine to drain out for about an hour, in the
mean time I took our the oil filter,petrol filter and plugs

out.
All went smoothly until I realised that there was no place
to fit in points. This time I thought I should do it
myself. I went to a nearby mechanic, and he told me that my
Mazda is not using points but electronics, which are
replaced after a long time.
After an hour, I replaced the pump screw underneath filled
the engine with new oil,replaced all the filters and
started the engine.
My car use to take long to catch up but this time, during
the first kick the car was rolling. I drove it for about 30
km on the freeway at 140 km/h and when I came back my
exhaust pipe was pure white. I was convinced that I'm a

mechanic.

RESPONSE TO ATTEMPT 2:

I really enjoyed this story of you grappling with a problem
that was generally alien to you and finally overcoming it
and empowering yourself in the process.
Perhaps you could say at the and a little more about how
you have arrived at this accomplishment. You don't really
explore your feelings very fully.

xxi
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Do your really believe that you have the skills of a
mechanic without certification or are you being humorous?
This paper needs careful re-writing in order to make your
handwriting more legible and to eliminate mechanical errors
- spelling and punctuation.
Thanks
T

*PS What conclusion did you come to? Should you become a
motor mechanic?

xxii
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ATTEMPT 3 OF THE "I SEARCH" PAPER OF STUDENT A

SHOULD I BE A MOTOR MECHANIC

I had a very strong interest in driving cars my early
stage, as a result. I started driving at the age of twelve.
The only problem I was faced with, was how am I going to
repair my car if anything happens to it in the middle of
the night or whilst driving on terrible lonely roads like
the Karoo where the nearest town is about 200 kms distance?
I bought a car in my first year of teaching "An affordable
second-hand car" I thought initially. As time went on, I
realised that what I afforded, was its purchasing prize but
not the maintenance. what I was left with after my monthly
expenditures, could not take me to a garage even for minor

services.
It was not long after I gave this a thought, then my car
responded to that and started giving me mechanical problems
which needed serious technical and financial attention.
Fortunately I had a friend of mine who by then was teaching
mechanics at a technikon. He was very keen to help me
without a cent. I always felt bad when I had to take my car
to him as the would never accept a cent from me for my
appreciation.
He was always prepared to help me and even advised me not
to take my car to a garage for anything that needs to be
repaired, not unless for panel beating purposes.
For minor services, I used to buy parts like, oil filter;
petrol filter; air filter; plugs; condensors, points and
five litres of oil, and thereafter take my car to him.
At first, I didn't have A interest in watching him doing
it, as I thought that, one needs a period of about two
years to be in his position.
Everything went on smoothly as I was staying near his
place, and his availability on request made me relax. And
then myself and my family decided tp come down to Cape from
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Pretoria to stay here for at least four years, reason been
to my advantage of schooling.
Now my problem was, who is going to help me fixing my car
on the road or during my staying in the Cape, as I will not
be working and would not afford even to buy parts on A
monthly basis as I used to?
Before we drove down to Cape town, I took the car to him
for the last service, and this time I made it a point to
watch him carefully. But that was not enough.
Fortunately we arrived safely without any problem. But now
we have to drive back to Pretoria for Christmas holidays.
Where am I going to find my friend?
Matters are worse now as I am not permanently employed as I
used toA, I am only employed temporarily by woolworths,
Wynberg and get five rands an hour which gives me about RSO
to R60 in two days depending on the number of hours I have
worked.
Out of the sixty rands, I must buy myself a weekly train
ticket, buy my family something to eat and A left out with
very little to spend on my car.
What I could afford is buying parts for minor service. But
"who is going to install those part?" "myself?" "How?"
I took the telephone and phoned my friend about the
installation business. He explained to me very clearly ant
repeatedly as if to a six year old.
He told me that, to replace oil, the oil filter must be
unscrewed as well as the pump screw underneath the engine.
It was not that easy as this was remote control type of
teaching. He always tried to refer me to previous scenes
where he was actually doing the job and I was just
watching.
As i had no alternative, I had to use my previous
theoretical experience and apply it as he was talking over
the telephone. After our telephone conversation, I became
positive and told myself that I am going to make it.

xxiv
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On Friday when I got home, I read from a newspaper about
car services at Parow amounting to hundred and thirty rands
with parts included.
My car was more than twice due for service and I did not
have that amount.
The following day I went to pick fn pay to check prizes for
A service kit. Fortunately their prizes were not above my
pocket. they cost R58,00 including tax. Without hesitation,
I bought them. I thereafter went to my brother-in-law in
Claremont to ask for relevant tools, i.e. for taking plugs
and the oil filter out. My brother was not for the idea,
instead he was ready to offer me financial assistance to
take the car to a garage. I managed to convince him and
went away with the necessary tools.
It was after I had my lunch when I went down the stairs
with my blue two piece overall to my car with confidence.
I started unscrewing the pump underneath where I had some
difficulty because of its position, ultimately I got it
right. Oil started flowing out but very slowly. Then I took
off the oil cap to release pressure. Thereafter I left the
oil to come out for an hour and half and took our plugs and
other filters i.e. petrol, air, filters and replaced them
with new ones.
All went smoothly until I realised that there was no place
to insert new points. I then went to a nearby mechanic who
lives in our flat to inquire about that. he told me that
Mazda 1984 model uses electronics instead of points, which
takes a long time to be replaced.
After an hour, i replaced the pump screw underneath,
replaced the oil filter and filled the engine with new oil.
having replaced all the filters, i then started the engine.
My car used to take long to catch up, but this time A with
the first kick, my engine was running. i took it for test
drive on a freeway for 30 kro distance at 140 kro/ho When I
came back, my exhaust pipe was pure white.
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I told myself that if I can do this myself, its enough.
Then I don't have to be a motor mechanic on full time
basis, the only knowledge I needed was to fix minor
mechanical prob~ems like I did; and to continue with my
teaching career.
What helped me out of this was keeping my friend's words
that fixing a car needs patience and high expectations of
goal achievements, and that determination and hardworking
are the keys to success.
RESPONSE TO ATTEMPT 3:
What about your section on what you learned?
GRADE: 60%
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https://etd.uwc.ac.za/



APPENDIX D

AN EXAMPLE OF A MIND-MAP. THE BOLD CAPITAL. PRINTED
CAPTIONS ARE QUESTIONS WHICH WERE ASKED IN ORDER TO
ELICIT THE DESIRED RESPONSES AS INDICATED BY THE OFF-
BRANCHES IN THE SKETCH. THIS MIND-MAP ALSO INDICATES
THAT CREATING ANY KIND OF MIND-MAP WORKS IN A CYCLE.
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THE FOLLOWING IS A SCENE CHART OF SCENES WHICH WERE
DRAMATIZED BY TUTEES IN THE TUTORIAL GROUP WHERE I
WAS TA. THE SCENES ARE EXTRACTS OF THE SETWORK SISWE
BANZI IS DEAD BY ATHOL FUGARO. _

APPENDIX E

SCENES WHAT HAPPENS PAGES

1. Styles reads the
newspaper.

3-4

2. Styles works The
Ford Motor Plant

4-9

3. Sty 1 e s m 0 ves .Ln t 0
Photography Studio
and Dooms the
cockroaches

9 - 1 2

4 • Styles photographs
a man and his
school certificate

12-14 Styles, man, The man's
father; assorted
relatives

5 • Styles photographs
a 'family' card
and discusses his
own father

14- 1 7 Styles, Man•

6 • Enter Sizwe Bansi
and photograph
with cigarette and
pipe

17-20 Styles, Man

I .. Styles takes the
City of Future
Photo

20 -.2 2 ~t:,les, Han

8 • Si!:.we's 1e t ter t 0

No ve t u a b c u t . Bunr:u
22-28 'M.:ifl.,Bun·lu

I .and ·f'. anp .L '-' a .£ L'O t:" j" I

of Outa Jacob

9 . Letter to Nowetu
Buntu and Sizwe
come from Sky's
place and get lost
They find the dead
body

28- 32 tf a n , Buntu

10 • A body is found.
Buntu and Man react
to it

33-35 Man, Buntu

11 • Buntu changes the 35-38
Passbook at his
house. Buntu asks
Man how it feels to
work at FELTEX

'M an, 8 u nt u

12 • Bun t'u act sou t
Burial Society Scene
and Man accepts new
identity as Robert
Zwelenzinia

3 8 - 4 2 Man, .Buntu

1 3 • Sizwe accepts new
identity till last
photograph by Styles

V,/

42-44, Bunru, .Man and Styles
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APPENDIX F THE FOLLOWING IS AN EXAMPLE OF AN ENGLISH SPECIAL
READING PROGRAMME IN THE ESP

x x vu

LET ME SAY.
AT THE RISK
OF SEEMING
RIDICULOUS.
THAT THE

TRUE
REVOLUTIONARY
IS GUIDED
BY GREAT
FEELINGS

OF LOVE
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The lily carried on doubling in size every day. 'Look', said
the farmer several days later, 'the lily is.still only half the
size of the pond. No need to v..orry yet.'

FABLES AND METAPHORS

Preparation The Lily and the Farmer
Some fables are needed as examples. Some of these should A farmer had a big pond, for fish and ducks. On the pond
preferably be traditional - two excellent compilations are was a tiny lily. The tiny lily was growing. It was doubling in
Amado's Bundle by Malum Amadu and Not Even God is size every day. 'Look', said the people to the farmer. 'You'd
Ripe Enough by Bakare Gbadamosi and Ulli Beier, both better cut that lily. One day it'll be so big it'll kill all your
available as paperbacks in the Heinemann African Writers fish and ducks.'
Series. Contemporary fables are to be found in J ames Thurber's
writings, and in the work of the Brazilian cartoonist 'All right, all right.' said the farmer, 'But there's no hurry.
Claudius Ceccon. - Further details about the latter can be It's only growing very slowly.'
gained from Institut d'Action Culturelle, 27 Chemin des
Crêts, 1218 Grand Saconnex, Switzerland. There are examples
here, of both traditional and contemporary fables, on
pages 34, 85, and 59-62.

Purpose
To provide an opportunity to consider such and
such an issue by studying a particular way of simplify-
ing it. The activity is enjoyable in that it involves
working with material which makes sense at several
different levels. The capacity to appreciate proverbs
and fables, it is worth noting, is considered valuable
in nearly all cultures. For proverbs and fables are
a bridge between concrete language on the one
hand and abstract reflection on the other.

Activities
The first priority is to give students an opportunity to
experience the fable as a story, Certainly in due course it
will be important that they should try to verbalise their
reactions to it, and what they think it's trying to say. It
will perhaps be even more important that they should
have an opportunity to write some fables of their own.
Some activities which help either experience of the fable
or interpretation of it, or both, are these:

A Rumour Clinic experiment - as outlined on page 85;
A questionnaire based on students' own comments - as

outlined on page 62;
Linking the fable quite consciously and explicitly to

some particular facts and vocabulary - for example, to some
of the words and phrases listed on pages 107·116;

Trying to comment on a fable from a particular point of
view - for example, some of the points of view represented
on page 65;

Dramatising a fable with mime, street theatre, puppets
etc, for presentation to an audience; and subsequent dis-
cussion, between actors and audience, about its meaning;

Changing a fable into a strip of pictures, or a poster;
Re-writing a fable in another cultural setting;
Writing an entirely different fable to illustrate the same

underlying point;
Making a fable the basis of personal conversation within a

group of three - in such a conversation one student gives
his or her view of the fable and the other two are suppor-
tive as distinct from judgemental - that is, they try to draw
the speaker out, and they ask clarifying questions about
the speaker's opinions. But they do not express opinions
of their own. '

Writing a proverbial saying to sum a fable up; or'~ the other
way round - writing a fable to illustrate such and such a
proverbial saying.

The next day the farmer was very surprised.

W~a(-Mt tJ1d msu«: Hes sUt~
dOto~a,,~;jt:J~ ncaa- (aut see
st~~_

A Ultna tS t2K.e tvdfé>y - ruce
spUled if ,~or be~~d eJ~'
,Wk/1 !t ~f1' 6eals ~f" ~
flf fPUe(/ff 1M-~w'jrop ne~
t:Jjt!!J t!te ;uu>£c.
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The Elephant
There were six blind people. They heard that the king was
visiting the next village, riding on an elephant. None of them
had ever seen an elephant. 'An elephant!' they said. 'I wonder
what an elephant is like.'

They went to find out. Each of them went alone. The first
held the elephant's trunk. The second, a tusk. The third, an
ear. The fourth, a leg. The fifth, the stomach. The sixth, the
tail. Then they went home, all sure that they now knew
exactly what the elephant looked like.

They began to tell each other. 'Oh it's a fantastic elephant',
said the first, 'so slow and soft, long and strong.' 'No', said
the one who had felt the tusk. 'It's quite short, and very
hard.' 'You're both of you wrong', said the third, who had
felt the ear. 'The elephant is flat and thin like a big leaf.'
'Oh no,' said the fourth, who had felt the leg, 'It's like a
tree.'

And the other two Joined in too - 'It's like a wail', 'it's
like a rope.' They argued and argued, and their argument
grew very bitter. They began to fight.

Then someone carne up who could see. 'You are all right,'
said this person who could sec. 'All the parts together are the
elephant>

When Death Began
A long time ago God created people. God did not want the
people to die. But the Deopie did not know that in order to
live they had to grow fóod. In order to grow food they had
to dig the land. Soon there was a great famine. People wan-
dered about in search of food.

One day a young man met a giant stranger in the bush.
'Don't be afraid, ' said the giant stranger. 'I am God and I
made you. I do not want you to die. Go and tell your people
that they must dig the land. Otherwise they will die. And
tell them that even if they do die they will rise again.' The
young man set off for his village. But he quickly grew tired,
for he had not eaten for many days. He lay down to rest.
Then he saw a chameleon walking towards him.

'I need your help,' said the young man. 'God gave me a
message for the people. But I am too weak to take it. You
must go in my place. Tell the people that they must dig the
land. Otherwise they will die. And tell them that even if
they die they will rise again.' -
'Yes I will go,' said the chameleon. But he was very slow.
When he reached the village many more people had died.
God was angry. He called a hare to him and said, 'I want you
to take a message to the people.' He gave the same message
to the hare that he had given to the young man, and that the
young man had given to the chameleon. So the hare ran very
fast to the village. When he reached the people he called
them together. He climbed to the top of a high ant-hill and
said, 'I am sent by God to tell you ... I am sent by God to
tell you ... '

The hare had forgotten the message. A man came out of the
crowd, very angry. 'How dare you use God's name?' he
shouted in fury. With these words he took a piece of wood
and struck the hare on the head. The hare died at once.
When God saw this he was very angry with the people and
sent no more messages to them.

From that day, human beings have died of many things,
hunger, old age and disease. They do not rise again.

Within the memory of the youngestchild there was a family
of rabbits who lived near a pack of wolves. The wolves
announced that they did not like the way the rabbits were
living. (The wolves were crazy about the way they them-
selves were living, because it was the only way to ltve.} One
night several wolves were killed in an earthquake and this
was blamed on the rabbits, for it is well known that rabbits
pound on the ground with their hind legs and cause earth-
quakes.

from a fable by James Thurber
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The Spaceship
There was this huge spaceship. It was travelling through
space at 66,000 miles an hour. There were many thousands
of peopleon board. They had all been on the spaceship for
a very long time.

Indeed, they had all been born on the spaceship. The space-
ship grew all its own food, and contained all the water and
air and minerals that were needed to keep life going on for
ever.

The people on the spaceship were in two main groups.
First, there were the officers, and their wives and families.
Their job was to steer the spaceship, and generally to control
it. There were not many people in this group. They en-
joyed their work, and also lived very comfortably.

But most of the people on the spaceship were not officers,
but crew. These people, and their wives and children, did
not have interesting work, and were not comfortable. They
had to work very many hours every day, mainly growing
food, or else making things to keep the spaceship running.

For many years the spaceship seemed a fairly happy place.
The officers were particularly happy, and the crew did not
complain. But as the ve ars passed there were more and
more problems.

For one thing, there were many deaths amongst the crew's
children, because they were not getting enough to cat.
Some of the officers' wives sent food parcels, and some of
the officers' children collected money and sent it down to
the crew. But this help was not enough, and more and more
children were dying.

Also, the ship's water was becoming dirty, its air was be-
coming poisoned, and the food-growing areas of the ship
were being damaged. The apparatus causing all this wa; used
entirely for providing various comforts for the officers.

Also' there were many quarrels on the ship. The officers
often quarrelled amongst themselves, and so did the crew.
There were also various fights between the officers and crew,
and these were getting worse.

'We'd better leave this spaceship.' said some of the people.
'It's terrible living here. Let's go away.'

But alas there was nowhere else, absolutely nowhere else,
for them to go.

History of a Day
And then, on the stroke of midnight, the people had the
world to themselves. For a long while, so far as we know,
they were very quiet. All through the morning, and all
through the afternoon, they just wandered around in small
groups - hunting animals with spears and arrows, sheltering
in caves, dressing themselves in skins. At about six o'clock
in the evening they began to learn about seeds and manure
and so on, and about how to herd and milk animals. By
about half past seven some of them were living in biggish
cities. This was mainly in Egypt and North India, and in the
countries between.

Moses came and went at about a quarter to nine. Buddha in
India, Socrates in Greece, Confucius in China, all came and
went together, though they didn't know each other, at about
ten past ten. Christ was at half past ten, as also, give or take
a minute or so, were the Great Wall of China and Julius
Caesar. Mahomet was at eleven.

At around half past eleven there began to be biggish cities
in northern Europe. From about a quarter to twelve onwards
people went out from these cities, and they began stealing
from the rest of the world. They stole America, both :-"orth
and South, they stole Northern Asia, they stole India. and
just after four minutes to midnight they stole Africa. At about
two minutes to midnight they had J. big war amongst
themselves, and then had another big war only 50 seconds later.

During the last minute before midnight these people from
northern Europe were pushed back out of India and Africa,
and also back out of many other coun tries, though not out
of North America or Northern Asia, where they had become
very settled indeed. Also during this last minute these people
invented nuclear weapons, they landed on the moon, they were
responsible for almost doubling the world's population, they
used up more oil and more metal than had been used in
all the previous 23 hours 59 minutes put together.

It was now midnight again. The start of a new day.
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The Cat and the Mouse
The cat caught the mouse, and bit its tail off. 'Oh please
give me my tail back,' cried the mouse. 'I will give you back
your tail,' said the cat, 'if you will go to the local Feedyapet
factory, and bring me a tin of nourishing cat food.'

So the mouse went to the local Feedyapet factory, and saw
the managing director, and outlined his problem. 'I will
give you a tin of nourishing cat food,' said the managing
director, 'if you will go to Peru in South America, and bring
me a ton of anchovy protein.' .

So the mouse went to Peru in South America, and saw the
minister in charge of fisheries, and outlined his problem.
'I will give you a ton of anchovy protein,' said the minister
in charge of fisheries, 'if you will go to the United States,
and bring me a new university.'

So the mouse went to the United States, and saw the Presi-
dent, and outlined his problem. 'I will give you a new univer-
sity', said the President, 'if you will go to the Soviet Union
and bring me their whole nuclear defence system.'

So the mouse went to the Soviet Union, and saw the leaders
in the Kremlin, and outlined his problem. 'We will give you
our whole nuclear defence system,' said the leaders in the
Kremlin, 'if you will go to each of the countries of Africa
in turn and bring us a promise from each of them that they
will have a socialist revolution during the next year.'

So the mouse toured the villages, towns and cities of
Africa, and saw the people, and outlined his problem. 'We
will give you a promise that we will all have a socialist
revolution during the next year,' said the people of Africa,
'if you will go to the leaders of the 50 biggest multinational
corporations in the West and bring us fair prices for our com-
modities, and permission to develop our own manufacturing
industries.'

So the mouse went to the 50 biggest multinational cor-
porations in the West, and sawall the directors and all the
shareholders, and outlined his problem. They said they
would like to help, but they were not accustomed to doing
business with a mouse without a tail.

Moral. Life would be so much easier if cats were nicer to
mice or if, at least, mice were less fussy about their tails.
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~-------------------------------------------------------------

APPENDIX G

EXAMPLES FOR PEER MARKING

APPENDIX G(I)

xxxh

EXAMPLE ONE: THE PQP-METHOD

This PQP Method of evaluation can be used for any kind of
response in every lesson and for self- and/or peer critique
or evaluation in this lesson sequence.

INSTRUCTIONS

Use the following as guidelines to supply feedback to the
work piece which you have received from a classmate.
1. What part(s) of my/your paper am I/are you pleased with?
· .
· .
· .
2. What part(s) of my/your paper need improving?
· .
· .
· .
3. What can I/you suggest to improve the weakest part of
my/you paper?
· .
· .
· .
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EXAMPLE TWO: A RUBRIC AS CONSTRUCTED BY THE M.EC
STUDENTS OF 1990

CRITERIA FOR WRITTEN ESSAYS

APPENDIX G(II)

A. Excellently structured, vivid descriptions
54321
B. Effective language usage, spelling and grammar
54321
C. Tectonic structures, lay-out and form
54321
D. Voice and tone
5 4 3 2 1

E. Coherence between lead and conclusion
5 4 3 2 1

F.Length re: purpose
54321
KEY: 5 = EXCELLENT
4 = GOOD
3 = AVERAGE
2 = BELOW AVERAGE
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APPENDIX G (til)

Student
INTEGRATED EVALUATION CHECKLIST

Prewrltlng

Can the student Identify the specific Budlence to "'hom
helshe "'ill "'rHei'

D~ this II'WlIrene:s.sa{feet the choices the !!tudent makes
a!! helshe ....rftesi'

Can the student Idenllfy the purpo~ of the "'riling
Ilctlvity?

D0e3 the student ""ry the regis~r Bccording to the
purpo~~;,

D0e3 the student "'rite on a topic that grows out of his/her
own experience?

D~ the student engage in reheaT"!l4I act!vill.,!! before
"'riting?

Da/Ung

Does the student "'rile rough drafu?

Does the ~tudent place a gn:ater emphasis on content than
on mechanic In the rough drll/u?

Revising

Does the student shan: hlslher ",ritIng in conferences?
Does the student participate in dÏ3cueions about
da:s.smate' ....riting?

In revising, does the student mBke changes to refiect the
relIctions and comment.s o{ both !el!cher lind dllssmates?
Bel"'*'een fi~t and final drafts. does the student make
subs~ntiv., or only minor chllnge!!?

Edltlng

Does the student proofread his/her Own papers?

Doe!! the -"tudent help proofread CIIlS3mate!l' papef3?

Doe" the student increll.Singly identify h's/her mectu.niclIl

I
efTors?

Publishing

D~ the student publl!!h hlslhër "'riling In an lIpproprlate{arm I

Does th., student !!hllre this finished "'rHIng with an
appropriate Iludience?
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APPENDIX H

AN EXAMPLE OF A POSSIBLE INTRODUCTION OF THE TA
INDUCTION COURSE TO STUDENTS - A SEMINAR

~----facilitator
mediator

WHAT IS A TA? 1---- friend assistant to
tutor and student

intermediary
L- __ confidante

HOW DOES A TA FIT INTO AN EDUCATIONAL PROGRAMME?

tutor + TA + students = the Educational Programme
/'

TA
Tutor + Educational ~ Tutees + Tutorials

in the ESP
I

ProgrammeL students TA -- Tutors/teaching
staff

WHO BECOMES A TA?

be able to build and
maintain relationships
be a full-time student

WHAT ARE THE REWARDS FOR BEING A TA?

have English 11 or more
have available time

TA Qualifications:
(You should ...)

money
a course creditTA Rewards:

(You can Earn ...)
gain teaching skills

xxxv
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APPENDIX:r

THE FOLLOWING IS AN EXAMPLE OF AN ENGLISH SPECIAL READING
PROGRAMME IN THE ESP

xX' )(VI

] DAYS I LES.NO

I:
THEORY PRACTICAL

9HOO -10HOO 10H30 - 12HOO

INTRODUCING THE TA
DAY 1 1 (a) INDUCTION COURSE Getting-to-know-each-other Activity

--- ------
l(b) THE WRITING PROCESS Dealing with the Autobiographical

Pre-writing: drafting: Paper, students write on a certain
revision: editing: theme/topic eg. Write an essay

publishing ending in "I've learnt ~ lesson
welL ••"

DAY 2 2 RESPONSE Using the written work done in
The Rubric Lesson 1, students exchange their

Peer-marking (PQP) work with fellow classmates and
Self-Evaluation apply the various ways of feedback

Comment vs Evaluation

DAY 3 3 CHARACTERISTICS OF RESPONSE Connect this lesson to an
Positive Criticism "I-Search" paper. Students brain-

EJlllathy storm a topic for discussion.
StillXJlation They then write for approximately

Unconditional Acceptance 10 minutes on this chosen topic.
Democracy and Responsibilit\ Then in groups of three. they

respond to each other's work.

DAY 4 4 HOW AND WHEN TO RESPOND In this lesson the Argumentative
Questioning Paper can be covered. Students
Reflecting write a report on their
Suggesting observations of the TA

Induction course, highlighting:
its advantages and disadvantages
and briefly giving comments of

how to improve it.
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APPENDIX J

AN EXAMPLE OF A GETTING-TO-KNOW-EACH-OTHER ACTIVITY

Search for two people in the class who
1 own a bicycle
2 can play a musical instrument
3 who drive a Volkswagen
4 wear contact lenses
5 go to bed after midnight
6 love chocolates
7 talk to plants
8 own a computer
9 can't drive a car
10 who smoke
11 do not eat meat
12 who celebrate their birthday next month
13 like going to the theatre
14 were born on a Wednesday
15 whose last name is Mandela

xxxv..
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