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Abstract

THE SOCIAL AND INDIVIDUAL

CONSTRUCTION OF MEANING

Interpersonal and intrapersonal communication in

Foundation phase learning

By Usha Balliram

In this thesis I present my recommendations regarding the role of organisational
communication with particular reference to the social and individual construction of meaning in
foundadon phase learning. This thesis will demonstrate that the fundamental switch from the
tradigonal educator-centred teaching to leamer-centred teaching in Out-comes Based Education
requires that both educators and learners be 1n command of a range of communication strategies in
order to construct meaning in the real-world so<_:ial contexts. I also hi-hight the importance of verbal
as well as nonverbal communication skills in relation to intra-personal, and interpersonal
communication. [ encapsulate the vision of teachers and learners who are knowledgeable and
multi-faceted, sensitive to environmental issues and able to respond to and act upon the many
challenges that society presents. With this in mind I examine an array of forms of communication
that learners and educators must be in command of to ensure the success of OBE in the classroom

situation. | stress the need for knowledge of verbal as well as nonverbal communication skills to

~
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give leamers the confidence they need in the soaal environment. In surveying organisational
communication I also look at the challenges that educators face in the implementation of the new

curticulum.

I will also reveal that OBE requires 2 cooperative method of teaching, which allows for
democracy in the foundation phase classroom. Learners are allowed to contribute freely in group
and class discussions about their daily life expertences and to become independent, literate,
numerate and multi-skilled individuals of society. I further recommend a model of organisational
communication for foundation phase learning taking into account the kind of learner that is

envisaged m OBE.



WRITING CONVENTIONS

I wish to draw the attention of the reader to the following conventions that I am following in this

study:

1. I am using the abbreviated Harvard style of referencing, for example jones 1996: 52,

meaning Jones 1996, page 52

2. 1have made a conscous effort not to use footnotes in order to facilitate the uninterrupted

reading of the thesis.

3. Tables, graphics, and graphs are all given as Figures 1-29 in their chronological sequence of

appearance.

4. For commonly used terms full terms are used in headings. I make use of Acronyms in

paragraphs.

5. In consultation with my promoter I consciously tracked down relevant information relating
to verbal and nonverbal communication, and included the relevant matenal in my thesis,
accompanied by the website address (URL) of the websites where I found the material
Such website addresses are inchuded in my thesis, both for verification purposes, and for

acknowledging the sources of the information that I have drawn together. An example of a

typical website address 1s: http: ! fanww.

howardec.edu/profdev /resources/ learning /groupst.htm. It should however be kept in

mind that the Worldwide Web (WWW) is ephemeral and ever changing. It may well be that

websites from which 1 gamered mformation will go offline or alter their contents over the
5



course of time. While it is inevitable that some of the servers will shed documents, the
periodic updating of files on most websites ensures the renewal of knowledge that does not

happen as readily in the print media.

. In instances where authorship could be established for website contents, or for an
electronic document downloaded from websites, the author is given, followed by the

website address as in: Bell 1998- hop:// WIWW.

howardcc.edu/profdev/resources/leaming/groups1.btm. I give the URL i place of page

numbers because Website contents are not pagmated.

In the bibliography I have séparated the references m authored and non-authored
references, and authored homepages that relate to the commumication process. The non-

authored references include websites.
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Chapter 1

ORIENTATION

PREVIEW

My research focuses on the social and individual construction of meahing with particular
reference to the foundation phase. Interpersonal and mtrapersonal communication will be hi-
lighted together with other forms of communication to establish how they complement one

another in the social and individual construction of meaning,

The Chapter layout of this thesis

In this chapterl, I wall provide a brief outline of the structure of this thesis.

In chapter 2, 1 stated the problems that are to be investigated, the aims of my research and

the research methodology I used to find solutions to the problems.

In chapter 3, T define and discuss the key concepts used in this study and show how
cognitive processes determine human behaviour. The key concepts are further elaborated on in

subsequent chaptets.

In chapter 4, I examine organisations and the role of effective communication. I look at the

school as an organization. I also discuss the elements of the communication process.

In chapter 5, I discuss intrapersonal communication. I look at the concept “perception”
and discuss aspects of perception that leads to inaccuracies. I also hi-light the need for
commurtication i ofganisations.
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In chapter 6, | descrbe interpersonal communicaton. I look at the interpersonal theortes

of Martin Buber, the needs theory of Schutz and the social exchange theory of Homans.

In chapter 7, I discuss non-verbal communication. I examine the functions and the
categories of nonverbal communication. I also look at ways in which nonverbal communication

can be improved.

In chapter 8, I focus on small group communication. I look at the importance of

nteraction in small groups. I also look at the role of leadership in groups.

In chaprer 9, T discuss communication in the foundation phase. I emphasize the need for
co-operative learning in an OBE classroom. I also stress on the importance of listening in the

communication process.

In chapter 10, 1 look at the fieldwork that I conducted together with the data processing

techniques adopted.

In chapter 11, T discuss the results by examining and analysising data recovered from

questionnaires that were sent to the various schools.

In chapter 12, 1 present the conclusion to my research and make a number of

recommendations to problems identified.

14



Chapter 2
STATEMENT OF PROBLEMS AND RESEARCH METODOLOGY

PREAMBLE
In this dissertation I will apply the principles of organisational ‘communication to

foundation phase learning programmes. The purpose of this study s to:

Apply/analyse the princples of organisational communication as set out in Mersham and

Skinner’s New Insights into Business & Organisational Communication (2001)

Evaluate the methods of communication at present being used by educators 1n foundation

phase leaming programmes at selected prmary schools in the Lower Tugela District of the

Empangeni Region.

' Develop an effective model of commumication for foundation phase learning programmes
that will ensure that knowledge construction takes place in accordance with Qutcomes-Based

Educaton guidelines.

STATEMENT OF PROBLEMS TO BE ANALYSED

A range of communication skills plays a crucial role in educational renewal in South Africa.
Because institutions of leaming are organisations, organisational communication according to

predetermined objectives is central to effective communication in educational settings.

Principles of organisational management have to be employed in order for the switch from

traditional education to Outcomes-Based Education to be implemented successfully.

15



In the foundation phase the new approach to education essentially means focusing
instruction on three new learning programmes, ie. Literacy, Numeracy, and PLife-Skills. Each
learning programme integrates 8 areas of leamning of which the details are not at issue here. The
implementation of Outcomes-Based Education focuses on the achievement of clearly defined
outcomes for all learning arcas and thercefore also for every learning programme at every level,
hence the need for educators to be in command of an array of sop};isricated forms of
communication. A survey of methods of communication presently being used will be carried out at

50 randomly selected schools in the greater Lower Tugela District of the Empangeni region.

The main focus of my study will be on the forms of organisational communication
required for curriculum 2008 to succeed as a programme of cooperative learning. In particular, 1

will look at how the prnciples of organisational communication can be applied to foundation

phase learning programmes.

In the final phase of my research I will develop an effective method of communication for
foundation phase learning programmes which will help leamers develop the skills, values and
knowledge that they will need to achieve the specific and critical outcomes in Outcomes-Based

Education.
HYPOTHESIS TO BE TESTED

The following hypothesis will be tested in this study:

Educators at public schools in the greater Lower Tugela District have a clear understanding

of the orgamisational communication in the foundation: phase.

16



A1MSs

With the above problems and hypothesis in mind the following aims will be borne in mind

in the presentation of this thesis.

Aim1
To determine by means of a literature survey, mncluding an analysis of documentation from
the Department of Education, whether faalitators are aware of organisatonal communication

ptinciples in the teaching of Outcomes-Based Education.

Aim 2
To determine whar forms of communication facllitators are currently using at

systematically selected schools in the greater Lower Tugela District of the Empangeni region.

Aim3
“To formulate specific communicaton—based solutions to the problems identified in the

above survey.

RESEARCH METHODOLOGY

This rescarch will consist of a literature survey, followed by survey research among
systematically selected public schools n the greater Lower Tugela Distnict of the Empangeni

region.

Qualitative research methodology was used to analyse the responses from the various

public schools. The quantitative research was conducted in the following phases:

An appropriate questionnatre was constructed.
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Permission was sought from the relevant educational authonties in the Empangeni region
of the KwaZulu-Natal Department of Education & Culture for a voluntary, anonymous survey to

be conducted among foundation phase educators mn its circut.

The permission of Principals in the Lower Tugela District arcuit was sought for the survey

to be conducted among educators in their schools.

Questionnaire was dissemtnated and retrieved with the assistance of foundations phase

heads of departments at each school selected for the survey.

The responses on the questionnaites was encoded and analysed in the stadstical

programme SPSS 11.

In a subsequent chapter 1 will explain the ratonale behind the construction of my

questionnaire, and how I encoded and analysed the results of my research in SPSS 11.

VALUE OF RESEARCH

The value of this research will be in the documentation of the varous forms of
communication being used in schools at present, as well as the coordinated applicaton of

organisational communication panciples to foundation phase learning programmes.

SUMMARY

In this chapter 1 stated the problems experienced with regard to organisational
communication in OBE, with particular reference to the foundation phase classroom. Thereafter |

stated the aims of my research, and I indicated what research methodology I used to find solutons
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to these problems in order to meet the aims of my research. In chapter 3 I define the key concepts

concerning organisational communication in the foundation phase.
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Chapter 3

KEYy CONCEPTS

PREVIEW
In dus chapter 1 will define the key concepts relating to my research regarding the
application of organisational communication in the foundation phase classroom in accordance with

-Curniculum 2005, The purpose of this chapter 1s to introduce the main concepts that 1 will be

working with, and which I will analyse in greater detail in subsequent chapters.

FOUNDATION PHASE

This phase of learning includes leamers from grade R to grade 3. The average age of
learners in this phase range from six years to 9 years. The three main learning areas in this phase
include Literacy, Numeracy and Lifeskills. An integrated approach s an ideal way of teaching in the

foundation phase.

OUTCOMES-BASED EDUCATION

Van der Horst and McDonald 1997: 7 state that Qutcomes-Based Education is a learner-
centred, results-oriented approach to learmng Klopper 2000: 5 defines Outcomes-Based
Education as a form of constructivist education that emphasises the acquisttion of practical skills as
an integral part of knowledge construction. Chisholm et al (rev overview-doc) 2001: 20 state that
there are eight learning areas in the Revised National Curriculum Statement. The learning areas are
Language, Literacy and Communication, Mathematics, Natural Sciences, Technology, Social

Sciences, Arts and Culture, Life Orientation, Economic and Management Sciences.

20



Van der Horst and McDonald 1997: 13 state that objectives, competeficy-based education,
mastety leaming and critedon-referenced assessment together form the theoretical foundation of
OBE. An educator who acts as facilitator rather than 2 mere presenter of knowledge facilitates the

learner towards the achievement of outcomes.

Klopper, 2000b: 6-28 desctibes whole brain learning as the most suitable learning approach

in the OBE classroom because the full potential of the learner is activated.

In an OBE setting all leamers are perceived as being umique, and capable of success.
Leaming outcomes can be achieved through a varety of ways. Knowledge, skills, values and
attitudes are important to the holistic development of leamers. According to Spady (1994), the
fundamental aim of OBE 1s for all leamers to succeed, and school expentences are redefined as

preparation for life rather than preparation for more schooling.

Traditional Qutcomes-Based Education

According to Chisholm et al 2000: 11 Spady, one of the architects of OBE has stated that
traditional OBE encompassed negative elements of education, such as rote leamning, subject
divisions, content-based knowledge and summative assessment. Traditional and transformational

OBE would be depicted as opposite ends of the continuum.

Transitional Qutcomes-Based Education

Transiional OBE Hes between the two extremes of traditional and tmnsformational OBE.

According to Brandt 1994: http:/ /showcase.netins.net/web/fwr /spawilhtm, Spady’s transitional

OBE extends beyond the traditional OBE in that higher order competencies are emphasised — ‘it
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centres curriculum and assessment design around higher order exit outcomes’. Having graduates

who are broadly competent persons best reflects its vision.

COMMUNICATION

Williams 1992: 21-22 states that communication involves the exchange of meaningful
symbols (messages) among sources and recetvers via a medium. Most of out communication is
transactional, that is, it can be seen as a dynamic process by which we exchange messages to satisfy

our needs.

Accotding to Williams 1992: 13 communication can be interactive and transactional. The
most effective interpersonal conversations are highly transactional. That s, both individuals
participate equally in the exchange. The transactional quality of communication also extends to
situations that do not necessarily involve two or more individuals, for example, a reader of a
newspaper can write a letter to the editor, a viewer can call 2 TV sttion to complain about a

programme, or a listener can participate by telephone in a call-in radio show.
According to Mersham & Skinner 1999:2, “to communicate,” means:
To exchange thoughts, feelings and information
‘To make known
To make common

To present something that somebody else understands.
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Myers and Myers 1985: 18-19, describe communication as a sharing of meaning. To
communicate is to process stimuli from raw data into meaningful information. This creative act of
generating meaning performs the function of reducing uncertainty. The cues you select out of your
internal, physical, and social environment all serve the purpose of clanfying what an encountered

sttuation 1s all about so that you can adapt to 1t.

The major references do not define Communication Science as a discipline. Mersham and
Skinner 1999, 20012 and 2001b for mstance use the term without defining it. Communication
Science can be analysed as a systematic study of the codes, the modes, means and the objectives of

the different forms of human communication.

Intra Personal Communication

Intra personal communication 1s communication within and to the self. The internal self is
the part that makes you unique because it connects to your personality. The social self is the part
of you that interacts with others. Intra personal communication is thus communication within ones
self. One often reflects on events of the day, or works out a problem in our head. We ralk to
ourselves, and often wrte dianies of ourselves. We thus communicate with ourselves. Further

details will be examined in forthcoming chapters.

Interpersonal Communication

Interpersonal communication is communication between people. Usually this category is
taken to refer to two people mnteracting face to face. Face to face communication also takes place in
situations where there are more than two people present. Further detalls will be examined in

forthcoming chapters.
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Group Communication
Group communication is communication within groups of people and by groups of people
to others. Two divisions become apparent i this category, namely small group and large group

commuunication.

Small groups behave differently from pairs. Their interaction is face t0 face. Examples of
small group interaction include a family or a group of friends gomng out for the evening. A

committee meeting at work also constitutes a small group.

Large groups behave differently from small groups. Large groups often come together for
putposes that differ from that of small groups. Examples of large groups include an audience at a

concett or a business organization.

Mass Communication

Mass communication refers to communication received by or used by a large number of
people. Example of mass communication includes an open-air concert for a thousand people. Mass
communication involves a number of people, which ordinarily would not constitute a group. Mass

communication includes tele-communication as well as mass media.

ASSESSMENT

Teachers, like the rest of humankind, make assessments all the time. The 1998 Draft
Assessment Policy in the General Education and Training Phase: Grade R to 9 and ABET defines

assessment as follows:
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“The process of identifying, gathering and interpreting information about leamer’s
learning. 'The central purpose of assessment is to provide information on leamer achievement and
progress and set the direction for ongoing teaching and learning. OBE assessment is also a strategy
to motivate leamners to strive towards mastering the criteria, which define a specific outcome, so
that they gradually take control of their own learning. OBE is equally strategy directed at teachers,
empowering them with the professional skills of planning for and managing le-arﬂing in their own
classrooms. Assessment is therefore an essentially integrated element of the whole leamning and

teaching cycle, integral to Curticulum 2005.

CONCLUSION

In this chapter I defined the key concepts relating to my research regarding organisational
communication in an OBE classroom with particular reference to the social and individual
construction of meaning. The various categosdies of communication have been given due attention
with further details in subsequent chapters. Attention is also focused on the revised national
curriculum statement. In subsequent chapters, I will discuss how each of these concepts forms an

important part of Otganisational Communication with particular reference to foundation phase

learning.

25



Chapter 4

LITERATURE SURVEY
ORGANISATIONS AND EFFECTIVE COMMUNICATION

PREVIEW

In the previous chapter I outlined the key concepts that that I would be using in my
research. In this chapter I will present a more extensive literature survey of some of these concepts

that play a central role in Qutcomes-Based Education.

Communication in otganisations

Gelb 1969: 1 states that man has many ways of expressing his thoughts and his feelings. He
can give expression in a natural way to his joy by laughing or humming and to his sorrow by
weeping or moaning. In order to communicate thoughts and feelings there must be a conventional
system of signs or symbols, which when used by some person are understood by other persons

recetving them.

No organisation can function effectively if there is a lack of communication. An
organisation 1s a social grouping deliberately established for a certain purpose. Research conducted
indicates that a large patt of a working day is spent in the communication process. Thus the
importance of good effective communication can hardly be overemphasised. Van Schoor 1977:13
describes communication as the mutual exchange of ideas and interpretation of messages. He

emphasises that this mutual exchange of tdeas and interpretation of messages are not only the basis
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of all forms of communication, but are also at the root of man’s existence. Communication 1s a

way of life, an ontological concept of being.

The above disposition of the description of communication by Van Schoor’s, hi-lights four

concepts which are very significant. The four concepts may be summarized as follows:

Making contact— conveys the idea of interaction between individuals

Informing — implies thought, planning and intention on the part of the one that is

informing, also known as the commuanicator, source or transmitter.

Interpretation — points towards active participation on the patt of the receiver of the
message in all the communication events. The recetver has an mtellectual part to play in the

interpretation of the messages.

Mess. —15 at the heart of the meaning of communication, in other words it is what one
AL€S caning

person (communicatot) wishes to relay to the other person (recipient)

Most theotists who have a technical view of communication view communication as a
linear or one-way sequence of events from person A to person B. Other views will be explored in

subsequent sections in this chapter.

Effective communication

According to Van der Westhuizen 1995:206, the following can be considered as the

purpose for effective communicadon:

o To ensure the flow of information by conveying messages.
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o To publicise planning and objectives

o To ensure effective functioning of the organization.

o To inform people about what should be done, how it should be done and when 1t
should be done, thus to ensure effective delegation.

o To ensure the effective co-ordination of various tasks.

o To bring about mutual contact between people and tasks.

o To fadilitate gutding.

o To ensure an effective control structure.

Carl Rogers and Fntz Roethlisberger 1952: 174 argued that meffective hsterung is the
greatest barrter fo effective communication. Very often we say, “Go ahead, I'm listening” when,
although we hear a voice, the words are not listened to and 1.:he mind 1s not engaged. Listening is a
most difficult skill to learn. Perhaps this is because, throughout our lives, we develop improper
listening habits and become expert in the a!:t of not listening when appearing to listen, having an
interested expression when all the time we may be thinking about something entirely different. Real
listening 1s active in the sense that what 1s said 1s taken in, thoughtfully considered and if relevant
shapes future exchanges. According to Riches 1999: 175 a good listener listens with understanding,

‘looking for what is actually meant through inflexions and words that could be clues to hidden and
double meanings. Riches1999: 175 contend that active listening requires getting inside the sender’s
point of view. Because we arc different and have different purposes in our Listening we listen to
different stimuli and although we have “heard” the same message we are likely to assign a different

significance to it. Listening thus involves the filtering of a variety of samuli.
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Communication is an Activity

Du Plessis1991: 5, states that communication 1s not just about speaking and listening.
When we talk to some one, we actively engage ourselves to making sense of what the other person
is trying to say. In the hight of this statement it would thus be true to say that watching television,
for mstance is a passive activity. It can be argued, however that, just as the television filming group

are actively engaged in putting a programme together, so we are actively engaged in making sense

of the programme.

Communication hence follows a pattern or a series of steps, which may be called as the act
of communicating. Extensive reseatch conducted by Van Der Westhuizen 1995:206 indicates the

following steps in the communication process.

The source, transmitter or communicator

This is the source of an idea and may originate with a person or a group or may even be an

electrontc device.

Idea: communication is usually initiated with an idea or thought. This implies that there

should be something to say or transfer.

Coding (often referred to as encoding): This refers to the idea or thought that has to be
coded by the communicator so that the receiver is able to understand and interpret the idea or

thought. Faulty coding may result in incorrect interpretations of an idea. Signs and symbols are also

used in the coding process.
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Message: An idea is coded to convey a certain message. The idea is thus at the centre of the
message. The message conveys the idea or information thar needs to be transferred. The form of

the message is determined by two vadables, namely the channel and the medium, which conveys it.

Transfer

‘The message has to be transmitted in a certain direction through a specific medium. This

enables the message to reach the receiver or recipient.

o Channel
The channel indicates the direcion in which the message is moving or being
communicated. It connects the communicator with the receiver. There are vadous channels or
directions in which messages move or is received. Whether in small group, public or organisational
communication some communicators will have equal status and some will have unequal status.

Myers and Myers 1985: 22-23 state that you can relate to people either as equals or as non-equals.

These include:

Downward communication — this is when a message from the school principal reaches teachers
via the heads of departments-"fhis type of communication usually indicates an autocratic or

bureaucratic management style. Downward communicatdon is crucial to the function of an

OTganisation.



Figure 1 Downward Communication

Upward communication — This i1s when messages are transmitted upwards from the lower
levels. Thus upward communication flows from subordinates to super ordinates and depends on

the trust and confidence felt by the former towards the latter.

The above are non-equal relationships. Non-equal relationships include two different
positions. One communicator is in the supenior, one-up position while the other occupies the one-
down or inferior position. It is important not to equate the words ‘up” and “down” with “good,”
“bad,” “strong,” or “weak.” Non-equal relationships are often set by social or cultural factors as in
the case of doctor-patient, principal-educator, learner-educator, and parent-child relationships. The
one-up person usually defines the nature of the relationship, while the one-down person accepts

and goes along with the decision.

Horizontal commmnication — When communication occurs among equals in the same
department, the flow of information is usually swift and honzontal communication takes place.

Honzontal communication also helps solve problems and ensures common policies. In equal
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relationships, communicators exchange the same kind of behaviour. Mutual respect and 2 feeling
of parmership exist. Frends, peers, and colleagues are usual examples of relationships among
equals. Koontz et al 1980: 696 states for the sake of speed and co-ordination, information can flow

honzontally at certain level by means of informal meetings, notices and so forth.

| Figure 2 Horizontal Communication

Apart from the formal channels mentioned above there are also informal channels of

communication. These include:



o Medium
Vanous media can be used to communicate in a channel of communication. This means
that the message can be carried through various media in a specific channel of communication. The

medium is thus the beater of the message. Two distinct types of media are apparent:

Verbal communication — may be of a written or oral kind and may consist of verbal messages,
circulars, meefings, intercoms or class visits. Telephones, radios and the electronic media can be
used as appatatus in verbal communication. Steinberg 1998: 483 states that communication in
relationships follows a pattern of soctal penetration, 1 which the breath of topics and the depth of
discussions tend to increase dunng the course of the relationship. At first we tend to talk about
fairly superficial things. Gradually, we increase the depth and breath of what we are willing to talk
about. Gender differences appear to exist in communication pattems, content and styles. These
differences can interfere with effective communication. For example, later adolescent and young
adult males prefer to talk about cars, and sport, whereas females in this age group prefer to talk

about feelings towards parents, close friends, and shopping.

Non-verbal communication — use may be made of facial expressions, body language, eye
contact, gestures and appearance. Many of us do not realise how much our nonverbal behaviour
influences other people’s perception of us. Nonverbal communication plays a very important role
in our lives, to an extent that many large compantes hire professional consultants to teach their
employees how to project the “rght™ image to chents. Nonverbal communication is examined in

detail in subsequent chapters.



Receiver

The receiver is the person or group receiving the message or who becomes aware of it and

must interpret it. Receiving the message is beyond the control of the communicator.

o Decoding (Interpretadon)
The transmitted message, which is received by ear or eye, is decoded hy the recerver’s mind
into thought, a similar action occurs with the communicator. Decoding takes place according to the
recipient’s own frame of reference. Because of the vanous frames of reference, people attach

different meanings to messages.

o Feedback
Feedback refers to the reaction to a message and may determine how successful the
transfer and interpreation of the message was. Feedback forms the basis of identfying faulty
interpretations of the message and making the necessary adjustments. One way to obtain feedback
is to listen or observe how the message is interpreted or executed. This is to determine the

recipient’s reaction to the message.

Figure 3 The “iriptych of communication” (Mersham and Skinner 1999: 7)
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Communication cannot take place unless all of the elements as shown in the above figure

are present.

Communication is an exchange of messages

What is very evident is the fact that when be communicate, we actually exchange messages.
We give messages and we receive them. These messages that are assimilated into our minds, are
interpreted, stored or acted upon. We receive messages about all sorts of things in our daily lives.

Du Plessis1991: 23, hi-lights the following functions of messages:
To warn, to advise, to inform, to persuade, to express opmions and to amuse.

Messages in its broadest sense, is held to cover a wide range of communication forms and
media. Maps give us a message about the area of land they depict. Graphs can give us messages
about the increase or decrease of the number of items sold in a shop. Photographs give us a
message about what people look like in other countries. A piece of music also conveys 2 message
from its composer, perhaps about an experence, 2 mood or feelings. Thus when we receive a

message we are involved in an exchange process, just as when we make messages ourselves.

bols £,

| Figure 4 The Communication process ( Mersham and Skinner 1999: 10)
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The above figure displays the interactive namre of the communication process.

Communication is a part of Sharing

According to Du Plessts1991: 24 communication forms and media carry messages that
allow us to share thoughts, feelings, opinions, information and experiences with others. Thus our
everyday communication is also about emotions, attitudes and beliefs. Sharing affects many aspects
of our lives, including the time we spend at work. At work we also frequently concern ourselves
about what people think about us, and we of them. Time is often spent exchanging personal
background and experiences. Research has shown that how well we deal with “job messages”
depends on how well we are exchanging “personal messages”. Thus sharing forms an important

patt of the communication process.

Overt or Covert messages

It often occurs that some messages are clear and obvious, while some are hidden and not
so obvious. It is essential that we look carefully at what is expressed in the communication process.
Sometimes a piece of communication actually intends to hide some of its messages. How good it is
at doing this depends on how sharp the recetver 1s at decoding the communication. An example of
this could be an advertisement where the message overtly says, that this is a good long lasting
carpet cleaner. The message could also covertly indicate that you are not a very good mum to your
family unless you buy this brand of carpet cleaner. The advertisement thus also conveys opinions
aboﬁt what the advertiser suggests good mums should do. Sometimes there are hidden messages in
a piece of communication, which are not intended by the sender. For example, a friend might tell

you overtly that she has not been out for the past three weeks and hasn’t seen many other friends.
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What she could be saying covertly is that she is lonely and wants some company. This thus

ilustrates that there may be more to a piece of communication than is apparent at first glance or at

first hearing,

Multdple messages

‘Communication usually involves the exchange of more than one message at a time. Du
Plessis1991: 26 contends that there are overt and covert messages in a piece of communicatton.
With this in mind, communication 1s not the simple passing back and forth single messages.
Communication usually takes place through multiﬁ;le channels. As per the example above the
advertiser probably communicates through speech and non-verbal communication. It is apparent
that where people are involved, it is often the non-verbal channel, which carries the convert
messages. With this in mind, we can conclude that when we communicate we certamnly exchange

messages, in the plural.

The nature of messages

Messages are not just about what is said. They are about how things are said, and about
what channel or code is used. D.K.Betlo, an American writer, refers to this when he describes the

message in three parts, the cod, the content, and the freatment.

He further points out that everything we know or experience, mcluding communication
from others, can only enter our consciousness via onc or more of the five senses — sight, hearing,
touch, taste and smell D.K.Bero, nghtfully contends that our knowledge, atttudes,
communication skills and cultural background affect how we communicate with others. Thus our
effectiveness as communicators depends on what we know, our attitudes, how good we are at

communicating and how we have been brought up to communicate.
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Signs and Meanings

Many theotists point out that communication is all about the giving and receiving of signs
which have meanings attached to them. This actually means that when we speak with someone, we
are actually making signs at him or her. As long as they know what these signs mean, then they can
decode them and the message will have been put across. The same would be true for any form of
communication. A non-verbal sign might be a wink, meaning, “Don’t say anym(;re, 1t’s our secret”.
A picture sign tnight be 2 low camera angle, meaning this person is important and dominating. A
musical sign might be a black mark (crochet), which means play this note for a 7speciﬁc length of

time. This page is covered with signs, called letters and words. It can be read to establish meaning,

Meaning
A sign can only be a sign if we assign meaning to it. Problems however can arise. Four

identified problems include:

o To say that something is a sign doesn’t tell you what it’s meaning is.
© The same sign can have different meanings in different places or at different times.
©  One sign can have more than one meaning.
o The same sign can mean different-things to different people.
The answer to the first problem is that we learn to connect 2 51gn with a meaning. We leamn
to do this through our parents and friends, as part of growing up. We are also taught formally at

school

We further go on learning more about signs and their meanings for the rest of our hves.
Signs are useless unless we know the meaning. This 1s why archaeologists have spent many years

trying to decipher or decode some ancient scripts.
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Leamning the “rules” for the rght place and the right time must also solve the second
problem. An example to illustrate this is, raising your hand to greet an English person. To a Greek,

the same sign looks suspiciously like an msult. Putting your hands around someone’s shoulder

signals different things according to the sitvation that we are in.

The third problem could be illustrated by the use of a word, example “bow”. As a sign on
its own it could refer to the action of bending the body, and as an object which projects arrows,
and an object which is drawn across the strngs of musical instruments. Knowing all the possible
tmeans of the sign does not help, even though it is a lot better than having no idea at all of what the
word means. We often understand the meaning of a sign from other signs around it. It is often
argued that if communication is about the exchanging of signs, or the giving and receiving of
meanings, then the ability to use a wide range and number of signs is lhkely to aid in the

commurnication process.

Even when people are speaking the same language in the same place at the same time, signs
can still mean different things. It is essential that we learn a wide variety of possible meanings for

signs and use these signs in the correct situation to indicate our intendons.

Codes i

It is an established fact that when we communicate through signs we in fact use codes.

Du Plessis 1991: 29 defines a code as a system for using signs. This system is based on
rules and convendons shared by those who use the code. The “morse” code identifies itself
literally. It is a code of long and short electrical signals, which stand in place of other codes and

signs, such as the alphabet and wnting or numbers. An example of code includes speech, which is a

39



series of sound signs, which forms a code that we know as the spoken language. The act of
speaking involves knowing which sign goes where. Failure to pronounce or spell a word indicates a
failure to communicate correctly. However, there are instances where a word is only slightly mis-
spelt, but the meanmg is nevertheless conveyed, which is largely due to the organising power of
conventions. Because we know how words should be spelt we can work out what a mis-spelt word

is probably intended to represent.

CONCLUSION:

In this chapter I discussed the role of communication in orgamisations and what effective
communication is. I gave an explanation of how comtunication takes place. I also hi-lighted the
purposes of communicaton. [ included a general synopsis of verbal and nonverbal communication

as part of my discussion.

In chapter 5, T look at intrapersonal communication.
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CHAPTER ;5

INTRAPERSONAL COMMUNICATION

PREVIEW

Intrapersonal communication is commumication within and to one’s self. You are the only”
participant and the messages usually involve your thoughts. We constantly try to solve problems by
communicating to ourselves. In this chapter I look at the varous aspects of ntrapersonal

communication and how important a role it plays in our daily hves.

Intrapersonal Communication

Cronkhite 1986: www.usm.maine.edu/~com/intrabook /founda~1htm#ZShedlet skv states

that mtrapersonal communication concems the processes of assigning meaning (e.g,, the mental
structures and the retrieval processes of metnory) and the products of assigned meaning (e.g.,
schemata, labels, and memories or more genenlly, representations). This view of communication
places emphasis on the interpreter (the receiver). No interacting is required. Since educators are the
people who make learning possible, their own attitudes, beliefs and feelings with regard to what is
happening in the school and in the classroom are of crucial importance. Intrapersonal
communication on the part of leamers also heli;s in resolving problems when leamers think out
aloud. Self-talk could be positive as well as negative. Positive self-talk could occur when we have
accomplished a task we have set out to do. Negative self-talk could occur when we have
experienced fatlure or have done something silly. We often communicate intrapersonally when

there are important dedsions to be made.

41



The Self

The concept of self describes who and what we think we are. The self is also composed of
many parts. According to Steinberg 1999: 75 the intemnal self is the part of you that makes you
unique because it is connected to your personality. The social self is that part of you that mteracts
{communicates) with others. The internal or private self is the “real you”. It is that part that you do
not always let others know about you. The public self is the part that other; “see” when they
interact with you. Steinberg 1999: 175 emphasiscs that we all have many public selves. We carry
ourselves differently in the presence of different people. The inner or private self is important as
regards our relationship with others. Other people are important to our understanding of our self,

because the inner self develops and changes as others influence us. An individual can work towards

self-growth and change if there 1s something about ourselves that we dislike.

The Outcomes based curniculum can be adapted to suit the learners, rather than have the
learners fit into the curticulum. An OBE curriculum is morte flexible than the traditional curriculum
and maiies allowances for vanations in learning rates, pace and style. It thus give due recognition to
the uniqueness of learners. The educator thus has at her leeway the mechanisms to recognise the
variable ability of all learners and to accept them for their strengths and weaknesses. The educator

needs to create an environment where all learners feel accepted.

Perception

The concept perception often brings to mind the five senses. That 15, hearing, sight, touch,
taste and smell. The senses provide us with a great deal of mformation about the world and the
people around us. We are imbued with the gift of being able to store perceptual information in our

memory. We are able to reshape and recall information from our past experiences. It is an
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established fact that a child who is born blind will grow up with a different perception of the world
when compared with a child with normal sight. Steinberg 1999: 77 states that child who is bomn
deaf and blind will have a different perception of people. We also have different perceptions of
people around us. Two people may witness an incident, but when the incident is related, it could be
difficult to beheve that the two people were in the same place. Stmilar scenarios could develop
when a person relates occurrences or impressions of a conversation. No two pt;rsons views will be
pecessarily the same. Experiences and pror leaming influence our perception and views of others.
In the light of this statement it is safe to state that our perception of what has happened and what
is happening are sometimes so inaccurate that they give us the wrong impression of people and
events around us. Others could also misjudge us and make completely wrong assumptons about

us. Steinberg1999: 77 states that the two major causes of this sort of distortion are largely due to

perceptual inaccuracies and the fact that any perception process is always subjective.

We all play an active role in the process of perception. A key factor on as to how we view
the woﬂd is dependent on information and our experiences. In our daily Iives we constantly
experience incidents that are bound to impact on our hives at a later stage. We however do have a
tendency to be selective of information, which.supports our existing beliefs, attitudes and values.
Steinberg 1999: 78 contend that we tend to ignore those experiences that contradict our existing
attitudes, values and behefs. When we communicate we also make choices. We tend to allow
ourselves to be open to some information and we also tend to exclude information that we do not
conform to. The concept of selective attentton comes into play when we as individuals see what we
wanf to see and hear what we want to hear. Our interests and needs influence our selective
attention. A keen soccer player will hear all the statistics during a sports broadcast while a person

who 1s not interested will only hear the broadcaster’s voice. The same could apply to the driver of a
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bus. The drver has to pay attention to all the road signs as well as the pedestrians and other
vehicles, but the passenger may take little or no note of these because the passenger does not need
to notice them. A similar situation could occur when at a meeting. We may selectively attend only
to those aspects that pertain to our section of work. We may lose attention when aspects are

discussed that we view as irrelevant.

Intrapersonal communication and self-concept

Qur past expenences contribute to our knowledge and influence what we think, feel and
belteve. Steinberg 1994: 39 states that self-concept can be described as everything that people think
and feel about themselves. Our relationship with others mfluences our self-concept of curselves. If
we receive positive messages from others, our self-concept will be positive. If we receive negative
messages from others, then we will have a negative self-concept of ourselves. People with a

negative self-concept often speak negatively, because they feel inferior to other people.

Examples of negative comments could include:

“You have no sense of responsibility.”
“1 don’t know what’s wrong with you - you never do anything night™.
“You never appreciate anything I do for you”.

Examples of positive comments could include:

“You're so pretty and you always look so nice and tidy”.

“It was very considerate of you to help with the washing”.



“Well done, you have worked very hard”.

Improving our self concept

Most of us would like to improve the image we have of ourselves. The best way of
improving our self-concept is to pay attention to, and act on, both the positive and the negative
feedback we receive from others. Positive messages make one feel accepted, worthwhile, valuable
and significant. Negative messages on the other hand make on feel small, worthless, left out and
Vinsigﬂiﬁcant. In order to mmprove one’s self-concept, one needs to feel positive about one’s
appearance, capabilities and impressions that others have of you. The self-concept that one has as
an adult is often built up from parents, teachers and friends’ views of you since childhood. The role
of the teacher in creating a positive self-concept of the learner cannot be over-emphasised. The
fundamental aim of OBE s for all learners to succeed, and school experiences are redefined as
preparadon for life rather than preparation for more schooling (Spady, 1994). We need to

constantly monitor the feedback that we recerve from other and modify our behaviour accordingly.

Perception of others

We often form perceptions of people we come into contact with. We use the way someone
walks, dresses, speaks and even the car they drve to label him or her. It often occurs only after
closer investigation that we reahse that the young man who drix%:s a sporty car 1s in fact a
pharmacist with a double doctorate or the lady who wears a variety of Eastern wear is actually a
very widely travelled researcher in the educational and cultural field. What becomes apparent is that
we cannot rely solely on the evidence of our senses in forming perceptions of others. At times our

perceptions of people are so inaccurate that our understanding of people and situations is distorted.
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As educators we need to become aware of how inaccuracies in our perception of others occurs and

how we can assist to help improve our relationships.

PERCEPTUAL INACCURACIES

Perceptual inaccuracies include the following:

Emotional state

The feelings people experience at a particular time affect the nature of percepton.
Steinberg 1994: 41, states that first impressions are especially vulnerable to fluctuations in moods.

When one feels irritable, ones perception of others is generally more negative than if one had a

good day.

Stereotyping

According to Steinberg 1999: 82 stereotype is the term used to describe the mental picture
we form, and the behaviour we display when we classify people according to a general type of,
rather than actually paying attention to the individual person. Our first impression often creates the
stereotype, especially when we attach fixed meanings to their nonverbal messages. Stereotyping
provides a convenient way for summing peopie up, but 1t can be very Iimiting and cause us to
artive at conclusions which are not only wrong, but have negative consequences for interpersonal
relationships. Jane, for instance, has been told that all accountants are dull and boring. When she
meets Nisha, an accountancy student, she automatically perceives her as dull and boting without
taking the trouble to get to know her. Stetnberg 1994: 42 states that to avoid the tendency to
classify people, we need to make the effort to regard them as individuals: “relationships are formed

with indrviduals, not with stereotypes™.



The OBE system, in contrast to the old curriculum, 1s designed to have the capacity to
respond to diversity in leaming needs, based on a belief that all learners can learn successfully. All
learners are understood to possess unique individual characteristics. It 1s important that the
educator try to recognise leamers as unique bemgs with the inherent ability to succeed and not
adopt stereotype vision of learners. Instruction therefore requires inherently differentiated teaching
based on the leaming charactenistics of the learning population. Mixed- abilit}: teaching requires a
diverse range of straregies. If all learners are regarded as having particular personal learning needs,
teaching requites the identification of leamer’s strengths concurrently with assistance in
overcoming particular weaknesses. In the information age the teacher’s role has changed from the
transmitter of knowledge to that of a mediator / fadilitator who encourages leamers to construct

their own knowledge and become independent learners.

Selective perception

People often choose mnformation according to their existing attitudes, values and béliefs.
They are thus selective of information. This impiies that people see what they want to see and hear
what they want to hear. For instance, you may tend to think highly of people you like, and perceive
only the positive side. The negative traits of that person, which may be apparent to other people,

are often overooked or ignored.

Improving the accuracy of your perception

Human beings as unique individuals perceive everything and everyone in the environment
in a personal and subjective manner. Verderber 1990: 51-54 provides valuable guidelines for the
construction of a more realisic impression of others and for assessing the validity of one’s own

perception. These guidelines include:
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Active guestioning of the accuracy of your perceptions: People often act on their perceptions as
though they were reality, saying, “I know what 1 saw”. Recognising the possibility of error

motivates one to seek further verification and to avoid erroneous impressions.

Seek more information lo verify perceptions. We need to make an effort of gather more

information about people that we meet to determine whether the onginal perception is accurate.

Talk to people with whom you are forming perceplions: The best way to get information about
people and to know them is to talk to them. The likelihood of creating a more accurate perception

is increased by the communication.

Realise that the perception of people need to change over time: People’s attitude and behaviour often
change, and one’s perception of them need to change accordingly. It may be easier to hang onto
one’s original perceptions, but communication based on outdated, inaccurate perceptions can be

more costly than revising one’s perceptions.

Check perceptions verbally before proceeding: In order to prevent drawing the wrong conclusions
from other people’s nonverbal behaviour, it becomes important to make perception checks, a
verbal statement that reflects ones understandix;g of the meaning of other people’s nonverbal cues.
If someone speaks to you in a sharp tone of voice, you could enquire, “From the sound of voice, |
get the impression that I have done something wrong. Have I?” The question asked forms part of
the perception check. The person could well be annoyed with you, but the perception check may

lead to a discussion and resolution of the problem.
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PURPOSES AND NEED FOR COMMUNICATION

Physical and psychological needs

We communicate with others because we have a basic physical needs to fulfil in order to
survive (food, watet, air, shelter) we need to communicate in order to obtain food or to rent a
house. Psychologists have established that people need contact with other people just as they need '
food, water, air and shelter. According to Verderber (1990) most of us would suffer serious
-consequences including hallucination and a loss of our sense of time and space if we could not

communicate.

Relationships
One of the prime purposes for communicating is to develop and mamtain relatonships
with others. Wilson (1989) describes a relationship as any connection, involvement or association

between two people. We need the love and fnendship of friends and family, and the cooperation of

those in our work and social groups to feel secure about ourselves.

Information

We cannot function in our society without information. There are vanous reasons as to
why we communicate and share mnformation. ‘We obtain some of our information through
observation, some in conversation, and some through the mass media. For instance, observing an
experenced colleague perform a task may give more information about improving work skills than
studying 2 manual To find out the time a particular flight is leaving we telephone the airport

personnel. We read the newspapers to find out more about happenings in other parts of the world.
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Decision-making
One of the most important purposes for which we require information is the decision
making process. Some of our deasions are made unconscously. Other decsions are made mn

cooperation with others. We communicate to obtain and share information that enables us to make

informed deasions.

Persuasion

In many situations we communicate to persuade others to think the way we think or to
change an attitude or behaviour. In today’s world of high technology, the mass media are used
extensively for persuasive purposes. We are bombarded with persuasive messages on a daily basis
by advertisers who make a determmed effort to persuade us to change our buying habits through

constant exposure of their goods and services.

NEEDS THEORIES

Each of us has our own individual set of needs that motivate our communication and our
responses to messages. I look specifically at Abraham H Maslow™s hierarchy of needs. Maslow’s

classification provides a theoretical background in which to understand the nature of needs.

Maslow identified five basic human needs that motivate behaviour: survival, safety, social,

esteem and self-actualisatton needs. Maslow contends that our needs follow a hierarchical order.

"This hierarchical order may be tllustrated as follows:
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Self -achualisation

Esteem and ego

Social or belonging

Safety or security

Physiological

Figure 5 Maslow's needs hierarchy (Gray and Starke 1988: 109)

Maslow mdicates that the most basic of all needs s self-preservation, or survival needs.

These mclude the need for food, water, and sleep and may also include eaming enough money to

teed your family. The illustration below further serves to re-enforce figure 5 above.

Love
Securitv 7
Safety Socialisation
Physiological Protection Feeling of
against: belonging
uncertainty, Acceptance
Food %oss of Friendship
Clothin o
Shel g sickness,
i physical
Rest/peace danger

Appreciaﬁon
and self-
respect

Pride -
Power
Achievement
Prestige
Career Status
Self-
confidence
Self-respect

Refined,
“higher”
needs; self-
realisation

Fulfillment of
potential
Achievement
of ideals which
is regarded as
highest priority

Figure 6 Maslow's hierarchy of needs (Westhuizen1995: 196)
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According to Maslow’s theory, there are four types of needs that must be satistied before a
person can act unselfishly. Maslow 1991 s sfiver vl com stated that the upward climb 15 made,
by satisfying one set of needs at a time. The most basic drives are physiological. After that comes
the need for safety, then the desire for love, and then the quest for esteem. We're driven to sétisfy
the lower needs, but we’re drawn to meet the higher one. Maslow referred to the four lower needs

-

as "deficiency needs” because their lack creates a tension within us.

Maslow’s hierarchy illustrates the need for communication in satisfying the basic needs that
motivate our lives. It also dlustrates, 1o a large extent, our needs determne the type of relatonships
we form and what we communicate about. We fo@ relationships, for instance, to satisfy love and
esteemn needs. We also commumnicate to satisfy more fundamental needs such as purchasing a house
or applymng for a job. At the highest level of needs, after all other needs have been satsfied, people
tend to seek relationships m which they can communicate less about material needs and more

about 1ssues such as politics, art, knowledge, or justice, in order to feel self-actualised.

CONCLUSION

In this chapter I explored the process of perception, ways we select, organise and interpret
the information that reaches us through our‘se_nses. I also considered the wmfluence of perception
on our understanding. An unportant aspect of perception 1s the effect 1t has on our impression of
our-selves and our relationships with others. 1 also outline some guidelines for improving the
accuracy of our perceptions. I make particular reference ro Maslow’s hierarchy of needs to hi-light

the need of hurman beings and the role that communication plays in having these needs realised.

In the chapter six I look at nterpersonal communication.
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Chapter 6

INTERPERSONAL COMMUNICATION

PREVIEW

Communication forms the basis all our interpersonal relationships. Sociologists have noted
that, as modem soclety becomes increasingly technological and impersonal, people seem to place a
greater value than ever on meaningful relationships in their everyday hves. Stewart 1990: 7 states,
“the quality of your life is directly related to the quality of your communication”. This concept 1s

further re-enforced by Satir 1972: 30 in the following word:

“Once a human being has arrived on this earth, communication 1s the largest single factor
determining what kinds of relationships he makes with others and what happens to him in the

world about him™.

MARTIN BUBER’S THEORY OF INTERPERSONAL RELATIONSHIPS:

According to Buber (1964), the basis of human existence 1s that people are communicating
beings. Individuals are constantly in the process of communicating with the world, thereby making
sense of the sttuaton in which they find themselves. Others individuals are also part of our world
and we enter into relationships with them. Buber states that it is the nature of the relatonships that
people form, which determines their mode of existence. The meaning that life holds for us arises

from the type of relationship we create with other people.

Buber describes two types of interpersonal relationships:

I-you relatonships
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I-it relattonships

I-you relationships

In this type of relationship, partners approach each other with mutual respect, sincerity,
and honesty, with the intention to become subjectively involved in a rectprocal relationship. Buber
says the I (communicator) reaches out to the you (recipient) with his whole-being and the you
responds with his whole being. Each party reveals the person that she/he really is and not the
image of herself/himself she/he would like to ha%e. Each communicates his/her own feelings,

thoughts and beliefs, not opinions he has heard from others.

In addition to revealing herself/himself as she/he is, the I also accepts the other as the
unique individual that she/he is. Buber states that in such a relationship, a space opens up between
people, which he refers to as the inter-human domain and 1t is here that dialogue unfolds and ‘yox”
and ‘T” become “we”. This dialogical relationship is based on intersubjectivity, that is, the
participants acknowledge the differences between them while striving to come to an understanding
of each other. Although the “#¢” relationship 1s charactenised by involvement, equally ir;lportant m
the relationship is the idea of distance, meaning that even in the closest relationship each partner
tetains her/his individuality. In the inter-human domain each participant acknowledges the other as

a unique individual and simultaneously reaches a deeper understandin-g of herself/himself.

The I-it relationship

‘The main idea in this relationship is that the amitude of the “T” i1s that her/his partner in
communication is not an equal subject in the relationship, but an object to be manipulated for
personal gam. This 1s not a dialogical relattonship. The mtention of the “I” in this instance ts to

convince the other to her/his way of thinking without taking into account the views and the needs
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of the othet, as in a dialogue. The communicator is conducting a monologue, a conversation in

which only his point of view and needs are considered.

Buber uses words like self-centred, pretence, domination, exploitation and manipulation to
describe the above relationship. He further emphasises that it is not a relationship of trust,
openness and reciprocity, but one in which the communicator uses the recipient to achteve his own

ends.

Bubet acknowledges that in order to survive in the modern world *T-#” relationships are
unavoidable. He further contends that one should not allow the ‘7-#” relationship to overtake one’s
life. ‘T-##” should always remam subordinate to ‘I-you”. Ultimately, however, the type of relationship
and mode and mode of existence that predominates i each person’s life remains the choice and

responsibility of the individual herself/himself.

EstabLishing and maintaining Interpersonal Relationships

Relationships often develop because people are inttally attracted to one another by physical
and personality factors. We do not usually form close relationships immediately upon meeting
someone, rather we grow mto a relationship gradually by getnng to know more about another
through communication. As the relationship develops, we leamn about the other person as well as

our reasons for forming particular relationships.

Steinberg: 1994: 82 contends that no single characteristic or factor can describe the
complexity of interpersonal relationships. Theonsts have proposed a vanety of factors in the srudy
of interpersonal relationships. Steinberg hi-lights the following three factors that play a prominent

role in influencing the nature and quality of relatonship:
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The degree to which people are able to satisfy each other’s interpersonal needs,
Their ability to disclose information about themselves,

And the degree of assertiveness with, which they express feelings in their relationships.

Interpersonal Communication and Needs

There ate a few theories that have been developed about interpersonal needs which

| provide a way of understanding why people behave the way they do. These theortes help us to gain
deeper knowledge of ourselves, our motivations for behaving in certamn ways, and the manner in

which we communicate. Steinberg 1994: 83 contends that by understanding other peoples’ needs

and motivatons, we are more likely to 1dentify communication prionties, Jearn how to attract and

hold their attention, and express ourselves in ways they understand. As the relationship between

two people grows, and they learn more about the needs that motivate them, it becomes easiet to

express themselves i ways that the other will understand.

Two theodes that have particular reference to my study are those of Schutz’s-(l‘)SS) and
Homan’s (1959). Schutz’s theory makes particular reference to the social grouping in relationships,

which has a particular beaning to my study.

SCHUTZ’S INTERPERSONAL NEEDS THEORY

One of the major points of departure of Schutz’s theory is that people need people. He
contends that the drive to develop interpersonal relationships with others 1s to satisfy three basic
human needs, namely inclusion, affection and control. We all have these needs in varying degrees

and express them i different ways.
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Need for Inclusion:

The need for inclusion reflects a desire for social contact. Schutz’s finding include the fact
that we need to be in the company of others and to establish and maintain a feeling of mutual
interest with them. When the need for inclusion is met, we tend to feel accepted, understood and
worthwhile. He further contends that when this need is not met we tend to feel lonely and -
unwanted. People differ in the amount of interaction that will satisfy their need. Schutz describes

individuals who prefer limited interaction with others as undersocial. Oversocial people on the

other hand are individuals that prefer an abundance of interactions.

Trenholm {1991) indicates that in reality people are able to balance thetr need for inclusion
and prvacy and that most people are adaptable-social beings. According to Schutz, relatonships
function best when people are able to achieve a balance between the need to be alone and to be

with others.

Need for Affection

Schutz(1958) found that we all need opportunites to show affection for others as well as
receive affection. This need is reflected in the development of emotionally close relationships in
which affection is shown and expressed both verbally and nonverbally. People express varying

degrees of this need by displaying different behaviours. There are two extremes of people in this

category:

The anderpersonal individuals who value privacy and seem to have little need for affection,
who avoid close tes, keep their feelings to themselves, and who may respond with hostlity to

those who want to display affection.
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On the other hand there are the orerpersonal individuals who have a high need to be in close
relationships with others. They tend to confide in all the people they meet, express their feelings
openly and freely, and expect others to respond in the same way. Between these extremes are the
personal people who are able to express and recerve affection when desirable, but can maintain a
distance when necessary. Schutz maintamns that the personal people are able to handle both close .

and distant relationships more comfortably than the #nderpersonal and overpersonal people.

Schutz’s theory contributes to our understanding of our interpersonal needs and helps us
to make sense of our relationships. Schutz also contends that the most successful relaionships
develop between people who are not extreme in their interpersonal needs. The theory that focuses

on why we maintain some relatonships and terminate others is Homan’s social exchange theory.

HOMAN?’S SOCIAL EXCHANGE THEOQRY

According to Homan (1959), all social interaction involves some sort of exchange or barter.
The following examples are cited to tllustrate this concept; we may offer help to someone for
gratitude, talk in exchange for frendship, or love in exchange for secunty. In other words we in
actual fact exchange one interpersonal need for another. In making this kind of bargain, we tend to
calculate the rewards we are likely to receive and the costs we will incur on our investment.
Trenholm(1991) states that just as people pay for goods and sendceé, they calculate the profits and
losses in a relationship and decide either to pursue or terminate it. In terms of Homans’s theory a
reward or profit is any positive outcome resulting from the relationship. Rewards, however always
involve some cost or payback. For example, in order to acquire the reward of a promotuon at work,

you might have to give up some degree of freedom. The payback for the promotion could be that
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your social activities are curtailed and your relationship with others consequently detertorates. The

cost of maintaining one relationship might be that you have to give up the other.

In the same way, we calculate the costs incurred in maintaining our relationships and tend
to terminate those, which have a negative outcome, those that create unhappiness, dissatisfactton
and problems rather than happiness, satisfaction and pleasure. The socal- exchange theory implies |
that we will work to maintain a relationship only as long as the rewards or profits we perceive for
~ ourselves are greater than the costs. According to this theory, no interpersonal relationship

continues for very long unless both parties think they are making a profit.

INTERPERSONAL COMMUNICATION AND SELF-DISCLOSURE

Another way that interpersonal communication mfluences our relattonships and allows us
to gain a deeper understanding of ourselves and our communication behaviour is related to the
amount of information we disclose in our interpersonal relaionships. A model that helps to assess

the amount of information we disclose is the Johard window, named after two psychologists,

Joseph Luft and Henry Ingham.

THE JOHARI WINDOW

Mersham and Skinner 2001a: 124 state that the self—clﬁsclosure is about revealing
information about the prvate self to other people. It is essential in the development of close
interpersonal relationships. Revealing information to another that he already knows is not self-
disdosure. Self-disclosure relates to our deepest feelings or intimate thoughts. There are some
relationships in which we are comfortable enough to allow people access to our most intimate

thoughts, and others in which we keep our thoughts and emotions to ourselves.
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A model, which helps to assess the amount of information we disclose, s the Johar

window.

KNOWN TO NOT KNOWN
SELF TO SEL¥
; o
INOWN | P
TO i Open | Blind
OTHERS| P
r 70 2
NOT o o
kvown | Hidden | Unknown
TO | 3 4
OTHERS| L
¢ P /
Figure 7 Johari Window (Steinberg 1924)

The window is divided into four panes or quadrants, which represent your different selves,
and explains how each self relates to other people dunng communication encounters..According to
D=Vito (1989) the size of each pane 15 determined by your own and others’ awareness of your

behaviours, attitudes, teelngs desires, motivations and tdeas.

The Open Self (Arena)

The open pane is the most public area. This section reflects openness to the world and 2
willingness to be known. It comprises all the aspects that are known to you and others. Mersham
a-nd Skinner 2001a: 124 refer to the Open Self as the Arena Mersham and Skinner 2001a: 124

contend that this region 15 most conducrve to effecuve interpersonal relationships and

COMMICANOn.
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In this setting all of the information necessary to carry on effective communication 1s
known to both the communicator (self) and the recetvers (others). For a communication attempt
to be in the Arena region, the parties involved must share identical feelings, data, assumptions and
skills. Since the Arena is the area of common understanding, the larger it becomes, the more
effective communication is. According to Luft (1970), the smaller the first quadrant, the poorer the

communicaton and the relationship.

The Blind spot

According to Mersham and Skinner 2001a: 124 when others know relevant information
but the self does not, a Blind spot area results. This consttutes a handicap for the self, since one
can hardly understand the behaviours, decisions, and potentials of others if one does not have the
information on which these are based. Others have the advantage of knowing their own reactions,
feelings, perceptions and so forth, while the self is unaware of these consequently interpersonal
relationships and communications suffer. DeVito 198%: 56 points out that while communication
and interpersonal relationships are generally enhanced as the blind area becomes smaller, we should
not force people to see themselves as we see them because this could cause serious trauma. DeVito

(1989) states that a certain amount of blindness is part of any successful relationship.

The Hidden Self (fagade)

Mersham and Skinner 2001a: 124 state that when the self knows information, but this
information is unknown to others, a person (self) may react with superficial communication, that is,
présent a false front or facade. Information that we perceive as potendally prejudicial to a
relationship or that we keep to ourselves out of fear, desire for power, or whatever makes up the

facade. This protective front, in tum, serves a defensive function for the Self. Such a situation is
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particulardy damaging when a subordinate ‘knows” and an immediate supervisor “does not know’.
The Facade, like the Blind spot, diminishes the Arena and reduces the possibility of effective

communication.

"The unknown self

According to Mersham and Skinner 2001a: 125 this region constitutes that portion of the
relationship where neither the self nor other parties know the relevant mnformation. As is often
stated: “I don’t understand them, and they don’t understand me.” It 1s easy to see that mterpersonal
communication is poor under such circumstances.. Circumstances of this kind occur in

organisations when individuals in different specialties must communicate to co-ordinate what they

do.

An individual can improve interpersonal communications by uglising two strategies,

namely exposure and feedback.

Exposure -

Mersham and Skinner 2001a: 125 add that increasing the arena by reducing the fagade
requires that the individual be open and honest in sharing informaton with others. The process
that the self uses to increase the information known to others is termed exposure because it
sometimes leaves the self in a vulnerable positon. Exposing one’s true feelings by “telling it like it

is” often involves risks.

Feedback

Mersham and Skinner 2001a: 125 state further when the self does not know or understand,

more effective communications can be developed through feedback from those who know. Thus,

62



the Blind spot can be reduced, with a corresponding increase in the Arena. Of course, whether the
use of feedback is possible depends on the individual’s willingness to ‘hear’” it and on the
willingness of others to give it. Thus, the individual s less able to control the provision of
exposure. Obmining feedback is dependent on the active cooperation of others, while exposure

requires the active behaviour of the communicator and the passive listening of others.

The four panes of the Johari window are interdependent, thus a change in one pane will
affect the others. You may discover things you did not know about yourself from others. This
information then moves into the open area. The open pane enlarges and the hidden pane is
reduced. Luft (1970) states that it 1s rewarding and satisfying to leam more about yourself and thus
gain self-insight, but also to reveal enough about yourself to enable others to get to know you

better.

Interpersonal Communication and Assertiveness

Steinberg 1994: 90 states that the way we express ourselves to others, especially in the
sensitive areas of feelings, needs and opinons, can have a posinve or negative effect 0:1 the quality
of our interpersonal relationships. Emotions such as anger, fear, happiness or sadness, as well as
feelings that anse when confronted with adversity and conflict, are all pat of meaningful
relationships. Top build trust, engage in self-disclosure, resolve co.nﬂicts, express our needs, and
influence others; we need to be able to communicate such feelings. Often, 1t is not the emotion
that threatens (or enhances) the relationship, rather how we deal with the emotion, and the effects
that it has on you and those who are important to you There are occasions when problems are
created in relationships with friends, family or work colleagues because we lack the communicaton

skills needed to express our emotions, needs and opinions assertively. Gamble & Gamble (1987)
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indicate that we may sometime choose to bury our emotions or unleash them uncontrollably. The
manner in which we handle such feelings often impedes the relationship and creates conflicts

instead of helping it.

Verderber 1990: 155 defines assertiveness as “vetbalising your position on an issue for the
purposes of achieving a specific goal”. This goal refers to the ability to express yourself in such a |
way that you hurt neither yourself nor others. Assertiveness involves the ability to express feelings
~ and opinions openly and honestly, to give good reasons for a belief or feeling, and to offer

suggestions without attacking the other person verbally.

Assertive Styles

Studies by Rakos 1986: 408 indicate that assertion is 2 skill, not a trait that someone has or
lacks. With this in mind we need to understand that skills can be leamt over a period of time.
Gamble & Gamble (1987) and Verderber (1990) state that an individual may express

herself/himself passively, aggressively or assertively.

o The passive style:

Generally people who behave passively suppress their feelings to avoid conflict or
rejection, or are afraid to let others know how tﬁcy are feeling, They are generally reluctant to state
opinions, share feelings, or assume responsibility for their actions. They often submit to the
demands of others even when it is not in their best interest. When people behave passively, they
force themselves to keep their real feelings inside and frequently end up in relationships that they
do not really want. Typical charactenistics of people who respond in 2 non-assertive style often

hesitate, avoid eye contact, appease others, avoid contentious issues, and generally lack confidence.



Fumham1979: 167 emphasises that cultural differences also play a part in passive
behaviour in that some cultures value assertiveness whereas others emphasise values of humility,
tolerance and subservience. In most western sodeties, non-assertive behaviour 1s percetved to be
an asset for women but a hability for men. Thus, some women behave passively because they
accept the stereotype that society has taught them, they are expected to be acceptng, warm, loving -
and differental to men. On the other hand, both men and women sometimeg lack assertiveness as

a result of childhood expenences of authorntarian parents and teachers who discouraged the

expression of personal opinions and feelings.

o The aggressive style:

It is noted that people who behave aggressively lash out at the source of thetr discomfort
with litle concern for the situation or the feelings of those concerned. Their only concem is to
dominate and “win” in a reIationshi;;. The concept of aggressivene;s 1s often confused with that of
assertiveness. Unlike assertiveness, aggressive behaviour is judgemental, dogmatic, faultfinding and
coctcive. Researchers agree that we often tend to lash out at other because we have not been
taught to handle our aggressive impulses, or it acts as a sense of self-defence when we feel
vulnerable and powerless, or because we feel that the only way of getting our idea across to others
is by being sufficiently forceful. Lange & Jakubowski (1976) points indicates that sometimes people

who have repeatedly behaved in a passive manner in the past are no longer able to keep feelings of

hurt and disappointment to themselves an they abruptly vent them as aggressiveness.

o The assertive style:
The assertive style dictates that neither party dominates the relationship. Individuals

communicate feelings and opinions honestly and clearly without hurting others. People who
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behave assertively take responsibility for their actions and feelings without personal attacks on
others or exaggerating for dramatic effect. They use a firm but conversational tone to express their
feelings, to state what they believe to.rbe true, to make suggestions about the behaviour or attitudes
of others and give good reasons for their opinions and feelings. Their verbal and nonverbal
messages are congruent. Thus, tone of voice, eye contact and stance match the words that are -
spoken. The individual who responds in an assertive style addresses contentious issues, is self-
~ respecting, protects the rights of others, allows rqom for negotiation or compromise, and generally

conveys confidence.
Knowledge is a primary prerequisite for improving effective assertiveness in relatonships

CONCLUSION

Interpersonal communication is communication between two or more people in a face-to-
face encounter. In this chapter I examined communication between two people by focusing on the
relatiéuships that we develop and maintain in our everyday lives. The link between interpersonal
communication and our mode of existence was discussed by examining Martin Buber’s I-you and
L-it relationships. I then looked at three important factors that influence the development and the
nature of our relatonships: interpersonal needs, self-disclosure and assertiveness, as well as some

of the communication skills associated with these factors.

In the next chapter I examine nonverbal communication 1n organisations.
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Chapter 7

NONVERBAL COMMUNICATION

PREVIEW

Communication is not merely a matter of exchanging verbal messagés. People also use a
latge number of cues or signs to send messages to one another. Even if they are not obvious, our
interactions with others are affected by the meanings we give to a multitude of nonverbal cues. In

this chaprer I discuss vanous types of nonverbal behaviour and thetr functions.

Functions of Nonverbal communication

The term nonvetbal is commonly used to describe all human communication that 1s not
written or spoken. Danziger 1976: 78 states that nonverbal communication is that aspect of
language, which deals with the way in which messages are sent. Nonverbal communication includes
a wide range of behaviour such as body movements, eye Zontact, facial expression, and appearance,
the use of touch and space, and tone of voice. Stewart (1990) states that in face-to-face
communication, up to 65 percent of the meaning is conveyed by nonverbal communicaton.
Nonverbal communication also has an effect when the participants are not I each other’s presence.
In a telephone conversation, for example, some of the meaning is (;artied by the speaker’s tone of
voice. According to Pease 1985: 1-3 there is adequate evidence that more communication takes
place through gestures, bearing and distances, which are mamtained than in any other way. Pease
1985: 8 further states that nonverbal signs carry five times more weight than words, and when

these two do not correspond then people rely on the non-verbal message.
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To atrive at a better understanding of communication and to develop skills that allow more
effective participation in the communication process, you need to be aware of the range of
nonverbal signs you are conveying. and receiving at a particular time. The ability to analyse
nonverbal messages enhance your understanding of other peoples meaning and helps to eliminate
communication problems. One needs to remember that verbal and nonverbal signs work together -
to convey the total meaning of a message. We leamn about the fum;tions of nonverbal
~ communication by studying them in relation to verbal communication. According to Knapp (1990)

nonverbal communication serves the following main functions: it remnforces, complements,

contradicts, replaces, or regulates verbal commumcation.

© A nonvetbal message reinforces the verbal message when it adds to its meaning,
o A nonverbal message complements the verbal message when it conveys the same
meaning.
o A nonverbal message contradicts the verbal message. People often say one thing
but often do the other.
© A nonverbal message may replace the verbal message. Gestures, facial expression,
and other nonverbal cues generate meaning without the use of words.
Nonverbal behaviour functions to regulate the flow of vetbal interaction. Your eye contact,
tone of voice, nodding of the head, slight hand movement, and other nonverbal behaviour tell

others what to intend.

Categories of nonverbal communication

In 2 multcultural country such as South Africa, 1t is important to be aware of what

messages nonverbal communication conveys so that misunderstandings are avoided. The following
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are the main categories of nonverbal communication. According to Du Plessis 1991: 43 we make
and receive non-verbal signs whenever we are with others. These signs are not words, but they are
often used with words. They affect the meaning of what we say. They say a lot about our feelings
and our attitudes towards others. We become well aware of this when a policeman raises his hand

to Stop our car at 2 junction, or if an angry driver waves his fist at us.

These non-verbal signs can be placed under three main headings: body language,

para-language, and dress.

1 Body Language

This tells 2 lot about people’s feelings, atritudes and mtentions. Actors understand this very
well when they put on nonverbal signs in order to convince the audience of the part that they are
playing. People may like us if we are pleasant and frendly towards them, and a lot of this
friendliness is shown through body language. Body language includes the following five main

elements, namely gestures, expression, body posture, proxemics and haptics(touch).

Gestures (kinesics): the way we use our arms and hands. It is common to see people
wave across a crowded room to attract attention, and then beckon someone to them. We use
gestures to express things like height and width of objects we are describing. People vary in the
amount of gestures they use. Hand gestures are commonly used to descobe or emphasise a verbal
description or to communicate attitudes. For example, in a conversation, crossing your arms
generally conveys a less aggressive attitude than putting your hands on your hips. Similarly, leaning
forward usually conveys a posiive attitude towards the other person, while leaning backwards

could be interpreted negatively. Steinberg 1994: 60 states that body movements are strong
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indicators of how you feel The meaning, which is attached to a group of gestures, will differ in

various cultural groups.

Expressions: the way that we signal with our faces. This usually says 2 lot about moods
and emotions. The eyes and the mouth dominate expression signs. These are the signs that people
look at first when they are trying to weigh up someone. If someone gazes at you a lot, then it
means they are interested i you. If two people gaze at one another a lot then it means that they
have 2 positive and trusong relationship. We are also able to distinguish between the raised

eyebrows of a surprse, of fear or acknowledgement when we meet a friend. In short, we do a lot

of looking during the process of encoding and decoding body signs.

Body posture: Posture communicates a great deal of information about you. A relaxed
posture expresses confidence in the person who we are talking to. Slouching or sitting with your
head in your hands often indicate that you are feeling low, whereas sitting with your feet on the

desk may be interpreted by others as a sign of your feeling of supeniority.

Proxemics: The term was put forward by Edward Hall (1969) who conducted cross-
cultural studies on the use of space in personal and sodial situations. Lewis 1987:79 states that
proxemics studies how a person conducts herself/himself within a given space to communicate
effectively. Pease 1985: 14 contends that every person has an area, space ot zone which she/he
may use as if it were an extension of his body and within which she/he feels safe. Proxemics
includes the messages people convey when, for instance, they choose to sit at the front or back of a
classroom, or whether they sit near to or far from the head of a table at 2 meeting. Most educators
contend that the mischief-makers dash to the back of a classroom and that the more serous

learners choose a front seat. One can guess the degree of people’s frendship from the way they
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treat each other’s body space. The meaning of body proximity, like that of the other nonverbal

signs, varies from culture to culture.

According to Barker 1982: 101 proxemics is the use of interpersonal space and distance.
Whenever anyone communicates, their distance and angle from the receiver communicate

powerful messages, including varying degrees of warmth or immediacy.
Hall 1969: 43 identfied four spatial zones of interpersonal communication:
Intimate distance. Individuals are no more than 45 centimetres apart.
Personal distance: Indimiduals are between 45-120 centimetres apart.
Social distance: Individuals are 120-360 centimetres apart.
Public distance. Individual;% are more than 360 centimetres apart.

Hybels &Weaver (1989) contend that space influences what we talk about with others. The

use of space also vares between the different cultures.

Haptics (touch): Willams 1992: 59 states that the use of touch to communicate, as m
shaking hands, holding hands, patting someone on the back, puttung your arm around a person’s
shoulder, and the like — is known as Aapsics. Touch may convey emphasis, affection, or greetings,
and it varies greatly across cultures. Physical contact with others is the most basic form of
communication and a lack of touch in certain situations often indicate that there is a problem.
Touch communicates tnformation about the nature of relatonship berween people. Whether or

not you often reach out to touch other people is often determined by cultural influences. Research
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has proven that lovers usually touch each other more frequently in conversation than do friends.
People who have just been introduced shake hands more formally than relatives. Social workers are
quick to identify a problem when confront with mother who avoids touching or hugging her child.
According to Barker 1982: 103 instrumental or functional touches occur frequently particularly in
classes where psychomotor skills are being taught, including shop courses, athletics, dance, art and
even when leamning such skills as handwriting. While the primary purpose of ﬁ;smlmenml touch 1s
purely task related, this form of tactle communication probably conveys immediacy as well
Educators should be aware that touch is not reinforcing ot pleasurable to some leamers. Educators
who are themselves touch avoiders need to find other ways of communicating immediacy and may

wish to avoid teaching elementary grades, where touch is common if not inevitable.

2. Paralanguage
Williams 1992 58 states that paralanguage 1s a kind of complementary language.

Researchers have found that the tone, pitch, quality of voice, and rate of speaking convey emotions
that can be accurately judged regardless of the content of the message. The important thing to gain
from this 1s that the voice 1s important, not just as the conveyor of the message, but also as a
complement to the message. As a communicator you should be sensidve to the influence of tone,

pitch, and quality of your voice on the interpretation of your message by the receiver.

Barker 1982: 103-104 states that vocalic or paralinguistic communication deals with the
nonverbal elements of the human voice. People communicate verbally, or linguistically, through
words, and nonverbally, or non-linguistically, through the way in which the words are spoken.
Various nonverbal vocal utterances (e.g., uh-huh, mmm, eeek) have meaning even though these

utterances are not accompanied by any verbal communication
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3. Dress
According to Tubbs and Moss 1977: 208 a person’s physical appearance forms the basic

first impression, which a person makes on others. The manner and style of one’s dress says a lot
about personality, role, job and status. Physical appearances inﬂuer;ce first impressions, job
interviews, and even consumer buying behaviour. Appearance i1s considered so mmportant in the
business world that many large organisations have a strict dress code, which lays down rules from
the style and colour of clothing that may be worn, as well as the personal grooming of their
employees. Others require their employees to wear uniforms that communicate to the public the

image the organisation would like to portray.

Improving nonverbal communication

Steinberg (1994) states that the greatest problem about nonverbal communication is that
most of us do not pay sufficient attention to our own and other people’s use of it. The best way to
improve your understanding of the nonverbal cues you receive from others is to make a conscious
effort to mterpret their verbal and nonverbal communication, what they say and how they say it.
Steinberg emphasises that nonverbal messages must not be seen as fixed and unchanging. Different

people ascribe different meanings on the basis of their attitudes, background, feelings and beliefs.

The best way to improve your own nonverbal communication is to consider the effects
created by each of the categonies as it relates to your own behaviour. Steinberg (1994) suggests the

following four techniques.

Pay attention to the feedback you get from others. I you find that people regularly
misunderstand yout meanings and feeling, it could be that your verbal and nonverbal messages are

mcongruous. Use their feedback to try to improve your nonverbal communication.
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Ask your friends and family to tell you about any distracting mannerisms of which you may
not be aware and make a conscious effort to avoid them. People often do not know that they are

swinging their feet, tapping on the table or saying, “O.K.” or “Well, you know...” or “Basically

speaking...” too often.

Observe the nonverbal communication of others. If you find some.of their nonverbal

behaviour irritating ot distracting, make sure that you are not doing the same things.

Tty to record yourself on audiotape ot videotape, and study the results critically to identify
some of the nonverbal habits of which you may not be aware. You can then work on improving

aspects such as the tone of your voice, posture, appearance or hand gestures.

According to Neill 1991: 11 nonverbal communication is an underrated form of
communication. Educators educate on two levels - both verbally and nonverbally. Mersham and
Skinner 1999: 19 state that nonverbal codes include visual, sound and tactle codes, and

chronemics.

Nonverbal communication is important in the classroom because the educator and learner
may believe the nonverbal rather than the spoken message, and because some messages can be
conveyed implicitly by nonverbal means which would be unacceptable ifnthey were sent through
more explicit channels. In some cases nonverbal signals may be the only ones available — if a
leamer is working at the other side of the room, the educator is working with a class group and

cannot talk to individuals,

Enthusiastic educators use more marked nonverbal signals, such as gestures and range of

intonadon, than would be nommal in informal socal interaction. This appears to be due to the
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inequality of educator and learner and the educator’s need to compensate for the lack of feedback

characteristic of most large audience groups.

Neill 1991: 79 continues to say that gestures appear to parallel and supplement verbal
output. In some cases, espectally iconic gestures that refer to objects or movements, they carry part
of the meaning. Metaphonc gestures, which refer to abstract 1deas, often mndicate how the listeners
should rcspoﬁd to an idea. Therefore, the development of an educator’s argument may be
supported by gestures, facial expressions and intonation indicating the development stages of an
argument, and where potential problems arise. These contnbute to the clear structuring of the

material, which is necessary for the children to learn readily.

© When things go wrong.
No matter how well behaved your learner s, there will be tmes when things do not go
according to plan. The way the learner communicates this will depend on the specific

circumstances and the percerved outcomes.

o Open admission.

His spoken language gives you all the information you need about why he is upset.

o Parnal admission.
When the leamner may be reluctant to give the full account of the story the body

language reveals that there is more to the story than what he has said verbally.

o Lymng.
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The learner may know that he has done something wrong, but he may hide the truth in
order to escape the consequences. The body language will reveal that he 1s not telling

the truth.

Genuine denial

According to Woolfson 1996: 116-117 when the leamer 1s troubled and unhappy and he
may not know why — the educator may have to pick up the nonverbal cues to find out why the
learner 1s unhappy. There are many factors that can disturb a learner’s normal emotional

development:

© Peer quarrels.
Friendships are fragile in childhood, but then the leamer may not be content to stop

playing with the learner he previously liked a lot

o Struggling to complete assignments in school

Work that is too challenging can depress a learner

o Poor self-confidence.
If the learner does not feel good about himself, others will not like him either and this adds

to his despair and agony

¢ Parental quarrels.

Leamers do not like to witness parental quarrels, whether they are overt or subtle.

o Abuse.
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Leamers who are physically, emotionally or sexually abused appear troubled and unsettled.
Learners may have great difficulty in acknowledging what 1s happening, and may prefer to remain

silent about it

Woolfson 1996:117-118 mentions five ways that leamer’s uses body language to tell you,

‘T’'m unhappy deep down inside, even though Pve not said anything to you about it™

© Rehuctance to play with frends:

Unhappy leamers find it difficult maintaining existing friendships and making new ones.

o Loss of appetite:

Loss of appetite can indicate ill health in leamers and can also be a sign of desolation.

o (eneral apathy:

Unhappiness has the effect of driving out a learner’s liveliness and sparkle.

o Disrupted sleep patterns:
Unhappy learners find difficulty falling asleep and each moming they look as if they are

ready to go to bed again.

o lrmtability:
A leamer who feels miserable will not have the patience to listen to others or to tolerate
their presence. His temper will be triggered easily without much provocation. In reality his anger is

directed towards himself.

Barker 1982: 106-107 states that eye contact is an invitation to communicate and a

powerful immediacy clue. Educators who use more eye contact can more easily monitor and
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regulate their classes, and they also communicate more warmth and involvement to their learners.
Increased eye contact increases the opportunity for communication to occur and enables the
educator to respond to the nonverbal behaviour of learners. Educators should position themselves

so that they can and do establish eye contact with every leamer in the class.

Ongoing classroom motivation

According to Jackson 1991: 34 interesting, well-prepared lessons given by an enthusiastic,
motivated 7educat0r will inspire and stimulate the leamers. Goals should be clearly and
unambiguously defined. If the goal is not sufficiently challenging, the leamers will soon become
bored and spend their time disrupting the class. If the goals are beyond the capabilities of the
learners, however, they will become despondent, or subject to so much stress that their will to
achieve may be affected. Psychologists use the term ‘achievement anxtety’ to describe the atttude
of learners who are afraid to attempt anything for fea‘r of being unable to meet the demand made
upon them. Since all the learners in a class will not have the aptitude or sense of challenge the
perceptive educator will not expect the same standard from every leamner in the class and will set
individual goals for each leamer. The uniqueness of each learner needs to be considered as well as

past experiences.

Communication on the group level

According to Williams 1992: 169 we spent many hours of our lives in face-to-face
communication that mvolves more than two persons, a situation that can properly be called group
co@@mdom ‘This may be in informal groups as when chatting with friends, or it may be a more
formal group that is part of a business or organisation. Although many of the generalisations made

about individual communication apply to communication in groups, we humans do have varous
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strategies for adapting to the presence of more individuals entering into the interactions. We tend
to communicate 2 bit differently when more than one person is listening to us; sometimes we may
be addressing multiple persons in the group. And, of course, not only may we attend to what a
person in a group is saying to us; we may simultaneously monitor the group reaction. Also, as in
the study of interpersonal communication, we will see a manifestation n group behaviours of -

communication and the development of social structures among people.

CONCLUSION:

In this chapter I pointed out that communication is not merely a matter of exchanging
verbal messages. People also use a large number of cues and signs to send messages to one
another. One needs to understand that there 1s no “recipe” for understanding nonverbal

communication. Its meanings must be interpreted in the context in which 1t is used.

In the next chapter, 1 look at small group communication.
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Chapter 8

SMALL GROUP COMMUNICATION

PREVIEW

In this chapter I will look at how humans communicate by the use 6f verbal as well as
nonverbal skills in small group communication. Conversation is the prototype for human
communication. Rugubeer 2001: 44 states that when two humans communicate, they focus

attention on an entity. At this stage a personal process of knowledge construction and meaning

begins.

According to Nofsinger 1991: 1 the immense power of everyday talk is at our disposal to
contact and influence other people: to enlist their help, to offer them companionship, to protect
ourselves from their demands, to establish important relatonships with them, and to present
ourselves as having the qualities that they (and we) admire. Almost everything that we do that

concems other people involves us in conversation.

Defining a small group
Sternberg 1998: 493 describes a group as a collection of individuals who interact with each

other, often for a common purpose or activity. A group is sometimes distinguished from a collectire,

a set of people engaged in common activity but with minimal direct interaction

Sternberg explains further that groups serve two basic functions: to getr work done and to

handle relationships among group members. Leaders of groups also serve two key functions: to
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guide the group to achieve its task-oriented goals andito facilitate the group’s functions of mumal

support and group cohesion.

Vu 1997; htno/ Fommrelocsoe Do (el e e Sy deees Bees adds that members

of groups usually have a httle in common. It could be the same motivatton, perception, goals or
destiny. In most cases the result of what the group does affects all members of the group and not
ezch member independently. An example of this 1s 2 basketball ream losing a game; the whole team

loses not each member m 1solaton.

The importance of goals in group interactions

Superior decisions and solutions are often reached because groups are generally better
equipped than mdividuals to foresee difficulties, detect weaknesses, visualise consequences and
~ explore possibilities. Goals keep 2 group together through tension and contlict. They serve an
inportant purpose of providing focus and motivation. Members are filled with a sense of
accomphshment as each goal 15 met. Members are then motivated to work toward the final
product. Goals also ensure that each member knows her/his role within the group. Members
become frustrated when the goals are impossible to carry out. Goals therefore have to be specific,
challengmng, attainable and clear. Goals that are challenging drive members to try harder, while

those that are o challenging may adversely affect the morale of the members.

The role of norms in group interactions

Kiesler 1978: 123 states that norms are shared expectanions, which guide many behaviours
and beliets in groups. Groups develop, enact and enforce norms through soctal pressure because

norms are useful for regulating social interaction. Norms act as implicit agreements for guiding
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social trade-offs; they provide mformation for reducing uncertainty; they are 2 vehicle for gammg

social rewards such as bking and respect.

Roles apply to subsets of indrviduals i groups, and are especially useful for dimiding up
tasks, power and recourses. Each person has many roles, some of which may not fit the person

very well (role stram) or may require conflicting behaviours and attitudes (role conflict).

In assessing the effectiveness of 2 nomm or role expectation in controlling a person’s
behaviour or belief, it 1s important to focus on sodal pressure from the group, 2 psychological
force (imphicit orrexplicit) to fulfil the group’s shared expectations. A person who ignores or rebels
against soctal pressure, that 1s, who deviates from norms and roles, is likely to be rejected by the

group. Deviance has many ramifications, some quite unpleasant.

From the before mentioned information "one can see that groups do not consist of
homogenous, like-mmnded people, but ndividuals who each have their own likes, dislikes and
behaviours. How stable a group is, depends on how heterogeneous a group is. Reddings (1972)
suggests that an effective group climate mclusive of supportiveness, participanive decision making,
mutual trust among members, openness and candour with high performance goals lead to a state

of cohesiveness i groups.

Stages of group formation

Woods 1997: rpid mmvnmnsfosuede e o non s i el n o deseribes the

followng stages in-group formation:

o Forming:
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This is when the group comes together and they become famihar with the project.

Members get to know each other and expectations are discussed

o Storming:

This is when the honeymoon phase has ended, and the group begins to experience conflict.
Members realise that they do not see eye to eye on certain issues and have not resolved them.
There is still vagueness over each other's roles. At this point, members may begin to resist working

| together and want to work independently

o Norming:
At this stage, groups are able to verbalise their concerns and expectations. Members may

be used to each other and feel comfortable expressing their concerns

o Performing:

Groups are able to perform. They make progress on their project. Members may feel more

accepting of each other

Types of groups
According to Williams 1992: 170-171 we are born into what sociologists call a primary

group. As a child, a large part of ones soculisation process occurred in your family and school

group.

Rugbeer 2001: 49 states that human beings live complex social lives because they are
simultaneously individuals as well as members of several groups. The primary group is the group in
which s/he exists, and besides the primary group the individual will be 2 member of a co-primary

group which in the case of non-adults is the school, college or university that they attend and in the
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case of adults will be the work. As an adult, one probably belongs to a soaal or sports club,
religious groups, study groups, support groups or work groups at your place of employment. These
groups are socially orented, they stem from the humnan need for social contact. These groups are

often referred to as secondary groups.

These secondary groups can be further demarcated as follows 1n accordance with the types

of role function and communication that exists:
1 _earning group: A college class or seminar

Living group: One or several roommates; a cluster of individuals who live near you; or

individuals in a dormitoty or fratemnity

Orgarisational group: A collection of individuals who represent some formal part of a
business, institution, or organisations — the people in the accounung office, the receptionist; the

“advertising group.”
Committee: People who come together to accomplish some specific purpose or goal.

Therapentic group: Individuals who are using the group experience in order to help one
another work out personal problems, to stimulate one another, or to engage in any other type of

e 27 €L

personal growth; “assertiveness training”, “consciousness raising” or “growth groups”

Ritual growp: A collecton of individuals who go through certain prescribed actions that are
meaningful to them — a religious service or a traditional, formal meeting of a business group, where

the main purpose is to participate in certain aruals
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Crrowmstantial growp: A group of individuals who are brought together by some course of
events, often accdental or drcumstantal, 2s in 2 group of mdividuals who fmd themselves waiting

in line at the bank or who are travelling together in a section of an airplane

Euent, ceremony, or public communication gronp: Individuals who come together to attend a
presentation or performance of some type — a motion picture audience, the, audience for a public

speech, people attending 2 concert or a rally, people taking part m 2 riot or 2 mob.

Public gathering a5 a group: Usually a large group of people who come together for some cause
in which they have immediate on-the-spot nterest to which the assemblage gives momentum and

strength, as m the case of a protest group

Due to the differences between individuals they fulfil different roles in these

coimmunication networks i which they are members.

Roles in groups

Every metnber of 2 group plays a certain role within that group. Borchers 1999:

1 hl

hitp:/ Foswrabaconcnmy/oommemadice forenns /eobea il adds that some roles relate to the task

aspect of the group, while others promote social interaction. A third set of roles is self-centred and

can be destructive for the group.

Task-oriented roles

According to Mersham and Skinner 1999: 117-119 task roles reflect the work a group must

do to accomplish its goals.
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Borchers 1999:  hup://vvwabacon,com/ commatpdies/orouns /roles il identifies

several roles, which relate to the completion of the group's task:
Initiator-contributor: Generates new 1deas
Information-seeker: Asks for nformation about the task
Opinion-seeker: Asks for the input from the group about its values
Information-giver: Offers facts or generalisaton to the group
Opiénion-gizer: States her /his beliefs about a group issue
Elaborator: Fxplains ideas within the group, offers examples to clanfy ideas
Coordinator: Shows the relationships between 'ideas
Onienter: Shifts the direction of the group's discussion
Euvaluator-critic: Measures group's actions against some objective standard
Emcgi.@: Sumulates the group to a high{_zr level of acavity
Progedural-techriciar: Performs logistical functions for the group
Recorder: Keeps a record of group actions

Social roles

The social role fimctions of groups mclude the following:
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Encourager: Praises the ideas of others.

Harmoniser. Mediates differences between group members.

Compromiser. Moves group to another position that is favoured by all group members.
Gatekeeper/ expediter: Keeps communication channels open.

Standard Setter: Suggests standards or criteria for the group to achieve.

Group observer: Keeps records of group activities and uses this mformation to offer feedback

to the group.
Follower. Goes along with the group and accepts the group's ideas.

Individualistic roles

. These roles place the group member above the group and are destructive to the group:

Aggressor: Attacks other group members, deflates the status of others, and other aggressive

behaviour
Rfmgnitz'an; seeker: Calls attention to himseif; or herself
Blocker. Reststs movement by the group itself
Self-confessor: Seeks to disclose non-group related feelings or opinions
Donrinator. Asserts control over the group by manipulating the other group members

Hetp seeker: Tries to gain the sympathy of the group
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Special interest pleader: Uses stereotypes to assert her/his own prejudices

Leadership roles within groups
With very few exceptions, most groups have people who fulfil leadership roles. The quality
of leadership does not only determine interrelationships but also the nature and qualty of

communication within the group.

Borchers 1999: hutp:/fevrwahscon.com//eommandios fomouns fleaderboml states  that

leadership is concerned with control and power in 2 group. He adds that leadership can be aimed at
efther maintaining the interpersonal relationships in the group or prodding the group to achieve its
task. Groups will sometimes have two leaders: one for the sodal dimenston and one for the task
.dimension. There are also three mam perspectives on leadership. First, some researchers believe
some people are bom with traits that will make them a good leader. A second perspective is that
the group leader selects an appropriate leadership style for the given task. A third way of
understanding leadership says that to some degree, leaders are bom with traits that make them
good leaders, but that they also learn how to become 2 leader and use strategies appropnate to 2

given situation.

Borchers states that "Good Leaders are borr.” ‘This effectively means that people are bom
with traits that make them effective leaders. The challenge for the group is to find 2 person with

these traits.

Ore-Best-Style:
This approach says that in a given situation, one particular style of leadership is most
effective. There are four mamn styles:
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o Autocratic:
Leader uses her/his authortity to make decisions. Leaders are task orientated and have firm
opinions on how to achieve the group’s goal. They exercise direct control over the group by

determining policy and procedure, assigning tasks and roles to members.

o Democratic:

Authority is shared and all group members help make decisions. Leaders guide, rather than
direct a group by involving all members in discussions and debate. Demacratic leadership has
proven to produce high quality results as it provides opportunities for origtnality and creativity, and
stimulates group cohesiveness, motivadon to wotk and achieve goals, and the desire to

commumnicate.

o Laissez-faire:
A "hands-off” style in which the leader allows the group to make its own decisions. Such
leaders generally do not direct the group at all. They supply information, advice, and material when
asked but do not actively participate in-group discussions. The group has complete freedom in

determining policy, procedure, tasks and roles.

o Abdacratic:
No one in the group exercises leadership. Researchers contend that this style, leads to

group disintegration and 1s followed by autocratic leadership.

The contextual approach emphasises that leaders are to some degree born with leadership
traits, however stuations, personalities of other group members, pressure on the group, and group

norms also determine leadership.
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The church has 2 pastor as leader, schools have principles as leaders, and in businesses the
chief executive officers are leaders. The above-mentioned leadership charactenstics will determine
how democratic or autocratic the relatonship between members of the group is, and how

cooperative and confrontational the forms of communication within the group are.

Interpersonal processes

Kiesler 1978: 16 indicates that interpersonal processes are psychological phenomena that
influence sodal interaction in groups and organisations. He argues that interpersonal processes
affect all facets of experience in groups and organisations, such as bureaucratic strategies for
solving organisational problems. Knowing about interpersonal processes is useful for attaining a
greater understandng of how groups and organisations behave and might behave, even if one

cannot change that behaviour.

Four psychological pnnciples comprise the fundamentals of interpersonal processes. These

o That people respond and act on his or her own views of reality, not its objective
qualittes.

o That people are influenced by” the immediate (social) situation they perccive
themselves to be in.

© That people act on motves that they brng to situations as well as motives altered
or created by situations.

o 'That interpersonal action is guided by values and beliefs, which derive the culture

m which people live.
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Wellman’s theory of commonsense belief-desire psychology 1992: 93-121 presents a
rational for these above-mentioned psychological prnciples. He showed that sensory perceptions

inform thinking, sensations and emotional awareness.

PUBLIC COMMUNICATION
As 2 successful, responsible, productive citizen one must be able to read cntically, wnte
_coherently and speak effectively. Public commumication plays an important role in the working
lives of many indviduals. In most organtsations the ability to give oral presentations is an
indication of personal and professional success. Sentor personnel are expected to be able to give
introducto?y talks to new employees, to conduct meetings, to present training sessions, and to
report to the board of directors. A salesperson that is able to present a well thought-out scenario to

chients has the opportunity of successfully concluding a sale than one that is not as coherent.

The social dimension may be dlustrated as follows:

7 A_V\

PEOPLE | —»  SOCIAL < «—— OBSERVABLE
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Figure 8 The Social Dimension in the communication process
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Public speaking also plays a role in one’s socal life. Some of us are called upon to lead the
meetings of church, school or social action groups. The more confident you feel about your ability
to stand up in public and deliver your address, the greater the feeling of well-being you are likely to

expetience. [tis important that the purpose of the talk be considered as well as the audience.

CONCLUSION

In this chapter, I discussed small group communication as it occurs in an Outcomes Based
classroom with specific reference to the foundation phase. 1 looked at the importance of small
group interactions. The stages in group formation are also given attention. I hi-light the
involvement of groups as a part of sodiety. I also discuss the leadership roles of groups in the

classroom. I also discuss public communication very brefly.

In chapter 9,  discuss communication in the foundation phase.
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Chapter 9

COMMUNICATION IN THE FOUNDATION PHASE

PREVIEW

Foundation phase educators need to focus on how young children learn through activities
that ate relevant to their lives and of the interest to them at that moment. For this age group
learning involves more concrete experiences and fewer abstracts thought. Young learners need
time to explore ideas thoroughly. Self expression through stories, movement, music, rhyme,
painting and drawing as well as the basic skills such as reading, speaking and concrete number
operations should be the focus of teaching and assessment in the foundation phase. Assessment
will be less formal and will be .usua]ly cmﬁed out as daily, targeted observation. This needs to be
sensitive and analytical observation followed by -interp:etaﬁon, planning and interpretation.
Educators should also help learners to begin to develop self-and peer assessment skill, discussing

and reflecting on their own and each other’s work and play.

In an Outcome Based classroom information sharing is the primary goal among educators
and learners. The oral interaction that occurs in the classroom has a paramount effect on the
personality development, intellectual development and social development of leamers and
educators alike. Levels of communication in the classroom include intrapersonal, interpersonal,

group and cultural which have been discussed at depth in previous chapters.

Communication in the classroom

Barker 1982: 4 hilights that educators are the frequently originators of messages. The

communication cycle is usually initiated because of the cmnginator-educator’s need to impart
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information or the learner-originator’s need to seek information. The need to communicate may
result from a stimulus, which affects the origmator. Hunger, thirst, a headache, a sudden flash of an
idea, the immediate environment, books, pictures, questions from other persons and physical

action all stmulate the communication act in the classroom.

Barker 1982: 4 explains that the encoding process transforms thoughts and ideas into word
symbols, bodily movements, facial expression and/or gestures. On both cognitive and conditoned
response levels, the encoding process interacts with the originator’s individual communication
climate. Such elements in the clmate as hereditary influence, past experience and social

development tend to mould the originator’s encoding system into a particular pattern.

Levels of comtmunication in the classroom include intrapersonal, interpersonal, group and
cultural. Intrapersonal communication takes place within the individual Interpersonal
communication takes place on a one-to-one rbasis between an educator and a learner or between
two leatners. Group communication takes place in the classroom between an educator and several
learners — or within a group of leamers. Cultural communication reflects the influence of art,
literature, laws and mores on individual communicators. In the classroom, this affects both

educators and leamers.

Barker 1982: 4 explains that in the classroom setting nonverbal responses ate frequently
used more than verbal responses. A nod of the head, 2 gesture of the hand, 2 stern look will often

provide more effective feedback than will the verbal mode.

A good educator will be aware of what 1s taking place in the classroom situation. Perceiving

and analysing occurs all the time. The educator has to adjust to the reactions of learners in the
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classroom. She/he has to analyse leamer’s reactions and take the best action possible. The educator
may decide to change the technique being used based on the learners reactions. Good educators

will be flexible and be able to adjust to vanous different situatons.

Leaming and constructivism

OBE can be viewed as an agent of change. Cates 1993: hitp:/ /oo fhuthchrstianmin org/

articles fobelitm states that the purpose of education and schools is to change the thoughts,
feelings and actions of leamners. School is 2 change agent - and the specific focus is on changing
people. The goal is to develop a new kind of educator who engages in teaching as clinical practice

and functions as 2 responsible agent of social change.

Carvin 1998b: Lop://eduebosnore/ constomacrmasmbasios honl explains that the basic

tenet of constructivism 1s that leamners leam by doing rather than observing,

Carvin  1998b: 52!?}’?:-’;:‘J;‘-zf\'-f:b.sjsu.!?:‘g-j.f" consmuomosonbiaiahinml jeamers bring prior

knowledge into a leaming situation i which they must critique and re-evaluate their understanding
of it. This process of interpretation, articulation, and re-evaluation is repeated untl they can
demonstrate their comprehension of the subject. Constructivism often utilises collaboration and

peer criticism as a way of provoking leamers to reach 2 new level of understanding,

According to Carvin 19984 fimro:/fodv ol oeneos o e ! as education has
evolved so have the methods of teaching leamers evolved with it. In general, reform-minded
educators are now emphasising active leamning over passive learning. Traditionally, a vast amount

of the school day is spent listening to unidirectional lectures in large groups where the educator acts

as 2 public speaker, with leamers completing workbooks and taking memorisation-driven tests.
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This form of passive education is extremely inefficient, for it fails to engage the learner within a

given subject.

Cooperative Learning

According to Ditven and Verspoor 1998: 171 the exchange of information involves both
giving and asking for information. In order to communicate as effectively as possible, it is
important in both cases that the speaker and hearer can reasonably guess what she/he already
| knows, and what can therefore be presupposed and implied by the speaker and what has to be

inferred by the hearer.

Small group communication promotes cooperative learning in the foundation phase..
Learner participation through cooperative learning will lead to more meaningful learning taking
place in classes. Cooperative learning is an instructional design that stimulates peer interaction and
learner-to-leamner co—operaﬁon. in the process of fostering successful learning by all. This model has
two types of pnmary aims. The first 1s to improve learner understanding and skills in the learning
areas being taught and the second is for the leamers to develop cooperative group skills and to gain

an appreciation for the diffetem individuals and cultures found in our South African classrooms.

Cooperative learming has three specific elements that are crtical to its success. These

include:

o Face-to-face interaction
o A feeling of positive interdependence

o A feeling of individual accountability



Conversation is often used in foundation phase classrooms. Nofsinger 1991: 107 states that
the most cooperative form of communication in the classroom is conversation. Conversation can
be characterised as the most democratic form of communication because all participants have an
equal chance to take 2 tum at expressing ideas about the theme under discussion. The tum systetn
for conversation fosters orderlness with the way in which it organises tums to talk. Turns are
constructed using any of several different size umits - words, phrases, Nc-lauses and sentences.

" Participants, who then employ three basic practices for allocating the next tumn to someone, can
project the possible completion of a turn. These practices are, current speaker selects next, any
listener self-selects and thé current spezker continues. The set of practices through which tum
coordination is achieved is not the only respect m which participants display to each other what
they are domng and what they mean. Conversations are cooperatively brought to a close, mistakes
are repaired and understandings are checked. This pattern allows for the development of more

extended dyadic structures of conversation, such as elaborated arguments, dialogues and colloquies.

Knowledge 15 actively constructed in 2 communication environment because leamers are

given ample opportunities to:

o Work m groups,
0 Defend their point of view and
0 Debate.

The development of cooperative work skills

Deivita 1987: hon/ Aovenchocmedi/nchonihe Aoliesios fren D 003 cenm vy

states that educators see tnteraction between leamers as one of the chief motvators of ntellectual

development. When expeniencing the different perspectives of their peers, leamers can examine
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their own environiment more objectively. Cooperative leaming activittes require group work, and
therefore proper steps must be taken to achieve leaming and assimilation of new concepts m 2
group setting. Leamers must have the opportunity to acquire the vocabulary and resources to
achieve a requisite level of mrtellecual discourse. Furthermore, the experience must be structured
so that leamners will listen, explam, and provide feedback for one another. Practice in co-operation
15 essential. h

DeAvila further states that cooperative group work may tnvolve 2 radical change for
leamers who have unconsciously internalised regular classroom behaviour m which they normally
are told to do therr own work. In a cooperative leammg classroom, leamers are responsible for
their own behaviour but also, to a large extent, for the group's behaviour. Leamers learn to ask for
help and to ask for each other's opinions, to listen to others, to explain, and to demonstrate how to
do something. To assist n the mmplementation of cooperative leaming, educators can design
activities i which leamers work cooperatively in 2 group setting and increase thetr awareness of the
effects of positive and negative behaviour on group problem solving. This is highly promotive of
the social setting m the classroom with positive interaction among leamers.

w

Fundamental to cooperative leaming group work is the recognition of each leamer's role
and responsibility in the group. The basic objective is to avoid the creation of status differences
between groups and to foster recognition of interdependence. Typically, group assignments can be

made weekly during the introduction to 2 theme; individual role assignments can be made daily or

- weekly.

DeAvia 1987: 1_“"* ! f:!?‘5"’5'.f‘i",'!:ﬁ?"—:“',-'(f-jl.’f’-ﬂjéi ’!E‘ei.‘%"i,‘“—_i‘{‘:‘é frlozaiosfrea /. O0emmoeariee liem

L - EREL T R LIS .- i

indicate that the first step In assigning roles, is to form groups of four to six leamers of varying
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academic and linguistic levels. Work groups should not consist of either high or lower achievers
exclusively. In bilingual settings, groups should not be exclusively compnsed of lmited-English or
English-proficient learners. It is also important that the procedure not result in ability groups in
which one group dominates over another or is seen as the high-status group. Learners should be

mixed by sex, reading level, and language profidency.

DeAvila1987:  hup://wenwacheswuedu/nobepubs /olassics froe/ B2comoertivalinmit
states that it is essential that the leamers understand that their active pamapation 1s critical to the
success of the group. Although some of them may be better at certain tasks, such as reading or
math computation, the pomnt remains that every leamer has something to conimbute. Just as
learners must leam to help one another they must also leam to help the educator in coordinating all
aspects of the program. A cooperative Ieamﬁng classroom represents a complex social
environment, one that requires delegation of authority and sharmg of responsibility. The main
purpose of teaching leamers how to work cooperatively in groups is to demonstrate the value of

collective enterpnise n completing intricate tasks and to promote interaction between individuals

acting as equals.

EDUCATORS AS FACILITATORS

Dedla 1987 hop/ Seeovn beorogedu v bepales Ddeso s Sree S0 e T

SN RS S SN 145 SN SN

states that the instructional role of the educator in 2 cooperative leaming approach 1s cardinal.
However, the educator’s role in the cooperative leaming dlassroom is slightly different from that in
2 conventional classroom. The role of the educator is to contribute to the development of leaming
sets and to focus leamers' perceptual apparatus on the essenual features of a task. Asking

constructive questions and providmg quick feedback effectively accomplish this. The best educator
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never tells the answer but instead asks another question, therefore unobtrusively guiding the

leamning process.

Facilitating cooperative leamning

The cooperative leaming educator is 2 manager, chiefly responsible for the smooth running
of the dassroom. The educator is the final arbitrator. The educator is ‘the leamer’s access to
-knowledge. Without the educator there is hittle, if any, leaming that s meaningful in a2 modem

society.

DeAvila 1987: bt/ Aowmnnche opedu//nchepubs folassics oo /052 cooperanvchtim adds

that with the exception of the mitial onentation and the fmal wrap-up of each leaming actvity, the
educator is not the focal point in the dassroom. Moving from one leaming centre to another, the
educator 1s 2 supportive catalyst of the leaming process rather than a source of expected answers.
The educator generates leamer mteraction, asks questions; talks about problem solving strategies,

role performance, and cooperative behaviours; and generalises concepts or principles.

The development of problem solving and critical thinking skills

DeAwila 1987: b/ Aevweeadereneda/nobopubs v e/ 082 conpomnye lem

states that to maximise the development of pr(;ble:n solving skills and to merease nterdependence
among, legmers, the educator must let leamners find out and leam by themselves. Leamers should
not be given readywrrﬁde answess or be asked to repeat and memorise things they do not really
understand. Interactions will depend on the educator’s knowledge of the leaming process and
decision mzking m 2 particular situation. This educator guide suggests two general guidelnes for
educator leamner interaction to help support the development of pmblem—solving skills: assisting

and giving feedback.
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o ‘The first gmdehne:
The educator assists learning by sharing information, helping learners analysing phenomena
or problems, and extending and generalising concepts or relationships. In sharing information, the

educator desctibes in detail her/his chservation of learnets’ actions with the learning materials.

o The second guideline:

The educator helps learners to examine a problem 1n terms of its parts and interrelationship
 without giving the answer. When expenments do not follow the predicted path, there is good
opportunity for learners to attempt to discover why, to think more, to plan better, and to leamn
more. It is important that learners be given opportunities to react to a situation. This allows them

to think aloud and to hear how others plan, organise, predict, and interpret information.

Educators have the responsibility to teach learners to think critically and to solve problems
in their specific learning areas. Furthermore, the learners must be taught in terms of the cultural

contexts that they can relate to and are familiar with.

Format of the facilitative lesson

According to DeAvila an educator may structure a constructivist lesson to engage learner
interest on a topi;: that has a broad concept. Doing a demonstration, presenting data or showing a
short film may accomplish this. This could also serve as a means to capture the leamers” interest.
The educator can also ask open-ended questions that probe the leamers’ preconceptions on the
topic. In order to present a constructivist lesson the educator has to make use of the public
communication technique at the onset of the lesson. This sets the tone and motivation for the

lesson.
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She/he could then present some mformation or data that does not fit with therr existing
understanding. ‘The educator could invite constructive debate on the problematic information
supplied. Brmainstorming such information has the hallmarks of the democmatic form of

comumumnication during this phase of constructivist lessons.

DeAvila then suggests that leamers break mto small groups to further discuss and shan;_
‘ideas on the topic or statements supplied. The role of the educator dunng the small group
interaction time is to circulate around the classroom to be a resource or to ask probing questions
that atd the learners in coming to an understanding of the principle being studied. Leamners assume
variéus roles as fhey engage in their discussions, emulating organisational communication. After
sufficient time for experimentation, the small groups share their ideas and conclusions with the rest
of the class, which will try to come to 2 consensus about what they learned. Leamers could use

verbal, or wrtten communication to Hlustrate their findings.

ACTIVE LEARNING

According to Bell 1999: Lirp://bbilcom, active learning is just as effective and important
with teenagers and younger children as it is with adults. Active learning involves learners dbing
something and taking the lead to #4z£ about what they are doing. Examples mclude discussions,
surveys, laboratory exercises, in-class Wmmg, role-playing, small group or individual learner
presentations, and field trips. Active leaming therefore requires leamers to take a participatory role

in leaming, rather than to adopt a receptive, passive posture.
Marsh 1997a: 43, quotes the following as important exit outcomes for all leamers:

o Ability to communicate (reading, writing, speaking, listening and numeracy skills)
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0 Fadlitate m social mteraction
0 Analytical capabilities
o Problem-solving skills
o Skills n making value judgements and decisions
o Skills in creative expression and m responding to the creative work of others
o Civic responsibility
0 Responsible parnapation m 2 global environment
0 Skill in developing and maintaming wellness
o Skill in using technology as 2 tool for leaming
o Skill in life and career planning
Bonwell 1995 bt/ /eosvchngc.edu/~ ;h»:‘.nkf:::' / indicates that active leaming involves

one or more of the followmng characteristics:

O

o]

o)

o]

Leamers do something other than simply listen passively.

Leamers are engaged in activities.

There 15 more emphasis on explormg attitudes and values held about course
material.

Leamers generally must adopt “higher order” thinking - critical thinking, analysis,
evaluation.

Both leamers and educators recetve more and faster feedback.

There is less emphasis on the transmission of mformation and greater emphasis on

developing analytical and cotical thinking skills



McKeachie et al 1987 hrtor//zpsvchaumcedu/~shenker/acrivehen] state that active

leaming requires a greater depth of processing and more elaborative, semantic encodmg as
compared to passive leaming. Such cogmtive prbcesses should result in greater comprehension and
better retention. In studies comparing classrooms using active leaming versus passive learnmng,
active learning methods generally result in greater retention of matenial at the end of a class,
superior problem solving skills, more positive atitudes, and higher motivation for future leaming.
Leamers must talk about what they are leaming, write about it, relate it to past experiences, and

apply it to their daily lives.

Active communication and leaming mcreases leamer interest and 2utention. Active leaming
may benefit leamers by providing greater and nicher enjoyment of class meetings. Active leaming
mvolves various departures from classroom norms and expectations: educators may ask questions
rather than state conclusions, leamers may be physically move around while participating in an
exercise or making a presentation, leamer input ﬁmy dove class content with the educator
follo;;ving the leamers’ lead. Therefore, deciding to mvolve leamers actively in the classroom

requires 2 willingness from both educator and leamer to break social norms.

ACTIVE LISTENING

According to Woods 1997: Lo/ e dnenspen ed ool semens S v listening s

very different from hearmg. Heanng 1s a passive physical process mvolving sound waves and the
 inner ear. Listening is an active physiological process in which we analyse and interpret what we
hear. In order to engage m effective, productive, interactive discussion, we must actively listen to

the ideas of the other group members in order to provide feedback and formulate intelligent,
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informed arguments. We can easily become good listeners by avoiding negauve listening

behaviours.
Listening is hindered when we:

o Focus on how people are communicating rather than what they are communicating
o Jump to conclusions before a person has finished speaking

o Concentrate on our own responses before the other person 1s done speaking
o Allow us to go off on mental tangents

o Make the choice not to listen

Listening 1s aided when we:

o Concentrate on what a person is sayi'ng rather than how &ey look or talk

o Make mental connections between our own lives and the ideas being presented

o Listen with an open mind rather than assuming the person speaking is wrong or
uninformed

o Focus on the ways in which we agree with the speaker rather than the ways we
disagree.

o Remind us to provide the speaker with positive feedback

0 Restatg, in our minds, what we think the person is saying in our own words

o Remember how frustrated we feel when people dor't listen to us

CLASSROOM DISCIPLINE

The mntroduction of Qutcome Based Education requires the use of various forms of
communication at various stages during the mastery of a leaming theme to help to manage and

structure the progression of orderly process in the leaming programme. Educators essentially are
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managers of the process of knowledge construction by coordinating the information to be
transtnitted, the time frames according to which it must be transmitted and the type of activities

that learners must engage in during the process of knowledge construction.

According to Mersham and Skinner 2001a: 125, the day-to-day activities of managers place
a high value on effective interpersonal communication. Managers provide mformation — which
must be undetstood; they give commands and instructions which must be obeyed and learned and

they make efforts to influence and persuade — which must be accepted and acted on.

The way, in which managers communicate, is thus crucial for obtaining effective
performance. Theoretically, managers who desire to communicate effectively can use both
exposure and feedback to enlarge the area of common understanding. Jackson 1991: 42 states that
tradinonally, four styles of disciphne are distinguished: dictatonal, autocratic, democratic and Jasses-

Sare.

The dictatorial and lzssez-faire styles are at the opposite ends of the scale with the Jaissez-faire
style, giving learners almost free reign to destroy themselves, the educator and the classroom
property. Both ends of the scale are in fact destructive, not only for educators, but also for the
-leamners. The dictatorial educator reduces the kﬂ-mets to tears, while the educator who adopts the
laissez-faire approach ends up being reduced to tears by the leamers. Angry educators or angry

learners are no solution to the discipline problem.

The democratic approach is the one recommended by most educationists, psychologists

and parents, and is also the most popular with the leamners.
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Jackson 1991: 46 continues to say that the body language of the unassertive educator is in
its-self a give-away. The educator tends to lean backwards when giving commands, which virtually
tells the learners that no action will follow the command. This well-meaning and often dedicated
educator becomes the focus of the learners’ anger because they find it difficult to respect a leader
who is afraid to assume the mantle of legitmate authonty. When there is a power vacuum in a

group situation, someone will step forward to fill it. If the educator does not assume the role of

~ authority, then the learners or a leamner surely will.

The aggressive educator generally lacks empathy and understanding. In some cases
aggressive educators become paranoid about opposition to their authonty. They tend to be

sarcastic, often insult the learners, and break the policy of the school by inflicting corporal

punishment. Their body language too conveys pent-up anger and aggression.

Learners tend to fear this kind of educator. They become timid and afraid to express
opinions. They often suffer from achievement anxiety, develop psychosomatic symptoms, and may
refuse to go to school. Conflict and anger pervade the classroom and learners are frequently

reduced to tears.

Jackson 1991: 48 states that without belr;g petty, the assertive educator reacts timeously to
disruption, nipping it in the bud before chaos can develop. The assertive educator has a sense of
humour and will laugh at a joke even if it is at her expense. In addition, the assertive educator is
alert and his/her body language conveys that command will be followed by action. Such educarors
heﬁ:r have to scream or shout and seldom to even raise their voices. Their body language says it all,

sometimes by just a disapproving look or the raising of an eyebrow.
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One of the educator’s primary tasks is to impatt an interest, a love of learning to learners. If
an educator does not genuinely enjoy acquiring knowledge, or lacks academic commitment, then a
love of learning is hardly likely to flourish in that educator’s classroom. The educator who is has a
positive self-image, is well-prepared and projects the image of a dedicated, competent, confident,

pleasant personality will have little difficulty in coping with the classroom situation.

LR

According to C2005 (rev languages) 2001: 116 the learner should be able to communicate
' confidently and effectively in spoken language in a wide range of situations. We know this when
the leamer uses verbal and nonverbal communication and presentation skills and strategies and
tollows the conventions of group work. Educational communication implies that the educator and
the learner enter each other'’s worlds and thus create a2 common world where the sharing of

information and ideas merge.

FOUNDATION PHASE LEARNING PROGRAMMES

Language, Literacy and Numeracy

According to Chanda 1998: 104 languape, literacy and numeracy are integral and core
aspects of all subjects across the curriculum. They are used for instruction and communication in
all teaching and- learning contexts. Leamers show their understanding and achievement in all
subjects through written, verbal and numerical means and academic ability. General capability is
measured in terms of achievement in English and maths. Insufficiency in any of these essential
skills 1s thus a barner to leaming and achievement in all subjects and at all levels. Chanda 1994: 105
contends that the most effective approach to improving levels of literacy, language and numeracy
~ across the curticulum is through concerted positive action. Chanda states that educators need to

provide a varied method of teaching to sustain interest and motivation in the subject. To maximise
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the chances of success leamners’ need to be exposed to spoken, written and visual language. Active
participation needs to be encouraged. Teaching methods need to be modified to allow for staged
development of language, literacy and numeracy skills. There 1s a need for an integrated

development of language, literacy and numeracy skill within all subject areas.

CONCLUSION

In this chapter, I discussed communication as it occurs in an Qutcomes Based classroom
with specific reference to the foundation phase. I hi-lhight the involvement of school as a part of
society. Sodety requires that individuals play different roles, experience achievement as a joint
effort, and learn to deal with interpersonal conflict, develop social skills and.deal with social
diversity. I pursue the thought that active learning is the key to any constructivist lesson. 1
discussed information sharing as the primary goal among educators and leamers. The cooperative
method of teaching brings democracy into the OBE classroom. I discuss the roles of groups in the
classroom. 1 looked at ways in which educators can maintain leamer interest in lessons. I outlined
the forms of communication that learners and educators must be in command of for success in

OBE.

In chapter 10, I present my conclusior}s and recommendations.
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Chapter 10

FIELDWORK AND DATA PROCESSING

PREVIEW

In this chapter I will present an account of my questionnaire. I will then discuss the
fieldwork that was carried out for the purposes of this study. I also explain the procedure used to

process data from questionnaires to data tables.

The quantitative nature of the research

This project was of 2 quantitative analytic nature, entailing research methodology based on
sampling techniques and questionnaires. I used the SPSS 11, analytical program for the

interpretation of the results. I present these in the form of tables and graphs.

Questionnaire design

In this section I will briefly cutline my questionnaire, which can be found in Addendum C.
It was an anonymous, confidential questionnaire to foundation phase educators. Having
empowered respondents with this information, they were further informed that their participation

in the survey was voluntary but that their assistance, through their partictpation, was needed.

The following is a detailed break down of the types of questions that were posed to

respondents in this survey:

In Questions 1 —4 focussed on general demographic information regarding the age, gender

and qualifications of the respondents.
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In questions 5 - 6 attention was focussed on the respondents’ teaching experience.

Question 7-9 relates to the respondents’ attendance to retraining programmes otganised by

the Department of Education.
In questions 10 1 focus on the ethnic grouping of respondents.
Questions 11-14 relates to the grade and number of learners in the respondent’s class.

In Questions 15 - 18 respondents are given statements pertaining to Outcomes-Based
Education. Respondents were required to indicate whether the given statements are correct or

incorrect.

Questions 19 -23 focus on consultation and planning among educators with particular

reference to Qutcomes-Based Education.

* In Questions 24-49 respondents’ are given 2 seties of organisational communication tasks,
which are particularly relevant to OBE. Respondents are required to rate these tasks as being

“important” or “ummportant”.

In Quesﬁons 75 respondents are required to indicate whether they are able to record and

raintain learner progress comfortably.

In the light of OBE being a relatively recent concept in South African school 1 have
consciously submitted a lengthy questionnaire, as I believe it takes into account all the key aspects
that are requited to adequately survey the views of educators in the foundation phase. The

questionnaire provides a holistic view of each respondent in terms of her / his background, as well
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as her / his understanding of Outcomes-Based Education. 1 have consciously constructed my
questionnaire with questions beginning with general particulars, followed by teaching experence,
retraining, ethnic grouping, class particulars, Outcomes-Based FEducation, followed by
organisational communication and organisational communication tasks. This was purposefully
done to engage the respondent to be constructively involved in the completon of the
questionnaire. Questions have been sequentially placed to gain the confidence ‘of the respondent so
~ that they would respond constructively to set questions. The questions posed are all relevant to my

survey as far as the soctal and individual construction of meaning 1s concerned

FIELDWORK
Participating Schools

Fifty primary schools in the Lower Tugela District of the Empangeni Region in KwaZulu-
Natal were engaged in this survey. Through the intervention of my promoter, 1 was able to obtain
pennission from the department to conduct my survey in the Lower Tugela District. The local
district office provided me with information as regards the schools in the Lower Tugela District.
Telephone numbers and addresses were also given to me. I telephoned the schools to establish the
number of educators in the foundation phase. Office In the same instance I gave the principals a
basic randown c;f my intentions of submitting questionnaires to their schools to which many were
very supportive off. Prncipals were made aware that permission was granted to me Sy the

Department of Education and Culture to conduct this survey schools in the Lower Tugela Distﬁct.

The sutvey

. I personally distnbuted questionmnaires to local schools, while the departments local internal

mailing systern was used to submit and retrieve questionnaires for schools in the remote rural areas.
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The prindpals of schools, together with their respective heads of departments were made aware of
the conﬁdentigl nature of the questionnaires and they willingly indicated to see to the actually
completion of questionnaires. I made arrangements to retrieve completed questionnaire on a
specific date suitable. A total of 279 questionnaires were submitted and 222 (79,6%) responses

received.

Data processing from questionnaires to data tables

Each respondent was required to read questions in the questionnaire and mark their
responses by placing a cross in the approprate spaces, or by wrting down the appropriate

information where required. The questionnatre consisted of 75 questions.

Entering the data

The responses were encoded into the SPSS 11.0 programme. Fach question in the
questionnaire was assigned a particular column in the database. The appropriate code variant for

the individual respondent was entered in the column that deals with that question.

Verifying the accuracy of the coding process

I venified the accuracy of the encoding process by double-checking each code that T had

entered after the questionnaire had been encoded onto the database.

On looking at the data base it was found that respondent 12 had a high degree of “no
response” or “spoilt response’. In consultation with my promoter this respondent was removed
from the database, as the respondent was not constructively engaged in the suwrvey. Originally this

respondent was part of the survey (222 respondents), but to prevent the possible skewing effect of
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the results this respondent was removed. Hence a total of 221 active respondents are being used in

this survey.

Defermining the statistical significance of the results

Significance relates to similarities within groups and differences between groups with
tegard to particular responses. Statistics can be used to determine whether there are significant
similarities or difference in responses to questions within demographic groups. High levels of
similar responses within groups, cotrelated with high levels of dissimilar responses between groups
are shown as levels of significance on data tables. The nearer the decimal fraction is to 0 (zero) the
higher the level of significance. Stringent measurements of significance consider 0.05 to be
significant, and 0.01 as highly significant. These levels of significance indicate the probability that a
hypothesis being tested could be wrong, or that a correlation between two factors is due to chance.
A level of significance of 0.05 therefore means that there practically is no chance that the variable

being tested is irrelevant.

With the fully encoded database, I used the general linear model feature of SPSS to
determine the levels of significance for questions, which had a direct beaning on Outcomes-Based
Educadon..l obained this result by selecting the multi-variate option in SPSS. I used gender, and
age as dependent vatiables while all other varables were used as fixed factor variables. In the

sample table below the last column provides details as regards the levels of significance.
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Tests of Between-Subjects Effects

Type lil Sum
Source Dependent Variable of Squares df Mean Square F Sig.
Comrected Model Your age. 2.7428 2 131 535 .586
What is your gender? 2.746E-020 2 1.373E-02 1.021 362
Intercept Your age. 374908 1 374908 | 146306 .000
What is your gender? 25,918 1 25918 | 1927.137 000
ADEQOBE Your age. 2742 2 1.371 535 .586
What is your gender? 2.T46E-02 2 1.373E-02 1.021 .362
Errar Your age. 558.625 218 2562
What is your gender? 2832 218 | - 1.345E-02
Total Your age. 4251.000 21
What is your gender? 230.000 22t
Corrected Total  Your age. 561.367 220
What is your gender? 2.959 220

a. R Squared = 005 (Adjusted R Squared = -.004)
b. R Squared = .009 (Adjusted R Squared = .000)

Fig. 9: Significance measurements for responses

Here ! will use the example of Question 8, which asks respondents to indicate the whether
they are adequately equipped to implement Outcomes-Based Education. The above table shows
that the variables of gender and age are correlated. A highly significant level of 0.586 is indicated
for the vatiable gender. This means that there are significant similadties within the genders and
sigrﬁﬁcaﬁt differences between them with regard to educators being adequately equipped to

implement OBE.

A significance level 0.362 has been recorded for the varable age. This demonstrates a
significant difference in responses to this question concerning whether educators are adequately
equipped to implement OBE. It needs to be noted that levels of significance close to 1 (one) do
not mean that results are irrelevant. It stmply means that there was a possible common source of

the record keeping system that is being used. In summary, levels of significance close to 0 (zero)
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indicate clear similarities within groups, co-varying with significant differences between groups.

Levels of significance close to 1 (one) indicate similarities within as well as between groups.

CONCLUSION

I this chapter I explained the procedure that was followed when I conducted my survey. I
followed this with a discussion of the questions that formed the questionnaire. I also gave an
overview of how I carried out the fieldwork for this study. I then went on to explain how the
survey was conducted. I also gave an account of the steps that were followed when encoding data
mnto the SPSS 11.0 programme. Followmng this, I focused on the meaning of “significance” in this
study and explained how statistical significance of the results is determined. In the next chapter 1

will present the results of my study.
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Chapter 11

RESULTS

PREVIEW

In this chapter I will present the results of my survey. I will give an account of my findings
- and demonstrate my findings through the use of graphs. Tables and Graphs demonstrating some

of my findings can be found in Addendum D.

Demographic characterisation of the respondents

In the following sections I will give a general demographic characterisation of the

respondents that participated in this study.

Gender

Whatis female Count 218

your Cot % 98.6%

gender?  Lole  Count 3

Col % 14%

Total Count 221

Col % 100.0%

Figure 10 Gender

Almost 99% (218) of the respondents in my study were female and just over 1% (3) were males.
All respondents indicated their gender in this survey. From the table below it can be deduced that
there are significantly more females than males in the schools were this survey was undertaken.
From the table it can be safely inferred that there are a majority of females teaching in the

foundation phase.
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80
m e
40 -
20 -
b=
S
S ol
below 25 31-35 41-45 50 or over no response
26-30 3640 46-50 spoiit response
Your age.
| Figure11 Age of Respondents

The table above provides the details as regards the age of the respondents. The age group
that recorded the highest number of respondents was the 36-40 year age grouping, which
amounted to just over 32% (71). A total of i-ust over 1% (3) was recorded i the age category
“below 25”. The 26-30-age grouping made up just over 15%(34) while the 31-35-age grouping
made up just over 18% (40) of the respondents. In the age category 41-45, an amount of just over
18% (40) was recorded. This implies that the teaching corps mn the schools survey can be classified
as being generally middle aged. Just over 7%(16) of respondents fell into the 46-50-age grouping.

Just over 4% of respondents fell in the age category 50 and over. There was 1 spoilt response
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recorded. A total of 6 respondents did not indicate their age. The figure below provides a graphical

picture of the mformation above.

Qualification
There were no “spotlt responses” or “no reponses” recorded to this question.

Of the respondents received almost 87%( 193) indicated that they do have a foundation
phase qualification. Just over 11%(25) do not have a foundation phase qualification, which implies
that there is 2 need for qualified foundation phase educators at some of the schools that were

surveyed. The figure below provides information as regards the responses in terms of qualification
and REQV.

What is your reqv?

B 13 or below
1415

-1Borabove

Count

Do you have a foundation phase qualification?

Figure 12 Response — Do you have a foundation phase qualification?
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Race

The racial composition of the respondents in this study was as follows:

What is black Count 82
your: Table % 371%
ethnlq coloured Count 6
grouping? Table % - 27%
indian Count 118

Table % 53.4%

white Count 3

Table % 1.4%

spoilt response  Count 2

Table % 9%

no response Count 10

Table % 4.5%

Total Count . 221
Table % . 100.0%

Figure 13 Ethnic Grouping

Just over 37% (82) were Black, almost 3% (6) were Coloured, just over 53% (118) were
Indian and just over 1% (3) respondents were White. Almost 1% (2} of the responses to this
question, was “S?oilt”. Almost 5% (10) “no” tes-ponscs was recorded. The above clearly illustrates
that the results would be particulady relevant to Black and Indian respondents. There is a

minimum of White and Coloured respondents.
Class Particulars

From an analysis of the survey results I established that 10 respondents (almost 5%s)

indicated their class size to be below 30 leamers. 111 respondents (just over 50%0) indicated they
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had between 31 and 40 learners in their classes. Large class sizes could poise a problem in the
teaching-learning situation as individualised education and group work may be difficult to manage.
96 respondents (just over 43%) indicated their class size to be between 41 and 50 learners. 3

respondents (just over 1%) indicated that they had over 51 learners in their class.

Outcomes-Based Education “

Questions 15 to 18 consisted of statement conceming Outcomes-Based Education.

Respondents had to indicate whether these statements were correct or incorrect.

Statement 15 read, “Assessments are not necessary in OBE”.

Count Table %

Assessments are necessary in~ correct 102 46.2%
obe. incorrect © 118 53.4%

spoilt response B 5%
Total 221 100.0%
The use of a good text means correct 45 20.4%
that ane does not have to worty  jpneorrect 175 79.2%
about curriculum content. spoilt response 1 5%
Total 221 | 100.0%

Figure14 Response to Assessments in OBE; Use of Textbook

Just over 46% (102 respondents) indicated that this statement is correct. 118 respondents

(just over 53%) indicated that this statement is incorrect. There was 1 spoilt response (0.5%).

Statement 16 read as follows, “ If one uses a good textbook one does not have to worry
too much about the cumiculum content in OBE”. There were 45 respondents (just over 20%) who
indicated that this statement is correct Just over 79% (175) of respondents indicated that this

statement is “incorrect”. There was 1 spoilt response (0.5%). It must be noted that OBE
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education is not totally reliant on the textbook. This is confirmed by the high response indicating
this statement to be incorrect. Educators need to bear in inind that leamers expenence and their

social interaction all form part of the learning process.

Statement 17 read as follows, “In OBE the educator actively dispenses knowledge while

the learners passively absorb knowledge”. -
[The educator actively  cormect Count 55
dispenses knowledge - Table % 24.9%
while the lae:mz incorrect Count 165
ﬁﬁﬁ;’z{;e_ sorbs Table % 74.7%
no response  Count 1
Table % 5%
Total Count 221
Table % 100.0%
Awarding marks is the  correct Count 46
best way to reflect a Table % 20.8%
learner's progress. incorrect Count 173
Table % 78.3%
noresponse  Count ' 2
Table % 9%
Total Count 221
Table % 100.0%

Figure15 Response: - Knowledge dispensation; Awarding Marks

From the table above it is clear that 2 Jarge portion of respondents (almost 75%) have
indicated that this statement is “incorrect”. OBE as a system of educaton is put to good use when
all partms concemed adopted an mtegrated approach to teaching and learning. This means that
leamers are given opportunities to verbalise and be part of brainstorming activities before solutions
and conclusions are armved at. Educators do recognise the fact that their task is the facilitation of
the learning process. The large number of respondents indicating that the statement is “incorrect”

confirms this.
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Statement 18 read, “ Awarding marks 1s the best way to reflect a learner’s progress”.

Just over 78% (173} of respondents indicated that this statement is “incorrect”. Almost
21% (46) of respondents indicated that this statement was “cotrect”. Just over 1% of “spoilt”
responses were recordcd_. The high response mdicating that the statement to be “incorrect” means
that educators are not comfortable with the assigning of marks in assessing learner progress. A key

rating system is a commonly used alternate.

OBE: Consultation and planning

Questions 19 to 23 were poised to establish whether educators are adopting a consultative

approach in OBE when planaing.

The table below illustrates the results of question 19 and 20.

Are educators consulting  yes Count 157

one another when Table % 71.0%

planning programme no Count 64
organisers?

rgant Table % 29.0%

Total Count 221

Table % 100.0%

Are educators consulting  yes Count 146

one a.nother when Table % 56.1%

planning lessons? no Count 75

Table % 33.9%

Total Count 221

Table % 100.0%

Figure 16 Consultation - Programme Organisers, Planning lessons
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Statement 19 elicited 2 total of 157 respondents (71%) indicated “yes”. A total of 64
respondents (29%) indicated “no” to statement 19. There were no spoilt responses recorded to this

question. It is thus evident that educators are cbnsulting another in planning Programme

organisers.

Statement 20 reads as follows,” Are educators consulting one another when planning
lessons?” 146 respondents (just over 66%) responded, “yes” to this statement. 75 respondents
(almost 40%) responded, “no” to this statement. There were no spoilt responses recorded to this
question. The above results reveal that educators are consulting and sharing ideas in their teaching,

This is a healthy scenatio and auger well for the social and individual construction of meaning.

Are educators consulting  yes Count” 20
one another when Table % 91.0%
planning assessments? no Court 20
Table % 9.0%
Total Count 221
Table % 100.0%
Are educators consulting  yes Count 203
one ancther when Table % 91.9%
planning worksheets? no Count 18
i Table % 8.1%
Total | Count 221
Table % 100.0%

Figure 17 Consultation- assessments; worksheets

Statement 21 and 22 elicited the following results as per the table above.

1t is clear from the table above that educators are constructively involved in consultaton

when planning assessments. %1% of respondents (201) are consulting one another when planning
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assessments. This is important as it allows for the setting and maintaining of standards between

grades.

Worksheets are a common tool in the learning process. 1t is nteresting to note that almost
92% of respondents (203) have indicated that they are involved in consultatdon in planning
worksheets. Common worksheets used by a grade help reduce printing costs. It also affords

educators an opportunity at having a turn at preparing worksheets for the various grades.

Planning is an essential element m Outcomes-Based Edl;cation. The response to question
23 was as follows: 143 Respondents (almost 65%) responded, “yes” to this question. 78
Respondents (just over 35%) responded “no” to this question. There were no “spoilt” or “no
responses”. The results reveal that educators are consciously planning to ensure that they cover as

many programme organisers as possible. The table below illustrates the results.

Do you set time yes Count 143
frames for ee_!ch Table % 64.7%
phase organiser? Count 78
Table % 35.3%
Total Count 221
Table % 100.0%

Figure 18 Time Frames

Organisational communication tasks

Question24 to 49 polled the respondent’s ability to rate given organisational tasks as either
“important” ot “unimportant”. Tables and graphs illustrating the results to these questions can be

found in Addendum D.
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For brainstorming as an organisational communication task, 153 respondents (just over
69%) rated it as being important. 67 (just over 30%) Respondents rated this task as unimportant.
There was 1 “no response” (0.5%) to this question. Brainstorming forms an important part in the
social and individual construction of meaning. Educators need to consciously foster and encourage

learners to verbalise their thought processes.

Conversation forms an important part of early foundation phase teaching and leaming.
Conversation as an organisaﬁonal communication task had a significant 219 respondents (just over
99%) indicating this task to be “important” while 2 respondents (almost 1%) indicated
“unimportant”. There were no “spoilt responses™ or “no responses” recorded to this question.

Interaction between learners and their peers leads to the social construction of meaning,

Consultation 2s an organisational communication task elicited 217 respondents (just over
98%) indicating this task to be “important”. 4 respondents indicated this task to be unimportant™.
The aforementioned results are important. It indicates that educators do realise the importance of
consultation and are willing to share ideas and thoughts on the subject matter. Consultation plays
an important role in the mdividual and social construction of meaning. Interpersonal and
intrapersonal communication are forms of communication that are commonly used in the

consultation process.

Giving instructions as an organisational communication task recorded just over 96% (213)
of respondents indicaﬁng this task to be important. Almost 4%(8) respondents indicated this task
to be unimportant. There were no “spoilt responses™ or “no responses” recorded to this question.

The results as outlined above are particulardy relevant it that clear, concise instructions need to be
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given to learners to aid in the learning process. Making leamners aware of instructions sets the pace

and the tone of the lesson and increases the individual and social construction of meaning.

Evaluation as an organisatonal communication task recorded just over 91% (202) of
respondents indicating this task to be important”. Almost 9% (19) respondents indicated this task '
to be unimportant. There were no “spoilt responses” or “no responses” recorded to this question.
The evaluation process forms an important component in any learning situation as it affords the
| educator to establish how successful his/her teaching is. Educators in evaluating learner
performance need to give learners vanious opportunities to show that they understand a concept.
Written tests are not the only means of evaluation. Oral and observation strategies need to be put

in place to maximise leamner success.

Writing a story as an organisational communication task received just over 92% (204) of
respondents indicating this task to be important while almost 8% (17) of respondents indicated
that this task to be unimportant. There wete no “spoilt responses” or “no responses” recorded to
this question. Story wnting forms an important part of communication in the foundation phase. It
affords learners the opportunity to pen thoughts and ideas and provides the educator with valuable
insights as to the thought process of leamers. Intrapersonal communication prompts the leamer in

the wnting process.

Doing a project recetved almost 96% (211) of respondents indicating that this is an
important task while almost 5% (10) indicated that this task is unimportant. It is important that the
educator carefully select topics within the ability range of leamers, so that this aspect is integrated

in the process of life-long leaming. In completing projects leamers improve their innate skills,
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which educators need to take particular note of. Interpersonal and mtrapersonal communication

play an important role in the individual and social construction of meaning.

Role-playing has also proved to be significant in this survey. Almost 96% (212) of
respondents indicated that this organisational task is important while almost 4% (8) of respondents .
indicated that this task is uaimportant. There was 1 (0.5%) of “spoilt” respoiises to this question.
Foundation phase learners have innate ability to role-play. Educators should encourage learners to

verbalise and enact their thoughts.

Speech making as an organisational communication task received almost 95% (209) of
respondents indicating this task to be important while just over 5% (12) respondents indicated that
this task is unimportant. There were no “spoilt responses” or “no responses” recorded to this
question. From the results it is clear that speech forms an important part of the leaming process. It
is important the educators afford learners a sympathetic ear in listening to the requests and

responses of learners.

Record keeping forms an important part of OBE. This is reaffirmed by a significant
amount of almost 93% (205) of respondents indicating this task to be important”. Just over 7%
(16) respondents indicated d;at this task is ummportant. It is imperative that educators keep proper,
~ meticulous records of leamer progress. The educator needs to consciously use a vardety of

recording techniques to capitalise on the strengths of learners.

Group discussions have also proved to be significant in OBE. This is an area that allows
learners the opportunity to verbalise Almost 96% of respondents indicated that this task is

important while just over 4% (9) respondents indicated that this task is unimportant. Both the
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educator and learners make use of a variety of verbal and nonverbal cues to communicate with one
another. Small group communication also becomes a promment part in-group discussion.
Interpersonal and intrapersonal communication also play an important part i group discussions

which have a positive bearing on the individual an social construction of meaning.

The Wnnng of notices elicited 158 respondents (almost 72%) indicating this task to be
important. 63 respondents (almost 29%) indicated this task to be unimportant. There were no
| “spoilt” responses or “no responses” recorded to this statement. Learners need to be exposed to
the writing and proper interpretation of notices. In reading a notice intrapersonal communication is

hi-lighted as the leamer plans his/her response.

Tests as an organisational communication task elicited 160 respondents (just over 74%)
indicating this task to be mmportant. 60 Respondents (just over 27%) indicated this task to be
unimportant. There were no “spoilt” responses. 1 (0.5%) of “no response” was recorded. Testing
does have a place in the new curnculum, but it need not be as rgid and formal as the old system

required. Testing needs to take on various forms to make OBE truly successful

Written assignments as an organisational communication task elicited 172 respondents
(almost 78%) ihdiczting this task to be impo;‘tant. 47 Respondents (just over 21%) indicated
written assignments to be unimportant. There was 1 (0.5%) spoilt response and 1 (0.5%) no
response recorded. Assignments are an important way of gathering information on a leamner as well
as his/her thought processes. Educators need to guide learners in the writing of assignments by

ensuring that topics focussed on are relevant.
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Display of values/beliefs elicited 206 respondents (just over 93%) indicating this task to be
important. 15 respondents (almost 7%) indicated this task to be unimportant. There were no
“spoilt” response or “no responses” recorded. The display of values and belief form an mmportant
part in the individual and social construction of meaning. Educators need to recognise the
multicultural scenario prevalent in our schools. Leamers and educators need to be tolerant and -

appreciative of one another.

Display of skills received 214 respondents (almost 97%) indicating this task to be
important. 7 respondents (ust over 3%) indicated this task to be unimportant. There were no
“spoilt” responses or “no responses” recorded. Skills form an important aspect in the learning
process. Educators need to assess skills accordingly. Dues credit needs to be given to leamers who

display competences andslillsina paﬂlcu]ar area.

Interviews as an organisational communication task elicited 208 respondents (just over
94%) indicating this task to be important. 13 respondents (almost 6%5) indicated this task to be
unimportant. Interviews are valuable in providing the educator with an understanding and insight
about the leamner. Educators need to interview leamers on an ongoing basis to establish their

thought processes as well as their strengths and weaknesses.

Observation as an organisational communication task elicited 215 respondents (Just over
97%) indicating this task to be important. 6 Respondents (almost 3%) indicated this task to be
unimportant. There were no “spoilt”™ responses or “no responses” recorded. Educators need to be
alert to the behavioural pattemns of leamers. Educators need to observe learners in different
settings. This could zid in establishing their strengths and weaknesses. Educators need to capitalise
on the strengths of learners while trying to build on their @-’ea]cnesses.
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204 Respondents (just over 92%) indicated rules and regulations to be important. 17
Respondents (almost 8%) indicated this task to be unimportant. There were no “spoilt” responses
or “no responses” recorded. Rules and regulations are important in any organisation. Educators

need top made learners aware of the rule and regulations that are in place.

Decision making as an organisational communication task elicited 208 respondents (just
over 94%) indicating this task to be important. 13 Respondents (almost 6%0) indicated this task to
be unimportant. There were no “spoilt” responses or “no responses” recorded. Decision-making
involves intrapersonal as well as interpersonal communication. Leamers are often influenced by

their peers. Educators need to develop good, healthy decision making skills in learners.

Leamer profiles as an organisational communication task elicited 204 respondents
indicating this task to be important. 17 Respondents (almost 8%) indicated this task to be
unimportant. There were no “spoilt” responses or “no responses” recorded. Leamer profiles arc a
valuable tool in tracking down leamer progtress over a year or more. Profiles should reveal the

sequential development of the leamner.

Assessment gnds as an organisational communication task elicited 138 respondents
indicating this task to be important. 83 Respondents (slmost 38%) indicated this task to be
unimportant. There were no “spoilt” responses or “no responses” recorded. Assessment grids
provide a valuable means of monttoring learner progress. Educator’s need to use such mechanisms

to good effect to track learner progress.

149 Respondents (just over 67%) indicated mind mapping to be an important

ofganisational communication task. 72 Respondents (almost 33%) imndicated this task to be
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unimportant. There were no “spoilt” responses or “no responses” recorded. Mind mapping bnngs
to the fore interpersonal as well mtrapersonal communication skills. These skills in tum have a

direct bearing on the individual and social construction of meaning.

New technology as an organisational communication task eliated 155 respondents (just -
over 70%) indicating this task to be important. 66 Respondents (almost 30%} indicated this task to
be unimportant. It is important that educators and learners be made aware of the new technology
in learning. As much as all schools may not possess the same resources, it is important that

awareness be created of what is avatlable on the market in terms of technology.

Responsibly of organizational communication task

Questions 50 to 74 required the respondent to identify who is responsible (educator,

learner or both) for the vadous organisational communication tasks.
. The responses to the following organisational tasks are provided in the table below.
0 Bminstorming
o Conversation

0 Consultation
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Who is responsible educator Count 56
for brainstorming as Table % 25.3%
an organ_isa_ﬁonal leamner Count 7
communiation task? Table % 3.2%
both Count 157

Table % 71.0%

spoilt response  Count 1

Table % 5%

Who is responsible educator Count ’ “28
for conversation as Table % 12.7%
an organisational leamer Count 35
f:s':‘(g’""mm“ Table % 15.8%
both Count 157

Table % 71.0%

spoilt response  Count 1

Table % .5%

Who is responsible educator Count 53
for consultation as Table % 24 0%
an organisational leamer Count 25
to:sr:;n unicstion Table % 11.3%
both Count 139

Table % 62.9%

spoilt response  Count 1

Table % 5%

no response Count 3

Table % 1.4%

Figure 19 Response to Brainstorming; Conversation; Consultation

It is interesting to note that a large percentage of respondents idenufy that both educator
and learner are responsible for brainstorming (71%), conversation (71%) and consultation (almost
63%) as organisational communication tasks. Educators need to allow leamners the opportunity to

verbalise their thoughts. Their ideas need to be incorporated in lessons.

112 respondents (almost 51%) indicated that the educator is responsible for giving

mnstructions. 17 Respondents (aifnost 8%) indicated that the learner is responsible for giving
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instrucdons while 88 respondents (almost 40%) indicated that both educator and learner are
responsible for giving instructions. 3 “Spoilt” responses (just over 1%) and 1 “no response” (0.5)
was recorded. It is important that a co-operative leaming environment be created so that educator
and learner are able to work in 2 mutually conducive leaming environment where healthy

communication takes place.

Evaluation as an organisational communication task elicited 100 respondents (ust over
| 45%) indicating that the educator is responsible for evtaluaﬁon, 23 respondents (Just over 10%)
indicated that the leamer is responsible for evaluation while 95 respondents (43%) indicated that
both educator and learner are responsible for evaluation. There were 3 “spoilt” responses (just over
1%) recorded to this question. Respondents to evaluation seem to be more ot less equally divided
in their response. It is important that evaluation be done taking into account all stakeholders.

namely educator, learner and parent.

7 Writing a story as an organisational communication task elicited 12 respondents (just over
5%) indicating that the educator is responsible for this task. 115 Respondents (52%) indicated that
the learner is responsible for this task while 90 respondents (almost 41%) indicated that both
educator and learner are jointly responsible for this organisational communication task. There werce
2 “spoilt” responses (almost 1%) and 2 no” responses” (almost 1%) recorded. Educators nef:d to

provide adequate guidance to learners in writing stoties.

The table below provides details as regards the responses concemning projects and group work as

organisational communication tasks.
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Who is responsible  educator Count 8

for doing a project Table % 3.6%
25 Zzisaﬁonal learmner Count 132
ngmmuni ation Table % 59.7%
task? bath Count 79
Table % 35.7%

spoilt response  Count 2

Table % 8%

Who is responsible  educator Count .13
for group work as Table % 5.9%
an organisational leamer Count 17
tfs?g‘“"'@“"" Table % 52.9%
both Count 89

. Table % 40.3%

no response Count 2

Table % 9%

Figure 20 Response to Projects and Group work

Project work as an organisational communication task ehcited 8 responses {almost 4%)
mndicating that the educator is responsible for this task. A significant number of respondents (132
respc;ndents, almost 60%) indicated that the learner is responsible for this task. 79 Respondents
(almost 36%) indicated that both educator and learner are jointly responsible for this task. There
were 2 “spoilt’ responses (almost 1%) recorded. Project work forms an important part in OBE
leamning. Educators need to ensure that tasks given to leamners are within their ability levels.
Educators need to discuss and guide leamers as to how to go about creating and completing the

project.

Group work as an organisational communication task elicited 13 respondents (almost 6%)
indicating that the educator is responsible for this task. 117 Respondents (almost 53%) indicated
that the Ieamer 1s responsible for this task. 89 Respondents (almost 41%) indicated that the

educatot' and learner are jointly responsible for this task. There were 2 “no” responses (almost 1%)
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recorded to this question. Group work allows for peer interactions as well as provides a social
dimension to leaming. It is thus essential that the educator use group work often to allow learners
to interact with one another and at the same time allowing them the opportunity to verbalise their

thoughts and actions.

The table below provides information as regards the responses concerhing role-playing and

show and tell as organisational communication task.

Who is responsible educator Count 12
for role-playing as an Table % 5.4%
;gr:::usingn leamer Count 108
task? Table % 48.9%
both Count L]

Table % 44 3%

spoiltresponse  Count 2

Table % 9%

no response Count 1

Table % 5%

Who is responsible educator Count 11
for show and tell as Table % 5.0%
i;ﬁgs:i’ﬁ::al learner Count 115
task? Table % 52.0%
both Count 93

Table % 42.1%

spoilt response Count 2

Table % 9%

Figure 21 Response to Role playing and Show and Tell

12 Respondents (just over 5%) indicated that the educator is responsible for role-playing as
an organisational communication task. 108 Respondents (almost 49%) indicated that the learner is
responsible for role-playing while 98 respondents (ust over 4494) indicated that the educator and

the learner are jointly responsible fro role-playing as an organisatonal communication task. There
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were 2 “spoilt” responses (almost 1%) and 1 “no” response (almost 1%) recorded. Educators need

to expose learners to role-playing as little children enjoy imitating their elders or others.

Show and tell as an organisational communication task eliated 11 respondents (S°/u)
indicating that the educator is responsible for this particular task. 115 Respondents (52%) indicated .
that the learner is responsible for this particular task. 93 Respondents (just ovet 42%) indicated that
both educator and leamer are jointly responsible for show and tell as an orgamsational
communication task..There were 2 “spollt” response (glmost 1%) recorded. Educators need to
guide learners as to how to successfully present an oral narrative while showing the object/item
being discussed. Efforts need to be made to enhance the enquity process and leamers should be

encouraged to ask questions after a presentation.

The table below provide information as regards speech making and group discussions as
organisational communication task. Both these tasks require interpersonal and intrapersonal
communication skills. Feed back during group discussions play an important part in the individual

and social construction of meaning.
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Who is respansible
for speech making
as an organisational
communication
task?

Who is responsible
for group
discussions as an
organisational
communication
task?

educator

leamer

both

spoilt response

no response

educator

learmer

both

" spoilt response

no response

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

32%
119
53.8%
9N
41.2%

1.4%
|
-5%

4.1%
11
50.2%
97
43.9%

9%

.9%

| Figure 22 Response to Speech making and Group discussions

as well as the delivery style.
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| Speech making as an organisational communication task elicited 7 respondents (Just over
3% indicating that the educator is responsible for this task, 119 respondents {(almost 54%)
indicating that the learner is responsible for this task and 91 respondents (just over 41%) indicating
that both the educator and the learner are responsible for this task. There were 3 spoilt responses
recorded (Just over 1%). 1 “no” responses was recorded. Educators should guide leamers in their

preparation and presentation of speeches. Particular attention needs to be focussed on the content

Group discussions as an organisational communication task elicited 9 respondents (just
over 4%0) indicating that the educator is responsible for this task. 111 Respondents (Just over 50%)

indicated that the leamer is responsible for this task. 97 Respondents (almost 44%) indicated that




both the educator and leamer are responsible for this task. There were 2 “spoilt” responses and 2
“n0” responses recorded. The educator needs to create a healthy environment whete leatners are

comfortable to share ideas with others in a co-operative manner.

The figure below provides information on the writing of notices and tests as organisational

i

communicadon tasks.

Who is responsible educator . Count 89
for writing of notices Table % 40.3%
as an organi;.aﬁonal learner Count - 48
gs':,’?“”“m" _ Table % 21.7%
both Count a3
Tabie % 37.6%
spaoilt response Count 1
Table % 5%
Who is responsibie educator Count 97
for tests as an Table % 43.9%
orgamsa_hoqal leamer Count 50
o nicaton ' Table % 226%
bath Count R 70
Table % 31.7%
spoilt response Count 3
Table % 1.4%
no response Count ;

Table %
5%

Figure 23 Response to the writing of notices and tests

89 Respondents (just over 40%) indicated that the educator is responsible for the writing of
notices as an organisational communication task. 48 Respondents (almost 22%) indicated that the
leamner is responsible for this organisational communication task. 83 Respondents (almost 38%)

indicated that both educator and leamer are responsible for this task. 'Fnere was 1 “spoilt” response
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recorded. It is important that learners be made aware about notices. They need to know how to

write notices as well as read notices.

Tests as an organisational communication task ehiated 97 respondents (almost 44%)
indicating that educators are responsible for this task while 48 respondents (almost 22%) mdicated
that the learner is responsible for this task. 83 Respondents (almost 38%) indicated that both the
educator and the leamer are responsible for tests as an organisational communication task. There
were 3 “spoilt” responses (just over 1%) recorded. 1 “no” response was recorded. Tests form an
important part of assessment. Educators need to note that when tests are administered to learners
such test need to be carefully thought out covering relevant aspects that have been dealt with.
Testing needs to take on various forms. Skills and values also form an important part of leaming

and need to be rated accordingly.

~ The figure below provides details recorded with regard to written assignments and the
display of values/beliefs as organisational communication tasks. From the figure below the

following information can be deduced.

33 Respondents (almost 15%) indicated that the educator is responsible for written
assignments while 97 respondents (almost 44%) indicated that the learner is responsible for this
organisational communication task. 85 Respondents (almost 39%) indicated that both educator and
learner are jointly responsible for this task. 5 “spoilt” responses were recorded. 1 “no” response

was recorded.
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Who is responsible
for written
assignments as an
organisational
commurnication
task?

Who is responsible
for the display of
values/beliefs as an
organisatioan
communication
task?

educator

leamer

both

spoilt response

no response

educator

learmer

both

“spoilt response

no response

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

a3
14.9%
97
43.9%
85
38.5%

2.3%

5%
16
7.2%
a3
42.1%
108
43.9%

.9%

.8%

Figure 24 Response to Written assignments and Values/Beliefs

as organisational communication tasks.

values need to be tackle in a diplomatic manner.
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The display of values/beliefs as an organisational communication elicited 16 respondents
(just over 7%) indicating that the educator is responsible for this task while 93 respondents (just
over 42%) indicated that the learner is responsible for this task. 108 Respondents (almost 49%)
indicated that both educator and leamer are 'résp-onsible for this organisational communication
task. There were 2 “spoilt” responses (almost 1%) and 2 “no” responses (almost 1%) recorded.
Educators need to be sensitive to the value and beliefs of the va_n'ous leamers in his/her class.

Lessons need to be well balanced taking into account all learners in class. Cultural differences and

The table below provides details as regards responses to the display of skills and interviews




Who is responsible
for the display of
skills as an
organisational
commaunication
task?

Who is respansible
for interviews as an
organisationat
communication
task?

educator

leamer

both

spoilt response

no response

educator

leamer

both

spoilt response

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

4.1%
103
46.6%
106
48.0%

5%
9%
20.8%
70
31.7%
104
47.1%

5%

Figure 25 Response to the Display of skills and Interviews

9 Respondents (just over 4%) indicated that the educator is responsible for the display of
skills :;s an organisational communication task. 103 Respondents (almost 47%) indicated that the
leamer is responsible for this task. 106 Respondents (48%) indicated that both the educator and the
learner are responsible for this task. There was 1 “spoilt” response (almost 1%) and 2 “no”

responses (almost 1%) recorded. Educators need to take particular note that the display of skills

forms an important part in OBE. Skills need to be assessed accordingly.

46 Respondents (almost 21%) indicated that the educator is responsible for interviews as
an organmisational communication task. 70 Respondents (almost 32%) indicated that the leamner is
responsible for this task. 104 Respondents (just over 47%) indicated that both educator and learner

are responsible for this task. There was 1 “spoilt” response recorded. Educators need to implement
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interviews in class so the learners are able to vetbalise their thought processes an answer questions

at a given time.

The table below provides the results as regards observation as well as rules and regulations

as otganisational communication task.

Who is responsibie educator Count 52 |
for cbservation as an Table % 23.5% | |
organisafcioqa’ leamer Count 56
t?:;;““““’a“"" : Table % 25.3% | |
both Count 10 11
Table % 498% | |
spoilt response  Count 2
Table % 9%
no response Count 1
Table % 5%
Who is responsible educator Count 56
for rules and Table % 25.3%
regulations as an leamner Count 49
gf;:ﬁf;‘;ﬂn Table % 22.2%
task? both Count 115
Table % 52.0% |
spoilt response  Count 1
Table % 5% |-

| Figure 26 Response to Observation and Rules/regulations

52 Respondents (almost 24%) indicated that the educator is responsible for observation as
an organisational communication task. 56 Respondents (Just over 25%) indicated that the learner is
responsible for this task. 110 Respondents (almost 50%) indicated that both educator and learner
are responsible for this task. There were 2 “spoilt” responses and 1 “no” response recorded.

Educators need to observe leamers an record such observations.
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Rules and regulations as an organisational communication task elicited 56 respondents (just
over 25%) indicating that the educator is responsible for this task while 49 respondents (just over
22%) indicated that the leamner 1s responsible for this task. 115 Respondents (52%) indicated that

both educator and learner are responsible for this task. There was 1 “spotlt” response recorded.

The figure below provides details of results recorded for decision'making and learner

profiles as organisational communication task.

Who is responsible educator Count 40
for decision making Table % 18.1%
as an organisational o5 mer Count 63
communication Table% |  28.5%
task? - )
both Count 115
Table % 52.0%
spoitt response  Count 2
Table % 9%
no fresponse Count 1
Table % .5%
Who is responsible educator Count 37
for leamer profiles as Table % 16.7%
an organisafional leamer Count 75
comimunication
task? Table % 33.9%
both Count 106
Table % 48.0%
spoift response  Count 3
Table % 1.4%
Figure 27 Response to Decision making and Learner Profiles

40 Respondents (just over 18%) indicated that the educator is responsible for decision-
making as an organisational communication task. 63 Respondents (almost 29%) indicated that the
learner is responsible for this task. 115 Respondents (52%) indicated that both educator and leamner

. are responsible for this task. There were 2 “spoilt” responses (almost 1%) and 1 “no” response
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(almost 1%) recorded. Educators need to foster good, healthy decision making skills among

leamers

37 Respondents (s]mc;st 17%) indicated that the educator is responsible for learner profiles
as an organisational communication task. 75 Respondents (almost 34%) indicated that the learneris
responsible for this task. 106 Respondents (48%) indicated that both educaror and learner are
responsible for this task. There were 3 “spoilt” responses (just over 1%) recorded. Learner profiles
| are valuable tools in tracking learner progress over a period of time. It is thus important that both

educator and learner mamtain a well-balanced portfolio.

‘The table below provides details as regards the results obtained for assessment grids, mind
mapping and new technology as organisational communication tasks. The following information

can be deduced from the table.

75 Respondents (almost 34%) indicated that the educator is responsible for assessment
grids as an organisational communication task. 54 Respondents (just over 24%) indicated t};at the
learner is responsible for this task. 91 Respondents (just over 41%) indicated that both educator
and learner are responsible fc;r this task. There was 1 “no” response recorded. Educators need to

use assessment grids to adequately monitor the progress of leamers.

Mind mapping as an organisational communication task clicited the following results: 61
Respondents (almost 28%) indicated that the educator is responsible for this task. 56 Respondents
(just over 25%) indicated that the learmer is responsible for this task. 102 Respondents (just over

46%0) indicated that both educator and learner ate responsible for this task. There was 1 “spoilt”

145



and thoughts. These need to be included in lessons in a diplomatic manner.

response and 1 “no” response recorded. Leamners need to be given opportunities to verbalise ideas

Who is responsible educator Count 75
fot_' assessment Table % 33.9%
grids as an learner Court 54
organisational -
communcation task? Table % 24.4%
both Count g1
Tabile % 41.2%
no response Count 1
. Table % 5%
Who is responsible educator Count 61
for mind mapping as Table % 27.6%
an oganisational . leamer Count 55
communication Table ® o
task? able % 25.3%
both Count 102
Table % 45.2%
spoilt response  Count 1
Table % 5%
no response Count. ;
Table %
5%
Who is responsible educator Count 63
for new technology Table % 28.5%
as an organisational leamer Count 53
communciation ) 0
task? « Table % 24.0%
both Count 101
- Table % 45.7%
spoilt response  Count 3
Table % 1.4%
ne response Count 1
Table % 5%
Figure 28 Response to Assessment grids, Mind mapping and New
Technology

New technology as an organisational communication task elicited 63 respondents (almost

29%) indicating that the educator is responsible for this task. 53 Respondents (24%) indicated that
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the leamer is responsible for this task. 101 Respondents (almost 46%) indicated that both the
educator and the learner are responsible for this activity. There were 3 “spoilt” responses (just over
1%) and 1 “no” response (almost 1%) recorded. The rapid advancement in modemn technology
make it necessary that the educator make learners aware of some of the latest technology although

they may not be exposed to such technology.

The table below provides the results to whether educators are able to adequately maintain

learner progress comfortably.
Count | Layer%
Are you able torecord  yes 185 83.7%
and maintain leraner no 26 11.8%
progress comfortably? na respanse 10 4.5%
Total - 221 100.0%
Figure 29 Record Keeping and learner progress

Almost 84% of Respondents (185) indicated that they are able to record and maintain
leamer progtess comfortably. Almost 12% of Respondents (26) indicated “no” meaning that they
are not able to adequately record and mamtam learner progress comfortably. There were 10 “no
‘responses” recorded. It is important that educators have a suitable record keeping mechanist;x in
place to adequately track and maintain learner progress. There may be a need for some educators

to be retrained in this atea
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Conclusion

In this chapter I explained the procedure that I followed when conducting my survey. I
presented a breakdown of the questions that formed the questionnaire before discussing how 1
carried out the fieldwork to this study. I then went on to explain how the survey was conducted. I
also gave an account of the steps that were followed when encoding data into the SPSS 11.0 |
pfogmmme- Following this, I focused on the meaning of “significance” in this study and explained
~ how statistical significance of the results 1s determined. A detailed analysis of the results was done

using graphs and table.
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Chapter 12

CONCLUSIONS AND RECOMMENDATION

PREVIEW
In this chapter I wil present my conclusions and recommendations regarding the social |
and individual construction of meaning with particular reference to interpersonal and

" intraperasonal communication in an envisaged Foundation phase Outcomes -Based curniculum.

THIS THESIS IN THE REAR VIEW MIRROR

While the first chapter setved as a roadmap for the reader through an untraversed
educational landscape, this chapter affords glances in the rear view mirror alternated by focusing
the social and individual construction of meaning with particular reference to interpersonal and

intrapersonal communication in an envisaged Foundation phase Outcomes -Based curniculum.

In chapter 2, I outlined four substantive problems relating to the role of communication in
the new revised national curriculum statement. I showed that the fundamental switch from the
traditional educator-centred teaching to learner-centred teaching in OBE required that both
educators and leamers be in command of 'a_range of communication strategies in order to
construct meaning in realword sodal contexts. 1 also showed that the before-mentioned
communication strategies had to take into account the relationship between verbal communication

and nonverbal communicaton.

In chapter 3, I defined the key concepts relating to my research regarding Outcomes-Based

Education and organisational communication.
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In chapter 4, I look at organisations and effective communication. I focus on the elements

of the communication process as well as multiple messages.

In chapter 5, I focus on intrapersonal communication. I hi-light the purpose and need for -

cotnmunication.

In chapter 6, I looked at interpersonal communication. I examine the theoties of Martin

Buber, Schutz’s interpersonal theory and Homan’s social exchange theory.

In chapter 7, 1 discussed non-verbal communication. I focus on the functions and

categones of nonverbal communication.

In chapter 8 I look at small group communication, which is particularly relevant in an OBE
setting. I focus on the stages of group fornmation, the types of groups as well as leadership in

groups.
In chapter 9 I examme communication in the foundation phase.
In chapter 10 I discuss the process undertaken in terms of the fieldwork conducted.
In chapter 11 I discuss the results of my fieldwork by examining the responses received.

In chapter 12 the final chapter of my thesis, 1 present my conclusions and
- recommendations regarding the social and individual construction of meaning with particular
reference to interpersonal and intrapersonal communication in an envisaged Foundation phase

Outcomes -Based curnculum.
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DELIMITATION OF THE VALIDITY OF RESULTS

After surveying the results it must be noted that

o The results depicted are valid for Indian and Black respondents in terms of ethnic
grouping. The majority of the respondents fell in the Indian and Black ethnic
group. This is largely due to the minimal number of White and Coloured educators
in the schools surveyed.

0 The results are valid for female educators, because the majority of respondents
were female educators. Itis an established fact that there are more females teaching
in the foundation phase than males.

© The results are valid for the rural and semi-rural schools in ie Lower Tugela
Daistrct.

RECOMMENDATIONS
The results of this study pertain to the soctal and individual construction of meaning with
particular reference to interpersonal and intrapersonal communication in an envisaged foundadon

phase Outcomes Based curnculum.
After surveying questionnaires and inp:;ts made by educators I recommend that:

o Educators need to provide a variety of opportunities to leamers to achieve success.
‘They need to adopt an integrated, co-operative teaching/learning style. The various
forms. of communication need to be used as a tool to re-enforce teaching and
leaming.

o Parents need to be encouraged to become actively involved in their child’s

educatton. Channels of communication berween school and home needs to be
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fostered on a regular basis. Parents need to be made aware of their children’s
strengths and weaknesses.

o0 Adequate implementation of all the forms of communication in education.
Educators need to recognise learners as unique beings who have the innate ability
to achieve success. .

o In creating a classroom conducive of learning, particular mention needs to be made
about class sizes. The large class sizes that are portrayed in this survey make the
implementation of OBE difficult. Chss numbers need to be reduced to ensure a
better quality of education.

Finally, this study has focused soctal and individual construction of meaning with particular
reference to interpersonal and intrapersonal communication in an envisaged Foundation phase

Outcomes -Based curniculum. Of equal importance are studies, yet to be done, in the field of

organisational communication.

CONCLUSION

I this chapter I presented my conclusions and recommendations regarding the social and
individual construction of meaning with particular reference to interpersonal and intraperasonal

. communication in an envisaged foundation phase Outcomes Based curriculum.
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Proposal for a Masters Dissertation in
Communication Science

NAME OF CANDIDATE: Miss U. Balliram
STUDENT NUMBER: 012214

QUALIFICATIONS

JP ed. Dip. (SCE, M+3)

Part BA (Unisa, M+4)

FDE (RAU, M+5)

Relevant Educational Qualification Value (REQV): 15

PROPOSED DEGREE: MA

FACULTY: Arts

DEPARTMENT: Communication Science

SUPERVISOR: Prof. R.M. Klopper (Durban-Umlazi Campus)
CO-SUPERVISOR: Dr. M. Spruyt (Durban-Umlazi Campus)

TITLE OF PROJECT

THE SOCIAL AND INDIVIDUAL

CONSTRUCTION OF MEANING

Interpersonal and Intrapersonal communication in Foundation phase learning
PREAMBLE

The purpose of this study is to: )

e Apply/analyse the principles of organisational communication as set out in
Mersham and Skinner’s New Insights into Business & Organisational
Communication (2001)

e Evaluate the methods of communication at present being used by educators
in foundation phase learning programmes at selected primary schools in the
Empangeni Region.

e Develop an effective model of communication for foundation phase learning
programmes that will ensure that knowledge construction takes place in
accordance with Outcomes-Based Education guidelines.

STATEMENT OF FPROBLEMS TO BE ANALYSED

A range of communication skills plays a crucial role in educational renewal in South
Africa. Because institutions of Ilearning are organisations, organisational
communication according to predetermined objectives is central to effective
communication in educational settings.



Principles of organisational management have to be employed in order for the switch
from traditional education to Outcomes-Based Education to be implemented
successfully.

In the foundation phase the new approach to education essentially means focusing
instruction on three new learning programmes, i.e. Literacy, Numeracy, and Life-Skills.
Each learning programme integrates 8 areas of learning of which the details are not at
issue here. The implementation of Outcomes-Based Education focuses on the
achievement of clearly defined outcomes for all learning areas and therefore also for
every learning programme at every Ievel, hence the need for educators to be in
command of an array of sophisticated forms of communication. A survey of methods of
communication presently being used will be carried out at 50 randomly selected schools
in the greater Empangeni area.

The main focus of my study will be on the forms of organisational communication
required for curriculum 2008 to succeed as a programme of cooperative learning. In
particular, I will look at how the principles of organisational communication can be
applied to foundation phase programmes.

In the final phase of my research I will develop an effective method of communication
for foundation phase learning programmes which will help learners develop the skilis,
values and knowledge that they will need to achieve the specific and critical outcomes in
Outcomes-Based Education.

HYOTHESIS TO BE TESTED
The following hypothesis will be tested in this study:

1. Facilitators at public schools in the greater Empangeni Region have a clear
understanding of the organisational communication in the foundation phase.

AIMS

I. To determine by means of a literature survey, including an analysis of
documentation from the Department of Education, whether facilitators are
aware of organisational communication principles in the teaching of
Outcomes-Based Education.

2. To determine what forms of communication facilitators are currently using
at systematically selected schools in the greater Empangeni region.

3. To formulate specific communication-based solutions to the problems
identified in the above survey.

RESEARCH METHODOLOGY

This research will consist of a literature survey, followed by survey research among
systematically selected public schools in the greater Empangeni region.

Qualitative research methodology will be used to analyse the responses from the various
public schools. The quantitative research will be conducted in the following phases:



1. An appropriate questionnaire will be constructed.

2. Permission will be sought from the relevant educationat authorities in the
Empangeni region of the KwaZulu-Natal Department of Education &
Culture for a voluntary, anonymous survey to be conducted among
foundation phase educators in its Stanger circuit.

3. The permission of Principals in the Stanger circuit will be sought for the
survey to be conducted among educators in their schools.

4. Questionnaire will be disseminated and retrieved with the assistance of
foundations phase heads of departments at each school selected for the

5. dimvaesponses on the questionnaires will be encoded and analysed in the
statistical program SPSS.

VALUE OF RESEARCH

The value of this resecarch will be in the documentation of the various forms of
communication being used in schools at present, as well as the coordinated application
of organisational communication principles to foundation phase learning programmes.

PROVISIONAL CHAPTER HEADINGS

Orientation
Statement of problems
Research methodology
Overview of key concepts
Literature survey
The nature of organisational communication
Foundation phase learning programmes
The quantification of the survey results
The interpretation of the survey results
. An appropriate model of organisational communication for foundation phase
learning programmes
11. Problem areas and possible solutions
12. Conclusion and recommendations
13. Bibliography

SRR RN =

<

TIME FRAMES

Literature survey: July 2001-December 2001
Construction of questionnaire: November 2001
Fieldwork: February 2002- May 2002

Analysis: June 2002

Writing of dissertation: September 2002-February 2002
Dissemination of results: 2003 onwards

SELECTED REFERENCES
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3. University Of Zululand
F Department Of Communication Science (Durban Campus)
£ Unit For Postgraduate Studies in Cognition, Langi.lage Leaming & Communication
Private Bag X1(
| Tel 082-9233-150 , o SPINGC
Fax (031) 907-3011 . ._ e
E-Mail rklopper@iafrica.com |
| Sunday, June 09, 2002

The Superintendent of Education Management
KwaZulu-Natal Department of Education

Lower Tugela District

Private Bag X10689

Stanger
4450

Dear Mr. Blose and Mr. Bridglall
PERMISSION SOUGHT TO CONDUCT A SURVEY AMONG PRMARY SCHOOL EDUCATORS IN THE LOWER TUGELA

DISTRICT

Two of my Masters students, Mr. Aneel Ramcharan and Miss. Usha Balliram, are doing inter-related

empirical research to determine how the principles of organisational communication could be used in

foundation phase and intermediary phase OBE classrooms. To this effect they need to respectively survey the

opinions of educators teaching in these phases.

I am hereby applying for permission in principle for the above-mentioned research to be done in the

region under your jurisdiction.

>
>
>
»

v

hd

Participation will be on a voluntary and anonymous basis.

The survey will be of a constructive nature.

The permission of the Regional Chief Director, Empangeni is also being sought.

After obtaining permission in principle from you the permission of the principals of about fifty schools
will be sought, emphasizing the anonymous and voluntary nature of participation.

The questionnaires will be disseminated and retrieved by the researchers,

The KZN Department of Education will be acknowledged in the theses, of which copies will be provided

upon campletion.

Kind regards

Prof. R M Klopper
HOD: Communication Science (Durban)
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UmverSIty of Zululand

Dep_grtment Of Commumcatron Science (Durban Campus)
-Unit For Postgraduate Studies in Cognition, Language Learning & Communication

S \ E Private Bag X10

7 Tel 082-9133-150 : _ ' - : ISIPINGO
T Facoaneoraon | 4110
Eﬂé@m
Monday, July 22, 2002
: Delwered by DoE internal mail from Lower Tugela District office
* The Reg:onal SmMmager
KwaZulu-Natal Depq.m:zmt of Education
Empangeni Region ~ ** o ,
Dear Mr. Dorkin, R

PERMISSION SCUGHT TO C 03-"[5(5(71' A‘S[ﬁm' AMONG PRIMARY SCHOOL EDUCATORS IN THE LOWER TUGELA
DISTRICT Y

Two of my Masters students, Mr. Aneel Ramcharan and Miss. Usha Balliram, are doing inter-related
empirical research to determine how the pnnciples of organisational communication could be used in
foundation phase and intermediary phase OBE classrooms. -To this effect they need to respectively survey the
opinions of educators teaching in these phases. -

1 am hereby applying for permission in principle for the above-mentionad research to be dene in the

region under your jurisdiction.

>  Participation will be on 2 voluntary and ancnymous basis.

%> The survey will be of a constructive nature.

> After obtaining pirmission in ,."mcxpfﬁ from vou the permicsien of the principals ef about G2 schonls
will be sought, emphasizing the anonymous and x‘c;luntar}' nature of participation.

» The questionnaires will be disseminated and retrieved by the researchers.

# The KZN Department of Education will be acknowledged in the theses, of which coptes will be previded
upon completiont

Kind regards

Prof R M Klopper
HOD: Communication Science (Durban)




University Of Zululand

Department Of Communication Science {Durban Campus)
Unit For Postgraduate Studies in Cognition, Language Learning & Communication

Private Bag X10
Tet 082-9133-150 _ .. ISIPINGO
Fax {031) 907-3011 4110

E-Mail rklopper@iafrica.com

Sunday, June 09, 2002
Delivered by DoE internal mail from Lower Tugela District office
Letter to Principals
KwaZulu-Natal Department of Education
Lower Tugela District

Dear Madam / Sir

PERMISSION SOUGHT TO CONDUCT A SURVEY AMONG FOUNDATION PHASE AND INTERMEDIATE EDUCATORS AT

YOUR SCHOOL

The Empangeni regional office as weil as the Lower Tugela district office have given permission for

"two of my Masters students, Mr. Aneel Ramcharan and Miss. Usha Balliram, to do inter-related empirical

research to determine how the principles of organisational communication could be used in foundation phase

and intermediary phase OBE classrooms. To this effect they need to respectively survey the opinions of

educators at your school teaching in these phases. In a letter addressed to me personally the national Minister

of Education Professor Kader Asmal expressed appreciation of the fact that my students are conducting this

type of research to help resolve problems with the reconfiguration of Education in South Africa.

With this letter there will be questiomnaires for your staff members, Please assist my students by
prompily disseminating them to yowr staff, by impressing on them the urgency of completing them, and by
promptly returning them via your desk to the Glenhills Primary Schoof via the Lower Tugela District office.
The ethical conditions of participation in the survey are: '

» Participation will be on a voluntary and anonymous basis.

» Neither your school, nor the respondents will be identified by name

> The survey will be of a constructive nature.

» The questionnaires will be disseminated and retrieved via the Lower Tugela District office by the
researchers.

#» The KZN Department of Education, and participating educators will be collectively acknowledged in the
theses.

Your prompt responsa in this matter will be greatly appreciated.

Kind regards,

Prof. R M Klopper
HOD: Communication Science (Durban)




D PROVINCE OF KWAZULU-NATAL o DEPARTMENT OF EDUCATION AND CULTURE
BN ISIFUNDAZWE SAKWAZULU-NATAL UMNYANGO WEMFUNDO NAMASIKO
PROVINSIE KWAZULU-NATAL - @ DEPARTEMENT VAN ONDERWYS EN KULTUUR

HEAD OFFICE 1 - i i o i = L INHEOKOHHOVISE 0y 0l ie i HOOFKANTOOR

Fress: -2d Floor Private Bag: Private Bag X04 Telephone:
IKFeli: . Administration Building ' Isikhwama Seposi:  Ulundi Ucingo;p 358743681
Adres: " King Dinizulu Highway Privoaisak: 3838 'T:z!::foo !
gel;;;dl ' : 035-8743443
Enquiries:. . Reference: Ilij)a?::
ibuzo: - Inkornba: suku:
E:wae:. Dr M.J. Lbtter \r;erwysing: _ Datum: 2002- 08-26
Miss Usha Balliram
- P.O.Box 287
. STANGER
4450 .
Dear Miss Balliram

RE: PERMISSION TO CONDUCT RESEARCH
Your letter dated 12-06-2002 which I received today, refers.

Permission is granted for you to conduct the above research. The following conditions

obtain:
I. Access to the target group is at the discretion of the members concerned
and their principals and SBGs.
2. Your findings may not be used to embarrass the KZNDEC, or any of its
employees.
3. A witten copy of the findings must be provided to the Chief Executive
‘ Officer.

You are wished success with your studies.

Yours faithfully

PROF. C.R.M. DLAMINI
CHIEF EXECUTIVE OFFICER

Wpimiss usha ballimmion



ADDENDUM C:

RESEARCH QUESTIONNAIRES

166



For office use only: Respondent number:

Anonymous Questionnaire for Educators

The social and indrvidual construction of meaning
Interpersonal and Intrapersonal communication

in Foundation phase learning

Researcher: U. Balliram
Department of Communication Science

University of Zululand (Durban Campus)



For office use only: Respondent number:

APPLYING THE PRINCIPLES OF ORGANISATIONAL COMMUNICATION TO FOUNDATION PHASE

LEARNING PROGRAMMES.

i) °  This is a voluntary, anenymous and confidential survey.

ii) Your personal particulars will not be recorded as part of this survey and your school
will not be identified. ’

iii)  We need your help to determine how organisational communit.:ation can be stream-
lined and improved in foundation phase classrooms.

iv) Y our participation is greatly appreciated.

v) Please feel free to give your candid opinions.

vi)  Please read each question carefully and reflect on your answer before responding
because your response will be invalidated if you mark more than one option, or if
you in any way alter a response. )

vii)  Please use a pen to mark your responses by placing a clear X directly over the ap-

propriate empty space.

General particulars about yourself

1.

2.

3.

4.

Your age:

Your gender: Female Male

Your qualifications: State your REQV Value

Do you have a foundation phase qualification? Yes No

Teaching Experience

5.

State your total number of years of teaching experience in the foundation phase.
years.
State any additional number of years of teaching experience in any other phase other

than the foundation phase. years.

Retraining:

7.

Have you attended an Outcomes-Based retraining workshop conducted by the KZN
Department of Education? Yes No

2
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8. Would you say you are adequately equipped to implement Outcomes-Based Education

in the classroom? Yes No

9. Have you been trained as an Qutcomes-Based Education facilitator to conduct work-

shops on behalf of the Department of Education? Yes No

10. Your Ethnic group:(Given in alphabetic order)
Black
Coloured
Indian
White
Other {Please specify):

Particnlars about your class
I1. What grade are you teaching?
12. How many learners are there in your class?
13. How many of the learners are girls?

14. How many of the learmers are boys?

Qutcomes-Based Education
Indicate whether the following statements about OQutcomes-Based are correct or incorrect by
marking the appropriate space with a X. _

15. Assessments are not necessary in OBE. Correct ____Incomrect_

16. If one uses a good textbook one does not have to worry too much about the curriculum

‘content in OBE. Correct____Incorrect
17. In OBE the educator actively dispenses knowledge while the learners passively absorb
knowledge. Correct____ Incorrect
18. Awarding marks is the best way to reflect a learner’s progress.

Correct Incorrect

Are educators at your school consulting one another when planning the following?
19. Programme Organisers Yes  No
20. Lessons Yes__ No

21. Assessments Yes__No
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22. Worksheets Yes_ No
'23. Do you set time frames for each phase organiser? Yes No

Organisational communication
An organisation has two basis components i.e. people and their role function.(purpose). The

school is thus an organisation of individuals who work together to achieve specific goals.

S =

Organisational communication includes varied activities such as giving direction, counselling
learners and parents, evaluating learners, motivating learners, analysing problems, brainstorm-

ing, resolving conflicts, monitoring learner progress, interviewing learners and parents.

Rate the following organisational communication tasks accordingly.

24. Brainstorming Important ___Unimportant
25. Conversation Important _ Unimportant
26. Consultation Important _ Unimportant
27. Giving instructions Important __ Unimportant
28. Evaluation Important _ Unimportant
29. Writing a story Important __ Unimportant
30. Doing a project Important __ Unimportant
31. Group work Important __ Unimportant
32. Role-playing Important _ Unimportant
33. Show and Tell Important __ Unimportant
34. Speech making Important _ Unimportant
35. Keeping records Important ____ Unimportant
36. Group discussions Important _ Unimportant ____
37. Writing of notices Important _  Unimportant
38. Tests Important __ Unimportant
39. Written Assignments Important ____ Unimportant
40. Display of values/beliefs Important __ Unimportant
41. Display of Skills Important _ Unimportant
42. Interviews Important ___ Unimportant
43. Observations Important ____ _Unimportant
44 Rules and Regulations Important _ Unimportant
45. Decision making Important __ Unimportamt
46. Learner Profiles Important ____ Unimportant

4
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47. Assessment Grids Important Unimportant
48. Mind Mapping Important Unimportant
49. New Technology Important Unimportant

Who is responsible for the following organisational communication tasks?

50. Brainstorming Educator __ Leamner Both
51. Conversation Educator _ Leamer Both
52. Consultation Educator __ Leamer Botfl ..,.__.
53. Giving instructions Educator _ Learner _Both
54. Evaluation - Educator _ Learner Both
55. Writing a story Educator  Leamer Both
56. Doing a project Educator _ Leamner Both
57. Group work Educator ___Leamner ' Both
58. Role-playing Educator _  Learner Both
59. Show and Tell Educator _ Leamer Both
60. Speech making Educator _ Learner Both
61. Group discussions Educator ___ Learner Both
62. Writing of notices Educator __ Leamer Both
63. Tests Educator _ lLearer Both
64. Written Assignments Educator ____Leamer Both
65. Display of values/beliefs ~ Educator __ Learner Both
66. Display of Skills Educator __ Leamer Both
67. Interviews Educator ___Leamer Both
68. Observations Educator __ Learner Both
69. Rules and Regulations Educator ____ Leamer Both
70. Decision making Educator _____ Learner Both
71. Learner Profiles Educator __;_Leamer _ . Both
72. Assessment Grids Educator _ leamer___ Both
73. Mind Mapping Educator __ Leamer_____ Both
74. New Technology Educator ____Leamer Both

75. Are you able to record and maintain learner progress comfortably?Yes

Thank you for your time and assistance
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Balliram U data

respond age gender reqv intquali tchexper |addexper

1 - 1} 500rov female 14-15 yes |16-23ye [5years

2 2 36-40 female 113 corbel yes |16-23ye [noresp

3 3} 45650 female 14-15 yes [16-23ye |5years

4 4; 26-30 female 14-15 yes |8-15yea [noresp

5 5] 3640 female 14-15 yes |16-23ye [noresp

5] 6] 4145 female 14-15 yes |16-23ye |noresp

7 7] 3135 female 14-15 yes | 7years [6-10ye

8 8! 3640 female 14-15 no | 7years |6-10ye

9 9] 3640 female |13 orbel yes 7 years 5years
10 10 26-30 female |13 orbel yes 7 years Syears
11 11 41-45 female |13 orbel yes 7 years 115y
12 13] 26-30 female 14-15 " yes 7 years no resp
13 141 3135 female |norespo yes |spoiltres |5years
14 151 3640 female {13 orbel yes [8-15yea |[Syears
15 16] 26-30 female 14-15 yes i8-15yea |noresp
16 171 4145 female 14-15 yes |{8-15yea I[noresp
17 18 41-45 female 14-15 yes |16-23ye |noresp
18 18] 26-30 female |norespo no 7 years no resp
19 20} 46-50 female |13 orbel yes [8-15yea |noresp
20 21|spoilt res female [13orbet |norespo [B-15yea |[5years
21 227 4145 female |13 orbel no [16-23ye |Syears
22 23] 26-30 female 14-15 no | 7years |5years
23 24 31-35 female 14-15 no | 7years [6-10ye
24 25| 3640 femzle 14-15 yes [8-15yea |5years
25 26 26-30 female 14-15 yes |8-15yea |noresp
25 27| <« 31-35 female 14-15 no |[8-15yea |[5years
27 28] 31-35 female |13 orbel yes 7 years 5 years
28 291 3640 male- |13 or bel yes |16-23ye |[Syears
29 30 4145 female [no respo yes |16-23ye |noresp
30 K] 3640 female |13 orbel yes [16-23ye |noresp
3 32] 3640 female |norespo yes |8-15yea spoiltr
32 33 26-30 female 14-15 |spoitres |8-15yea |noresp
33 34| 3640 female 14-15 no |[16-23ye [noresp
34 35| 46-50 female 14-15 yes |16-23ye [6-10ye
35 6] 4145 female 14-15 yes |16-23ye |Syears
36 37{ 3640 female 14-15 yes 116-23ye |Syears
37 383] 4145 female 14-15 yes [16-23ye |noresp
33 391 36-40 femate (13 orbel no 7 years spoilt r
3 40!  26-30 female |norespo yes 7 years 5 years

4/5/2003 3:38:29 PM 1/66
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attwkshd | adeqobe | trobefac | ethnicgr | grteachi | noleamc | compbygl

1 yes yes no indian grade 3 3140 |more girl

2 yes no no black grade 2 41-50 lequalbo

3 no no no black grade 3 41-50 | more girl

4 yes no no black grade 2 41-50 |more gir

5 yes yes  [no respo black grade 1 41-50 |more girl

6 yes yes no |coloured grade 2 41-50 more girl

7 yes na jnorespo indian grade 2 3140  |more girl

8 yes no no black | grade 3 3140 | more bo

9 yes no no black grade 1 41-50 |more girl
10 no yes no black grader 41-50  |more girl
11 yes yes yes black grade 1 over51  more girl
12 yes yes no black grade 1 41-50 | more bo
13 yes no no indian grade 1 41-50 lequal bo
14 yes no ne indian grade 1 41-50 | more bo
15 yes no no indian grade 2 3140 | more bo
16 yes no no indian grade 2 31-40 | more girl
17 yes yes no indian grade 3 41-50 | more bo
18 no no no black grade 3 41-50 |more bo
19 yes yes no black grade 3 41-50 | more bo
20 yes yes no black grade 2 41-50 | more bo
21 yes yes no black grade 2 41-50 |more gir
22 yes no no indian grade 3 3140 |more girl
23 yes no no indian grade 2 3140 |morebo
24 yes no no |coloured grade ! |norespo [norespo
25 yes |no respo no indian grade 2 3140 |[morebo
26 yes yes yes indian grade 1 over 51 | more bo
27 yes yes no black grade 1 41-50 more bo
28 yes yes no .| indian grade 3 3140  [more gir
29 no yes no |spoilt res grade 1 31-40 | more bo
30 yes no no indian grade 2 41-50 |more gid
3 yes yes no black grade 1 3140 Jequal bo
32 yes no no indian grade 1 31-40 | more bo
33 yes no no indian grade 1 41-50 |equal bo
34 yes yes no indian  ispoilt res 41-50 mare girl
35 yes no no indian grade 2 41-50 - | more bo
36 yes yes no indian grade 3 41-30  |more girl
37 yes yes ne indian grade 2 3140 |more girl
38}spoilt res yes no black grade 1 over 51 |more girl
39 no yes no indian grade 1 |below30 [|equalbo

4/5/2003 3:38:29 PM 2/66



Baliiram U data

assesche | bdcurco disknpsa | awmkiepr | plprogor | pllesson | plassess
1} comrect |incorrect Jincomect |incorrect yes yes yes
2| correct Jincomrect fincomect |incorrect no yes yes
3{ comect |incorect |incomrect |incorrect no yes yes
4lincarect |incorrect (incorrect  [incorrect no yes no
5lincorrect  |incomrect  jincomect  |incorrect no yes no
6lincomect |incorrect  jincorrect  Jincomrect yes yes yes
7iincorrect incorrect  |incomect  |incorrect yes yes yes
8|incomect |incorrect  |incorrect correct no no no
9iincorrect jincorrect  |incorrect correct yes yes yes
10}fincorect  |incorrect  |incomect correct yes yes yes
11|incorect fincomect |incorrect correct yes yes yes
12tincorrect Jincorrect  |incomrect correct yes yes yes
13|incorrect |incorrect |incorrect  |incorrect yes yes yes
14fincorrect |incorrect |incomect |incorrect yes yes yes
168]incorect  |incorrect  jincorrect |incorrect yes yes yes
16}incorrect Jincorect |incomect |incorrect yes yes yes
17}incorrect |incarrect Jincomect [incomect yes no yes
18|incorrect |incorrect  [no respo correct yes no no
19}incorrect  Jincomrect  |incomect correct yes yes no
20|incorrect  |incorrect  {incorrect correct yes yes yes
21]incorrect  |incorrect  jincorrect  lincorrect yes yes no
22lincorrect  incorrect  |incomect  |incorrect yes no no
23|incorrect  |incorrect  |incormect correct yes yes yes
24} comrect }incomrect Jincomrect |incorrect yes yes yes
25}incorrect |incorrect  |incorrect  |incorrect yes yes yes
26]incomect Jincorrect |incomrect |incomrect no no no
27jincorect  |incormect  |incorrect correct yes yes no
28]incorrect  |incomect  |incorrect - iincorrect yes yes yes
29}jincorrect  |incorrect  jincomect  (incorrect no no no
30|incorrect |incorrect  lincorrect correct yes yes yes
31| correct incorrect |incorrect correct yes yes yes
32|incorect lincorect |incorrect correct yes yes yes
33|incomrect  |incorrect correct correct no no yes
34jincorrect {incomrect jincorrect  jincorrect yes yes yes
35(incorrect  jincormect  |incorrect  |incorrect yes yes yes
36| correct correct  |incorrect correct yes no yes
37 |spailt res comect |incomect correct yes yes yes
38{incorrect  [incomect comrect correct yes yes yes
38| correct |incorrect |incorrect [incorrect yes yes yes

4/5/2003 3:38:30 PM ' 3/66



Balliram U data

plwkshee | fimefrpo ribrains rtconver | riconsul rtgivins rtevalua

1 yes yes [unimport |importan |importan |importan |unimport

2 yes yes {unimport (importan |importan |importan {imporian

3 yes yes |unimport |importan |importan Junimport |unimport

4 yes no junimport |importan |unimport |unimport |unimport

5 yes no |unimport [importan junimport [importan unimport

6 yes yes |importan |importan |importan jimportan |unimport

7 yes yes |unimport |[importan |importan |importan |importan

8 no no |importan [importan jimportan |importan {importan

g yes yes |[importan (importan (importan |importan  [importan
10 yes yes |importan Jimportan |importan |[importan |importan
11 yes yes limportan Jimportan j{importan |importan |importan
12 yes yes {imporian |importan |importan junimport fimportan
13 yes yes |importan |importan |importan |importan |importan
14 yes no |importan Jimportan {importan [importan [importan
15 yes yes Jimportan [importan |importan |importan |importan
16 yes yes |importan {importan {importan [importan [importan
17 yes yes |importan |impoertan |importan {importan {importan
18 no no {importan [importan |importan [importan |importan
19 no yes |importan |importan |importan Jimportan |importan
20 no yes |importan |importan |importan [importan |importan
21| yes yes Jimportan limportan |impartan [|importan [importan
22 no no timportan |importan limportan limportan |importan
23 yes yes |imporfan |importan [importan [importan [importan
24 yes yes |importan [importan |importan jimportan |importan
25 yes yes |importan |[importan |importan |importan |importan
26 no yves |importan |importan |importan |importan |importan
27 ho yes |importan |importan |imporian jimportan {importan
28) . yes yes |importan. _|impeortan |importan |importan [importan
29 no yes |importan {impertan |importan |importan {importan
30 yes yes |importan |importan |importan |importan [importan
31 yes yes |importan |importan |importan |importan jimportan
32 yes yes limportan |importan |importan [importan |importan
33 yes yes [importan [}importan (importan |importan |importan
34 yes yes |importan {importan [importan {importan limportan
35 yes yes {importan [importan |importan [importan [importan
36 no yes |importan Jimportan [|importan |importan [importan
K yes yes |importan |importan {importan |importan |importan
38 yes yes |importan [importan |importan |importan |importan
39 yes yes Jimportan jimportan |importan |importan jimportan

4/5/2003 3:38:30 PM 4/85
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riwrstor ridoproj rigrwork rirolep! rishiell rispchma | rtkpreco
1|importan |importan |importan |importan |importan junimport |unimport
2|importan (importan [imporian (importan |importan |importan {importan
3|importan |importan |importan |impartan [imporian |unimport |unimport
4|unimport {importan |importan {importan |importan f[unimport [unimport
Slimportan |importan |importan |importan |importan [importan |importan
Gjimportan |importan |importan |importan |importan {importan |importan
7iimportan  {importan }(importan (importan |importan [importan |importan
8limportan Jimportan |importan {importan |importan |importan |importan
Sjimportan |importan {importan |importan [importan [importan [importan
10jimportan |importan |importan |importan |importan |importan [imporan
11|importan  [importan [importan limportan [importan jimportan [importan
12|unimpeort  |Jimportan |importan |importan jimportan {imporan |importan
13limportan Jimporian |importan |importan |importan |importan {importan
14|importan  |importan |importan [importan [importan |importan = importan
15|importan  |importan jimportan jimportan |importan }importan |importan
16{importan |importan [importan |importan [importan |[importan [importan
17timportan  |importan |importan |importan |importan |importan |importan
18junimport |importan |junimport |importan [importan |unimport Jimportan
19)importan  |importan }importan Jimportan Jimportan Jimportan [importan
20}importan |importan |importan |importan |importan |importan |importan
21}importan |importan |importan |(importan [importan |importan |importan
22|importan  |importan |importan {importan |importan Jimportan |importan
23|importan |importan [importan |importan {importan [importan |importan
24}importan |importan |importan |importan |importan |importan {importan
258)importan  |importan |importan limportan |importan jimportan jimportan
28|importan limportan |importan |importan |importan {importan |importan
27junimport |importan |importan |importan |importan |importan {importan
28junimport |importan |{importan --|importan |importan |importan {importan
29jimportan  |importan  |importan jimportan  {importan |importan  |importan
30{importan junimport |unimport [spoiltres |importan |importan {importan
31tunimport Jimportan |importan [|importan [importan |importan {importan
32{importan |importan |importan (importan |importan jimportan |importan
33junimport  [importan [importan (importan |importan [importan |importan
34limportan |importan |importan |importan |importan {importan |importan
35(importan  limportan |importan [importan [importan |importan |importan
36jimportan limportan |importan limportan |importan |importan |importan
37{importan |importan |importan limportan |importan limportan |importan
38timportan  |importan |importan |importan limportan |[importan |importan
39{importan |importan |importan [|importan |importan |importan {importan

4/5/2003 3:38:31 PM
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Tables

Your
age.

Total

below 25

26-30

31-35

36-40

41-45

46-50

50 or over

spoilt response  Count

no response

Count
Subtable %

Count
Subtable %
Count
Subtable %
Count
Subtable %
Count
Subtable %
Count
Subtable %
Count
Subtable %
Count
Subtable %

Subtable %
Count
Subtable %

3
1.4%
34
15.4%
40
18.1%
it
32.1%
40
18.1%
16
7.2%
10
4.5%
1

S%

5]
2.7%
221
100.0%

Count

D respornss

Telow 2o IS 475 0 or over
26-30 35-20 4550 spoilt response
Your age.
Tables

Whatis female Count 218
your Col % 98.6%
gender? ae Count 3
Col % 1.4%

Total Count 221
Col % 100.0%

Page 1



Gender

male
\
\
femaie
Tables

What is your 13 or below Count 66
reqv? Subtable % 29.9%
14-15 Count 99
Subtable % 44 B%
16 or above Count 18
Subtable % 81%
spoilt response  Count 6
Subtable % 27%
no response Count 32
Subtable % 14 5%
Do you have  yes Count 193
a foundation Subtable % 87 3%
Pha‘?e : no Count 25
sealificaton? Subtable % 11.3%
spoilt response  Count 1
Subtable % 5%
no response Count 2
Subtable % 9%

Page 2



Count

8

&

|
| What is your reqv?
|

3

|
|
|

!-13mbeluw

no no response

Do you have a foundation phase gualification?

Page 3



Tables

Count Subtable %
How many years of 7 years or below 40 18.1%
teaching experience do  g8-15years g3 42 1%
yOu Sismioe: iy Te 16-23 years 77 34.8%
foundation phase?
over 24 years 10 4.5%
spoilt response 1 5%
State any additional 5 years or below 100 45.2%
teaching experience 6-10 years 30 13.6%
that you may have. 11-15 years 3 1.4%
over 16 years 1 5%
spoilt response 7 3.2%
no response
80 36.2%
m ——
50,
State any additional
40~
5 years or below
30- 6-10 years
11-15 years
20-
over 16 years
- g spoilt response
3
0 O ——— o = " no response
T yeurs or oeow 523 yeurs Spuin TeSpoTSE
8-15 years over 24 years
How many years of teaching experience do you have in the foL
Tables
Count Table %
Have you atitended  yes 206 932%
any obe retraining no 14 6.3%
workshops? spoilt response 1 3%

Page 1



OBE Workshop attended

spoilt response
no
Tables
Are you yes Count 132
Megpﬁtzo Table % 59.7%
equi
implement = ](?ount 8;6
obe? able % 38.9%
no response Count 3
Table % 1.4%
Have you yes Count 7
been tra£ed Table % 32%
asano
faciltator to ~ "_ :o;reato e
Sondnet _ able % 81.9%
workshops? spoilt response  Count 8
Table % 3.6%
no response Count
. 25
Table %
11.3%

Page 2



[_1
L
&
l Have you been traine
|
i
i \ B yes
‘ ‘ [ Ino
| =
£
E E B spoitt response
= E<d
3 p—— — ==  [noresponse
no no response
Are you adequately equipped to implement obe?
Tables
Have you yes Count 206
aftended any Layer % 93.2%
‘rjn:reainin He i b
worksho%s? Layer % 6.3%
spoilt response  Count 1
Layer % 5%
Are you yes Count 132
adeguately Layer % 59.7%
gqmpped to no Count 86
implement L % 5
obe? ayer 38.9%
no response Count 3
Layer % 1.49%
Have you yes Count 7
been trained Layer % 3.2%
as an obe
= no Count
facilitator to Laner5 ol
conduct yer 81 9'“16
workshops? spoilt response  Count 8
Layer % 36%
no response Count 25
Layer % 11.3%

Page 3



Have you yes Count 206
attended any Layer % 93.2%
obe no Count 14
e merss | 63%
spoilt response  Count 1

Layer % 5%

Are you yes Count 132
adequately Layer % 58.7%
equippedto ., Count 86
:jrggl;ment Layer % 38.9%
no response Count 3

Layer % 1.4%

Have you yes Count 7
been trained Layer % 3.2%
?:ciirt]act}gf to no Count 181
conduct Layer % 81.9%
workshops? spoilt response  Count 8
Layer % 3.6%

ne response Count 25

| Layer % 11.3%

(N
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Tables

What is black Count 82
your: Table % 37.1%
ethnic_ - coloured Count 6
e il Table % 27%
indian Count 118
Table % 53.4%
white Count 3
Table % 1.4%
spoilt response  Count 2
Table % 8%
no response Count 10
Table % 4 5%
Total Count 221
Table % 100.0%
140
100-
80-
80
40-
- 204
=
3
(&) 0| —
biack indian spoilt response
coloured white no response

What is your ethnic grouping?

Page 1



Ethnic grouping

Tables

What grade r Count 1
grade are Table % 5%
i grade 1 Count 78
sEhg Table % 35.3%
grade 2 Count 73

Table % 33.0%

grade 3 Count 68

Table % 308%

spoiit response  Count 1

Table % 5%

How below 30 Count 10
many Table % 45%
:?gfe‘fe 31-40 Count 111
in your Table % 50.2%
class? 41-50 Count o6
Table % 43.4%

over 51 Count 3

Table % 1.4%

no response Count 1

Tabie % 5%

Page 2



40-
30- How many leamers ar
below 30
sk 31-40
41-50
104
- over 51
=
o
o 0] . . S no response
grage T grate2 Spoin resportse
grade 1 grade 3
What grade are you teaching?
Tables
Compare more boys Count 83
the number  than girls Table % 37 6%
oif ﬂzolf im:' more girls Count 118
O nee " thanboys  Table % 53.4%
equal boys Count 19
and giris Table % 8.6%
no response  Count 1
Table % 5%
Total Count 221
Table % 100.0%
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Count

Compare the number o
Bl more boys than girls
[ Imore girls than boys

| 7 equal boys and girls

| Bino response

female

What is your gender?

male

Page 4



Tables

Count Table %

Assessmenis are correct 102 46 2%
necessary in obe. incorrect 118 53.4%

spoilt response 1 5%
The use of a good text correct 45 20.4%
means that one does incorrect 175 79.2%
not hiave fo WOrTy 300Ut spoit response 1| %
The educator actively correct 85 24.9%
dispenses knowledge  incorrect 165 74.7%
while the lamer o response 1| e
Awarding marks is the correct 46 20.8%
best way to reflect a incorrect 173 78.2%
leamer's progress. no response 2 9%

below 25 31-35 41-45 50 or over no response
26-30 35-40 45-50 spoilt response
Your age.
Tables
Count Table %

Assessments are correct 102 46 2%
necessary in obe. incorrect 118 53.4%

spoilt response 1 5%
Total 221 100.0%
The use of a good text correct 45 20.4%
means that one does incorrect 175 79.2%
not have to worry about -
~irries il r-nmr:yn# S-DOIR response 1 5%
Total 221 100.0%

Page 1



Response as per experience

How many years of teaching experience do you have in the

16-23 years

spoilt response
over 24 years

100
i
BO-
60 -
40+
20+
=
3
o 0]
7 years or below
8-15 years
Tables
The educator actively correct
dispenses
knowledge while the correct
learner passively
absorbs knowledge.
no response
Total Count
Table %
Awarding marks is correct
the best way to
reflect a leamer's incorrect
progress.
no response
Total Count
Table %

Count
Table %
Count
Table %
Count
Table %

Count
Table %
Count
Table %
Count
Table %

55
24.5%
165
T4.7%
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Response as per experience

spoilt response

over 24 years
16-23 years ‘

-

7 years or below

8-15 years
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Tables

Are educators consulting  yes Count 157
one another when Table % 71.0%
planni_ng programme NG Count 84
organisers? Table % 26 0%
Total Count 221
Table % 100.0%

Are educators consulting  yes Count 146
one another when Table % 66 1%
planning lessons? no Count 75
Table % 33.9%

Total Count 221
Table % 100.0%

How many years of te

B 7 years or below

[ 18-15years

B 16-23 years
- B over 24 years
b |
o ——— :
(&] a__ L _| |__Ispoilt response

$ % 2
%, %y %
S s"q)‘q’o‘,
., 8
%

Your age.

Tables
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Are educators consulting  yes Count 201
one another when Table % 91.0%
planning assessments? no Count 20
Table % 9.0%
Total Count 221
Table % 100.0%
Are educators consuiting  yes Count 203
one another when Table % 91.9%
planning worksheets? no Count 18
Table % 8.1%
Total Count 221
Table % 100.0%
Tables
Do you set time yes Count 143
frames for ez_;ch Table % 64.7%
phase organiser? no Count 78
Table % 35.3%
Total Count 221
Table % 100.0%
Response as per REQV

1415
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Tables

Rate brainstorming as important Count 153
an organisational Subtable % 69.2%
communication task unimportant  Count 67
Subtable % 30.3%

no response  Count 1

Subtable % 5%

Rate conversation as important Count 219
an organisational Subtable % 99.1%
communication task. unimportant  Count 2
Subtable % 9%

Rate consultation asan  important Count 217
organisational Subtable % 98.2%
communication task. unimportant  Count 4
Subtable % 1.8%

Rate giving instructions  important Count 213
as an organisational Subtable % 96.4%
communication task. unimportant  Count 8
Subtable % 3.6%

]

60 1

40-

204

€

o |
O 0| -, )
below 25 31-35 4145 S50 orover noresponse

26-30 36-40 46-50  spoilt response
Your age.
Tables
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Rate evaluation as an important Count 202
organisational Table % $1.4%
communication task. unimportant  Count 19
Table % 8.6%
Rate the writing astory  important Count 204
as an organisational Table % 92 3%
communication task unimportant  Count 17
Table % 7.7%
Rate the doing of a important Count 21
projec_t a: an | Table % 95.5%
organisationa ;
co?nmunication task. il ?:slr;t % & 512
Rate group work asan  important Count 208
organisational Table % 84.1%
communication task. unimportant  Count 13
Table % 5.9%

40-
30+ ;

-| What is your reqv?
20- ’ B 13 or below

! T 11415

! B 16 or above

Count

Your age.

Tables
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Rate role-playing as an imporiant Count 212
organisational Subtable % 95.9%
communication task unimportant Count 8
Subtable % 3.6%
spoilt response  Count 1
Subtable % .5%
Rate show and tell as imporiant Count 211
an organisational Subtable % 95.5%
communication task. unimportant Count 10
Subtable % 4.5%
Rate speech making as  important Count 209
an organisational Subtable % 94 6%
communication task. unimportant Count 12
Subtable % 5.4%
Rate group discussions important Count 212
as an organisational Subtable % 95.9%
communication task. unimportant Count g
Subtable % 41%
Total Count 221
Subtable % 100.0%
Tables
[Rate the writing of __important ~— Count 158
notices as an Table % 71.5%
organisational unimportant Count 63
communication task. o Table % 28 5%
Rate the writing of important Count 160
tests as %n : Table % 72.4%
organisationa
co?nmunicaﬁon task. ot ?:;Zt% 27 1?:2
no response Count ’
Table %
5%
Rate written important Count 172
assignments as an Table % 77.8%
organistional unimportant Count 47
FORENE Rt ey Table % 21.3%
spoilt response  Count 1
Table % 5%
no response Count 1
Table % 5%
Rate the display of important Count 206
values/beliefs as an Table % 93.2%
organisaﬁongl unimportant Count 15
communication task. Table % 5 8%

Tables
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Rate the display of skills  important Count 214
as an organisational Table % 96.8%
communication task. unimportant  Count 7
Table % 32%
Rate interviews as an important Count 208
organistional Table % 94.1%
communication task. unimportant  Count 13
Table % 5.9%
Rate observationsas an  important Count 215
organisational ' Table % 97.3%
communication task. unimportant  Count 6
Table % 2.7%
Rate rules and important Count 204
regulations as an Table % 92.3%
' organisa’_don_al unimportant Count 17
communication task. Table % 7 79
Total Count 21
Table % 100.0%
Tables
Rate decision making important Count 208
as an organisational Layer % G4.1%
communication task. unimportant  Count 13
Layer % 5.9%
Rate leamer profiles important Count 204
as an organistional Layer % 92 3%
communication task unimportant Count 17
' Layer% | 7.7%
Rate assessment grids  important Count 138
as an organisational Layer % 62 4%
communicationtask. ieartant  Count 83
I Layer % 37.6%
Rate mind mapping as  important Count 149
an organisational Layer % 57.4%
communication task. - unimportant  Count T 72
Layer % 32.6%
Rate new technology important Count - 155
| @s an organisational Layer% - 70.1%
4 communication task. unimportant  Count 3} 66
Layer% | 29.5%
 Total Count g 221
: Layer % . 100.0%
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Tables

Who is responsible
for brainstorming as
an organisational
communiation task?

Who is responsible
for conversation as
an organisational
communication
task?

'Who is responsible
for consultation as
an organisational
communication
task?

Whos is responsible
for giving
instructions as an
organisational
communication
task?

Who is responsible
for evaluation as an
organisational
communication
task?

Who is responsible
for writing a story as
an organisational
communication
L35l

educator
learner

both

spoilt response
educator
leamner

both

spoilt response
educator
teamner

both

spoilt response
no response
educator
leamer

both

spoilt response
no response
educator
learner

both

spoitt response
educator

leamner

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table 2%
Count
Table %
Count
Tabie %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

86
25.3%

32%
157
71.0%

5%
28
12.7%
35
15.8%
137
71.0%

5%
53
24.0%
25
11.3%
139
62.9%

5%

1.4%
112
50.7%
17
7.7%
B8
39.8%

1.4%

5%
100
45.2%
23
10.4%
95
43.0%

1.4%
12
5.4%
115
52.0%
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Who is responsible
for writing a story as
| an organisationat
communication
task?

Who is responsible
for doing a project
as an organisaticnal
communication

| task?

Who is responsible

¢ for group work as an
organisational
communication

‘task?

Who is responsible
for role-playing as
an organisational
communication
task?

Who is responsible
: for show and tell as
. an organisational
communication
task?

: Who is responsible

: for speech making

. as an organisational
communication
task?

Who is responsible
[ for group

both

spoilt response
no response
educator
leamer

both

spoilt response
educator
learner

both

no response
educator
leamer

both

spoilt response
no response
educator
learner

both

spoilt response
educator
fearner

both

spoilt response
no response

educator

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

80
40.7%

9%

.S5%

3.6%
132
59.7%
79
35.7%

9%
13
5.9%
117
52.9%
89
40.3%

9%
12
5.4%
108
48.9%
98

44 3%

8%

5%

11
5.0%
115
52.0%
93
42.1%

9%
3.2%
119
53.8%
|
41.2%
1.4%
5%

4.1%
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Who is responsible
for group
discussions as an
organisational
communication
task?

Who is responsible
for writing of notices
as an organisational

i communication

task?

Wha is responsible
fortests as an
organisational
communication
task?

Who is responsible
for written
assignments as an
crganisational

| communication
! task?

Whao is responsible
for the display of
values/beliefs as an
organisatioant
communication
task?

Who is responsibie
for the display of

! skills as an

. organisational
; communication
i task?

leamer

both

spoilt resﬁonse
no response
educator
leamer

both

spoilt response
educator
leamer

both

spoilt response
no response
educator
learner

both

spoilt response
no response
educator
leamer

both

spoilt response
o response
educator
learner

both

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Tabie %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

111
50.2%
97
43.9%

5%

9%
89
40.3%
48
21.7%
83
37.6%

.5%
97
43.9%
50
22.6%
70
31.7%

1.4%

5%
33
14.9%
g7
43.9%
85
38.5%

2.3%

5%
16
7.2%
83
42.1%
108
48.9%

8%

9%

4.1%

103

48.0%
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Who is responsible
for the display of
skills as an
organisational
communication
Who is responsible

for interviews as an
prganisational
communication
task?

Who is responsibie
for observation as
an organisational
cotmnmunication
task?

Who is responsible
for rules and
regulations as an
organisational
communication
task?

Who is responsible
for decision making
as an organisational
communication
task?

Who is responsible
for leamner profites

| as an organisational
. communication

task?

Who is responsible

' for assessment grids

as an organisational
communcation task?

spoilt response
no response
educator
fearner

both

spoilt response
educator
learner

both

spoilt response
no response
educator
learner

both

spoilt response
educator
learner

both

spoilt response
no response
educator
learner

both

spoiit respense

educator

leamer

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count

Table %

Count
Table %
Count
Table %
Count
Tabte %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Tabie %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

5%

9%

20.8%
70
31.7%
104
47 1%

5%
52
23.5%

25.3%
110
49 8%

8%

5%

25.3%
49
22.2%
115
52.0%

5%
40
18.1%
63
28.5%
115
52.0%

9%

5%
37
16.7%
75
33.9%
106
48.0%

14%
75
33.9%

24.4%
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i Who is respensible both Count 91
for assessment grids Tahle % 412%
t asan crgan'isaﬁonal no response Count 1
| communcation task? Table % 5%
Who is responsible educator Count 61
for mind mapping as Table % 27.6%
an oganisational feamer Count 56
o unication Table % 25.3%
both Count 102
Table % 46 2%
spoilt response Count 1
Table %% 9%
no response Ceunt 1
Table % 5%
Who is responsible educator Count 63
for new technology Table % 28.5%
as an organisational |, mer Count 53
f:;:"([_)“““"'a“"" Table % 24.0%
both Count 101
Table % 45 7%
spoitt response  Count 3
Table % 1.4%
no response Count 1
Table % .5%

Tables

Page £



Who is responsible
for brainstorming as
an organisational
communiation task?

Who is responsible
i for conversation as
an organisational
communication
task?

i Who is responsibie
| for consultation as
an organisational
communication
task?

educator
leamer

both

spoilt response
educator
learner

both

spoilt response
educator
learner

beth

spoilt response

no response

Count
Table %
Count
Table %
Count
Table %

Count

Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

25.3%

32%
157
71.0%

5%
28
12.7%
35
15.8%
157
71.0%

5%
53
24.0%
25
11.3%
139
62.9%

5%

1.4%

Tables
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Whos is responsible  educator Count 112
j for giving Table % 50.7%
"”5”“?“"{_‘5 a? an learner Count 17
task? both Count 88
Table % 39.8%
spoilt respense Count 3
) Table % 1.4%
i no response Count 1
Table % 5%
Who is responsible educator Count 100
| for evgluqtion asan Table % 45 9t
‘ zggn?r’:zi?fa%ﬂn leamer Count 23
task? Table % 10.4%
' both Count 95
Table % 43.0%
spoilt response  Count 3
Table % 1.4%
Who is responsible educator Count 12
for writing a story as Table % 5 454
z‘rzgis;::gg;al leamer Count 115
{ task? Table % 52.0%
both Count 90
f Table % 40.7%
| spoilt response  Count pa
Table % 9%
ir no response Count 2
g Table % .9%
Tables
5 Who is responsible educator Count . 8
| for doing a project Table % 36%
| as an organisational g5 Count | 132
i S nication Table% |  59.7%
i both Count 79
; Table % | 35.7%
' spoit response  Count | 2
Table % 5%
Whois responsible  educator Count | 13
i for group work as an Table % j 5.99%
| organisational teammer Count | 17
| communication Table% | 525%
, both Count g9
Table% |  40.3%
no respornise Count 2
Table % S%
Tables
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| Who is responsible educator Count 12

| for role-playing as Table % 5.4%

| & organ_imt_ional learner Count 108

S Table % 48.9%

both Count 98

Table % 44 3%

spoilt response  Count 2

Table % 9%

no response Count 1

1 Table % 5%

Who is responsible educator Count 11

| for show and tell as Table % 5.0%

- organ_im:_ional learner Count 115

gs';:;"”“'m"" Table % 52 0%

; both Count 93

| Table % 42.1%

. spoilt response  Count 2

| Table % 9%

spoilt response

over 24 years |

16-23 years

Tables

7 years or below

B-15 years

Page 8



Who is responsible educator Count 7
for speech making Table % 32%
gi‘:ﬂﬁ:ﬁ;‘hﬁm“a’ learner Count 119
task? Table % 53.8%
both Count 91
Table % 41.2%
spoilt response  Count 3
Table % 1.4%
no response Count 1
Table % 5%
Who is responsible educator Count 9
fc_nr group Table % 41%
discussions asan ey Count 111
organisational Table %
communication B 50.2%
task? both Count 97
Table % 43.9%
spoilt response  Count 2
Table % 9%
no response Count 2
Table % 9%,
80
! Your age.
' B | Bl betow 25
L] L
60- = 2630
;' : 3135
E 3640
103 B P
! []41-45
f [ ]48-50
|
o | |50 or over
|
= EE. [ Ispoitt response
=
o R |
o 0 ;s L«l o Bl o response
female male
What is your gender?
Tables
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Who is responsible educator Count 89
for writing of notices Table % 40.3%
as an organisafional o5 er Count 48
Sommunication Table % 21.7%
both Count 833
Table % 37.6%
spoilt response  Count 1
Table % .5%
Who is responsible educator Count 97
fortests as an Table % 43.9%
organisational learner Count 50
f:srgf?““"‘cat“’” Table % 22 6%
both Count 70
Table % 31.7%
spoiit response  Count 3
Table % 1.4%
no response Count ]
Table %
5%
Tables

Who is responsible educator Count 33
for written Table % 14.9%
assignments as an learner Count 97
organisational Table % 43.9%
communication =
task? both Count 85
Table % 38.5%
spoilt response . Count 5
Table % 2.3%
no response Count 1
Table % 5%
Who is responsible educator Count 16
for the display of Table % T 7.2%
valueslbeliefsas an o ymer Count 93
organisatioant Table % 42.1%

communication ’
task? both -Count 108
Table % 48.9%
spoilt response Count 2
Table % .9%
no response Count 2
Table % 8%
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120

=
=
o
Q
13 or below 16 or above no response
1415 spoilt response
What is your reqv?
Tables
Who is responsible educator Count E)
for the display of Table % 4.1%
ﬂfn?:azgnal learner Count 103
communication TalNe % 40:5%
task? both Count 106
Table % 48.0%
spoilt response  Count 1
Table % 5%
no response Count 9
Table % 5%
Who is responsible educator Count 45
for interviews as an Table % 20.8%
organisational learner Count
communication Table % e
: 31.7%
both Count 104
Table % 47 1%
spoilt response  Count 1
Table % 5%
Tables
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Who is responsible educator Count - 52
for observation as Table % 23.5%
an organisational learner Count 56
icatio
g neaan Table % 25.3%
both Count 110
Table % 49.8%
spoilt response Count 2
Table % 9%
no response Count 1
Table % 5%
Who is responsible educator Count 56
for rules and Table % 25.3%
regulations as an ' leamner Count 49
organisational
communication Table % 222%
task? both Count 115
Table % 52.0%
spoilt response . Count 1
] Table % 5%
Tables
Who is responsible  educator Count 40
for decision making Table % 18.1%
as an organisational |5 mer Count 63
communication
task? Table % 28.5%
both Count 115
Table % 52.0%
spoilt response  Count 2
Table % 9%
no response Count 1
Table % 5%
Who is responsible educator Count 37
for learner groﬁ_les Table % 16.7%
as an organisational oo mer Count 75
communication Table @ o
task? able % .33.9%
both Count 106
Table % 48.0% |
spoitt response  Count 3
Table % 1.4% |

Tables
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Wheo is responsible

for assessment grids
as an organisational
communcation task?

Who is responsible
for mind mapping as
an cganisational
communication
task?

Who is responsible
for new technology
as an organisational
communciation
task?

educator
learner

both

no response
educator
leamer

both

spoilt response

no response

educator
learmner

both

spoilt response

no response

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count

Tabie %

Count
Table %
Count
Table %
Count
Table %
Count
Table %
Count
Table %

73
33.9%
54
24.4%
91
41.2%

5%
61
27 6%

25.3%

102

46.2%

8%

5%

63
28.5%
53
24.0%
101
45.7%

1.4%

5%
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Tables

Count Layer %

Are you able to record  yes 185 83.7%
and maintain leraner no 26 11.8%
progress comfortably? ., response 10 45%
Total 221 100.0%

no response

|
spoiit response

below 25
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General Linear Model

Between-Subjects Factors

Value Label
Rate brainstormingasan 1 important 153
organisational 2 unimportant 67
communication task. 4 no response 1
Rate conversation as an 1 important 219
orgamsahonal 2 unimportant 2
Rate consultatlon as an 1 important 217
organisational 2 unimportant 4
Rate giving ‘instructions 1 important 213
as an orgamsat:onal 2 unimportant 8
Rate evaluation as an 1 important 202
crgamsatlonal 2 unimportant 19
Rate the wntmg a story 1 important 204
as an urgamsahona! 2 unimportant 17
Rate the domg ofa 1 important 211
project as an 2 unimportant 10
Rate group work as an 1 important 208
orgamsatzonal 2 unimportant 13
Rate ro!e-playmg as an 1 important 212
organisational 2 unimportant 8
com;numcatron task. 3 spoilt )

response
Rate showandtellasan 1 impaortant 211
organisational 2 unimportant 10
Rate speech mak:ng as 1 important 209
an orgamsatlcnai 2 unimportant 12
Rate record keeping as 1 important 205
an orgamsational 2 unimportant 16
Rate group discussions 1 impartant 212
asan orgamsat:onal 2 unimportant g
Rate the wrmng ‘of notices 1 important 158
asan orgamsanonai 2 unimportant 63
Rate the wntlng ‘of tests 1 important 160
as an organisational 2 unimportant 60
communication task. 4 no response 1
Rate written assignments 1 important 172
as an organistional 2 unimportant 47
communication task. 3 spoilt

response 1

4 no response 1

Rate the display of 1 important 206
values!bel:efs as an 2 unimportant 15
Rate the dzsplay of skills 1 important 214
asan orgamsatxonai 2 unimportant 7
Rate interviews as an 1 important 208
or 93“1530“3‘ 2 unimpeortant 13
Rate observations as an 1 important 215
organisational 2 unimportant 6
Rate rules and 1 important 204
regulations as an - 2 unimportant 17
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Between-Subjects Factors

Value Label N

Rate decision making as 1 important 208

an organisational 2 unimpartarit 13

Rate leamer profiles as 1 important 204

an organistional 2 unimportant 17

Rate assessment gidsas 1 important 138

an organisational 2 unimportant 83

Rate mind mappingasan 1 important 149

organisagior‘:gt( L. 2 unimportant 72

Rate new technologyas 1 important 155 .

an organisationat s unimportant 66 |

Multivariate Tests®

Effect Value F Hypothesis df Error df Sig.

Intercept Pillai's Trace .348 50.7512 2.000 190.000 000
Wilks’ Lambda 652 50.751@ 2.000 190.000 .000
Hatelling's Trace 534 50.751% 2.000 190.000 000
Roy's Largest Root 534 50.751° 2.000 190.000 .000

RTBRAINS Pillai's Trace 040 1.933 4000 382.000 104
Wilis' Lambda 960 1.9422 4.000 380.000 103
Hotelling's Trace .04 1.950 4.000 378.000 102
Roy's Largest Root .041 3.881° 2.000 191.000 .022

RTCONVER Pillai's Trace .003 .267° 2.000 190.000 .766
Wilks' Lambda 897 267 2000 190.000 766
Hotelling’s Trace .003 2672 2.000 $90.000 .766
Roy's Largest Root .003 2672 2.000 190.000 .766

RTCONSUL Pillai's Trace 004 .3g22 2.000 190.000 .683

' Wilks' Lambda 996 .3g22 2.000 180.000 683

Hotelling's Trace 204 .3823 2.000 180.000 683
Roy's Largest Root 004 3822 2.000 190.000 .683

RTGIVINS Pillai's Trace 000 0222 2.000 180.000 979
Wills' Lambda 1.000 0227 2.000 180.000 979
Hotelling's Trace .000 0220 2.000 180.000 979
Roy's Largest Roat 000 0228 2.000 190.000 979

RTEVALUA Pillai's Trace .002 T 2128 2.000 180.000 .809
Wilks' Lambda .998 .212% 2.000 180.000 .809
Hotelling’s Trace .002 2122 2.000 190.000 809
Roy's Largest Rogt .002 2122 2.000 190.000 .809

RTWRSTOR  Pillai's Trace 056 56267 2000 180.000 004
Wilks' Lambda 844 5.6262 2.000 180.000 .004
Hotelling's Trace 058 5.6262 2.000 180.000 004
Roy’s Largest Root .059 5.6262 2.000 180.000 .004

RTDOPROJ Pillar's Trace 027 2.684° 2.000 190.000 071
Wilks' Lambda 873 26842 2.000 180.000 071
Hotelling's Trace .028 2.684° 2.000 180.000 071
Roy's Largest Root .028 2.684 2.000 180.000 071

RTGRWORK  Pillai's Trace 013 1.2348 2.000 190.000 294
Wilks' Lambda 987 1.2342 2000 190.000 294
Hotetling's Trace 013 1.2342 2000 190.000 294
Roy's Largest Root 013 1.2347 2.000 160.000 294
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Multivariate Tests®

Effect Value F Hypothesis df Error df Sig.
RTROLEPL Pillai's Trace 004 3742 2.000 190.000 689
Witks' Lambda .996 3742 2.000 190.000 - 689
Hotelling's Trace 004 3742 2.000 190.000 689
Roy's Largest Root .004 .3742 2.000 190.000 689
RTSHTELL Piliai's Trace .004 A153 2.000 190.000 661
Wilks' Lambda .996 4158 2.000 190.000 661
Hotelling's Trace .004 4152 2.000 180.000 661
Roy's Largest Root .004 4152 2.000 190.000 .661
RTSPCHMA  Pillai's Trace .005 4324 2.000 190.000 650
: Wilks' Lambda .995 A3 2.000 190.000 650
Hotelling's Trace .005 4322 2.000 190.000 .E50
Roy's Largest Root .005 4322 2.000 190.000 650
RTKPRECO  Piliai's Trace .004 .3342 2.000 180.000 716
Wilks' Lambda .996 3342 2.000 190.000 716
Hotelling's Trace .004 .3342 2.000 190.000 716
Roy's Largest Root 004 .334° 2.000 190.000 716
RTGRDISC Pillai's Trace .010 9823 2.000 190.000 377
Wilks’ Lambda .990 9822 2.000 190.000 .377
Hotelling's Trace .010 9822 2.000 190.000 377
Roy's Largest Root 010 9823 2.000 180.000 377
RTWRNOT!  Pillai's Trace 015 1.4372 2.000 190.000 240
Wilks' Lambda .985 1.4372 2.000 190.000 240
Hotelling's Trace 015 1.437° 2.000 190.000 240
Roy's Largest Root 015 1.437°2 2.000 190.000 .240
RTTESTS Pillai's Trace 012 1.1722 2.000 190.000 312
Wilks' Lambda .988 1.1722 2.000 190.000 312
Hotelling’s Trace 012 1.1722 2.000 190.000 312
Roy's Largest Root 012 1.172° 2.000 190.000 312
RTWRASSI Pillai's Trace .001 .0662 2.000 190.000 936
Wilks' Lambda .999 0662 2.000 | 150.000 .936
Hotelling's Trace 001 .0662 2.000 190.000 936
Roy's Largest Root .001 .0662 2.000 190.000 936
RTVALBEL Pillai's Trace .021 2.0082 2.000 190.000 137
' Wilks' Lambda .979 2.0082 2.000 190.000 137
Hotelling's Trace 021 2.008° 2.000 190.000 137
Roy’s Largest Root .021 ~ 2.0082 2.000 190.000 137
RTDISKIL Pillai's Trace .01 1.0802 2.000 190.000 342
Wilks' Lambda .89 1.0802 2.000 190.000 .342
Hotelling's Trace 01 1.0802 2.000 190.000 .342
Roy's Largest Root 0114 1.0802 2.000 190.000 .342
RTINTERV Pillai's Trace .009 8092 2.000 190.000 405
Witks' Lambda 891 8092 2.000 190.000 AQS
Hotelling's Trace 010 9092 2.000 180.000 405
Roy's Largest Root .010 .90g3 2.000 190.000 405
RTOBSERV  Pilars Trace 006 .5432 2.000 190.000 .582
: Witks’ Lambda .994 5432 2.000 190.000 .582
Hotelling's Trace .006 .5433 2.000 190.000 582
Roy's Largest Root .006 5432 __2.000 180.000 582 |
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Multivariate Tests®

Effect Value F Hypothesis df Ermror df Sig.
RTRULREG  Pillai's Trace .001 1052 2.000 190.000 .901
Wilks' Lambda 999 10528 2.000 190.000 .901
Hotelling's Trace .00t 1052 2.000 190.000 801
Roy's Largest Root .001 1052 2000 |  1980.000 901
RTDECMKG  Pillai's Trace .005 4528 2.000 190.000 637
Wilks' Lambda .995 4523 2.000 180.000 637
Hotelling's Trace .005 4528 2.000 190.000 637
Roy's Largest Root .005 4522 2000 190.000 637
RTLEFPROF Pillai's Trace .008 7482 2.000 180.000 475
Wilks' Lambda .992 7482 2000 190.000 A75
Hotelling's Trace .008 .7482 2.000 190.000 475
Roy's Largest Root .008 7482 2.000 190.000 A7S
RTASSESG Piliai's Trace .002 .1822 2.000 190.000 834
Wilks' Lambda .998 .1822 2.000 190.000 834
Hotelling's Trace 002 .1823 2000 180.000 834
Roy's Largest Root .002 .1822 2.000 190.000 .834
RTMDMAPP Pillai’'s Trace .00s .883° 2.000 190.000 415
Wilks' Lambda .891 .8832 2.000 190.000 415
Hotelling's Trace 009 .8832 2.000 190.000 415
Roy's Largest Root .009 .8832 2.000 190.000 415
RTNEWTEC  Pillai's Trace 017 1.6662 2.000 190.000 192
Wilks' Lambda .983 1.6662 2.000 190.000 192
Hotelling's Trace M8 1.666% 2000 190.000 192
Roy's Largest Root .018 1.6662 2.000 160.000 192

a. Exact statistic
b. The statistic is an upper bound on F that yields a lower bound on the significance level.

¢. Design;

Intercept+RTBRAINS+RTCONVER+RTCONSUL+RTGIVINS+RTEVALUA+RTWRSTOR+RTDOPRO

J+RTGRWORK+RTROLEPL+RTSHTELL+RTSPCHMA+RTKPRECO+RTGRIISC+RTWRNOTI+RTT
ESTS+RTWRASSHRTVALBEL+RTDISKIL+RTINTERV+RTOBSERV+RTRUILREG+RTDECMKG+RT
LEPROF+RTASSESG+RTMDMAPP+RTNEWTEC

Tests of Between-Subjects Effects

Type il Sum :

Source Dependent Variable of Squares df Mean Square F Sig.
Corrected Model Your age. 962759 29 3.320 1.363 114
What is your gender? .304° 29 1.047E-02 753 815
Intercept - Your age. 21.621 1 21.621 8.879 003
What is your gender? 1.380 1 1.380 99.264 .000
RTBRAINS Your age. 18.890 2 9.445 3.879 022
What is your gender? 2 942E-03 2 1.471E-03 106 900
RTCONVER Your age. . 1.307 1 1.307 537 465
What is your gender? 2.325E-04 1 2. 325E-04 017 897
RTCONSUL Your age. 24T 1 247 102 750
What is your gender? 8.163E-03 1 8.163E-03 587 444
RTGIVINS Your age. 105 1 105 043 836
What is your gender? 2.104E-05 1 2.104E-05 002 .969
RTEVALUA Your age. 418 1 .418 472 B79
__What is your gender? 2 754E-03 1 2.754E-03 198 857
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Tests of Between-Subjects Effects

Type t Sum
Source Dependent Varniable of Squares df Mean Square F Sig.
RTWRSTOR Your age. 5737 1 5.737 2.356 126
What is your gender? 106 1 .106 7.623 .006
RTDOPRO. Your age. 6.082 1 6.082 2.498 116
What is your gender? 3.031E-02 1 3.031E-02 2.180 141
RTGRWORK Your age. 4937 1 4.937 2.027 .156
What is your gender? 1.021E-02 1 1.021E-02 34 .393
RTROLEFL Your age. 1.298 1 1.298 533 466
What is your gender? 4.359E-03 1 4.359E-03 314 576
RTSHTELL Your age. 725 1 725 298 586
What is your gender? 5.932E-03 1 5.932E-03 427 514
RTSPCHMA Your age. 803 1 .803 371 .543
What is your gender? 5.309E-03 1 5.309E-03 .382 537
RTKPRECOQO Your age. _ 1.515 1 1.515 622 431
What is your gender? 1.888E-04 1 1.888E-04 .014 .807
RTGRDISC Your age. 4.586 1 4.586 1.883 A72
What is your gender? 1.824E-04 1 1.824E-04 013 .809
RTWRNOTI Your age. 1.568E-02 1 1.568E-02 006 .936
What is your gender? 3.886E-02 1 3.886E-02 2795 .096
RTTESTS Your age. 3.615 1 3.615 1.484 225
What is your gender? §.088E-03 1 8.088E-03 582 447
RTWRASSI Your age. 222 1 222 .091 763
What is your gender? 3.639E-04 1 3.639E-04 026 .872
RTVALBEL Your age. .948 1 948 .389 533
What is your gender? 4.552E-02 1 " 4.552E-02 3.274 .072
RTDISKIL Your age. .358 1 .358 147 702
What is your gender? 2.568E-02 1 2.568E-02 1.847 176
RTINTERV Your age. 1.531 1 1.5631 .629 429
What is your gender? 1.973E-02 1 1.973E-02 1.418 235
RTOBSERV Your age. 637 1 837 .262 609
What is your gender? 1.311E-02 1 1.311E-02 .943 .333
RTRULREG Your age. 197 1 97 .081 776
what is your gender? 2.162E-03 1 2.162E-03 .155 694
RTDECMKG Your age. 997 1 997 410 523
What is your gender? 8.596E-03 1 8.596E-03 .618 433
RTLEPROF Your age. 3126 1 3.126 1.284 .259
_ What is your gender? 1.369E-03 1 1.369E-03 .098 754
RTASSESG Your age. .882 1 .882 362 .548
What is your gender? 6.601E-06 1 6.601E-06 .000 .983
RTMDMAPP Your age. .920 1 820 .378 .540
What is your gender? 1.650E-02 1 1.650E-02 1,187 277
RTNEWTEC Your age. 4,535 1 4.535 1.862 474
What is your gender? 1.464E-02 1 1.464E-02 1.053 .306
Error Your age. 465092 191 2.435
What is your gender? 2.656 191 1.390E-02
Totai Your age. 4251.000 221
What is your gender? 230.000 221
Corrected Total Your age. 561.367 220
What is your gender? 2959 220

a. R Squared = .172 (Adjusted R Squared = .046)
b. R Squared = .103 (Adjusted R Squared = -.034)

General Linear Model
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Between-Subjects Factors

Value Label N
Are you adequately 1 yes 132
equipped to implement 2 no 86
obe? 4 no response 3
Multivariate Tests®
Effect Value F Hypothesis df Error df Sig.
Intercept Pillars Trace 802 993.2844 2.000 217.000 000
Wilks' Lambda 098 993.284% 2.000 217.600 000
Hotelling’s Trace 9.155 993.284 2.000 217.000 .000
Roy's Largest Root 9.155 993.284% 2.000 217.000 .000
ADEQOBE Pillai's Trace .013 735 4.000 436.000 .569
‘ Wilks' Lambda .987 7332 4.000 434.000 570
Hotelling's Trace 014 J30 4.000 432.000 5712
Roy's Largest Root 012 1.2620 2.000 218.000 285
a. Exact statistic _
b. The statistic is an upper bound on F that yields a lower bound on the significance level.
¢. Design: intercept+ ADEQOBE
Tests of Between-Subjects Effects
Type HI Sum
Source Dependent Variable of Squares df Mean Square F Sig.
Caorrected Mode!  Your age. 27422 2 1.371 .535 .586
What is your gender? 2.746E-02° 2 1.373E-02 1.021 .362
intercept Your age. 374.908 1 374.908 146.306 .000
What is your gender? 25918 1 25918 1927.137 .000
ADEQOBE Your age. 2742 2 1.374 535 .586
What is your gender? 2.746E-02 2 1.373E-02 1.021 .362
Error Your age. 558.625 218 2.562
What is your gender? 2.932 218 1.345E-02
Total Your age. 4251.000 221
What is your gender? 230.000 221
Corrected Total Your age. 561.367 220
What is your gender? 2959 220

a. R Squared = .005 (Adjusted R Squared = -.004)

b. R Squared = .009 (Adjusted R Squared =

General Linear Model

.000)
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Between-Subjects Factors

Value Label N
Assessments are 1 correct 102
necessary in obe. 2 incarrect 118
3 spoilt 1
response
The use of a good text 1 comrect 45
means thiat one doet; ot 2 incorrect 175
not have to worry a v
curriculum contr;ym_ 3 fg:,;lgnse 1
The educator actively 1 comrect 55 .
dispenses knowledge 2 incorrect 1€5
e e e 4 | noresponse 1
Awarding marks is the 1 cormrect 46
best way to reflect a 2 incomrect 173
learner's progress. 4 no response 2
Multivariate Tests®
Effect Value F Hypothesis df Error df Sig.
Intercept Pillas Trace .842 529.909° 2.000 199.000 .000
Wilks' Lambda 158 529.9092 2.000 199.000 .000
Hetelling's Trace 5.326 529.9092 2.000 199.000 .000
Roy's Largest Root 5.326 529 9092 2.000 199.000 .000
ASSESOBE Piflai's Trace 004 187 4.000 400.000 .945
Wilks' Lambda 996 .187@ 4.000 398.000 945
Hotelfing's Trace .004 186 4.000 396.000 .946
Roy's Largest Root .003 3430 2.000 200.000 710
TXTCURCO Pillai's Trace 004 223 4.000 400.000 925
: Wilks' t ambda 896 2223 4000 398.000 .926
Hotelling’s Trace .004 221 4.000 396.000 826
Roy's Largest Root 004 A401° 2.000 200.000 670
DISKNPSA Pillai’s Trace 009 473 4.000 400.000 755
Wilks' Lambda 991 AT72R 4.000 398.000 756
Hotelling's Trace 010 AT 4.000 396.000 757
Roy's Largest Root .009 9360 2.000 200.000 .394
AWMKLEPR Pilla’s Trace -.013 659 4.000 400.000 621
Wilks' Lambda .987 6572 4.000 398.000 622
Hotelling's Trace .013 656 4.000 396.000 623
Roy's Largest Root .013 1.260° 2.000 200.000 .286
ASSESOBE * Pillai's Trace 002 2200 2.000 199.000 802
TXTCURCO Wilks' Lambda .998 2200 2.000 199.000 802
Hotelling's Trace .002 2202 2.000 189.000 .802
: Roy's Largest Root 002 2202 2.000 199.000 .802
ASSESOBE * DISKNPSA  Pillai's Trace .005 5247 2.000 199.000 593
Wilks' Larnbda 995 5243 2.000 199.000 593
Hotelling's Trace .005 5247 2.000 199.000 .593
Roy's Largest Root .005 5243 2.000 199.000 .593
TXTCURCO * DISKNPSA - Pillal's Trace 001 0932 2.000 199.000 an
: Wilks' Lambda .999 .093* 2.000 199.000 911
Hotelling's Trace .001 .0932 2.000 199.000 a1
Roy's Largest Root 001 0933 _2.000 199.000 911
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Multivariate Tests®

b. The statistic is an upper bound on F that yields a lower bound on the significance level.

c. Design: Intercept+ASSESOBE+TXTCURCOQ+DISKNPSA+AWMKI EPR+ASSESOBE * TXTCURCO+ASSESOBE *
DISKNPSA+TXTCURCQ * DISKNPSA+ASSESOBE * TXTCURCO * DISKNPSA+ASSESOBE *
AWMKLEPR+TXTCURCO * AWMKLEPR+ASSESOBE * TXTCURCO * AWMKLEPR+DISKNPSA *
AWMKLEPR+ASSESOBE * DISKNPSA * AWMKLEPR+TXTCURCO * DISKNPSA * AWMKLEPR+ASSESCBE *
TXTCURCO * DISKNPSA * AWMKLEPR

Effect Value Hypothesis df Error df 5ig.
ASSESOBE * " Pillai's Trace 001 1428 2.000 199.000 .868
TXTCURCO * DISKNPSA  wilks' Lambda .899 1422 2.000 169.000 .868
Hotelling's Trace 001 1422 2.000 199.000 .868
Roy's Largest Root .001 1422 2.000 199.000 868
ASSESOBE * Piiai's Trace 004 a7 2.000 199.000 686
AWMKLEPR Wilks' Lambda 996 3772 2.000 199.000 686
Hotelling's Trace .004 3778 2000 199.000 686
Roy's Largest Root .004 3777 2.000 199.000 .686
TXTCURCO * Pillai's Trace .008 405 .4.000 400.000 805
AWMKLEPR Witks' Lambda 992 4042 4.000 398.000 806
Hotelling's Trace 008 402 4.000 396.000 .807
Roy's Largest Root .008 .810° 2.000 200.000 446
ASSESOBE * Pillai's Trace .003 2592 2.000 199.000 772
TXTCURCO * Wilks' Lambda 997 2597 2.000 199.000 772
AWMKLEPR Hotelling’s Trace 003 259° 2000 | 199.000 772
Roy's Largest Root 003 .2543 2.000 199.000 772
DISKNPSA * AWMKLEPR  Pillai's Trace .000 0402 2.000 199.000 .961
Wilks' Lambda 1.000 0402 2.000 199.000 961
Hotelling's Trace .0oo .040° 2.000 199.000 .961
Roy's Largest Roat 000 0402 2.000 199.000 961
ASSESOBE * DISKNPSA  Piliai's Trace .000 .0233 2.000 199.000 077
* AWMKLEPR Wilks’ Lambda 1.000 .0232 2.000 199.000 977
Hotelling's Trace 000 0232 2.000 199.000 977
Roy's Largest Root .000 0232 2.000 199.000 977
TXTCURCO * DISKNPSA  Pillai's Trace 001 o772 2.000 199.000 926
* AWMKLEPR Wilks' Lambda 999 0778 2.000 199.000 926
- Hotelling's Trace .001 0772 2.000 199.000 926
_ Roy's Largest Root 001 0772 2.000 199.000 926
ASSESOBE * Piflai's Trace 003 .286° 2.000 199.000 752
TXTCURCO * DISKNPSA  wilks' Lambda 997 286° 2.000 199.000 752
T AWMKLEPR Hotelling's Trace .003 2862 2000 | 199.000 752
Roy's Largest Root .003 2862 2.000 199.000 752

a. Exact statistic
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Tests of Between-Subjects Effects

Type Wi Sum
Source Dependent Variable of Squares df Mean Square
Corrected Model Your age. 29.516° 20 1.476
What is your gender? .15g° 20 7.961E-03
Intescept Your age. 214941 1 214 941
What is your gender? 14.455 1 14 455
ASSESOBE Your age. 415 2 .207
What is your gender? 8.898E-03 2 4.449E-03
TXTCURCO Your age. 2.054 2 1.027
What is your gender? 2.215E-03 2 1.107E-03
DISKNPSA Your age. 4.825 2 2.412
What is your gender? 5.573E-04 2 2.787E-04
AWMKLEPR Your age. 4475 2 2.238
What is your gender? 1.037E-02 2 5.184E-03
ASSESCBE * Your age. 2231E-02 1 2231E-02
TXTCURCO What is your gender? 6.196E-03 1 6.196E-03
ASSESOBE * DISKNPSA  Your age. 2559 1 2559
What is your gender? 5.519E-04 1 5.519E-04
TXTCURCO * DISKNPSA  Yourage. 266 1 .266
What is your gender? 1.493E-03 1 1.493E-03
ASSESOBE * Your age. 397 1 ..397
TXTCURCO * DISKNPSA  What is your gender? 1.493E-03 1 1.493E-03
ASSESOBE * Your age. 202 1 202
AWMKLEPR What is your gender? 8.809E-03 1 8.809E-03
TXTCURCO * Your age. 2.594 2 1.297
AWMKLEPR What is your gender? 6.891E-03 2 3.446E-03
ASSESCBE * Your 2ge. 322 1 322
TXTGURCO * What is your gender? 6.196E-03 1 6.196E-03
DISKNPSA * AWMKLEPR  Your age. 8.597E-02 1 8.597E-02
What is your gender? 5.515E-04 1 5.519E-04
ASSESQOBE * DISKNPSA  Your age. 1.184E-02 1 1.184E-02
" AWMKLEPR What is your gender? 5.519E-04 1 5.519E-04
TXTCURCO "DISKNPSA  Your age. .169 1 .169
" AWMKLEPR What is your gender? 1.493E-03 1 1.493E-03
ASSESOBE * Your age. 1.357 1 1.357
TXTCURCO " DISKNPSA  what is your gender? 1.493E-03 1 1.493E-03
Error Your age. 531.850 200 2.659
What is your gender? 2.800 200 1.400E-02
Total Your age. 4251.000 22
What is your gender? 230.000 221
Corrected Total Your age. 561.367 220
What is your gender? 2 959 220
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Tests of Between-Subjects Effects

Source Dependent Variable F Sig.
Corrected Model Your age. 555 .939
What is your gender? .569 931
Intercept Your age. 80.828 000
What is your gender? 1032.499 .000
ASSESOBE Your age. .078 .925
What is your gender? .318 .728
TXTCURCO Your age. 386 .BBO
What is your gender? 079 .924
DISKNPSA Your age. 907 4086
What is your gender? .020 .280
AWMKLEPR Your age. .841 433
What is your gender? 370 .691
ASSESOBE * Your age. .008 927
TXTCURCO What is your gender? A43 .507
ASSESOBE * DISKNPSA Your age. .962 .328
What is your gender? .03¢9 .843
TXTCURCO * DISKNPSA  Your age. .100 752
What is your gender? 107 744
ASSESOBE * Your age. 148 700
TXTCURCO *DISKNPSA  What is your gender? 107 744
ASSESOBE * Your age. .076 .783
AWMKLEPR What is your gender? 629 428
TXTCURCO * Your age. 488 615
AWMKLEPR What is your gender? 246 782
ASSESOBE * Your age. 21 728
TXTCURCO What is your gender? 443 507
DISKNPSA * AWMKLEPR  Your age. .032 857
What is your gender? .039 .843
ASSESOBE * DISKNPSA  Your age. .004 847
* AWMKLEPR What is your gender? 039 843
TXTCURCO * DISKNPSA  Your age. 063 .801
* AWMKLEPR What is your gender? 107 744
ASSESCBE * Your age. 510 478
TXTCURCO * DISKNPSA  what is your gender? 107 744
Ermor Your age. )
What is your gender?
Total Your age.
What is your gender?
Cormrected Total Your age.

What is your gender?

a. R Squared = .053 (Adjusted R Squared =-.042)
b. R Squared = .054 (Adjusted R Squared = -.041)

General Linear Model
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Between-Subjects Factors

Value Label
Who is responsibie for 1 educator 56
brainstorming as an 2 learner 7
organisational
cggmmuniation task? 3 bo“.' 157
4 spaoilt 1
respanse
Who is responsible for 1 educator 28
convgrsa@iona[as an 2 leamer 35
organisation
cognallmunication task? 3 boti? 157
4 spoilt 1
response
Who is responsible for 1 educator 53
consultation as an 2 leamer 25
organisational
co%municaﬁon task? 3 bOﬂ? 139
4 spoilt 1
response
5 no response 3
Whos is responsible for 1 educator 112
giving instructionsasan 2 learmer 17
organisational
ctl;gmmunication task? 3 bot!:n 88
4 spoilt 3
response
5 no response 1
Who is responsible for 1 educator 100
evalugt‘rop aslan 2 learner 23
organisationa
ctggmmunicaticn task? 3 bOﬂ? 85
4 spoilt 3
response
Who is responsible for 1 educator 12
writing a 51?12; asan 2 learner 115
erganisatio
co?nmunication task? 3 bott'_l S0
4 spoiit 2
response
5 no response 2
Who is responsible for 1 educator 8
doing a sg’oje? asan 2 learner 132
organisationa
cogr;nrnunication task? . 3 both 9
4 spoilt 2
response
Wheo is responsible for 1 educator 13
QFUUP.S“;FK a? an 2 learner 117
organisationa
cc?nmunication task? 3 both 89
- 5 no response 2
Who is responsible for 1 educator 12
m!&P!asgif‘g 3;5 an 2 leamer 108
organisationa
co?nmunicaﬁon task? 3 both 98
4 spuoilt 2
response
5 no response 1
Who is responsible for 1 educator 11
show and tell ¥as an 2 leamer 115
arganisational
c;gmmunication task? 3 boih 93
4 spoilt 2
response

Page 11



Between-Subjects Factors

Value Label N
Who is responsible for 1 educator 7
speeqhargaktl';g asan 2 leamer 119
organisational
communication task? 3 bctl_w 91
4 spoitt 3
response
5 no response 1
Who is responsible for 1 educator 9
group discussions as 2 \earner 111
an organisational
communication task? 3 both 7
4 spoitt 2
response
5 no response 2
Who is responsible for 1 educator 89
writing of noticesasan 2 leamer 48
arganisational
communication task? 3 bOﬂ? 83
4 spaoilt 1
response
Whao is responsible for 1 educatar 97
tests as an 2 learner 50
organisational bott
communication task? 3 . 70
4 spoilt 3
response
5 no response
Who is responsible for 1 educator 33
written assignmentsas 2 leamer 97
an organisational
communication task? 3 boﬂtl 85
4 spoift 5
respense
5 no response 1
Who is responsible for 1 educator 16
the display of 2 leamer 93
values/beliefs as an 3 both 108
organisatioani 4 .
communication task? spoift 2
response
5 no response 2
Who is responsible for 1 educator 9
the display of skills as 2 leamer 103
an organisational
communication task? 3 both 106
4 spoilt 1
response
5 no response 2
Who is responsible for 1 educator 48
interviews as an 2 learner 70
organisational both
communication task? 3 . 104
4 spoift 1
response
Who is responsible for 1 educator 52
observation as an 2 leamer 56
crganisaticnal
communication task? 3 bOth 110
4 spoift 2
response
5 no response 1
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Between-Subjects Factors

Value Label N
Who is responsible for 1 educator 56
rules and regulations as 2 leamer 49
an organisational
communication task? 3 boﬂ? 115
4 spoilt 1
response
Who is responsible for 1 educator 40
decision making as an 2 leamer 63
organisational
communication task? 3 boti? 115
4 spoilt 2
response
5 no response 1
Who is responsible for 1 educator 37
leamer profiles as an 2 learner 75
organisational bath
communication task? 3 . 106
4 spoilt 3
response
Who is responsible for 1 educator 75
assessmentgridsasan 2 leamer 54
organisational
communcation task? 3 both 9
5 no response 1
Who is responsible for 1 educator 61
mind mapping as an 2 leamer 58
oganisational
communication task? 3 bOﬁ.‘ 102
4 spaoitt 1
response
5 no response 1
Who is responsible for 1 educator 63
new technology as an 2 leamer 53
organisational bott
commungciation task? 3 . 101
4 spoift 3
response
5 no response 1
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Multivariate Tests®

Effect Value F Hypothesis df Ervor df Sig.
Intercept Pillai's Trace 465 60.0697 2.000 138.000 .000
Wilks' Lambda .535 60.069° 2.000 138.000 .000
Hotelling's Trace 871 60.069% 2.000 138.000 .000
Roy's Largest Root 871 60.0692 2.000 138.000 .000
REBRAINS Pillai's Trace .052 1.229 6.000 278.000 291
Wilks' Lambda .949 1.2312 6.000 276.000 291
Hotelling's Trace .054 1.232 6.000 274.000 .290
Roy’s Largest Root .049 2.259° 3.000 139.000 084
RECONVER  Pillai's Trace 050 1.188 6.000 278.000 313
Wilks' Lambda 850 1.1842 6.000 276.000 315
Hotelliing’s Trace .052 1.180 6.000 274.000 317
Roy's Largest Root .040 1.862° 3.000 139.000 138
RECONSUL  Pillai's Trace 051 1.205 6:000 278.000 304
Wilks' Lambda 950 1.2062 6.000 276.000 303
Hotelling's Trace .053 1.207 6.000 274.000 .303
Roy's Largest Root 047 2.19¢0° 3.000 139.000 092
REGIVINS Pillai's Trace 167 4210 6.000 278.000 .000
Wilks' Lambda 838 4.249° 6.000 276.000 .000
Hotelling's Trace 188 4.288 6.000 274.000 000
Roy’s Largest Root 151 7.018° 3.000 139.000 .000
REEVALUA  Pillai's Trace 115 2.817 6.000 278.000 011
Wilks’ Lambda .886 2.8772 6.000 276.000 010
Hotelling's Trace A28 2.936 £.000 274.000 .009
Roy’s Largest Root 125 5.809° 3.000 139.000 .001
REWRSTOR  Pilla’s Trace 056 .995 8.000 278.000 440
Wilks' Lambda 945 9902 8.000 276.000 444
Hotelling's Trace 058 .986 8.000 274.000 447
Roy's Largest Root 042 1.443° 4.000 139.000 223
REDOPROJ  Pillai's Trace .108 2632 6.000 278.000 017
Wilks’ Lambda 893 26732 6.000 276.000 015
Hotelfling's Trace .19 2.714 6.000 274.000 .014
© Roy's Largest Root 112 5.189° 3.000 139.000 .002
REGRWORK  Pillai's Trace 021 742 4.000 278.000 .564
Wilks' Lambda 879 .7382 4.000 276.000 567
Hotelling's Trace 021 734 4.000 274.000 .569
Roy's Largest Root 017 1.162° 2.000 139.000 .316
RERLPLAY Piliai's Trace .050 1.191 6.000 278.000 311
Wilks' Lambda 950 1.1952 6.000 276.000 .309
Hotelling's Trace 052 1.199 6.000 274.000 .307
: Roy's Largest Root .050 2.319° 3.000 139.000 078
RESHTELL Pillai's Trace .027 .940 4.000 278.000 441
Wilks' Lambda 873 9342 4000 276.000 445
Hotelling's Trace 027 928 4.000 274.000 448
Roy's Largest Root .01% 1.307° 2.000 139.000 274
RESPMAKI Pillai's Trace .035 .818 6.000 278.000 557
Wilks' Lambda 965 81g° 6.000 276.000 557
Hotelling's Trace .036 817 6.000 274.000 557
Roy's Largest Root .033 1.5460 3.000 139.000 205
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Multivariate Tests®

Effect Value F Hypothesis df Error df Sig.
REGRDISC Pillai's Trace .050 1.179 6.000 278.000 317
Wilks' Lambda 951 1.1752 6.000 276.000 320
Hotelling's Trace 051 1171 6.000 274.000 322
Roy's Largest Root .040 1.846° 3.000 139.000 142
REWRNQT!  Pillai's Trace 022 .521 6.000 278.000 792
Wilks' Lambda 978 .5202 6.000 276.000 793
Hotelling's Trace .023 518 6.000 274.000 794
Roy’s Largest Root .021 .§72° 3.000 139.000 408
RETESTS Pillai's Trace 01 255 6.000 278.000 957
Wilks' Lambda .989 2542 6.000 276.000 858
Hotelling's Trace .01 .252 6.000 274.000 .958
Roy's Largest Root 011 496° 3.000 139.000 686
REWRASSI Pillai's Trace 027 645 6.000 278.000 694
Wilks' Lambda 973 64472 6.000 276.000 695
Hatelling's Trace .028 643 6.000 274.000 696
Roy's Largest Root 026 1.213° 3.000 139.000 .307
REVALBEL Pillai’'s Trace .026 606 6.000 278.000 725
Wilks’ Lambda 974 6042 6.000 276.000 727
Hotelling's Trace 026 603 6.000 274.000 728
Roy’s Largest Root 024 1.096° 3.000 139.000 .353
REDISKIL Piltai's Trace 261 5213 8.000 278.000 .000
Wilks’ Lambda 747 5.4062 8.000 276.000 .000
Hotelling's Trace 327 5.596 8.000 274.000 .000
Roy’s Largest Root .288 10.010° 4.000 139.000 .000
REINTERV Pillai’'s Trace .032 743 6.000 278.000 616
Wilks' tambda .968 7432 6.000 276.000 615
Hotelling's Trace 033 .743 6.000 274.000 £15
Roy's Largest Root .032 1.496° 3.000 139.000 218
REOBSERV  Pillai's Trace .381 8.176 8.000 278.000 .000
Witks' Lambda 627 . 9.0862 8.000 276.000 .000
Hoteliing's Trace 584 10.003 8.000 274.000 .000
Roy's Largest Root 563 19.561 4.000 139.000 .000
RERUREGL  Pillai's Trace .038 .894 6.000 278.000 .500
Wilks' Lambda .962 8912 6.000 276.000 502
Hotelling’s Trace .039 . .888 6.000 274.000 504
Roy's Largest Root .032 1.47g 3.000 139.000 223
REDECMAK  Pillai's Trace .023 402 8.000 278.000 919
Wilks' Lambda 977 4002 8.000 276.000 820
Hotelling's Trace .023 .397 8.000 274.000 922
Roy's Largest Root 017 5870 4,000 139.000 672
RELEPROF  Pillai's Trace 065 1.558 6.000 278.000 160
Wilks' Lambda 935 1.5662 6.000 276.000 .157
Hotelling's Trace 069 1.575 6.000 274.000 154
Roy’s Largest Roat .065 2.989° 3.000 139.000 033
REASSEGR  Pillai's Trace 022 788 - 4,000 278.000 534
Wilks' Larnbda 578 7862 4.000 276.000 535
Hotelling’s Trace 023 783 4.000 274.000 537
Roy’s Largest Root 021 1.489° 2.000 139.000 229
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Multivariate Tests®

Effect Value F Hypothesis df Error df Sig.

REMDMAPP  Pillai's Trace 051 1.224 6.000 278.000 294
Witks' Lambda 949 1.2262 6.000 276.000 293
Hotelling's Trace .054 1.227 6.000 274.000 293
Roy's Largest Root .048 2.2340 3.000 139.000 .087

RENTECHN  Piliai's Trace 016 .383 6.000 278.000 .890
Wilks' Lambda 984 3812 6.000 276.000 891
Hotelling's Trace 017 379 6.000 274.000 892
Roy's Largest Root 013 613P 3.000 139.000 608

a. Exact statistic -
b. The statistic is an upper bound on F that yields a lower bound on the significance level.

c. Design:

Intercept+REBRAINS+RECONVER+RECONSUL+REGIVINS+REEVALUA+REWRSTOR+REDOPROJ+REGRWO
- RK+RERLPLAY+RESHTELL+RESPMAKI+REGRDISC+REWRNOTI+RETESTS+REWRASSI+REVALBEL+REDIS
KIL+REINTERV+RECBSERV+RERUREGL+REDECMAK+RELEPROF+REASSEGR+REMDMAPP+RENTECHN

Tests of Between-Subjects Effects

Type I Sum
Source Dependent Variable of Squares df Mean Square F Sig.
Corrected Model  Your age. 237.5893 81 2933 1.259 17
What is your gender? 1.91g° 81 2.369E-02 3.166 000
intercept Your age. 25.864 1 25864 11.104 .0ot
What is your gender? .851 1 .851 113.694 .000
REBRAINS Your age. 12.785 3 . 4.262 1.830 145
What is your gender? 1,296E-02 3 4.319E-03 577 631
RECONVER Your age. 4.049 3 1.350 579 629
What is your gender? 4.002E-02 3 1.334E-02 1.782 153
RECONSUL Your age. 3175 3 1.058 .A54 715
What is your gender? 4.312E-02 3 1.437E-02 1.921 129
REGIVINS Your age. 12.613 3 4204 1.805 .149
What is your gender? .152 3 5.076E-02 6.783 .000
REEVALUA Your age. 2720 3 807 389 761
What is your gender? 122 3 4.053E-02 5.416 .001
REWRSTOR Your age. 5.455 4 1.364 .585 674
What is your gender? 4.170E-02 4 1.042E-02 1.393 239
REDQOPROJ Your age. 11.068 3 3.689 1.584 196
What is your gender? 9.355E-02 3 3.118E-02 4.167 .007
REGRWORK Your age. 3.465 2 1.732 744 A77
What is your gender? 1.042E-02 2 5211E-03 .696 .500
RERLPLAY Your age. .804 3 .268 115 951
What is your gender? 5.168E-02 3 1.723E-02 2.302 .080
RESHTELL Your age. 2695 2 1.348 579 562
What is your gender? 1.956E-02 2 9.782E-03 1.307 274
RESPMAKI Your age. 8.091 3 2.697 1.158 .328
What is your gender? 1.287E-02 3 4 325E-03 .578 .630
REGRDISC Your age. 9.721 3 3.240 1.381 .248
What is your gender? 2.382E-02 3 7.939E-03 1.061 .368
REWRNQTI Your age. 6.244 3 2.081 .894 446
What is your gender? 2.926E-03 3 9.752E-04 130 842
RETESTS Your age. 3.353 3 1.118 480 697
What is your gender? 9.883E-04 3 3.294E-04 044 .588
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Tests of Between-Subjects Effects

Type Il Sum
Source Dependent Variable of Squares df Mean Square F Sig.
| REWRASSI Your age. 7.851 3 2617 1123 342
What is your gender? 3.336E-03 3 1.112E-03 .149 .830
REVALBEL Your age. 823 3 308 132 941
What is your gender? 2422E-02 3 8.072E-03 1.079 .360
REDISKIL Your age. 29.621 4 7.405 3.179 .016
What is your gender? 257 4 6419E02 | . 8578 .000
REINTERV Your age. 608 3 203 .0B7 867
What is your gender? 3.084E-02 3 1.031E-02 1.378 .252
REOBSERV Your age. 10.452 4 2613 1.122 349
© What is your gender? .582 4 145 19.428 .000
RERUREGL Your age. 5.757 3 1.919 .824 483
What is your gender? 2.041E-02 3 6.802E-03 909 438
REDECMAK Your age. 3.534 4 .883 379 823
What is your gender? 1.342E-02 4 3.356E-03 448 J73
RELEPROF Your age. 1.519 3 .506 217 .884
What is your gender? 6.710E-02 3 2.237E-02 2.988 .033
REASSEGR Your age. 4203 2 2102 .802 408
What is your gender? 9.086E-03 2 4. 543E-03 607 546
REMDMAPP Your age. 2.815 3 .938 | - 403 751
What is your gender? 4.533E-02 3 1.511E-02 2019 114
RENTECHN Your age. 3.821 3 1.274 547 .651
What is your gender? 4 5T1E-03 3 1.5624E-03 204 894
Error Your age. 323.777 139 2.329
What is your gender? 1.040 139 - 7.483E-03
Total Your age. 4251.000 221
What is your gender? 230.000 221
Corrected Total Your age. 561.367 220
What is your gender? 2.959 220

a. R Squared = 423 (Adjusted R Squared = .087)
b. R Squared = .649 {Adjusted R Squared = .444)
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