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Terminology, abbreviations and acronyms

The terminology is described to avoid and eliminate misinterpretation and is used in

specific context.

Evaluation: 1. To find out or state the value of, to assess (Hawkins, Weston &

Swannell, 1992).

2: Form an idea of the amount, number, or value of; assess (Pearsall, 1998).

3. Determining how well a programme or policy is working or reaching its goals and

objectives (Neumann, 2000).



Accredit: 1. Officially recognised, certified as being of a prescribed quality (Hawkins
et al., 1992).

2. Official, approved, authentic, authorised, certified, legitimate, licensed, trustworthy
(Spooner, 1991).

3. Give authority or sanction to someone when recognized standards have been met
(Pearsall, 1998).

Validate: 1. Demonstrate or support the truth or value of; actually supporting the
intended point or claim; acceptable as cogent; check or prove the validity or accuracy
of something (Pearsall, 1998).

2. A term meaning truth that can be applied that can be applied to the logical
tightness of experimental design, the ability to generalise findings outside a study,
the quality of measurement, and the proper use of procedures (Neumann, 2000).
System of Quality Improvement: The process of value clarification, standard
formulation, implementation and evaluation, remediation and re-evaluation.

Quality: A degree of excellence, a distinctive attribute or characteristic possessed by
someone or something (Pearsall, 1998: 1515).

Providers

‘Provider’ means a body that delivers learning programmes focused on the
achievement of specified NQF qualifications and standards. A provider also manages
the assessment of learning achievements.

CWA: Cape Wine Academy

OBE: Outcomes-based Education

QIl: Quality Improvement

WOSA: Wines of South Africa

FEDHASA: Federated Hospitality Association of South Africa

WSET: Wine and Spirit Education Trust

QCA: Quality and Curriculum Assessment Authority

SAQA: South African Qualifications Authority

NQF: National Qualifications Framework

NSB: National Standards Board

SGB: Standards Generating Board

ETQA: Education and Training Quality Assurance Body

SETA: Section Education and Training Authority

UK: United Kingdom:

USA: United States of America
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ABSTRACT

The goal of the research was to identify national standards to be included in a wine
education institute accreditation programme. In this research an exploratory and
descriptive approach, with a qualitative orientation was adopted. The conceptual
framework was used to identify national and international standards in wine and
education. This identification process was conducted via a literature search on
current accreditation (which included quality improvement and standards) and
education trends, an internet search on the following countries: South Africa, United
Kingdom, USA and Australia, as well as personal communications. The data
collection, analysis and interpretation were conducted simultaneously. Strategies of
reasoning implemented in the process were analysis, deduction and synthesis to

support the goal of the research.

Accreditation was identified as a process of setting national standards and measuring
the compliance thereof. The definition of accreditation according to the ETQA
regulations, is as follows: “The certification, usually for a particular period or time, of a
person, body or institution as having the capacity to fulfil a particular function in the

guality assurance system setup according to SAQA in terms of the Act.”

The following general principles for an accreditation programme were identified:

e Establishment of an internal quality improvement programme
¢ Validated and reliable standards
e Standard setting and quality improvement

e Standards for specific countries

Recommendations for an accreditation programme for a South African wine institute
are described according to identified standards for education, quality improvement,

the standards generating board and standard formulation.

It was concluded that an accredited wine education institute is of utmost importance
to the wine industry of South Africa as it will provide quality, validated and
international recognized education and training to workers in the wine and wine
tourism service industry. This is especially important in view of the vast growth of

national and international wine tourism to our shores.

vii



1. INTRODUCTION

In order to comply with continuing demands for improved quality in education, it is imperative that
an accreditation process for quality improvement in educational institutions be implemented. The
education structure, method, delivery and outcome should be continuously monitored and
updated in accordance with government changes and demands, the changing education
environment and expectations from industry, students, and funders in the education sector.

An accreditation programme is a method of functioning according to validated standards set by a
group of national experts according to the requirements from the government. All accredited
curricula in educational institutions in South Africa, irrespective of the profession or industry
involved, must be in line with the department of education guidelines. The curricula should take
the form of authentic, formal, written programmes within the parameters set by the governmental
accreditation agency, South African Qualifications Authority (SAQA). The basic principles and
requirements of accreditation apply to all the employment sectors and providers of
services, e.g. manufacturing, agriculture, health, business, banking and including all

educational institutions. Figure 1. depicts the accreditation process.

Figure 1. Steps and requirements for an Accreditation Process

SAQA
Accreditation: Standards
¢ External body ¢ Group effort including
+ Internal QIP — wine, standard &
¢ Standards education experts
u ¢ Based on SAQA
requirements
QIP: (outcomes)
¢ Internal process —— + Validated & reliable
¢ Group effort
¢ Vision/Mission/Philosophy
¢ Standards
¢ Implementation dates
+ Evaluation dates
¢ Remediation

At present only the Vineyard Academy is accredited by the government accreditation
organisation SAQA and is registered with the AgriSeta. The Vineyard Academy offers training

courses for vineyard workers in the technical aspects in viticulture, as well as Life Skills. SAQA



was established to address the changes in education, as already demanded by the government
in the early 1990’s.

2. RESEARCH METHODOLOGY

2.1. Problem Statement

SAQA was established to address the need for accreditation of educational activities to utilize
knowledge and skills from one programme to another. In this way the repetition of the same
educational activities are divided so duplication or repetition does not take place in educational
programmes. The recognition of prior learning is facilitated as a result of this system. The
National Qualifications Framework (NQF) has set clear standards for all types of learning and
has established quality management systems to ensure that the set standards are implemented
(Philips, 1997). The foundation for learning set up by SAQA and the NQF has been designed to
allow scholars/trainees/students to earn credits towards national qualifications. In order to align
themselves to current national education norms, it is imperative for wine education institutes to
join SAQA and structured programme standards and company management in order to conform
with the SAQA and NQF requirements and allow students to earn nationally recognised
qualifications. In addition, with the globalisation of the workforce, it is important that qualifications
are transferable internationally. With accreditation of wine education institutions, this problem will

be addressed.

2.2 Research Question

What should be contained in an accreditation programme for a wine education institute in South
Africa?

2.3. Goal of the research

The goal of the research was to identify national standards to be included in an accreditation

programme for a wine education institute.

2.4. Research Approach

In this research an exploratory and descriptive approach, with a qualitative orientation was
adopted.

2.4.1. Exploratory



Mouton and Marais (1990: 45) and Uys and Basson (1996: 25) state the goal of exploratory
research as the exploration of a relatively unknown field of study. The aims of exploratory studies
are diverse, namely:

+ to gain new insight into the phenomenon;

+ as a pre-investigation for a more structured investigation of the phenomenon;
+ to construct and define central concepts; and
.

to develop new hypotheses regarding an existing phenomenon.
The methods that can be utilised in an exploratory study are:

¢ an overview of existing applicable literature;
¢ asurvey of experts on the field of research; and

¢ an analysis of insight stimulating research matter.

A global literature research was done for standards and guidelines on wine education and
accreditation between February and May 2006 via the internet and personal communication with
relevant individuals within the wine industry. The goal was to identify the requirements and needs

to be included in standards for wine education and accreditation.
2.4.2. Descriptive

According to Mouton and Marais (1990: 46) and Uys and Basson (1996: 25) descriptive research
include a variety of research methods such as experimental, non-experimental, quasi-
experimental and survey methods. These methods can include qualitative or quantitative
strategies. The difference in strategy lies in research with a contextual interest and research with
a universal interest. According to Wolcott (1994: 12) descriptive research addresses the
guestion, “What is going on here?”. Data consist of observations made by the researcher and/or

reported to the researcher by others.

In this research, a qualitative research approach was adopted. Patton (1985: 1) explains:
“[Qualitative research] is an effort to understand situations in their uniqueness as part of a
particular context and the interactions there. This understanding is an end in itself, so that is not
attempting to predict what may happen in the future necessarily, but to understand the nature of
that setting — what it means for the participants to be in the setting, what their lives are like,

what's going on for them, what their meanings are, what the world looks like in that particular
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setting — and in the analysis to be able to communicate that faithfully to others who are interested

in that setting ...... The analysis strives for depth of understanding.”

Qualitative researchers are interested in understanding the meaning people have constructed —
how they make sense of their world and the experiences they have in the world. The main
concern is the understanding of the phenomenon (standards for wine education in South Africa)
of interest from the participant’s perspective and not the researcher’'s perspective (which is an
insider’s perspective). Table 1 summarises the characteristics of qualitative research (Merriam,

1998: 9).

Table 1. Characteristics of Qualitative Research (Merriam, 1998: 9)

Action
Focus of research

Philosophical
roots

Associated
phrases

Goal of
investigation

Design
Sample
Data collection

Mode of analysis
Findings

Characteristic
Quality (nature, essence)
Phenomenology, symbolic interaction

Field work, ethnographic, naturalistic,
grounded, constructivist

Understanding, description, discovery,
meaning, hypothesis generating

Flexible, evolving, emergent
Small, non-random, purposeful, theoretical

Researcher as primary instrument, interviews,
observations, documents

Inductive (by researcher)
Comprehensive, holistic, expansive, richly

Application in dissertation
Standards in wine education
Ql'in education

Constructivistic teaching and learning
approach

Identify, analyse and recommend
standards

Explorative and descriptive approach
Purposeful theoretical sample

Researcher, instrument according to QI
process

Inductive, derivation and reflection
Richly descriptive

descriptive

2.5. Population and Sample

The literature was selected as the population sample. The information retrieved from the internet
and personal communication was compiled by experts in the specific country and thus
represented the work of individuals in wine, accreditation and education. The literature
population was selected via the internet because of convenience and up to date information from
February to May 2006. The sample included information from the following countries: South
Africa, USA, UK, and Australia. These countries were chosen due to their accessibility on the

internet.

11



2.6. Validity

Current available national and international information on standards and accreditation in general
as well as in education, current literature from publications was utilized for the accreditation
process, standards and education. The information on SAQA and NQF was also retrieved from

the internet.

The information gathered was utilized from the internet as stipulated above and included in the
data gathering research instrument, specifically on accreditation and standards for wine
education. The data gathering instrument was validated by an expert with a PhD in outcomes-
based education, standard formulation and international accreditation, which included internal

quality improvement (QI) programmes.

2.7. Reliability

To ensure reliability the researcher conducted the literature research personally according to the
concepts, wine, accreditation and education as identified in the research question (see section
2.1.) and the title of the document. The expert identified in 2.6 did not recommend a pilot study to

clarify concepts in the data gathering instrument, as the research methodology was based on a

gualitative approach.

2.8. Data gathering and analysis

Data gathering and analysis was done simultaneously.

2.8.1. Data gathering instrument (see Table 2)

The following concepts were identified according to the literature and the title of the study and

were included in the data gathering instrument. The countries were chosen according to the

convenience sample as per the population identified.
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Table 2. Summary of country-specific internet data collected.

Concept
Accreditation

Country

SA:
e  SAQA. Presently no wine education institute
is included.

e Accreditation

e Awarding bodies

e Accreditation process

e  Regulation of awarding bodies & curriculum

USA:

¢ No accreditation mentioned

Australia:

e Australian Wine Education Society recently
merged with the Australian Society of

Reference
SAQA: www.saga.org.za

Quality and Curriculum Assessment
Authority:

WWw.qca.org.uk

American Wine Society:
www.americanwinesociety.com
Australian Society of Wine Educators:

www.aswe.org.au
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Standards

Education

Viticulture & Oenology. A sub-committee on
education is presently reviewing wine
education standards.

SA
e  SAQA. Presently no wine education institute
is included.

UK

e QI committee

e QI process

e  Regulation according to bodies & curriculum

USA

e  No formal programme

Australia

e Australian Wine Education Society has
recently merged with the Australian Society
of Viticulture and Oenology and a sub-
committee on education is presently
reviewing wine education standards.

SA
e Not formulated yet
UK
e  Formal standards
USA
e Informal standards

Australia
e Not formulated yet

SA

e Curriculum in place - not accredited

UK

e According to standardised programmes

USA

e Curriculum (philosophy, target group,
situational analysis, outcomes, content)

Australia

e Inprocess

SAQA: www.saga.org.za

Quality and Curriculum Assessment
Authority:

Www.qca.org.uk

American Wine Society:
WWw.americanwinesociety.com
Australian Society of Wine Educators:

www.aswe.org.au

SAQA: www.saga.org.za

Wine and Spirit Education Trust:
www.wset.co.uk

American Wine Society:
www.americanwinesociety.com/web/judg
e_criteria.htm

Australian Society of Wine Educators:

WWW.aswe.org.au
SAQA: www.saga.org.za

Quality and Curriculum Assessment
Authority:

www.qca.org.uk

American Wine Society:
Www.americanwinesociety.com
Australian Society of Wine Educators:

www.aswe.org.au

3. LITERATURE RESEARCH

The literature research forms part of the conceptual framework and is described according to the
history of wine in South Africa, South Africa’'s position in the international wine industry,

accreditation and education.
3.1. History of South African wine development
The first vines were planted from cuttings imported from France, by Jan van Riebeeck on his

arrival in the Cape and 7 years later the first wines were produced. Governor Simon van der Stel
established a wine estate on the slopes of Table Mountain in Constantia in 1685. The farm was

14



developed as a model fruit and wine farm. In 1688 the arrival of 200 French Huguenots in
Franschoek enhanced the fledgling wine industry. They brought with them wine culture, as well

as viticulture and viniculture skills (SA Wine Industry Directory, 2005/6).

The first wine exports to Europe from Constantia took place in 1761. By 1778 the Constantia
wines were famous throughout Europe (New World of Wine from the Cape of Good Hope, 2001).
In 1778 a wine that was to become more famous in Europe was produced by Hendrik Cloete of
Constantia. These natural sweet wines remained the best-known and most coveted Cape wines
for more than two centuries. They were drunk by European royalty, statesmen, merchant princes
and their guests (SA Wine Industry Directory, 2005/6).

The 19" century saw the South African wine industry devastated by the phylloxera louse. Vines
were uprooted and new vineyards established, using vines grafted onto phylloxera free rootstock

imported from the United States of America (Hands & Hughes, 2001).

As result of overproduction due to market forces and the global political situation, market prices
fell dramatically, causing the disposal of vast amounts of unsold wine. This dire situation in the
wine industry prompted the formation of the Ko-operatiewe Wijnbouers Vereniging van Zuid
Afrika, Beperkt (KWV) in 1918 to stabilise wine prices and ensuring a secure income for its
members (SA Wine Industry Directory, 2005/6). The formation of other significant organisations
in the South African wine industry includes the formation of Stellenbosch Farmers’ Winery (SFW)
in 1935, Distillers Corporation in 1945, Distell (merger of SFW and Distillers Corporation) in
2001.

South Africa has made contributions to the wine industry through scientific and technological
advances. The achievements cover a wide spectrum, from the development of new cultivars to
new viniculture processes. In 1925 Prof A Perold successfully crossed Cinsaut (Hermitage) and
Pinot Noir to produce a uniquely South African cultivar named Pinotage. The first Pinotage was
bottled in 1961 under the Lanzerac label. Awareness and promotion of the cultivar has seen its
popularity increase in recent years. On the technological front, the introduction of cold
fermentation in 1957, was a major advance in white winemaking. This new technology resulted in

improved quality and better bouquet in white wines (SA Wine Industry Directory, 2005/6).

In 1973 the “Wine of Origin” control system was introduced. Thirteen areas of origin were
demarcated and limitations were placed on the use of terms such as “estate”, vintage years and
grape variety designations. This system brought the local wine industry in line with European

regulations. This new system led to the increase in popularity in varietal and classic wines. The
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Wine of Origin Scheme is applied by the Wine and Spirit Board, but is administrated and
inspected by South African Wine Industry Information and Services (SAWIS) on a contract basis
(SA Wine Industry Directory, 2005/6).

The freedom of Nelson Mandela, the lifting of sanctions and the new dispensation in South Africa
brought much international exposure and much needed capital and foreign investment. The wine
industry and production of wine has increased exponentially. Each year more wineries are
established. The scenic wine routes in all the wine producing areas are major tourist attractions.
Figures prove that South Africa is increasingly visited for wine tourism (SA Wine Industry
Directory, 2005/6). In 1994, the first year of our new democracy, South Africa experienced a
taste of tourism potential. Just under 3 million visitors travelled to SA. In 2005 the highest
number ever - 6,7 million international travellers was recorded (Van Schalkwyk, 2005). Results of
the new Survey of Tourist Accommodation reveal that the average monthly total income in the
tourist accommodation industry between September 2004 and January 2005 was R963.9 million.
It also showed that most of the income was derived from accommodation (R 639.6 million or
66,4%), followed by income from restaurant and bar sales (R 240,8 million or 25,0%), Van
Schalkwyk, 2005. In addition, the wine industry has grown exponentially — from 1993 to 2004 the

total hectares under vines grew from 83 717 to 100 207 hectares.

The increase in quality of the South African wines compete on the international stage with the
world’s best wines and have been honoured in several international competitions and trade fairs,
such as International Wine and Spirit Competition, Challenge International du Vin Vinexpo,
International Wine Challenge, to mention only a few. Wine exports from South Africa have
increased from 23 million litres (5,8% of total production) in 1991 to 270 million litres (38,5% of
total production) in 2004. In 1999, Winetech initiated Vision2020 for the South African wine
industry. Research by some 1500 specialists resulted in the implementation of a strategic
programme to make the South African wine industry globally competitive (SA Wine Industry
Directory, 2005/6).

The regulation within the wine industry has undergone much change — the Liquor Products Act,
No 60 of 1989 created the Wine and Spirit Board. The Board certifies all wines for export. This
certification not only includes a sensory evaluation of the wine, but also site inspections at the
premises of every winemaker. The Board is responsible for the guidelines for the Scheme for the
Integrated Production of Wine (IPW). The scheme also includes the standards for effective
integrated pest management. Other legislation applicable to the wine industry in South Africa is

the following:
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The Customs and Excise Act, No 91 of 1964

The Marketing of Agricultural Products Act, No 47 of 1996
The Liquor Act, No 59 of 2003

Competition Act, No 89 of 1998

Labour Relations Act, No 66 of 1995

Basic Conditions of Employment Act, No75 of 1997
Employment Equities Act, No 55 of 1998

Skills Development Act, No 97 of 1998

Conservation of Agricultural Resources Act, No 43 of 1983
Environment Conservation Act, No73 of 1998

Cape Nature and Environmental Conservation Act, No 19 of 1974
National Water Act, No 36 of 1998

National Environmental Management Act, No107 of 1998
Health Act, No 63 of 1977

Occupational Health and Safety Act, No 107 of 1998
Atmospheric Pollution Prevention Act, No 45 of 1965

Fertilizer, Farm feeds, Agricultural remedies and Stock remedies Act, No 36 of 1947

® & 6 6 6 O O 6 O O O O O O o o o o

Conservation of Agricultural Resources Act, No 43 of 1983.

3.2. Overview of Accreditation, SAQA and NQF

The quality of wine education, as an integral part of wine education can be monitored and
improved by means of a structured programme. This programme should not only be regarded as
a formal programme on the shelf, but as a process planned, implemented and formally and
continuously evaluated. Several authors (Van der Horst & Mc Donald, 1997: 7; Killen, 1999: 1)
have stated that a quality system should be judged from three different perspectives, namely,
input (finances, resources and infrastructure), throughput (management, control and delivery of
the service) and output (the end results and the satisfaction of all stakeholders). The
implementation of an accreditation programme, with an internal quality improvement programme,

seems to be the obvious strategy to maintain quality wine education, knowledge and skills.

Although the South African Bureau of Standards (SABS) began formulating standards in 1975,
the concepts of quality improvement, accreditation and standards in education, have only been
addressed in South Africa during the last fifteen years. For an institution or organisation to be
accredited, an internal quality improvement programme (QIP) is essential. A QIP necessitates

that standards that are valid and reliable are formulated. According to Van Der Merwe (1994 4),
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“The formulation of standards is one of the first steps in quality improvement. It is important that
the providers of education are responsible for the formulation of the standards that are congruent
with their and their team’s concepts of quality education. Thus, these standards evolve from
present practice, and the responsibility assumed, enhances the professional experience of sense
and meaning of their roles”. The main aim of acceptable standards in education is to indicate
areas where improvement should/could occur, and to monitor the quality of the education
provided. Accreditation of wine institutes through the South African Qualifications Authority

(SAQA) will give due recognition for meeting high standards in education.

The formulation of standards is the first step in the quality improvement process. Therefore for
any education facility to implement an accreditation programme, an internal quality improvement
programme is an essential necessity. An accreditation process is thus described as a national
supervising body for the evaluation of internal quality improvement processes. To achieve
accredited status, an education facility has to implement an internal quality improvement
programme. The only reference to accreditation programmes in wine education was found in the
Wine and Spirit Education Trust (WSET) of the UK (www.wset.co.uk). The WSET wine education
programmes are accredited by the national accreditation body, The Quality and Curriculum
Assessment Authority. In general, most research and publications on accreditation and standard
setting has taken place in the health profession and more specifically in nursing education and

services.

Accreditation is a process of setting national standards and measuring the compliance thereof
(Muller, 1996a: 71). National standards focusing on for example, wine education, are formulated

and implemented by the educators and wine industry at large.

The structure of national organisational standards include (Muller, 1996a: 71):
¢ The mission and scope of the service;
+ Management and direction;
¢ Personnel structure and development;
+ Operational policies and procedures;
+ Facilities and equipment; and

¢ Quality management.
The mission statement serves as the baseline against which all other standards within the wine

education service are assessed. Simultaneously the mission statement provides the parameters

against which the standards relating to the management system, staff, equipment and
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operational activities, including the systems which departments utilise to monitor the quality of
their own work. The assessment takes into account the capacity of a particular section of the
wine education to meet the standards within the goals and objectives of that section of the wine
industry. Standards aim to improve the quality of the wine education and ultimately improving the
wine industry. The educational standards should ensure that management and supporting
systems are organised and interlinked in a co-ordinated manner that will facilitate and optimise

service delivery and the efficient use of resources (Muller, 1996a: 77).

Already fourteen years ago it was identified that new values and economic restraints were two
critical elements responsible for social change in education. High quality is a prevalent value of
the era of education and wine service, and with the world wide economic recession, cost
effectiveness has become a necessity (Abruzzese, 1992: 293). This statement still remains

applicable for current South African conditions.

“Value, which is the relationship between quality and cost, has become the new objective of
service delivery. In a resource driven environment, the challenge is to keep quality up and costs
down. Institutions that achieve cost-effective quality will have the competitive edge” (Abruzzese,
1992: 293).

Muller (1996a: 72) states that there are several factors that influence the quality of education
being rendered, such as, the specialised knowledge and skills of management regarding quality
improvement in the industry, which is also relevant in the wine education management. The
client has certain expectations and rights regarding the quality of the wine education institution
and the service being rendered, especially when the cost of wine products and wine education

are taken into consideration.

The word “quality “ has become a general concept in the industry and other business institutions.
Terminology such as quality assurance has been replaced by total quality management, quality
assessment, and also quality environment. It is important to realise that quality improvement is
not unique to education. Concepts regarding the provision of quality in products and services,
have been in existence in the industry and manufacturing business for years (Marelli, 1993: 194).
In South Africa the SABS standards have complied with International Standards Organisation

since 1975, this quest for quality is not a new concept.
What is quality then? The Oxford Dictionary (Pearsall, 1998: 1515) defines quality as “a degree

of excellence, a distinctive attribute or characteristic possessed by someone or something”. One

of the distinctions of a profession is the continuous strive towards excellence. Quality is thus the
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characteristic of excellence as implemented in practice. The principles of quality improvement
include the validity and reliability of the programme and the commitment of all who are involved,
as well as the quality improvement programme being a continuous process. The quality
improvement process is the formulating of standards, evaluating of actions and the
implementation of remedial/corrective actions. Quality thus refers to the service that is expected,
and the assurance that it will be delivered (Muller, 1998: 45).

What are the characteristics of excellence? Muller (1998: 238) describes the general

characteristics of excellence as:

+ applicability - to make the right decision at the right time;

+ acceptability - to be legal, acceptable and cultural;

+ safety - to maintain a therapeutic environment (physical, mental, and spiritual) with
appropriate risk management;

equality - money, race, sex and social status will not play a role;

accessibility - to provide services, facilities, equipment and expertise of personnel;

effectiveness - to be assessed in the results and resource utilisation;

* & & o

professional knowledge and competence - should be according to the needs and

demands that are set; and

+ satisfaction - demonstrated by the client, consumer, management, the industry and

other interested parties.

According to Juran (1989), there are three quality related processes, namely: quality planning
which will determine who the customers are and determine their needs. This leads to the
development of products to address these needs, setting goals and implementation of the
products, quality control which implies evaluation of the quality performance, comparing the
actual performance to the quality goals and then acting on the differences, and quality
improvement which is the establishment of an infrastructure to evaluate the quality improvement

on an annual basis.

Van der Merwe (1994: 1) states that education is a service commitment due to the service being
rendered to persons and ultimately the community. Because of this service commitment, quality
should be the motive of such service rendering. The principal of an education institution is
responsible for the managerial aspect of quality improvement, cost-effective use of resources
and management of personnel. In personnel management, the manager is responsible for the

provision, utilisation, retention and development of personnel. The manager needs to be
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constantly aware of internal and external factors that might influence the stresses placed on

personnel.

Quality implies that professionals work according to specific standards that are set by the
professionals who have to implement these standards. These standards form part of an
accreditation programme. Van der Merwe (1994:10) states further that it is important for
educators to take ownership of the formulated standards, in keeping with each profession’s
understanding of quality improvement. This will enhance the effectiveness of the implementation
of such standards. Educators involved in the formulation of such standards increase their own

experience and aims of their specific profession in industry.

Quality improvement programmes are internal methods of evaluating the quality of education
being rendered, whereas accreditation implies external mechanisms to evaluate compliance to
these standards. Accreditation gives institutions due recognition for meeting high standards in
education. In the process of raising and maintaining practice standards, educators are trained in
new management and organisational skills. Principals must demonstrate an ongoing
commitment to quality management and continuing education during their institution’s
accreditation term by providing evidence of compliance with these standards, both on the survey

of the institution, as well as on re-application (Muller, 2003).

Accreditation as part of quality management is a philosophy that seeks continuous improvement
in performance of processes, products and services. It is also known as continuous quality
improvement and total quality management. It can be described as the process of ensuring that
educational programmes are of the highest attainable standard and are continually improving.
This involves the balance between meeting the needs and expectations of internal and external
customers with appropriate cost-effective delivery of service. The term ‘quality activities’ is used
to describe activities undertaken in the institution that identify problems for correction and

opportunities for improvement in the delivery of education (van der Merwe, 2005,).

Quality improvement and management strategies systematically review and evaluate current
work practices, outcomes of educational programmes and aspects of the administration of the
institution with the view to identifying trends, establishing protocols and procedures, resolving
problems and continuously improving the performance of the educational institution. Regardless
of the scope and parameters of an educational institution, there will always be a role for the

formal review of services/programmes provided by the institution (SAQA, 1998).
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The accreditation programme to be implemented by a wine education institution should provide
education and training on accreditation on a national level. In-house training will be regarded as
an essential component of the accreditation programme. As the first step in an accreditation
programme is the formulation of standards, these standards should comply with national
regulations (SAQA, 1997).

The passing of the South African Qualifications Authority Act (SAQA), No 58 of 1995 (Republic of
South Africa [RSA], 1995) has enabled South Africa to develop its own National Qualifications
Framework (NQF). The NQF has set clear standards for all types of learning and has established
quality management systems to ensure that the set standards are implemented (Philips, 1997a).
The foundation for learning set up by SAQA and the NQF has been designed to allow
scholars/trainees/students to earn credits towards national qualifications. Providers of learning
include schools, colleges, technikons, universities, in-house training or practical experiences.
These credits are in the form of “Qualification Unit Standards” registered by SAQA. This system

brings together the following:

+ qualifications already in existence;

+ a structure to which new qualifications can be added;

+ all qualifications (new and old) meeting the specified, clearly defined quality requirements;
and

+ the development of current and future international education and business networks and

opportunities.

The South African government has taken a transformational approach to education to ensure
that scholars/trainees/students gain the knowledge, skills and values that will allow them to
contribute to their own success as well as to the success of their family, community and the

nation as a whole (Department of Education, 1997a: 10).

The South African government implemented a number of structures, guidelines and criteria to
facilitate the transformational approach to education. The process of transformation is depicted in
table 3.

Table 3. Steps for Effective Transformation of Education and Training in South Africa
(NQF, 2000)

Steps Action
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One The formation of a National Qualifications Framework (NQF).

Two The development of critical cross-field outcomes (essential outcomes).

Three The identification of fields of learning/content clusters.

Four The statement of purpose of the qualification according to the specific curriculum, assumptions of learning
already in place, exit level outcomes and embedded knowledge.

Five The transformation to outcome-based education and training.

Six The formulation of assessment criteria, range statements and performance indicators.

Seven The development of curricula.

The role of the South African Qualifications Authority (SAQA) is to oversee and implement the
development of critical cross-field outcomes (see table 4.); the identification of fields of
learning/content clusters; the identification and/or formulation of specific outcomes; the
formulation of assessment criteria, range statements, and performance indicators; the
development of curricula; the formulation of instructional programmes according to identified and
formulated learning outcomes; continuous assessment of scholar/trainee/student progress
according to the learning outcomes stipulated; and the assessment of education and learning
by accredited bodies. The above criteria are critical to the transformation of education and

training.

Table 4. Critical Cross-Field Outcomes (RSA, 1998: 8)

Critical cross-field outcomes include but are not limited to:

a. identifying and solving problems in which responses display that responsible decisions using

critical and creative thinking have been made;

working effectively with others as a member of a team, group, organisation, community;

organising and managing oneself and one’s activities responsibly and effectively;

collecting, analysing, organising and critically evaluating information;

communicating effectively using visual, mathematical and/or language skills in the modes of

oral and/or written persuasion;

using science and technology effectively and critically, showing responsibility towards the

environment and health of others;

g. demonstrating an understanding of the world as a set of related systems by recognising that
problem-solving contexts do no exist in isolation;

h. contributing to the full personal development of each learner and the social and economic
development of the society at large, by making it the underlying intention of any programme
of learning to make an individual aware of the importance of:

i. reflecting on and exploring a variety of strategies to learn more effectively;
ii. participating as responsible citizens in the life of local, national and global communities;
iii. being culturally and aesthetically sensitive across a range of social contexts;
iv.exploring education and career opportunities; and
v. developing entrepreneurial opportunities.

cooo

-

According to SAQA (SAQA, 1997), all curricula should address the critical cross-field outcomes,

since they are critical for the development of the capacity of lifelong learning.

The National Standards Bodies (NSBs) and the Education and Training Quality Assurance
bodies (ETQAS), are the two institutional pillars of SAQA. NSBs for 12 organising fields of
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learning were registered. As a starting point all existing qualifications offered in South Africa must
be recorded in the interim register (SAQA, 1997; 1998a).

The Department of Education White Paper 3 of July 1997 stated that the challenge in South
Africa is to redress past inequalities and to transform the higher education system to serve a new
social order, to meet pressing national needs, and to respond to new realities and opportunities
(DoE, 1997b).

The most significant conceptual change is that the single co-ordinated higher education system
will be premised on a programme-based definition, namely that higher education comprises all
curricula leading to qualifications higher than the proposed Further Education and Training
Certificate. According to SAQA (SAQA, 1998b: 1), the Higher Education Act No. 101 of 1997
stated that all institutions, public and private, have to be registered with the Department of

Education to operate legally.

The SAQA Act, effective from October 1995, enables South Africa to develop its own National
Qualifications Framework (Philips, 1997a: 1). The CWA must be registered with SAQA and be
willing to adhere to the SAQA philosophy and standards.

Table 5. depicts the structure of the NQF.

Table 5. The Structure of the NQF (SAQA, 1999b)

NQF Types of Qualifications Locations of Learning
level Band and Certificates For Units and Qualifications
8 Doctorates Tertiary/Research/
Higher Further Research degrees Professional institutions
7 Education Higher Certificates Tertiary/Research/
Training Professional Qualifications Professional institutions
6 Band First Degrees Universities/Technicons/
Higher Certificates Colleges/Private/Professional
Institutions/Workplace/etc.
5 Certificates, Universities/Technicons/
Occupational Certificates Colleges/Private/Professional
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Institutions/Workplace/etc.
Further Education and Training Certificate

4 Further School/College/Trade Certificates Formal Technical/ RDP and
Education  Mix of units from all high g(‘)’"”gg‘/“””y/ Labour Market
3 And School/College/Trade Certificates schools/ (1 dings schemes,
Training Mix of units from all gglte;te private Industry
2 Band School/College/Trade Certificates schools colleges Training
Mix of units from all Boards, union
workplace
General Education and Training Certificate
1 General Grade 9 ABET Level 4 Formal Occupation/  NGOs/ '
Education (10 years) Schools zr\;?:i(r;b/ased Churches/ Night
and Grade 7 ABET Level 3 (Urban/  ZAS0 . Schools/
Training (8 years) Rural; Market ABET y
Band Grade 5 ABET Level 2 Farm/ — schemes)  Programmes
(6 years) Special  ypiiftment Private
programmes/ ~ providers/
Grade 3 ABET Levell Community  Industry Training
1 year programmes  Boards/ unions/
Reception workplace etc.

The successful educators of the new millennium will be characterised as people who are
equipped with the necessary knowledge, skills and values/attitudes to adjust readily to multiple
challenges within the scope of wine education in South Africa. They will make, through personal
and professional development, a significant contribution to the wine, tourism and hospitality
industry and services of the country. The South African government has taken a
transformational approach to outcomes-based education (OBE) to ensure that learners gain the
knowledge, skills and values that will allow them to enhance their own success, as well as to the
success of the nation as a whole (Department of Education, 1997b:10). Successful
implementation of a system of quality improvement and accreditation can empower the CWA to

challenge this vision to become the successful wine educators of the new millennium.

The NQF’'s objectives as outlined in the SAQA Act are “to create an integrated national
framework for learning achievement; facilitate access to, and mobility and progression within
education, training and career paths; enhance the quality of education and training; accelerate
the redress of past unfair discrimination in education, training and employment opportunities; and
contribute to the full personal development of each learner, and the social and economic
development of the nation at large” (SAQA, 1999a: 3; Olivier, 1998: 6).

The NQF is a structure/framework/system for integrating education and training and increased
access to life-long learning (Clarke, 1997: 20-21; French, 1998). According to Lewis (1999: 6)
the framework would also address issues such as integration and relevance, credibility,
coherence and flexibility, standards, access, articulation, and progression and portability. It is
also the social construct and instrument through which access, quality, redress and development
will most effectively be encouraged, as South Africa moves towards becoming a truly learning
society (SAQA, 1998a; SAQA, 1998b). In terms of the SAQA Act fields of learning/content
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clusters should be identified. These fields of learning could differ from band to band. In terms of
the SAQA Act (SAQA, 1995: 3), “field” denotes a particular area of learning used as an
organising mechanism for the NQF. The NQF characterises and organises all learning into 12
fields (see table 6).

Table 6. NQF: 12 Organising Fields of Learning (SAQA, 1999a; RSA, 1998a)

Number  Fields of learning

01 Agriculture and Nature Conservation

02 Culture and Arts

03 Business, Commerce and Management
Studies

04 Communication Studies and Languages

05 Education, Training and Development

06 Manufacturing, Engineering and Technology

07 Human and Social Studies

08 Law, Military Science and Security

09 Health Sciences and Social Services

10 Physical, Mathematical, Computer and Life
Sciences

11 Services

12 Physical Planning and Construction

The Cape Wine Academy, the best-known and best-recognized wine education institution in
South Africa has registered with the Services field of learning (Field 11). The accreditation
process has started through Theta, the subfield for the tourism, hospitality and sport education
and training authority. The Vineyard Academy is registered with the AgriSETA, because of its
direct primary training in vineyard practice. Once accreditation for the CWA has been granted,
wine education will fall under the hospitality, tourism, travel, leisure and gaming SGB. This body
would involve the providers of wine education (e.g. the CWA and wine educators) in unit
standard and qualification setting. The NSB of a particular field/cluster, will receive inputs from all
relevant SGBs and ensure coherence in the system by synthesising inputs and setting standards
for the field (Gunthorp, 1998a). Therefore, as regulation commences from the top, innovation

through the formulation of standards starts from the bottom and is profession specific driven.

To ensure national and international credibility, assessment of the quality of the education and
learning will be done by accredited bodies, namely the Education and Training Quality
Assurance bodies (ETQAS) appointed by SAQA (Elliot, 1999; Republic of South Africa, 1998b;
Olivier, 1998: 10). According to the Annual Report to Parliament (SAQA, 1998a), bodies
currently carrying out ETQA functions will continue do so until the regulatory framework (ETQA
Regulations) is operational. Co-ordination of quality assurance in higher education will be
through a Higher Education Quality Committee (HEQC), a permanent committee of the Council

of Higher Education (CHE). The CHE is responsible for quality assurance and promotion in
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higher education (Department of Education, 1997b). In terms of the Higher Education Act (RSA,

1997b) “higher education” means all curricula leading to qualifications higher than grade 12.

3.2.1. Standard Setting

As mentioned previously, the formulation of standards is the first step in the quality improvement
process. There are three types of standards in general use. These originated from the work of
Donabedian (1986: 99-106) and Mason (1994: 1) who suggested that standards can be

measured in three ways: as structure, process, and outcome.

¢ Structure standards will include the characteristics such as facilities, equipment, and
resources of the organisational setting in which the wine education delivery takes place,
that is human, environmental, organisational and physical resources.

¢ Process standards include all the actual activities and interactions between
educators and the learners/clients (or between programmes and students), for example,

activities, interventions, and the sequence of educational events.

¢ Outcome or Product standards are the end result, comprising a measurable change from

the delivery of wine education, that is, knowledge, skills, values and attitudes.

Affara & Styles (1991: 62) present the following view: “Structure, process, and outcome
standards should be developed for wine education. Examples of standards may relate to
expectations regarding: the philosophy and objectives of the wine education organisation;
organisation and management; staffing and supervision; service delivery; policies and protocols;
staff development; and quality improvement (Affara & Styles, 1991: 62; Mason, 1994: 1-5; Muller,
1999: 242).

According to Muller (1996a: 69) a standard is a written description of the devised level of
performance. This description should contain the characteristics associated with excellence for
the measurement and evaluation of the actual performance or service delivery. Coetzee and
Muller (1995: 18) define a standard as a descriptive statement to evaluate the expected level of

work. Table 7 depicts the NQF criteria for standards.
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Table 7. Criteria for Standards (NQF, 1997)

What are Standards? What are not Standards?
e The specific description of learning e A statement or syllabus topic to be
achievements agreed on by all major addressed
stakeholders in the particular field of e A course or a module
learning. e A process, ie reading an instrument
e Unit standard: registered statements e An input, ie teaching someone
of desired education and training e« An activity, eg demonstrating
outcomes and their associated something
assessment criteria together with o A |earning process, eg understanding
administrative and other information or applying knowledge
as specified. e The mastering of a learning objective

 National standards: the standard has o A score, grade or percentage
gone through the SAQA registration A specific entity of knowledge or a

process. They are the agreed unit of knowledge as classified in

repositories  of = knowledge about traditional subject matter syllabi.
quality practice” or competence, as

well as about legitimate criteria for
assessing such competence.

Quiality improvement is a process of continuous standard formulation, continuous evaluation and
the implementation of remedial or corrective actions. Quality improvement in a wine education
organisation is a systematic process, with commitment from all educators and management to do
the right thing right the first time. It is a team effort with a top down approach from management
(Croshy, 1984: 184).

Outcome standards define the expected change in a situation, as well as the extent of the
satisfaction of clients with the service provided. Outcome standards highlight the absence of
negative outcomes, as well as the presence of positive outcomes (Mason, 1994: 3). In table 8

the steps in standard setting according to Mason (1994: 5-59) are summarised.
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Table 8. Steps in Standard Setting (Mason, 1994: 5-59)

Steps
1

2

3.2.1.1. Concepts in Standards Setting.

Process standards and actions

Select an activity

List the goals of the activity

Identify the steps in the activity essential
in achieving the goals

List pertinent observations. Specify when
each of the steps should occur

Observe the activity

Combine the steps in logical order

Eliminate suggestions and rationale from
the standards written

Establish the validity of the process
standards

Outcome standards and
actions
Identify the activity

Identify the goals of the
activity

Identify expected positive
outcomes

Identify preventable
negative outcomes
Specify expected
timeframe for each
outcome

Clarify the description of
expected outcomes
Combine the outcome
standards in a logical
order

Establish the validity of
the outcome standards

Content/structure
standards and action
Define the service
activities

Identify the goals of data
collection

Identify items of data
collection

Combine the standards in
alogical order

Establish the validity of
the standards

When setting (formulating ) standards certain concepts should be clearly understood,

internalised and implemented in the structure, process and outcome activities. The key ideas

underlying standard setting according to the NQF are depicted in table 9.
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Table 9: Concepts for standard setting (NQF, 1997)

Concept
Setting standards for

assessment

Learner-centredness

Democratisation of learning

and recognition

Registration of qualifications

and standards

Accreditation of providers

Moderation of assessment

Quality audit

Criteriato be included

Recognition of learner achievements

Communication of required standard

Involvement of learners, trainers, educators & assessors
Assessment judgement made fairly, openly, reliably & consistently
Learners centre of education, training system & proceedings
System allows full development of learners

System serves learner interests & purpose

Democratic knowledge creation

Assumption of diverse grouping working on broad issues, building
social contracts of 21st century education

NQF operate through partnerships

Partnerships become integral part of new system

SGB forge partnerships of key stakeholder interest groups
Relevant, up to date & acceptable standards & qualifications

NBS ensures proposals of qualifications meet NQF requirements &
all consultation process requirements are met

SGBs established by NSBs to initiate & undertake standard and
qualification generation within frameworks of sub-fields

ETQAs accredited by SAQA in economic, social, or education &
training sub-system sector

Assess providers’ capability on delivering curricula towards
qualification or standards

Ensure consistency in assessment of registered qualifications &
standards, ETQAs

SETAs devise assessment plans & register assessors to implement

plans

ETQAs ensure:
- Effective performance of overall systems of quality management

according to requirements & criteria.

3.2.1.2. Guiding Principles for NSBs and SGBs in Setting of Standards

The bodies responsible for setting NQF standards are involved with the following:
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+ Consultation: NSBs, and their SGBs, must consult widely with those who have an interest
in their area.

+ Relevance: Qualifications and standards must be relevant to the requirements and needs
of all their users.

+ Transferability: NSBs and their SGBs must promote the recognition of transferable skills
to assist learners who may need to change their learning or career direction.

+ Efficiency and Accessibility: NSBs and their SGBs must set and maintain standards, and
wherever possible keep costs down.

+ Innovativeness: Standards generation is a dynamic process. NSBs and their SGBs must
accommodate innovation that derives from changing technology, new products, services,
markets, skills and knowledge in their specialist areas.

+ Broad Focus: NSBs and their SGBs must consider the impact of their planned outputs on
all levels of the NQF. Although the focus of an SGB’s standards generation may be at a
particular level, the implications for all levels must be considered.

+ Minimal Duplication: It is a fundamental principle of the NQF that every qualification and
standard will be unique. If a standard is to be used in several qualifications, the NSBs and

users concerned must agree on its form, and not create their own versions.

3.2.1.3.Generation of Standards — Stages in the Process

NSBs will oversee the generation and registration of standards in the organising field for which
they are responsible. The locus of standards generation will be in broadly representative SGBs.
The NSBs will undertake the recommendation of standards. In the case of both standards
generation and registration, SAQA'’s full-time NSB Co-ordinators facilitate the process by
providing the administrative support necessary for both NSBs and SGBs to complete their work

to SAQA'’s schedules. The standards setting process proceeds through three separate stages.

Stage 1 — Analysis and Planning

+ Monitor SGB activities to ensure skills and knowledge required in its field is captured.
¢ NSBs will then develop a plan which will include a:

i Description of how Unit Standards will be developed

ii List of the number and type of qualifications and standards that will be developed

iii List of immediate priorities
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iv Timetable for the generation of qualifications and standards and the phasing out of any old or

redundant qualifications.

Steps 1,2 and 3 of the standard setting activity according to Mason (1994:5-59) should be

implemented in stage 1 (see table 8).

Stage 2— The Development of qualifications and standards

¢ Each NSB will co-ordinate the development of its qualifications and standards by
recognising SGBs which must:
— Adopt , adapt or originate standards in a sub-field, or
— Facilitate the consolidation of existing standards and/or qualification generation processes in
the sub-fields for which it is responsible.
¢ Where no standards generation processes are underway, NSBs, through the appropriate
SGB, will commission the adoption, adaptation or generation of qualifications and

standards.

Implement Mason’s (1994:5-59) steps 5,6 and 7 during this stage of standard development (see
table 8).

Stage 3 — Quality Assurance

¢ Each NSB will:
i Propose the quality assurance system requirements for the quality of learning delivery and the
assessment it will require for its qualifications and standards
il Endorse accreditation and moderation proposals from ETQAs (under the guidance of SAQA)
¢ Each NSB will continuously and systematically review, revise and update the
qualifications and standards in the organising field for which it is responsible.
+ To ensure that the quality of qualifications and standards in the NQF remains high, SAQA
will audit the standards setting work of each NSB and SGB.

Implement Mason’s (1994:5-59) step 8 in the quality assurance system development (see table
8).

3.2.1.4. Generating Registered Standards: NSBs AND SGBs
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In the national standards setting process, NSBs and SGBs will have definite roles. The roles are

clearly linked in that the SGB ‘responds’ to an NSB role. The discrete roles are outlined below:

3.2.1.4.i. Performance Requirements of NSBs and their SGBs

NSBs are appointed by SAQA to recommend the registration of standards and qualifications. In
the context of each of the activities NSBs will need to undertake to achieve this objective are a
range of tasks which will need to be performed by SGBs. The outcomes of SGB activities in

relation to NSB tasks are described here.

NSB Task 1: Establish and/or recognise SGBs

In responding to this NSB task, the SGB will have to satisfy the NSB in answering the questions
in the following key areas:

i. Does the prospective SGB fall within the NSB scope?

SGBs will need to examine the defined scope of the NSB’s field. Once this has been done, the
SGB'’s task of locating its place in the NQF system should be relatively straightforward. While
SAQA has published a list of sub-fields for all 12 NSB.

ii. Is the prospective SGB properly formed?

Once identified, the SGB should be formed in terms of SAQA’s guidelines and criteria, and a

chairperson should be elected.

The NSB... In response, the SGB...

* Develops a plan for standards generation, which should include schedules.

 Co-ordinates standards generation through generating qualifications and standards.

* Presents a proposal for standards to users in narrow consultation process.

» Submits to NSB as proposal for registration.

« Develop criteria for moderation and assessment for standards and qualification that will used by

ETQAs.

- Ensures that plans for standards development are agreed with SAQA.

- -Scrutinises proposals for registration and recycles or submits

- Recommends criteria for assessment and moderation for quality delivery in consultation with
SAQA.

- Regularly reviews its qualifications and standards.

iii. Is there support for the SGB ?

An SGB should demonstrate support within the sub-field to generate standards and

gualifications.

33



iv. Are the SGB processes aligned with those of the NSB?
The SGB endorses (and recommends) the NSB process it will use to develop qualifications and

standards proposals and secure the support of users.

NSB Task 2: Agree with SAQA a plan for qualifications and standards development

and

NSB Task 3: Ensure Skills and Knowledge Analyses completed to requirement.

In responding to these tasks, an SGB must reassure the NSB that the skills and knowledge
analyses that foreshadow standards development adequately cover the sub-field for which the
SGB is responsible. The SGB should present a detailed plan that shows how the entire
development process will be completed. SGBs are not responsible for a sub-field. They are
responsible for the generation of qualifications and standards as stated in their different briefs.
The project plan that an SGB proposes must include at least:

* a list of priorities

 a development timetable, and

* a list of trends, and training gap

In respect of the standards writing process, the following issues should be addressed in the plan:

a. Plans for the process of standards generation:
The plan should include:

« Information that standards writers will need, such as:
— heeds-analysis outcomes, and

— how the SGB will go about generating the standards

b. Plans for the production of the standards title matrix:
The process the SGB intends to follow for co-ordinating the generation of a standards titles

matrix must be clearly articulated.

c. Evaluation of the standards titles matrix:
Plans must make provision for establishing and using a consultative network for inputs and
proposals around qualifications and standards already undertaken in the sub-field. This input is

key to the evaluation of the matrix.
d. Standards writing:

The plans will outline the process for the generation of standards by the

writers.
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e. Recommendation to NSB for registration:

The plan will outline the process to be followed for the submission of standards to the NSB for
recommendation to SAQA. A similar process will need to be followed in respect of qualifications,
with the addition of a plan for confirming the transition arrangements from current qualifications

to new.

NSB Task 4: Specify Quality Requirement for Delivery of Standards.

In response to this NSB Task, the SGB should present a plan to the NSB that recommends how
the NSB will, in co-operation with providers and SAQA (or its ETQA functionaries):

» Check on the quality of standards; and

» Maintain the integrity of the standards in their delivery.

Plans should include at least a plan for:

i. The development of appropriate systems of assessment

ii. The moderation of assessments

iii. The accreditation of providers

NSB Task 5: Promote qualifications and standards.

Each SGB should produce a plan showing how the qualifications and standards developed by
the NSB will be promoted to users, including: state departments,
economic and social sectors, providers of education, training and assessment services,

businesses and learners.

NSB Task 6: Review qualifications and standards

NSBs should present SAQA with regular scheduled reports of progress in:

« qualifications and standards development and uptake by users

« the implementation of quality assurance plans

« the promotion of qualifications and standards

The reports should also include a listing of amendments, updates completed and reviews
undertaken of qualifications and standards. To ensure that NSBs and SGBs function as required,
SAQA should agree to a plan for the regular quality audit of NSBs and SGBs by independent
auditors appointed by SAQA for the task.

3.3. The practice of education
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As previously mentioned, each educator is responsible and accountable to maintain and
continually enhance his or her knowledge to ensure quality education. Furthermore, education is a
major determinant in the development and enhancement of quality service (Muller, 2003; CNA &
CASN, 2004a). There has been significant shift in the ways in which we think about learning
(Finnie & Usher, 2005; Pratt, 1998). This heightened consciousness necessitates change in the
way educators approach learning. The shift from teaching content to outcomes-based education,
in particular, is in keeping with standards, quality improvement and evidence-based practice (Van
der Merwe, 2005). In this section education, is explored by focusing on the following topics:

education; curriculum development and outcomes-based education.

3.3.1. Education

Education is achieved in a wide variety of settings. Educators need to be proactive, take risks
where necessary, use critical thinking and creativity liberally and continue to embrace caring as
the essence of their practice (Bevis & Watson, 1989). “Based on needs and values, learners
determine the type and extent of learning activities. Educational activities are directly influenced
by an organisation’s mission, goals, values, priorities and resources” (ANA, 2000b:7). Further, as
the quality of education ultimately influences the outcomes, educators have an accountability and
a professional responsibility to support the ongoing professional development of these educators
in a flexible and accessible format (CNA & CASN, 2004b). Educators assume unique roles, such
as that of educator, facilitator, designer, change agent, consultant, researcher, leader and lifelong
learner (see Table 10). Continuing professional development therefore plays an important role in

the quality of wine education practice.

Table 10: Educator’s roles and specific activities (Southern Regional Education Board,
2002)

| Educator's roles || Specific activities

Educator Provide an appropriate climate for learning

Facilitate the learning process

Ensure learners are actively involved in process of assessment of needs and outcomes
Demonstrate ability to support and empower learners

Evaluate the effectiveness of outcomes

Collaborate with learners to enable them to develop portfolios

Assist learners to identify their learning needs and effective learning activities
Provide sufficient time for learners to meet their needs, re-mediating as necessary
Serve as a role model for continuing learning and education

Foster positive attitude about benefits and opportunities of lifelong learning

Identify learning requirements within specific context

Develop, plan and present educational activities within areas of expertise
Design original programmes

Select and prepare suitable learning resources

Facilitator

Designer
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| Educator’s roles

Specific activities |

|

Select, sequence and pace resources sensitive to the holistic needs of the learners |

Change Agent

Serve as a change agent - organisational, community, national and international levels
Facilitate initiation of, adoption of and adaptation to change

Participate in strategic planning, committees, projects to identify needed changes
Influence the necessary policy, procedures to create and support the change process

Consultant

Act in a formal or informal consultant role

Assist in the integration of new learning into practice or practice environment

Assist learners in identifying and designing needed educational experiences

Provide feedback to the learners and organisations related to effectiveness of learning and learning
activities

Researcher

Design and implement research

Integrate relevant research outcomes into practice through effective learning activities
Help others utilise the research process in their practice

Foster the use of systematic evaluation research with regard to data

Evaluate outcomes of educational endeavours

Track learner outcomes

Leader

Support organisational and administrative structures to achieve departmental and organisational
goals

Manage programme activities, including human and material resources

Ensure educational activities are congruent with organisation’s mission, vision and goals
Evaluate the effectiveness of the overall educational programme

Communicate effectively and efficiently with all levels of organisation

Use problem solving skills

Model behaviour to reflect participation and leadership in activities

Lifelong learner

Continue developing competencies including teaching and learning theories, curriculum design,
measurement evaluation, research and technological options

Demonstrate ongoing personal, academic and professional growth

Utilise reflective practice techniques

Maintain a professional portfolio to document results

The link between education and service is essential if wine education programmes are to meet

service demands. Flexibility in education so that the learner can continually adapt to changing

needs is also important (Bryant, 2005). Kenny (2004) recommends a closer relationship between

academic education and practical education. “One way to ensure that educational programmes

are reflective of the needs of employers and the practice environment is through curriculum

development...” (Bryant, 2005:18). Service standards should be based on South African wine

industry needs as well as global requirements; adequate resources (human and material); and a

comprehensive education process that includes a philosophy, curriculum, extracurricular

activities and comprehensive outcomes to guide teaching-learning strategies with adequate

hours for practical work (Van der Merwe, 2005).

In the next section curriculum development is explored.

3.3.2. Curriculum development (learning programme development)
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To support quality learning the methods and forms that are used to teach are extremely critical
and require careful and deliberate selection (Conti & Kology, 1998). To achieve learning
outcomes, educators must carefully select and know why one methodology is better than another
within a given learning situation. Basing the selection on careful experiential reflection and theory
adds to one’s professional approach (Elias & Merriam, 1995). As particular teaching methods
have distinct characteristics, using them may make it easier to facilitate learning. While some
methods are more compatible with a certain philosophical premise for learning, they are not
necessarily restricted to a specific philosophy (Conti & Kology, 1998). Rather the difference lies in
how the individual teacher uses the method, including for example, what activities are used, the
purpose for using the specific method, and the desired outcomes. Curriculum design refers to the
way in which educators conceptualise an educational programme and arrange its major
components (subject matter content, teaching and education methods and materials, learner
experiences and activities) to provide direction and guidance towards outcomes (Muller, 2003).
Curriculum steps are dynamic and interrelated (see Table 11). Outcomes of curriculum and
learning go beyond the institutional walls and extend to the building of better citizens who are
productive in the workforce and community (Kegan, 2000; Boyer, 1990). An outcomes-based
education (OBE) curriculum provides a comprehensive transformational approach to adult
learning which is in keeping with continuing professional development requirements of learners

and government regulations.

Table 11: Curriculum planning: interrelated steps and design components with specific
actions (Vella, 2002)

Interrelated Design components || Specific actions
steps
Educational = Leaming = lIdentify educational philosophy determining beliefs of adult learning
philosophy = Education = Identify professional practice standards (national and international)
(why?) = Determine how learning is to take place and education to be offered
Target group = Essential and = lIdentify learner (target) group
(who?) specific learning = Clarify roles and responsibilities
needs = Prepare assessment strategy
Situational = Leamning needs = Assess needs of learners and organisation
analysis (how?) = Resource = Use assessment results to inform programme design
assessment = Identify human and material resources
= Budget = Prepare educational budget
Formulate = Critical and = State programme purpose
outcomes (why?) specific = Ensure outcomes are measurable and realistic and within a timeframe
= Formulate competencies (knowledge, skills, values and attitudes)
Learning content = Classify and = Prepare main modules and learning units
(what?) group = Sequence content from simple to difficult, easy to complex
& Incorporate adequate time for knowledge development, comprehension
(internalisation) and integration into practice
| Educational | = Principles/ | m Create a safe, open and respectful learning environment
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Interrelated Design components || Specific actions
steps
principles and methods / = Build sound relationships with and among learners and educators
strategies (how?) strategies = Engage adults in their own learning, moving towards self-directed learning
= Incorporate cognitive, affective and psycho-motor learning aspects
# Repeat facts, skills and attitudes in diverse, engaging ways
= Include teamwork and small group activities
= Have learners practise what is taught to gain confidence
= Facilitate critical and reflective thinking through praxis
= Direct learners to implement career plan and professional portfolios
Curriculum = Venue/dates/ = Extend invitations and negotiate dates / times and remuneration
implementation time
strategies (when, = Communication = Communicate details with target group and relevant others
where?)
Assessment / = Theoretical and # Assess validity / reliability of content (evidence-based practice)
evaluation practical = Provide continuous constructive feedback (verbal and written)
strategies (so assessment = Assess learners, educator(s) and curriculum content continually
what, now what = Feedback = Ensure that what was proposed in curriculum was taught
and then what?) = Presenter's = Remediate as necessary to enhance learning outcomes
assessment = Analyse contributing factors that impact learning results
& Curriculum & Assess organisational improvement as a result of learning
assessment = Formulate improvement based on analysis, research and critical reflection
= Ongoing = Write report and share findings and recommendations
research

3.3.3. Outcomes-based education (OBE)

OBE is not a totally new approach, but has developed over the course of several decades through
the systematic application of educational ideas that have been part of good educational practices.
South Africa is currently in the era of OBE, it is therefore appropriate to include criteria for OBE in
this research. Spady’s (1996: 5) message to the educator in OBE is: “Commitment to continuous
growth and improvement is critical to success”. Because standards (structure, process and
outcome) are an integral part of accreditation, incorporating OBE is the sensible approach to
education. The primary aim of outcomes-based education (OBE) is to facilitate desired changes
within the learners, by increasing knowledge, developing skills and/or positively influencing
attitudes, values and judgment. OBE embodies the idea that the best way to learn is first to
determine what needs to be achieved. Once the end goal (product or outcome) has been

determined, the strategies, processes, techniques, and other ways and means can be put into
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place to achieve the goal. Bryant (2005:18) states that learning outcomes and competencies are

Synonymous.

3.3.3.1. Definitions of outcomes and outcomes-based education

Outcomes describe the results of learning over a period of time — the results of what is learned
versus what is taught; and what learners are able to do with what they know and have learned.
Geyser (1999) says when learners do important things with what they know they have taken a
significant step beyond knowing itself. Outcomes assessment helps learners know what they

know and demonstrates accountability in teaching (Vella, Berardinelli & Burrow, 1998).

Outcomes-based education (OBE) is defined as a “...comprehensive approach to organizing and
operating an education system that is focused in and defined by the successful demonstrations of
learning sought from each student” (Spady, 1994:191). OBE involves restructuring curricula,
assessment and reporting practices in education to reflect the achievement of high order learning
and mastery rather than accumulation of course credits (Tucker, 2004). Having decided what are
the key things students should understand and be able to do or the qualities they should develop,
both structures and curricula are designed to achieve those capabilities or qualities. Educational

structures and curriculum are regarded as means not ends (Willis & Kissane, 1995).

OBE and outcomes-focused education (OFE) are often confused or used synonymously. An OBE
system is one in which the outcomes drive the whole course content and assessment structure.
OFE is one in which learner outcomes (the result of student learning) are specifically identified in
discipline-based courses and units. The assessment processes are designed specifically to
assess the learners’ achievement of the outcomes (Tucker, 2004). In this research OBE and OFE
are used interchangeably. Behind these definitions lie an approach to planning, delivering and
evaluating instruction that requires administrators, teachers and learners to focus their respective
attention and efforts on the desired results of education (Killen, 2000) and to be accountable for
what transpires (Spady, 1994; Vella et al., 1998). Proponents of OBE assume there are many
ways in which to arrive at the same results. OBE is currently favoured internationally in countries
such as Canada, South Africa, New Zealand, UK and the United States (Malan, 2000). The roots
of OBE go back a long way in history.

3.3.3.2. The roots of outcomes-based education

An outcomes-based approach to education dates back some 500 years to the craft guilds of the

Middle Ages in Europe in the form of apprenticeship training models. There are many examples
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still in place today (Spady, 1994). Several authors (King & Evan, 1991; Malan, 2000) analysed

past educational reforms that influenced OBE and identified the following:

¢

In 1950, Tyler identified fundamental issues that are important when developing and
planning instruction, including purpose, content, organisation and evaluation. He believed
that objectives were essential for systematic planning and identifying the required learner
behaviour post instruction as well as the content and context within which to apply it. His
curriculum design approach continued to influence teaching for several decades and the
basic philosophy for outcomes -based design is rooted there (Arjun, 1998, cited in Malan,
2000)

Bloom’s taxonomies for educational objectives emerged in the 1950s and helped to
determine whether learners had attained acceptable standards compared to desired
learning outcomes. His mastery learning theory was based on the premise that with
sufficient opportunities and support from an appropriate learning environment most
learners are successful in their learning tasks. This notion is reflected in OBE. Other

characteristics of mastery learning include:

- ascertaining prerequisite knowledge or skills to attain goals (outcomes);

- a flexible time frame to attain goals (outcomes);

- using different media and materials to create enriched teaching/learning contexts; and

- formative evaluation to provide feedback for both teaching and learning improvement.

L

Competency-based education was introduced in the 1960s in North America in response
to growing concerns that students were not being taught what they required after they left
school. Malan (2000) summarises the following components from the literature on

competency-based education, noting their prominence in OBE:

- explicit learning outcomes with respect to the required skills and concomitant proficiency

(standards for assessment);

- a flexible time frame to master skills;

- a variety of instructional activities to facilitate learning;

- criterion-referenced testing of the required outcomes;

- certification based on demonstrated learning outcomes;

- adaptable programmes to ensure optimum learner guidance; and

- support for the notion that the learner is accountable for his or her own achievement.

L

In 1963, Glaser described criterion-referenced measurement as that which locates a
student’'s test behaviour on a continuum ranging from no proficiency to perfect
performance. Criterion-referenced instruction and assessment is based on attaining
specific outcomes and on testing for competence in terms of stated criterion. This form of

instruction compares a learning outcome or mastery of competencies with a predetermined
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external standard. Success is measured by demonstration of standards followed by
remedial intervention as required. Criterion-referenced assessment is the preferred mode
of assessment in OBE.

¢ Spady’'s (1994) outcomes-based education approach closely resembles Mager's (1984)
guidelines in terms of expected performance, conditions under which it is attained and
standards for assessed quality. OBE curriculum assessment and learners’ competence
can be compared to specific criteria. Competence in the required outcome (learner

behaviours) is demonstrated within a specific time frame and context.

OBE is explored in greater detail in the following sections.

3.3.3.3. Outcomes-based education philosophy

Outcomes-based education can be regarded as a theory (or a philosophy) of education (Killen,
2000). Within OBE there are a certain set of beliefs and assumptions about learning, teaching and
the systemic structures within which activities take place. Spady (1996) proposes three basic
assumptions: all learners can learn and succeed; success breeds success; and teaching

institutions (schools) control the conditions of success.

Killen (2000) defines two basic types of outcomes. The first includes performance indicators which
may be measured in terms of test results, completion rates, and post-course employment. It also
emphasises learner mastery of traditional subject-related academic outcomes/content and some
cross-discipline outcomes (such as problem solving or working cooperatively). The second is less
tangible and is usually expressed in terms of what the learners know, are able to do or are like as
a result of their education. It stresses long-term, cross-curriculum outcomes which relate to future
life roles of the learner (such as being a productive worker, a responsible citizen or parent). These
two approaches are what Spady (1994) respectively calls traditional/transactional (content-based)
and transformational (outcomes-based) learning systems (see Table 12). The latter is the focus of
this research and includes standards to be consistently demonstrated by the learner at the end of

a significant learning experience (Spady, 1996).
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Table 12: Content-based learning versus outcomes-based learning (Spady, 1996)

| Content-based learning system [ Outcomes-based learning system
| = Passive students || = Active leamers
= Assessment process — examination and = Continuous assessment
grade driven
| = Rote leaming || = Critical thinking, reasoning, reflection and action
= Content-based/ broken into subjects = Integration of knowledge, learning relevant / connected to
real life situations
= Texthook/worksheet-focused and teacher- = Learner-centred and educator / facilitator uses group /
centred teamwork
= See syllabus as rigid and non-negotiable = Curriculums are designed to allow for innovation and
creativity when designing programmes / activities
= Teachers/trainers responsible for learning = Learners take responsibility for their learning
= Learners motivated by personality of the = Learners motivated by constant feedback / affirmation of
teacher worth
= Emphasis is on what teacher hopes to = Emphasis is on outcomes — what learner becomes and
achieve understands
| = Content placed in rigid time frames || = Flexible time frames - learners work at own pace
= Stay in single learning institution until = Learners can gather credits from different institutions until
complete they achieve qualification
= Previous knowledge and experience in = Recognition of prior learning: after pre-assessment
learning field is ignored
= Each time attends whole course = Learners are credited with transfer credits elsewhere

3.3.3.4. Principles of outcomes-based education

Four principles guide the transformational OBE approach. Taken together, they strengthen the
conditions for both learner and teacher success: clarity of focus; design down; high expectations;
and expanded opportunities (Spady, 1994). Clarity of focus infers that curriculum development,
implementation and evaluation should be geared by the outcomes which are expected as the
culminating demonstrations of the learners. The principle clearly delineates that the articulation of
the desired end point is essential for successful outcomes (Willis & Kissane, 1997). Curriculum
planners and educators have to identify a clear focus on what they want learners to be able to
demonstrate at the end of significant learning time. Once these outcomes have been identified,

the curriculum is constructed by backward mapping of knowledge and skills. The design down
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aspect infers that all curricular and educational activities should be designed back from the point
where the exit outcomes are expected to happen. The principle of high expectations elicits a
higher level of standards than would normally be set, as only those can be labelled completed
(Spady, 1996). Expanded opportunities provide for a flexible approach in time and teaching
methodologies matched against the needs of the learner allowing more than one opportunity to
succeed (Killen, 2000). The principles of OBE, and their application, are summarised in Table 13

below.

Table 13: Outcomes-based principles — explanation and application to practice
(Spady, 1996; Killen, 2000)

OBE principles || Explanation | Application to practice

Clarity of focus = Focus on what teachers want Help learners develop competencies

learners to be able to do Enable predetermined significant outcomes
successfully Clarify short- and long-term learning intentions
Focus assessments on significant outcomes

Design down = Begin curriculum design with a
clear definition of the significant
learning that learners are to Identity learning building blocks

achieve by the end of their formal Link planning, teaching and assessment decisions to
education significant learner outcomes

Develop systematic education curricula
Trace back from desired end results

High expectations = Establish high, challenging = Engage deeply with issues they are learning

performance standards = Push beyond where learners would normally have gone
Expanded = Learners do not all learn same = Provide multiple learning opportunities matching
opportunities thing in same way in same time learners’ needs with teaching techniques

3.3.3.5. The purpose of outcomes-based education

Spady (1996) emphasises that the decision of what and whether the learners learn is more
important than when it happens and through what means (how) they learn it. He therefore

identifies two key aims for OBE.

While all learners can learn and succeed, they cannot all do so on the same day because learners
have different learning rates and learning styles. Furthermore, since successful learning breeds
more successful learning, the importance of having a stronger cognitive and psychological
foundation of prior learning cannot be underestimated. Since the conditions directly affecting
learning are under the educational system’s control, learning is dependent on the willingness of
teachers and others to believe in the approach, and to support learners in their learning. As
educators focus more broadly on accomplishing results as opposed to simply providing a service,

OBE differs greatly from more traditional forms of education, most notably in its overall approach
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(framework); perception of time; what and how standards are assessed; and how performance is
determined (Spady, 1994) (see Table 13). It is also important that conditions and opportunities be
established that enable and encourage all learners to achieve the essential outcomes (Spady,
1996).

OBE educators are facilitators of learning who support the learners to become independent
thinkers and ultimately manage themselves and their careers (Killen, 2000; Wallace, 1996). The
OBE educator also acts as an experienced mentor advising learners about learning and their
approaches to life (Geyser, 1999). There are many positive aspects to OBE, particularly from a
transformational viewpoint. OBE supports a rational approach to education as a means to an end
rather than an end in itself and promotes cooperative as opposed to competitive learning. It
demands that those who plan, manage and account for what happens, will focus their efforts on
learning and attainment of desired outcomes as opposed to curriculum content and achievement
of grades. Learning is no longer time and teacher dependent. Learners, educators and others who
support learning have to become more attuned to creating the conditions that support learning and
to the attainment of desired outcomes. Part of the success of OBE lies in its inherent
encouragement of continuous growth and ongoing improvement (Spady, 1994). Assessment of
outcomes-based learning is described in the next section.

3.3.3.6. The assessment of outcomes-based learning

Assessment on OBE is a continuous activity. The concepts assessment and evaluation have
been used interchangeably over time, but they 