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ABSTRACT

The main aim of the study is to investigate black teachers’ perceptions about their role in 

Mamelodi a township east of Pretoria. It argues that policy changes at macro level, that do 

not take into account the school and classroom settings, do not lead to a proper understanding 

of their implications and, subsequently an improvement of classroom practice. Findings are 

drawn from the accounts of twenty teachers from the primary and secondary sectors. The 

study concludes that even though teachers were using the terminology related to new policy 

expectations when talking about change, they were unaware of the essential skills related to 

such expectations. As a result they failed to appreciate what is required to develop the 

proposed critical skills for the learners. The teachers’ understanding of the new curriculum 

policy is limited. The study recommends that for effective implementation relevant preset and 

inset programmes need to be provided.
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CHAPTER 1

INTRODUCTION

During apartheid education, history syllabi were compiled by educational experts without 

consulting teachers, parents or pupils. Teachers were also overlooked in the selection of 

textbooks. Furthermore, history as a school subject was approached from a narrow 

perspective. Generally the critics of the history and geography syllabi complained about 

their limited scope, irrelevance and complexity for the learners. The syllabi were viewed 

as providing inadequate preparation for the learners' future role in society and the hidden 

curriculum was viewed as supporting the ideals of the Nationalist government, (cf. 

Appendix C for the general aims of the syllabus for this level)

These aims were to be fulfilled by teachers who did not have the required skills. School 

facilities were poor. These factors, together with the large numbers of learners in black 

schools, made it difficult for teachers to fuction effectively. Without the necessary skills, 

teachers could not, for example, provide learners with the intellectual skills of 

investigating historical facts. Also, the examiners and subject advisers did not provide 

proper guidance to the teachers or hold meetings to give them the support they required 

for curriculum development. Examiners did not give feedback on the examinations. 

Inspectors who visited schools were viewed as critics who came to "spy" on the teachers' 

work (Shalem, 1992).

To overcome the problem of teacher incompetency in-service programmes were 

introduced, but as Modiba's (1996) study indicates, not all the teachers were afforded the
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opportunity of attending the in-service programmes.

As a result of the criticism levelled against the syllabi a new curriculum has been 

introduced in South Africa. Its focus is on the improvement of content, skills and 

competences. For example, to address the problem of irrelevance, the history syllabus has 

added more sections on the black people's history. To address textbook and knowledge 

reproduction, the learners are to be taught new skills, which include for example, creating 

responsible citizens in a culturally diverse democratic society, making sound judgements 

that will contribute to the sustainable development of human society, the physical 

environment and the development of distinctive skills and critical awareness of social and 

environmental patterns, processes and events based on reflection within and across related 

focuses, (cf. Appendix C)

Even though the new policy document has been introduced, teachers have mixed 

reactions with regard to its implementation. Some understand the nature of the expected 

change whilst others do not see any difference. Curriculum 2005 has been introduced and 

is aimed primarily at addressing weaknesses experienced in the field of science 

technology (Education Department Policy Document October, 1997). However, though 

such expectations are clearly stipulated, they are nevertheless still negotiated mainly 

through existing policies, and Apartheid influenced perceptions of good classroom 

practice and teacher education. Teachers, black ones inpaiticular, are uncertain about the 

role they have to play in the new dispensation despite the fact that South Africa has 

recently come up with new norms and standards for teacher education (cf. Education
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Department 1998). Therefore, one could argue that in this country teachers face a serious 

problem of role perception.

Little research on teachers' role perception has recently been done in South Africa except 

for the following analytical studies that have been conducted since the country has had 

new education policies. They are mainly theoretical critiques of such policies (see, the 

various Quarterly Reviews of the Wits Education Policy Unit). In addition to authors who 

researched the role of teachers during apartheid, more work that has been done is mainly 

concerned with the transitional period in South Africa, for example, Rossouw (1994) and 

Smith (1995) are but some of the few. It is unfortunate that these studies tended to 

provide very general ideas with little attention paid to the dynamics which are faced by 

the country. They can thus be viewed as providing simple guidance for the complex 

practice of teaching. Smith (1995) is concerned with outcomes based education. His study 

is aimed at improving the involvement of pupils in the classroom. He is of the opinion 

that undemocratic procedures which contribute to the passivity of learners in the 

classroom should be eliminated. According to him, pupils should be involved in everyday 

classroom activities. Emphasis should be placed on learner-centred approach. The talk 

and chalk method whereby the teacher imparts knowledge and evokes the participation of 

few learners results in the passivity of the majority of the learners. Secondly, the 

operational objectives prescribed in the old syllabi do not cater for the individual needs of 

each learner. Rossouw on the other hand pays attention on the importance of the senior 

management team in the transformation of an outstanding school. The writer views the 

teachers as team leader, a view that is different from what used to be the case in the
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apartheid period where the management team acted to promote the apartheid ideas of the 

Education Department. Rossouw emphasises that the senior management team should 

work together with the teachers, learners and parents to attain an effective teaching - 

learning situation. This is the case because even though there has been a change of policy 

at a micro-structural level, teachers' perceptions at an institutional level (school) and 

classroom level are still primarily those that have been shaped by apartheid ideology and 

its associated educational ideas and practices. The examples referred to above, provide 

simple solutions for the complex practice of teaching. Therefore, what was necessary for 

this study was a more comprehensive stance that could try to examine teachers' 

collaborative efforts to establish meaningful connections between curriculum 

conceptualisation, planning, designing and implementation. As Stenhouse (1975) asserted 

that:

Classrooms are not islands, for teachers do not test and verify knowledge in their 
classrooms in isolation, but in communication with other teachers to find common 
vocabulary of concepts and develop syntax of teaching theory (1989:87).

Rationale of study

In South Africa teachers' involvement in curriculum planning and design has been

overlooked for a number of years. With the current expectations they face, there was a

need to identify ways on the basis of which they read meaning into the expectations and

decided on strategies to implement what is essential to them because:

(1) During the apartheid system, like all other teachers. South African black teachers 

could not avoid the influence of Apartheid ideals. However, as b.ack people, they 

did not wholeheartedly embrace the expectations of this system. Their position
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wavered between apartheid ideals and their own ideals as black people (Modiba, 

1988).

(2) Black teachers in South African schools generally viewed the curriculum they 

were expected to teach as unrelated to the context in which they worked, and the 

ideals of the communities they served. In spite of this, they took for granted the 

expectations they faced and still believed that, in circumstances under which they 

lived, implementing this curriculum was a worthwhile exercise. But with the 

political changes in the country and the new perceptions introduced and expected 

in education, their role is now perceived as different from that which the 

nationalist government expected. For instance History and Geography teachers are 

expected to achieve certain specific and ultimate objectives. It is expected of the 

teachers to promote the following skills amongst the learners:

(a) Critical understanding of how South African Society has changed and developed.

(b) Critical understanding of the patterns of social development.

(c) Participation in promoting a just, democratic and equitable society.

(d) Sound judgement about development, utilisation and management of resources.

(e) Critical understanding of the role of technology and social development.

(f) Demonstration of an understanding of the interrelationship between society and 

natural environment.

(g) Addressing of social and environmental issues in order to promote development 

and social justice.

(h) Analysis of forms and processes of organisations.

(i) Use a range of skills and techniques in human and social science context.

Teachers are expected to play a different role in the new dispensation. They are no longer

expected to implement uncritically the curriculum prescribed by the educational

authorities. They are considered to be important stakeholders in curriculum planning,

design and implementation. Therefore, as a teacher who has worked under the previous
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dispensation, I found it necessary and important, as part of examining the changing 

expectations faced by teachers in schools, to establish: how they understood their role, 

that is, to understand the shifts in relation to the past role perceptions and the current ones. 

The views of Aronowitz and Giroux (1985) were useful to establish whether teachers 

viewed themselves as having a role to play, a different role that is transformative and 

intellectual. Stenhouse's views also assisted in determining the extent to which teachers 

appreciated the need to work together in bringing about educational change, and Elliott's 

assisted in determining how teachers discussed educational problems, challenged, when 

necessary, ideas and suggested solutions introduced by educational authorities.

Aim of the study

In brief, the aim of this study was to establish the extent to which South African black 

teachers of History and Geography at primary and secondary levels in Mamelodi, a 

township in Pretoria, perceived their role in the changed education system. It focused on 

the conceptual shifts that teachers have experienced because of new expectations. The 

study also aimed at finding out how these shifts were impacting on the processes they 

employed in teaching and the facilitation of learning.

Method

Since it was important to examine the conceptual position of teachers as far as it related to 

new educational policy expectations in South Africa, the best way of collecting data 

required providing scope and time for teachers to express their views. A structured but 

in formally conducted interview process was considered as an important tool for this 

purpose. The researcher believed that it would allow teachers a relaxed atmosphere and
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scope to explore and refine their ideas freely.

Sample

About twenty History and Geography standard two (grade four) - standard ten (grade 

twelve) teachers from the primary and secondary schools in Mamelodi were selected for 

this study. The researcher assumed that these teachers would be in a better position to 

draw comparisons between their subject-areas and explain how the changed system 

influenced their present role perception when compared to the past. Also, these teachers 

were selected because they are now expected to collaborate as practitioners in a common 

learning area, that is, social science.

Organisat' ;n of study

The first chapter broadly outlines previous policy and expectations for History and 

Geography teachers and gives an analysis of the new expectations faced by the History 

and Geography teachers. The latter is done in terms of content, skills and competences to 

be taught and learned. Also included is a brief a ccount of the general proposed role of 

teachers in the new dispensation. This is followed by an examination of the literature on 

educational change and its effect on teachers' understanding of their role in the 

organisation of teaching, that is, as curriculum developers. This review of selected texts is 

followed by an explanation of b~w it helped the researcher to decide on the research tools 

and methods employed in the study. The next section analyses the research data by 

looking at teachers' understanding of policy changes in South Africa post 1994 and their 

views about the influence of policy on their competence post 1994.
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Finally, the study concludes by highlighting the strengths and weaknesses in teachers’ 

perception and makes recommendations for meaningful curriculum participation in the 

area under investigation, the learning area of Human and Social Science inclusive of 

subjects traditionally known as history and geography.



CHAPTER 2

The chapter examines theoretical and empirical research about teachers' role perceptions. 

As pointed out in the preceding chapter, in South Africa, work done in this area is limited. 

As a result the chapter has had to draw largely on work done in other parts of the world in 

order to develop broader conceptual tools which could serve as a basis for designing the 

research conducted towards this study.

From this discussion it will be evident that both local and international authors uphold the 

idea that the role of the teacher as a manager, professional and transformer are 

inextricably linked. The writings referred to here agree that the teacher is a transformer 

who should have an influence on his/her practice through involvement in curriculum 

design, development and implementation. The general view is that such involvement pre­

supposes situations where teachers ask questions about the goals they are striving for, 

what they teach and how they are to teach it. They make judgements about their practice 

and effect changes where necessary. To make critical judgement about practice, teachers 

need to go beyond prescribed models and regulations. They need to use different 

alternatives to view the school situation.

Studies conducted during Apartheid education such as Modiba's (1988), (1996) and 

Shalem's (1992) provided useful insights for this study, on the basis of which it was 

possible to determine the extent to which, at least in the case of Modiba, teachers' 

perceptions about their le have changed since there has been a change of government in
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South Africa. In her 1988 study Modiba examined the influence of Apartheid ideology in 

general and Apartheid education in particular on Black teachers' role perceptions. She 

concluded that the impact of apartheid on teachers' perceptions was characterised by a 

conflict between their awareness of the need to promote the aspirations of the 

communities they served, and identifying ways of coping with the constraints caused by 

the hierarchical structure of the Education Department. In addition, in her 1996 paper, she 

investigated black teachers' understanding of their practices in education. In this study 

she employs two concepts of Gramsci: common-sense and traditional intellectualism to 

argue that in spite of being generally dissatisfied with their practices, there was a level at 

which teachers still took for granted the structures within which they worked and 

regarded what is expected of them as worthwhile. This seemed to be the case despite the 

feelings that they were denied the authority to be creative with their classroom practices, 

even though as professionals they should have been entitled to such authority (1996:123). 

The author highlighted the general outcry of teachers to the lack of power to influence 

their practice and how they felt deprived of the conditions that could help them remedy 

the situation. Teachers felt the need to comply because it was the only system available to 

offer some form of education to black children. They did not have enough courage to 

challenge what was unacceptable. Furthermore, regulations governing teacher 

employment had generally treated public comment or criticisms of the education 

department as misconduct. Teachers became submissive in fear of losing their jobs, fringe 

benefits and in order to gain promotion. Teaching in the Bantu education system 

presented itself as a job which took care of the values of those it served (1996:120).

As traditional intellectuals teachers were expected to implement the orders of those who
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thought for the department (organic intellectuals). They were expected to reproduce

contents of textbooks without critical analysis. Instead of looking critically at the school

policy, teachers were mainly concerned with issues related to student discipline, taught

mainly to get good results in public examinations and organise school activities

effectively. Teachers were expected to mould African minds so that they could accept

subservient positions and be of service to white South African economic needs. To win

the support of teachers, amongst other factors, and within the framework of apartheid, the

department introduced benefits like salary improvement, subsidisation of mortgage bonds

and medical schemes. As part of its total strategy it has managed to create a group of

Blacks with a s take of economic viability, and it was hoped that this would influence

them to ally themselves with the government against the aspirations of the suffering black

majority. Modiba assets that:

Teachers tried to cope with the hierarchical system of control in the DET and the 
rewards it offered for compliance (1996:125).

Drawing from Gramsci, Modiba (1996) also describes the positioning of teachers as 

traditional intellectuals as follows:

The teacher role in South Africa signifies the disappearance of an intellectual task, 
which is supposed to be central to the nature of his/her career (1996:127).

The extent to which this did or not happen is evident in the empirical evidence in this 

study, and provides the basis for more research into issues related to ideology and 

materialism and the shaping of people's consciousness. Therefore, this study is a 

contribution to the attempt to establish whether any significant shifts have occurred in 

black teachers' perceptions since Modiba's work.
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Whilst Modiba in her paper describes the perception of black teachers in apartheid 

education, Shalem (1992) examines those of white English speaking teachers. She 

suggests that even though these teachers were trained mainly in English medium schools 

under an English management team, they worked under Afrikaans inspectors and 

directors who appraised their work, determined their salary, merit and promotion. The 

author concludes that as a result of this monitoring system, they suffered the same 

problems of gender and ethnicity because of the application of principles of Christian 

National Education. Shalem argues that government was:-

A strong centralist Afrikaans male dominated bureaucracy, and juridically state
controlled structure of racism and ethnicity (1992:310).

For Shalem these teachers experienced a tension between a marginalised "me" and aspired 

"I". They had the wish to exercise power but found themselves constrained by the 

educational hierarchy in their work place and its effect on the organisation of their work. 

The constraints were caused by factors such as inefficient bureaucracy, an authoritarian 

pedagogy, curricula and a management which had lost its legitimacy. According to the 

author these teachers felt they had no say regarding the syllabuses, textbooks, 

examinations, teaching, training, careers and access to schools because of the hegemony 

within the education.

It is interesting to look at Shalem's views in relation to those expressed by Modiba 

regarding black teachers. For anyone with no in-depth understanding of the South African 

context within which these two authors are writing, the situation could be read as
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common in terms of restrictions to both groups of teachers. But in reality the one group 

had more rights than the other by virtue of being white. Despite this, English teachers 

according to Shalem raise the same concerns as disenfranchised teachers. However, an 

important question to ask would be whether both sets of teachers were functioning with 

an essentially similar consciousness because of the ideological context in which they were 

practising their profession?

Shalem (1992:310) argues that the privileges confirmed by being a white teacher cannot 

be expressed in exclusion to those practised by being an English speaking woman teacher. 

The author highlights the discrimination suffered by white English speaking female 

teachers even though they were in the majority. Most of the promotional posts were given 

to males and the women received small salaries in comparison to the men.

Other studies such as Van der Merwe (1992), Naidoo (1991) Kruger (1992) and 

Mabitsela's (1989) have also indicated that despite the evident cracks in the apartheid 

policy, its attitudes have proved difficult to eradicate. Between 1989 and 1994, teachers 

were still excluded from curriculum design, implementation and development. According 

to these authors this was a result of the belief that teachers were not properly trained to 

handle curricula development matters. According to

William Reid (1978:213) change in the school curriculum is dependent on factors such as 

the adoption of various models. These are models which are underpinned by particular 

conceptions concerning seeking strategies within the subject to be taught, the nature of 

children, the role of the teacher to be taught, the nature of children, the role of the teacher 

and effective teaching, and the nature of the relationship between people and curriculum
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models. He further asserts that the content of the curriculum often reflects the kind of 

knowledge conceived and practised by industry, higher education and learned societies. 

What this implies is that the school's input is significantly influenced by industry in 

addition to who the students are, where they come from, where they will go when they 

leave school and what expectations are held of them by those who will continue their 

education and subsequently those who will give them employment.

The South African position can be explained further by drawing from, for example,

Fullan and Stregbauer's view on educational change. According to Fullan and Stiegbauer 

(1991:134) improvement in teaching is a collective rather than an individual enterprise. 

They assert that innovations developed by teachers within schools also require teacher- 

teacher interaction. The latter is essential to assist the teachers to trust, share expertise, 

seek advice and provide help inside and outside the school. Furthermore, they argue that it 

is only when teachers work together at classroom and school level that meaningful change 

becomes possible and believe that this might help in improving practice. In their view, 

such collaboration can be helped further by teacher union and professional associations 

with their effort to establish conditions of improvement. Through collective bargaining 

teachers will thus be able to negotiate for innovation and improvement (1991:140). The 

same view has been expressed by Stenhouse (1995:175) when he argued that teachers 

need to communicate to find a common vocabulary of concepts and develop a syntax of 

teaching theory.

Other authors such as Elliott (1989), Calderhead (1989) Viskovic (1989), Kirk (1989),
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Achroff and Griffiths (1989), Hatton and Smith (1989), Zeichner and Liston (1987) 

believe that teachers can bring change in education because they act as reflective 

practitioners. Teachers as intellectuals raise questions about what they teach, how they are 

to teach it and the larger goals for which they are striving; thus taking a responsible role 

in shaping the purpose and conditions of schooling (Aronowitz and Giroux 1987:31). 

Aschroft and Griffiths (1989:36) also assert that teachers should be able to define their 

own immediate ideologies from a wider perspective. They suggest that teachers should 

develop the ability to criticise the existing state of affairs from the moral-political point of 

view. Therefore, it was of interest for this study to find out the significance that teachers 

placed on such curricular involvement.

According to Viskovic (1989), Kirk (1986), Hatton and Smith (1994), Aschroft and 

Griffiths (1989), Zeichner and Liston (1987), papers in Calderhead (1987), the teacher as 

a transformer is involved in the reflection of his/her practice. For example, Viskovic 

argues that involving teachers in reflection frees them from their habitual way of the 

thinking and acting. Through reflection teachers become conscientised and empowered. 

Reflection is considered a process that leads to other outcomes such as a new way of 

thinking and feeling, or a decision to take some action. According to Viskovic (1989:10) 

teachers as critical thinkers become open to alternate ways of looking and behaving in the 

world. They pay attention to the context in which their actions and ideas are generated. 

These teachers become sceptical of quick-fix-solutions, single answers to problems and 

claims to universal truth.
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The above view is also reinforced by Hatton and Liston through clarifying the distinction 

between reflection-on-action and reflection- in- action (1994:34). According to them, 

when teachers are involved with reflection-on-action it means their conscious thinking is 

done 'on -the-job'. For them reflection on action occurs when events are unfolding which 

means that teachers think about reasons for what is happening. On the other hand, 

reflection- in -action means teachers are aware of what is happening and they modify 

actions instantaneously. Olson and Eaton in a paper "Curriculum change and classroom 

Order" (Ca'lderhead) express the same idea as Hatton and Liston by suggesting that school 

reform within the reflexive perspective comes in two ways (1987:180). Firstly, teachers 

may be assisted to understand better the knowledge and purpose built in the way they 

teach. Secondly, teachers are given a chance to handle curriculum materials. These 

curriculum materials may be used by teachers to reflect on their practice in a critical way 

and affect the way they think about their work. However, according to Zeichner and 

Liston (1987:27) a reflexive curriculum does not totally predetermine that which is to be 

learned, but makes provisions for self-determined needs and concerns of teachers. In their 

view, such a curriculum encourages teachers to exercise their judgement about the content 

and process of work, and also gives direction to shape schools as education environments.

But for Eliott (1989), Stenhouse (1975), Aronowitz and Giroux (1985), when teachers 

exercise judgement about their work it means being involved in critical inquiry. They 

believe that through critical approaches, teachers examine educational issues of the 

classroom and see beyond the models that limit conventional thought about classroom 

practice. These teachers develop the rationale underlying classroom and school
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regulations. They examine their own biases and assumptions and the ways in which these

affect their own classroom practice. Critical inquiry is, in the words of Kirk:

... an action in which teachers act as intelligent practitioners capable of reflective 
thought and reconstructive action, who are able to take responsibility for their own 
professional development, and contribute significantly to creation of emancipatory 
educational process through schooling (1986:156).

The significance of critical inquiry has also been highlighted in Hager and Beckett's paper 

on professional competence. They argue that there is an interconnection between 

capabilities, appropriate tasks, sensitivity to context and cultural determinants, and 

consider capabilities as fundamental in every attempt to be competent (1995:2). These 

capabilities include the possession of appropriate aspects such as knowledge, skills, 

attitude and values, and only become evident when applied to the performance of some 

tasks such as planning and management. According to Hager and Beckett (1995:4) when 

professionals perform their tasks they need to take into account the context in which they 

are operating. This context includes how people conceive of their daily beliefs, value and 

attitudes.

The views of Hager and Beckett could be said to be in support of Linda Darling - 

Hammond (1989) when she suggested that parents and the general public are important in 

education and that teachers need to uphold the educationally meaningful and defensible 

standards cherished by parents and community. They are viewed as having an influence in 

education, therefore their interests cannot be overlooked. Such a stance is crucial when 

one considers Linda Darling-Hammond's (1989:18) notion of professional accountability. 

Firstly, for her this concept means, amongst others, setting educationally meaningful



goals and defensible standards of what the parents and members of the general public can 

rightfully expect of the school system, school and the teacher. Secondly, there is a need to 

implement and uphold educational and defensible standards. Thirdly, provision needs to 

be made for redress and correction. Darling-Hammond further emphasised that teachers 

are obliged to do whatever is best for the child, not what is easiest or most expedient 

(1989:21). They need to make decisions about what is best for the child on available 

knowledge and take into account the unique needs of individual children.

To summarise, to regard the teacher as a transformer assumes the ability to understand the 

work context and implies asking questions about the classroom and the school situation. 

The aim is that the resultant mediation would result in a new way of thinking. Viewed in 

the context of South Africa, the implication is that teachers would be obliged to reflect- 

on-action, especially when faced with issues related to current education policy and 

principles fundamental to the country's democracy. The bvlief is that when teachers 

reflect on their practice they are likely to be critical of and understand the prescribed 

documents and the extent to which they are consistent to the present ideals expressed 

within the country. Therefore, the study employs the concept of critical inquiry referred to 

here, to establish the extent to which the latter is the case amongst Mamelodi teachers of 

history and geography. The research tools and methods employed to do this are discussed 

in the next chapter.
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CHAPTERS

Research Design and Methodology

Various contributions in Calderhead (1987) provided by researchers such as Clark and 

Yinger, Zeichner, Berliner, Olson and Eaton regarding teachers' role perceptions provided 

a number of insights that had implications for approaching a study of this nature. The 

study drew from these approaches to identify useful ways in which the researcher could 

begin to examine and understand the teaching of black teachers within the framework o. 

the new educational policies in South Africa. As a result, it became clear that the best way 

of collecting teachers' views needed to provide scope and time for them to reveal their 

conceptions about practices in classrooms and schools. The research strategy also had to 

probe into the views expressed. Where there would be lack of clarity the strategy would 

allow teachers a relaxed atmosphere and scope to express and reflect on their ideas.

Sample

Stacey (1985:72) highlights the aim of research as a way of getting truthful information 

from people on a subject about which they are under no obligation to disclose if they do 

not wish to. To obtain such truth requires in Moser and Kalton's view some motivation. 

They see motivation as affecting the respondent's decision to co-operate and his/her 

subsequent decision to continue with the interview (1986:271). More importantly it also 

means motivation to give accurate answers.

To deal with this concern, the research drew largely from Moser and Kalton's (1986:274) 

view that as an introductory procedure to increase the respondents' motivation to co­
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operate, an-explanation is needed of why, and for whom the results will be of interest. It 

was made clear to the respondents that the research answers would be treated as 

confidential.

About twenty history and geography teachers from primary and secondary schools in 

Mamelodi, with experience of 3 years and more were approached for participation in this 

study. The teachers also had to be teaching standard two (Grade four) or standard ten 

(Grade twelve). Such teachers were considered suitable for the purpose of the study 

because, they were not only expected to implement the changed syllabi in their subjects 

but the researcher also regarded them as being in a better position to draw comparisons 

and explain how policy changes influence their present role perception when compared to 

the past. To ensure the latter, other variables which were also considered important in 

selecting the sample for this study were the following: qualifications (REQV13 or M+3),

3 years experience, gender, institutions where teachers received professional education 

and affiliation to teacher organisation. The researcher assumed that teachers who are 

qualified with at k ast REQV13 are better equipped with knowledge and skills in their 

subjects. Despite such an assumption she had to accommodate some teachers who had not 

improved their Primary Teachers Course Certificate (PTC ) [see Appendix 1], They had 

to be accommodated because of their experience in this level of schooling, hi addition 

they were history and geography teachers at the selected primary schools. The gender 

variable assisted in establishing whether male and females had different perceptions about 

teaching. Experience would help teachers who were relatively settled in their careers to 

compare their teaching in the past to that in the present. Information about institutions

20



where teachers were trained would help the researcher to understand, where necessary, 

how teachers were socialised into their careers. Teacher organisation membership was 

vital because it helped to highlight the nature of teachers' radicalism. It is generally taken 

for granted that young teachers, the majority of whom are members of SADTU, are more 

radical in outlook when compared to the moderates who belong to NAPTOSA.

Despite the fact that the interviewer indicated that she was a teacher-student who was 

doing research as part of her master's degree, some teachers were reluctant to take part in 

the interview after they had agreed to do so. Fortunately, this was not much of an 

inconvenience because they could be substituted easily by others who were willing to co­

operate. The researcher believed that the more the teachers were willing to participate, 

they better and more honest would be their opinions. As explained by Stacey (1985:72) 

she was convinced that it would be against the best interest of the research to over­

persuade the reluctant respondents.

In addition, some respondents who agreed to be interviewed needed to be reassured that 

the data collected was going to be presented as anonymous and those who felt 

uncomfortable with the tape recordings were assured that written notes would be taken 

instead. The representivity of this sample was not a matter of great concern since the aim 

was to get a sense of teachers’ views about the new policies within South Africa. The 

researcher considered it appropriate to use a small number of teachers from whom useful 

data could be obtained through an indepth interview process as complement to 

questionnaire responses. In the researcher’s view it was not important to obtain data that
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could be generalizable to a greater research population. What was important was to 

capture what was regarded as essential data that could serve as a useful starting point for 

any effective professional development intitiative that could be thought of in the future.

Employing this case study strategy was also useful to the researcher considering the 

length of time and the scope of a project of this nature. The project does not in any way 

provide full opportunity to do an extensive study of the subject. It is supposed to serve as 

a partial fulfillment of a programme already half completed. What this therefore means is 

that data obtained through this sample could not be used as providing a valid general basis 

upon which we can begin to think of all Mameiodi teachers’ understanding of policy.

Interview questionnaire

Drawing from Stacey's (1985) view that open-ended questions are often necessary in 

matters that have to do with beliefs and feelings, the interview questionnaire consisted of 

eleven open-ended questions (see Appendix A). The respondents also answered the same 

question. Asking the respondents the same set of questions helped in determining if there 

was uniformity or differences in opinions on a particular subject. Furthermore, questions 

posed in the same words ensured that interviewees responded on substantively identical 

set of questions. No question was left out of any interview, hi addition, asking identical 

questions saved the researcher time in terms of phrasing questions while the interview 

process was on.
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The first set of questions looked into subject content (1,2,3). The aim of the questions was 

to establish whether the teachers were aware of the proposed changes in the history and 

geography taught as school subjects. The researcher wanted to find out if  they were aware 

of the proposed changes in the content and teaching approaches. The assumption here was 

that the nature of understanding revealed by teachers would assist in determining the 

extent to which these policy changes would be put into operation. The second set looked 

into teacher effectiveness (4,5). The two questions were meant to establish the extent to 

which teachers viewed themselves as accountable to the profession. The questions 

distinguished between the teachers who are committed and those who are less committed 

to their work. The researcher assumed that teachers who are committed to their work 

would be more accountable than less committed teachers. Questions (6, 7, 8, 9) were 

concerned with the situation in schools. The researcher wanted to find out about the 

conditions existing in the teaching leaming-situation. Since there had been changes at 

policy level it was of interest to establish whether change had brought improvements in 

the teaching-learning situation. Furthermore, she wished to explore the influence of the 

relationship between the school and other structures with an interest in education.

The type of influence, positive or negative was assumed to have an effect on the products 

o f the .caching-learning situation. The last two questions (10, 11) paid attention to teacher 

commitment again. These questions helped in identifying teachers who loved teaching 

and regarded it as a calling. They were also to assist in clearing contradictory responses 

(if any) to questions 4 and 5. It was hoped that through these questions a distinction
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would be made between teachers who viewed teaching as a job and those who regard it as 

a calling. The researcher assumed that teachers who regarded teaching as a calling would 

indicate more commitment to their work despite the impediments they experienced in 

their work.

Interview Process

The structured informal interview proved valuable as it allowed the respondents to 

describe their role without much anxiety and suspicion. Furthermore, it allowed the 

interviewer the opportunity to probe further into the interesting details which emerged.

Generally the respondents belonged to the researchers' community and were thus familiar 

to her. As a result, they were quite relaxed during the interviews. Furthermore the 

researcher made it clear to them that the interviews were solely for study purposes. It was 

fairly easy to fulfil Moser and Kalton's (1986:271) three concepts necessary for a 

successful interview, namely, accessibility, cognition and motivation.

Stacey (1985:80) warns that open-ended questions produce a mass of different answers, 

some using different words and meaning different things. To guard against this being the 

case, where signs of such diversity occurred clarification was needed. The researcher 

probed into the responses, or the respondents were requested to elaborate their ideas 

further. To encourage them to do so unreservedly, the researcher reassured them that there 

was no incorrect answer, their opinions were what counted. Communication was mainly 

in English because the questions were phrased in English. However, in certain situations
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the Sotho language was used by the researcher for rephrasing a question or for seeking 

clarity of the responses given. The respondents also made use of the language when 

referring to situations that they could not explain clearly in English. This was useful 

because it relaxed the respondents and contributed to a relationship of trust. The 

respondents were co-operative mainly because of the convenience of code switching with 

which we were all comfortable.

The interviews were conducted separately and individually at various schools. This 

happened mainly in either the principal's office or a classroom. The location was chosen 

on the basis of whether or not the room had electric sockets for the tape recorder which 

was used. The interviews were conducted during the respondents' free periods as they 

preferred. The general feeling was that conducting interviews in any location other than 

their work place would be intrusive to their personal time and in some cases, to what was 

expressed as the ’’private space and family privacy". As a result, the researcher had to do 

what was convenient for them despite an awareness that conducting interviews in a work 

place where other teachers and management personnel were aware of what was happening 

could have an effect on what teachers were or were not prepared to say. However, despite 

this concern the researcher was sufficiently confident that the results would not be 

adversely affected. She considered present day teachers as more confident and courageous 

in expressing their honest views and feelings compared to what would have been the case 

during apartheid.
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Data analysis

In order to analyse the collected data, the researcher had to transcribe the interviewees' 

responses onto paper. The responses were then categorised first, on the basis of first, their 

nature and second, in relation to the focus of each interview question. To summarise the 

findings, with regard to the questions related to changes in history and geography as 

school subject, the majority of the teachers were not aware of the implications of the new 

policy expectations to their role or work. However, even though there was a general 

feeling that an effective teaching-learning situation has not been achieved, a significant 

number of teachers still felt accountable and committed to their job. More details about 

these views are dealt with in chapter 4 and 5.
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CHAPTER 4

Teachers' understanding of policy changes

The responses presented in this chapter were obtained from teachers who are in the social 

science department in secondary schools (cf. chapter 3). Since such departments are 

constituted mainly of history and geography, the views are classified according to these 

subject-areas in order to highlight the extent to which there has been complementarity 

and/ or disagreement amongst the respondents. This was a useful way of reflecting not 

only on the views of these respondents, but also their general positioning in relation to 

new policy requirements in the respective subject- areas which have now been placed into 

a common learning area.

A number of variables drawn from the literature outlined in Chapter 2 and employed as a 

basis for the interview schedule were used to generalise on attitudes and divergent 

thoughts of respondents. In content they include factors like self-esteem, adaptability to 

change, critical mindedness and the relation with the community and educational 

authorities. However in certain instances it was difficult to categorise each and every 

detail. Some responses, clouded by emotions and attitudes could not be easily categorised 

into their rightful place because of the ambiguity and contradictions in the responses 

provided by certain teachers. This was the case despite the probing that the researcher 

used to clarify these uncertainties.
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A daptability to change

The teachers' views concerning the difference between what was taught in the past and 

what is taught presently focussed generally on three aspects, namely changes in subject 

content, perception about their work and schools as work settings. With regard to change 

in content, when asked the following question “Is there any difference between what you 

taught in the past and what you teach presently?”, these remarks are indicative of the 

opinions held;-

A change is experienced in the syllabus and more is to come. The history that was 
taught in the past was taught from a perspective of a white man-blacks were 
presented as a problem and whites as a solution. But recently children are made to 
understand their own history, that is, South African History, and are told about 
things which happened not so long ago. Focus is on the black man's history, which 
is a good thing.

Yes, the new textbooks are different because they have been simplified. The maps, 
pictures and jigsaw puzzles have been included.

It would have been more enlightening if  the researcher had obtained useful responses 

when trying to probe the first response to clarify what the teacher was referring to when 

talking about change. Trying to do so, the following are examples of questions asked and 

answers given:-

Q: What do you mean by more changes in the syllabus?

A: It means the history of other cultural groups will be considered when compiling

the new syllabus.

Q: Can you elaborate on changes that you anticipate in the history syllabus?

A: The inclusion of recent history which is more relevant to the learners' lives.

Q: May you cite some examples of new topics taught to the learners in South African
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history.

A: Black resistance to apartheid 1948-1976.

It was not easy to obtain clarity on this teacher's conception of change because in the 

attempt to do so, the teacher simply felt that since the researcher was teaching the same 

subject it was not necessary to pursue the questions she asked. Nothing the researcher did 

could open the discussion on this point. At the end, rather than continue being ambiguous, 

the teacher simply said in a dismissive tone:

You already know about the inclusion of the black conscious movement in the 
syllabus.

With this attitude and unwillingness to demonstrate clarity on issues crucial to the 

implementation of change at classroom level, it became crucial to establish the extent to 

which the teachers were aware of what was essential for their practices in order to bring 

about effective curricular change. When approached it became clear that out of a sample 

of twenty teachers, only six (5 primary teachers and 1 secondary teacher) were aware of 

the expected curriculum approach. The differences in awareness can perhaps be explained 

by the fact that the new curriculum is being implemented at the primary school first. 

According to the prediction of the Education Department, Curriculum 2005 will be 

introduced in the year 2000 in secondary schools. This in the authorities' view would 

facilitate continuity for the grade 7 learners coming from primary schools into secondary 

schools. However, even though secondary teachers could state what the changes were, 

they still could not tell how this would affect their practices. When asked, “is there any 

difference between what you taught in the past and what you teach presently?”, the
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following examples are all they could say:

Curriculum 2005, which is learner centred, is introduced. The 
syllabus is practical.

Yes, there is a difference in approach. Children are given opportunity to give their 
own opinion before the teacher can give his side of the story.

As for the rest of the teachers, when probed, “What kind of changes did you experience in 

what you teach presently?” it became clear that they were still sceptical of the changes on 

the ground. The following responses are representative of their thoughts.

There is no change. We belong to the old didactics. The same situation is 
prevalent.

There is no difference. We are using the same old syllabi and textbooks.

It is interesting to realise that there are teachers who do not see any change. This beg' the 

question whether or not these teachers held the above views because they were resistant to 

change or whether this was a convenient way of avoiding anticipated failure in the event 

of them trying to adapt to policy changes, (cf. Fullan and Stigebauer). The answers to the 

questions became clear in the deliberations about the way they function. These 

deliberations were prompted by asking them the question, “What do you think about the 

way you function?”. In response to this question all the interviewees agreed that they 

cannot perform to their utmost because of the lack of facilities, poor communication and 

lack of involvement by stakeholders. Two of them explained the point as follows:-
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I prefer a situation where the children ask and discuss the topic before I deliver the 
subject matter. But the children of today have little information because instead of 
paying attention to their books they spend much time
on television. This deprives them of the opportunity to research certain topics to 
gain more knowledge and insight.

Like in other institutions factors like rationalisation and redeployment bring about 
tension, unwillingness and lack of enthusiasm to do anything extra.

The situation indicated above shows that the decisions of the Department of Education do 

not have a great impact on the school situation. Generally, one could argue that teachers 

do not see any significant difference between the present and past conditions in schools. 

Even though there have been changes at the level of policy, it seems that these policies 

have not started to be real.

The teachers who participated in this study are still not aware of cheir role as 

transformative agents (Aronowitz and Giroux: 1979). The failure to see possibilities of 

initiating change can be explained on the basis of a study conducted by Modiba 

(1996:123). In her study of black teachers' perception of their role during Apartheid, 

Modiba has highlighted the ideological impact of the previous system and the extent to 

which it affected teachers' consciousness. Viewed in the context of Modiba's conclusions, 

the extent to which teachers who participated in this study have been empowered to act as 

professionals and have been given the authority to be critical and creative then becomes 

crucial. In accordance with Modiba's findings the teachers in this study seemed to be 

comfortable with the situation where they act as traditional intellectuals waiting to be 

guided on how ti: implement the official ideology without reflecting on its impact on their 

practice and subsequently the quality of education they were trying to provide. However,
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it is heartening that the new Minister of Education, the second since the new political 

dispensation, has ultimately acknowledged the enduring concerns expressed by the 

critiques of Curriculum 2005 from educationists such as Jonathan Jansen. He has 

appointed a commission to investigate its feasibility and given the task to a research body 

whose findings the country awaits with great interest. Albeit, there is still concern that the 

inevitable political expediency that is evident in his stance, may hinder progress.

Students' views about teaching

In response to the question of what it meant to be competent in teaching history and 

geography as school subjects "Do you feel competent in what you teach?”, 80% of the 

teachers indicated that they measured their ability on the basis factors such as students' 

views about their teaching, the role of the state and its impact on their self-esteem and on 

stakeholders outside the school environment.

Here is an example of what teachers employed to judge the quali ty and values of their 

teaching, and what they subsequently relied on as a measure of self worth.

Yes, I have never heard my students complaining that there are certain sections 
that I did not treat well. The results I see from classworks, homework and tests 
show me that children understand what I am teaching them.
Even the results at the end of the year, I mean they will not pass all of them but the 
pass percentage is satisfactory and shows that the work I am doing is 
commendable.

When taking into consideration the response of the teacher above, it is evident that he/she 

defines professional accountability in a narrow sense as compared to Hammond. For
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him/her accountability means imparting knowledge and skills, and measuring 

performance. This teacher does not give an account of how the situation will ue corrected 

if  some of the learners do not indicate better performance. According to Darling- 

Hammond (1989:19) using examinations to measure change results in bureaucratic 

accountability. The model assumes that students will respond in identical and predictable 

ways to treatments introduced by policy makers. Furthermore the available knowledge is 

regarded as generalizable to all educational circumstances. Being involved in bureaucratic 

accountability causes the teachers to overlook individual needs of each learner. The 

teachers become mainly concerned with how their knowledge and skills help to meet 

bureaucratic expectations and not what is best for the child. In the case of the above 

teacher, nothing seemed obvious about accountability to, for example, the community.

The sentiment expressed by Darling- Hammond has been echoed by various people in the 

City Press dated 21 March 1999, 2 May 1999 and 23 May 1999 respectively. Some 

people questioned an increase of 20,4% of results in Mpumalanga because there were no 

new standards introduced which could have led to a sudden and significant improvement 

of results. The outcome of tlve investigation proved that the examination results were 

fraudulent and thus could not have been brought about by change. The Mpumalanga 

education department offL.dls were charged with misconduct for adjusting several 1998 

matric examination scores. They also substituted exam cover pages in an attempt to hide 

irregularities in the adjustment of pupils marks (City Press, 2 May 1999). The senior 

education authorities who were expected to maintain honesty in examination results were 

the ones who tempered with the scores. Thus in conclusion, one could argue that it is



difficult to consider examination results as a reliable basis for measuring effectivity.

The remaining 20% of teachers laid the blame for their incompetence on the Education 

Department, lack of parental support and demotivated learners. The points are explored 

further in the next chapter through examining teachers' views about who is responsible for 

their competence.
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CHAPTER 5

Teachers' views about the influence of the state on their competence

The teachers who participated in this study over-emphasise the impact of the context at 

the expenses of such factors as capabilities, appropriate task and cultural determinants. 

Their concern about the constraints caused by the Education Department restrict their 

view of competence. They emphasise their accountability to the government, the 

community and the need to uphold rules, rituals, values and conventions of society. 

These teachers also overlook the importance of their capabilities and ability to perform 

their tasks. No mention is made of the role of knowledge, skills, attitudes and values that 

they acquired during their training. Furthermore, they are silent about the tasks they 

perform and how they do it. This information could have assisted in revealing their 

capabilities. When asked the following question, “Do you feel competent in what you 

teach?”, the following answers are representative of the general feeling of some of the 

respondents:

No, history is not my favourite subject I took it under pressure because I feared 
right-sizing.

No, due to lack of resources and demotivated learners.

These teachers lack interest and enthusiasm in history and geography as school subjects. 

They are demotivated and arc not resourceful. They expressed no intention of seeking 

new knowledge in their subjects Their inability to make the best out of the limited
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available resources undoubtedly restricts initiative and creativeness.

Great differences of opinion were raised about the teachers' service to the government. On 

the whole, the respondents felt committed to their work and felt that they were doing it to 

the utmost of their ability, despite the hegemony they experience in their rel ationship with 

the educational authorities. Ten respondents regarded themselves as serving the 

government. Two of them explained succinctly:

I am in service of the government because of the work I do and by being involved 
in education as such. No country can survive without education. Immediately you 
are involved in education you are in a way serving the government.

I am serving the government because I follow the 
education policies even though they are not satisfactory.

The responses of the interviewees might be viewed as indicating the ideological influence 

of the apartheid system. Even though we are in the new dispensation these teachers still 

operate with a clear apartheid created services ideal. They are aware of the government 

policies, have concerns about them but they continue to be slavishly committed to such 

policies without intention of thinking about what is necessary to make them satisfactory 

and possible to implement.

The same teachers who have not developed critical tools are expected to implement 

curriculum 2005. According to the aims of curriculum 2005, teachers are expected to 

assist the learners to develop the skill of critical judgement. It is thus evident that it will 

be a difficult task to carry out because teachers who do not have critical sensitivities will
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be unable to equip learners with the necessary critical tools. The situation provides the 

government with a mammoth task. It is not enough to just introduce the new policy 

(Ball: 1993). There is a need for a sense of responsibility to equip teachers with the 

necessary tools for approaching Curriculum 2005. Most important, the government should 

work to change the minds and attitudes of those teachers who have worked for a long time 

under the Department to effect change. To the researcher there was no hesitation whether 

the teachers fully understood the new expectations as prescribed by the human science 

policy document (October, 1997). Putting the blame on the education department for their 

incompetence, the respondents explained the concept competence in a rather strict and 

narrow sense.

Five respondents out of the remaining few believed that they were mainly serving the 

community.

I am building the society and help advance the spirit of reconciliation.

Not necessarily in service of the government but of society. The government is an
indirect beneficiary.

The remaining group is of the opinion that it is serving the child. They regard their role 

not only as teaching but consider themselves as also responsible for counselling and 

preparing the learners for a bright future. The following are representative of such 

thoughts.

I am serving the child whose future is entrusted to us.

Education should be for the benefit of the child, hence I am serving the child.
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It is not surprising that the teachers define their role in such a narrow manner. On the one 

hand, teachers regard themselves as being in the service of the government, on the other 

hand, they regard themselves as serving the community, while the rest believe that they 

are .serving the child. The teachers seem not to be aware that they are simultaneously in 

service of the child, the community and the government. The position of these teachers 

highlights the discussion outlined in Chapter 2, that is where perceptions on teachers' role 

absolutise specific aspects they result in role definitions that are narrow. Furthermore 

such perceptions fail to realise the interconnectedness of the various aspects that 

constitute the role of the teacher, namely as manager, professional and transformer (cf. 

Aronowitz and Giroux 1985, Stenhouse, 1975).

The relation with other stakeholders.

In discussing the situation in schools the respondents pointed out that the culture of

teaching and learning has declined. The uncertainties brought by the post-apartheid era

have an influence on schools.

Like in any other school in the country we have realised that the culture of 
teaching and learning has collapsed. We are in a process of trying to shape it up 
once again. We are trying our best to uplift the standard and the results speak for 
themselves even though they are not as good as we expect.

If I compare it (the situation) to other schools it is a little bit better, but it is the 
best amongst the worst. For example, when coming to disciplinary measures, we 
can still discipline our children. They can still come on time, stay behind after 
school. While we are still in class we are being disturbed by children from 
neighbouring schools.

There is a general realisation among teachers that they need to transcend the problems
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which brought the collapsed teaching-learning situation. Even though the situation seems 

bleak they hope that it will change for the better. This is supported by the wishes for a 

change in the school situation. Discussing the subject, teachers paid attention to 

administrative issues, technological changes and moral obligations. They unanimously 

agreed that it is undesirable to work under the stressful conditions and felt change was 

essential.

One of my teachers taught me that change is always change for the better. If you 
look at the field of science and technology, a lot is changing. If you look at our 
syllabuses we are a step behind, we need to change in the world. We need 
individuals who can fill posts of science and engineering so that we can have 
quality results and not quantity. The situation should be different for the benefit of 
the children who are entrusted to us and for the betterment of the school, its image 
and the community at large.

Teachers spoke with one voice that change was necessary. They were optimistic and 

hoped for the better. For them a changed situation would help in releasing stress, instilling 

discipline, promoting the involvement of relevant stakeholders and restoring the culture 

of teaching and learning. The comments of the interviewees indicated that an improved 

teaching-learning situation would also be beneficial for the other stakeholders such as the 

learners, parents and the community, the government and the vocational world. An 

improved teaching-learning situation would result in the production of learners who 

would fulfil their meaningful role in society. The situation also implies that the school 

cannot operate in isolation but works in relation with other structures with interest in 

education (Hager and Beckett, 1995, Linda Darling-Hammond, 1989).

Regarding the effects of outside changes on schools, and in response to the following 

question, “Why do outside changes affect schools?”, the general feeling was that the
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school and the community are interwoven and inseparable. However, in their discussions, 

the respondents indicated that most of the influences that filter through schools are 

negative. Here are some of the comments:

We interact with the world. We do not live in isolation. Once we operate in 
isolation we will loose touch with reality. It helps to assess what the world expects 
of us. The outside world has influence on us whether positive or negative. Pupils 
are members of the society, they come with negative values from the society and 
thus one cannot separate the two.

One of the interviewees saw the situation from a different perspective. He regarded cross 

cultural influences as prevalent in black schools.

It is a moral decay of black South Africa. The youth is influenced by media, they 
indulge in sex, drugs and alcohol. It is a trend of black teenagers who copy from 
other cultures.

Teachers understand that community influences will continue to filter into schools. Also, 

the respondents believed that politics cannot he separated from past education. From their 

explanations it became clear that they viewed the two aspects as interwoven.

Unfortunately education policy is decided by politicians, as such one cannot 
separate politics from education.

I think it is the tendency of third world countries because people are fighting for 
their independence. In most cases school children are used. I think that the 
situation is still prevailing.

To some teachers the involvement of politicians in education results in dominance by the 

government. They believe that politicians dominate education to the extent that their
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interests are overlooked. For them the situation is discouraging and this has resulted in 

their opinions being divided when it comes to matters concerning their continued service 

in the teaching profession.

An examination of the reasons for leaving teaching, “Do you hope to hope to leave the 

teaching profession one day?”, indicated a pragmatic position. Concerning this issue eight 

interviewees indicated that teaching is not as attractive as they had thought. Two of them 

remarked:

Of late teaching is not attractive. If I get a brilliant offer from somewhere which is 
more attractive, I  see myself leaving teaching. The government needs to improve 
on the state (conditions-own addition), of teachers, especially subsidies and 
salaries.

Hopefully yes, because of lack of vision and poor administration of education by 
government and obviously the dubious way in which promotions are handled.

The two responses indicate that the respondents are more concerned about their personal 

satisfaction. This is different from the ten respondents who will not leave teaching. The 

latter are women. They seem more committed when compared to the first group.

No, I will leave at retirement. Teaching is my field and I feel very satisfied. In 
order to build our country we need to get our education right. I am assisting to 
bring education from ashes.

I do not think so. I like the teaching profession. I am used to it. I like working with 
pupils, advising and helping them.

The remaining two respondents were uncertain about their position in the profession. The
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problem experienced in teaching results in uneasiness and uncertn’"ity.

I did not think about it now. When you leave the job you must have somewhere to 
go. Leaving has crossed my mind several times because of changes in education 
policies. Maybe change takes a long time and painful as it is makes one to wonder 
where one is going to end.

I will mostly depend on the government. If the situation improves, I will stay. But 
if the situation does not improve, I will definitely leave the teaching profession.

It is interesting to note the different opinions held regarding teaching. Official 

expectations are at times inconsistent with tep.h<: responses. Teachers are not only

concerned with their personal interests but also with those of the stakeholders. The 

position is different from that of teachers who are less committed. Unlike the committed 

teachers, the less committed teachers talked about what the government could do for them 

and not what they can do for the government. They argued that they would remain in the 

profession provided that the government improved their benefits, such as salaries, medical 

aid, housing and car subsidies. These teachers compared their position with the situation 

in the private sector.
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CHAPTER 6

CONCLUSION

This research report has been an attempt to establish whether there is a difference between 

the role perceptions held by the teachers in the past and since there has been a new 

dispensation in South Africa. In order to do this, the study employed concepts drawn 

from, amongst others, Elliott (1989), Aronowitz and Giroux (1985), Dariing-Hammond 

(1989), Hager and Beckett (1995) to isolate issues that were considered crucial for the 

design of the research process. The idea was to establish whether teachers went beyond 

their pre-determined daily activities and reflected on new policy expectations. For 

example, the concept of professional competence advocated by Hager and Becket assisted 

in finding out if teachers viewed competence in a broader sense, that is, whether they 

viewed their capabilities and tasks in relation to their work context and cultural 

determinants, whilst, F ailing-Hammond’ s views on professional accountability assisted 

to determine whether the teachers took into account the interests of other stakeholders in 

education.

The conclusions drawn here do to some extent highlight the nature of the problems raised 

at the beginning of this project, namely, that ways of working with teachers and their 

practices characteristic of the apartheid era are still operational. As Modiba and Shalem 

pointed out it is difficult for teachers who have been disempowered to begin to see 

opportunities for self-empowerment. Even though a new curriculum has been introduced 

for history and geography, in general, teachers have not begun to think about the 

implications of this new curriculum to the content, skills and competences they have been
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working with. They are uncertain about their new role and unfortunately are not as yet 

receiving meaningful professional guidance and support.

The analysis of data showed that even though the teachers were aware that they need to 

reflect on their practice, they were hampered by a consciousness created by apartheid 

education. It was clear from the teachers' response that the apartheid policy has instilled 

some doubt and uneasiness in their role. Secondly, it has influenced their behaviour and 

attitude. Chapter 4 and 5 respectively discuss the divergent viewpoints and feelings of the 

interviewees regarding their role.

In Chapter 4 when the views of Fullan and Stiegebauer were used to analyse the views of 

teachers on the difference between what they taught in the past and what they teach 

presently, it became clear that they did not work in collaboration as suggested by Fullan 

and Stiegebauer. In order to become aware of the changes in the school, teachers needed 

to share knowledge, expertise and seek help inside and outside the school situation. The 

teachers in this study did not see any difference in what they taught. One could argue that 

this is contrary to Aronowitz and Giroux’o view of the teacher as a transformer. Teachers’ 

work patterns remained unchanged. T" . i, perceptions did not reflect a transformative 

stance. The study tried to clarify the nature of this position by drawing on Modiba’s 

(1996) work wherein she argues that the Apartheid ideology had a great impact on black 

teachers. The conclusion drawn here is that the teachers who participated in this study 

were disempowered and could not view their practice with a critical eye. They acted as 

traditional intellectuals who implement the ideas of the Education Department without
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reflecting on them or their practice. When the views of the teachers were further analysed 

regarding their competence in teaching history and geography as school subjects, it 

became evident that they were involved in the kind of beauracratic accountability that 

Linda. Darling-Hammond refers to in her work. They did not practise the kind of 

professional accountability suggested by the author.

In Chapter 5, amongst others, the views of Ball were used to assess whether teachers 

considered themselves in the service of the government. Once again it became clear that 

the influence of the apartheid policy was still prevelant amongst the teachers. Even 

though teachers complained about the incompatibility of the policies introduced, when 

LaKed if they were in the service of the government, they still unreservedly indicated that 

they had no alternative as people in the service of the government. They felt they were 

expected to follow policies unquestioningly.

The teachers’ perceptions were undoubtedly in support of the assumptions discussed in 

the first chapter, namely, that black teachers who have worked for a long time under the 

apartheid government were rather uncertain about the role they had to play in the post 

apartheid era. During apartheid education these teachers were not empowered to handle 

curricula issues and to select the relevant textbooks. As a result, the new education policy 

which has been introduced to redress the problems of the past is viewed with mixed 

reaction by teachers who are not equipped to implement such policy. The type of 

education and training these teachers received did not prepare them to challenge the 

government even when they need to. The conditions have changed, but an apartheid
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consciousness remains. However, considering what has been argued by theorists such as 

Gramsci about ideological influences, it important to note that this will persist for some 

time. It is part of what is common-sensical for teachers. A change in this common-sense 

would be the main remedy to their state of mind.

To remedy the situation teachers need to be provided with PRESET and INSET 

programmes which will assist in redressing the effects of the ideology which has affected 

them for a number of years. In addition, teachers need to review their commitment. They 

should be more accountable and not regard facilities and fringe benefits as the main 

reasons for teaching. As Ball (1993) explains, the introduction of new policy is 

insufficient without taking into account all other factors that are necessary for it to be 

implemented successfully, otherwise, the status quo will continue. But for this to happen, 

and in the case of South Africa in particular, it is important to first build a sound 

understanding of the problems on the ground in order to be able to device meaningful 

strategies. However, the country seems to be caught up in a kind of anxiety that pushes it 

to do things hurriedly, only to abandon them halfway. Since there has been a change of 

government in South Africa, workshops, seminars and other forms of INSET programmes 

have been run but nothing seems to change with regard to teachers’ perceptions and 

subsequently their practices. Perhaps it is time to calm down and concentrate on whai is 

fundamental to meaningful change, namely, as put by Stenhouse, “aquiring a new 

common vocabulary of concepts and developing a syntax of teaching theory." This has 

not begun in South Africa. Perhaps one could explain this void as a result of lack of 

understanding of what is happening on the ground because, as pointed out earlier in this
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study, research in this area is rather disappointing in South Africa. This study is but a 

modest attempt of the few that are trying to make inroads into this.
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APPENDIXUREA 

PROFILE OF RESEARCH SAMPLE

Teacher Sex Experience Qualification Level of teaching

1. Male 5 BAEd Sec/His

2. Female 3 SED Primary

3. Male 22 PTC Primary

4. Male 20 PTC Primary

5. Male 15 BA Sec/His

6. Female 24 BABEd Sec/Geo

7. Female 24 SEC, SED, FDE Primary

8. Female 17 SEC, SED, FDE Primary

9. Male 17 BA Sec/His

10. Female 4 BA SecZHis

11. Male 7 BAEd Sec/Geo

12. Female 14 PTC Sec/His

13. Female 3 STD Primary

14. Female 10 BA Sec/His

15. Male 16 FDE Sec/His

16. Female 7 STD Primary

17. Male 14 STB Primary

18. Female 10 SEC, SED Primary

19. Male 12 STD Sec/His

20. Male 9 BA, HDPaed Sec/His

No. of teachers 10(m) 10(f)

Qualifications 8 (degree) 12 (diploma)

Level oc teaching 10 (secondary) 10 (primary)
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APPENDIXURE B

Interview questionnaire

1. What subject do you teach?

2.(a) Is there any difference between what you taught in the past and what you teach 

presently?

(b) Why do you see/not see the difference?

3. What do you think about the way you function?

4.(a) What do you think about the situation in your school?

(b) Do you think it should be different and why?

5. Do you feel competent in what you teach?

76, What has equipped you?

7. Why do outside changes affect schools?

8.(a) Are you in service of the government?

(b) Why do you think you are serving the government?

9. Why do you politics affect education?

10. Do you hope to leave the teaching profession one day?

11. Why do you think you will leave or stay?
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SYLLABUS FOR HISTORY STANDARD 10 HIGHER GRADE 1188

A. AIMS OF SYLLABUS

1. INTRODUCTION

History is a systematic study of the past. It :i.s a study 
based on evidence: a selection -of facts and 'eventf thr.»: ?.re 
arranged, interpreted and explained. . Thus History., in
addition to its content, is also a mode of e n q u i r y a  vry of 
investigating the past which requires the acquisition aud use 
of skills. The events, communities and peoplfes of the past 
are studied in order" to develop an appreciation of ether timas 
and • places and also because they are interesting in 
themselves. History develops both the imagination and "the 
understanding of people and communities, while f s tuc’y of 
recent history is essential for an understanding c£ the 
present, just as an understanding of the present is nectssfry 
to understand the past.

2. GENERAL AIMS

Arising from this conception of History, the course of study 
offered in Standards 8 to 10 in South African and modern World 
History has been, developed to achieve, ■ inter alia.. the 
following general aims :

2.1 To contribute to the personal development of pupils:

2.2 To contribute to the development of a sense of citizenship;

2.3 To ' contribute to the development of positive attitudes end
values;

2.4 To contribute to an understanding and appreciation of their
heritage and that of other peoples and cultures;

2.5 To contribute to their understanding of the unique nature oT
individuals and events;

2.6 To contribute to their understanding of History as an academic
discipline and to the intellectual skills, and perspectives 
which such a study involves.

3. SPECIFIC AIMS

3.1 To give pupils' a sense of such characteristics of historical
knowledge as: its time dimension; the importance of placing 
events in their historical context; the concepts and 
terminology and the interpretations and perspectives of 
historical knowledge; the changing state of historical 
knowledge and the contributions made by related disciplines to 
historical knowledge;



3.2 To give pupils an understanding and appreciation of such 
historical skills as the ability to locate evidence, to 
organise, classify and interpret this evidence in a logical 
way and to communicate historical ideas;

3.3 To give pupils a sense of the positive attitudes and values 
which arise from a study of the past and of the formative 
value of History through the development of a sense of the 
past and an .appreciation o£ the complexity of the human forces 
which have shaped our past.

GENERAL REMARKS ON THE SYLLABUS

1. The aims of History teaching can only be realised if the
subject matter is presented to the pupil at the appropriate 
level. In addition to differentiated syllabus content for the 
Higher and' Standard Grades, differentiation should also be 
achieved through methods of teaching, assessment and 
evaluation.

2. The content and setting of the syllabus is such that pupils
• will develop a broad understanding and general knowledge.

3. The syllabus will also ensure that pupils-will gain a detailed 
knowledge and understanding of selected events and movements 
influencing the history of South Africa and the rest of the 
world-.

4. The syllabus is designed to integrate the teaching of content, 
skills and attitudes.

5. -Because skills and attitudes are less concrete aims, they
require more conscious and systematic .consideration from the 
teacher to avoid .an approach based purely on content.

6. Attitudes and values cannot be tested. The aim should be to
contribute to the growth and maturing of the pupils.

7. Each year’s syllabus should be taught in such, a way that there
is harmony between the learning process (the "how") and the 
learning product (the "what"), •

SYLLABUS CONTENT

SECTION A : GENERAL HISTORY

THE WORLD IN THE TWENTIETH CENTURY . ‘ '

1. THE RISE OF THE SUPERPOWERS1917 TO 1939

1.1 The rise of Soviet Russia

1.1.1 Conditions in Russia before 1917 (by way of introduction).

1.1.2 The February and October revolutions
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1.1.3 Lenin.' s political and economic policies

1.1.4 Economic development and planning (the Five-Year Plans)

1.1.5 Stalin's political terror

1.2 The rise of the United States of America ' '* •

1.2.1- Entry into the First World War

1.2.2 Isolation

1.2.3 .Industrial development, depression and the New Deal

1.2.4 Foreign policy

2. THE' SECOND WORLD WAR

2.1 The decline of democracy in Europe (by way of introduction)

2.2 . The rise of totalitarianism in Germany, Japan and Italy

2.3 International . crises and international relations: German 
foreign policy and the reactions of Britain, France, the 
United States of America and Russia, 1933 t o  1939

2.4 The outbreak of war

2.5 The entry of Japan and the United States of America into the
war

2.6 The aftermath of the war: conquests and alliances and their 
influence on international relations

3. .INTERNATIONAL RELATIONS AND EVENTS, 1945 TO 1970

3.1 The United Nations Organisation

3.1.1 Aims

3.1.2 Composition:.General Assembly, Security Council, International 
Court of Justice and the Secretariat

3.1.3 The shortcomings, successes and failures of the United Nations 
Organisation (in broad outline only)

3.1.4 The United Nations Organisation and the Cold War: the conflict 
of ideologies and power blocs (in broad outline only)

3.2 The Cold War in Europe

3.2.1 Expansion of communist control in Eastern Europe

3.2.2 The involvement of the United States in Europe



3.2.3 The grouping of democratic powers; NATO 1949

3.2.4 The Berlin crises

3.2.5 The Warsaw Pact (1955); the Communist Block

3.2.6 Revolts in Poland, Hungary.and Czechoslovakia

3.2.7 Efforts to achieve European unity

3.3 Africa since the Second World War

3.3.1 Movements for independence in Africa and the rise of 
-Nationalism, with pre-1945 protest movements by way of
introduction

3.3.2 Common problems of the independent African States (Details of 
individual states are not required.)

3.3.3 The Organisation of African "Unity and its activities

3.3.4 The involvement of the world powers in Africa

SECTION B: SOUTH AFRICAN HISTORY

THE POLITICAL, ECONOMIC AND SOCIAL DEVELOPMENT OF SOUTH AFRICA,
1910 TO 1970

1. SOUTH AFRICA, 1910 TO 1924

1.1 The main feacures of South African society in 1910,

1.2 The first general election; political parties and their 
.'..policies; the Botha-Kertzog crisis; the foundation of the 
. National Party

1.3 Economic and social development; growth of commercial 
agriculture; development of mining; establishment of secondary 
industries; labou.

1.4 The effects of participation in the First World War; the 
Rebellion and the occupation of South- West Africa; the Peace 
ofj Versailles; the self-determination issue and the deputation 
for independence; the assumption of the mandate over South 
West Africa

1.5 The amalgamation of the South African Party and the Unionist 
Party; the 'Labour Party; the political implications of the 
1922 strike on the Witwatersrand; the growth of 
extra-parliamentary activity

1,6 The fall of the Smuts government, 1924



2 . SOUTH AFRICA, 1924 TO 1948

2.1 Co-operation between the National Party and the Labour Party; 
the recognition of Afrikaans; the flag question; recognition 
of South Africa’s sovereign independence; the 1926 Imperial 
Conference and the Balfour Declaration; independent Department 
of External Affairs; Statute of Westminister; Status atid Seal 
Acts

2.2 The economic development of South Africa: growth of
agriculture; expansion of the mining industry;' diversification 
of the economy and government involvement in the expansion of 
secondary industry; measures, taken to combat the depression

2.3 . Factors and events which led to coalition and fusion of
parties; foundation of the United Party; grouping of other 
parties; segregation; major Legislation; forms of 
extra-parliamentary activity; the issue of neutrality and the 
decision to participate in the Second World War.

2.4 Participation and role in the Second World War; political 
Strife in opposition ranks; South Africa as member of the 
United Nations Organisation and the South West African question

2.5 Post-war internal problems; economic growth and 
industrialisation; the urbanisation - of the population; 
segregation under strain; labour unrest and discontent; party 
politics during and after the war; forms of 
extra-parliamentary activity

2.6 The election of 1948 and the fall of the Smuts government

EVALUATION

1. CONTENT

Only the Standard 10 syllabus may be taught and examined.

2. YEAR MARK

2.1 A year mark is obtained from marks scored in class tests and 
the September examination..

2.2 At least four tests should be set on each section during the 
year.

2.3 At Least 50 marks should be allocated for each test.

2.4 The total marks scored by a pupil in the tests are added up 
and converted to a percentage.

2.5 The converted test marks (maximum = 100) are added to the 
marks for the trial examination in September (maximum = 400) 
to obtain the total year mark (maximum = 500).

2.6 The total year mark is converted to a percentage (divided 
by 5).
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2.7 The following types of questions may be set:

2.7.1 Essay questions of a general nature which deal with important 
issues and which may be divided into a limited number of 
subsections.

2.7.2 Non-essay questions which may include the following: short
paragraphs, completion of paragraphs; contextual questions; 
completion and/or interpretation of maps; multiple-choice 
questions; discussion and/or completion of pictures, cartoons, 
diagrams, et cetera; short questions requiring knowledge of 
important facts or the ability to interpret, et cetera.

3. EXAMINATION

3.1 .The formal examination will consist of two papers of two hours
each:

First paper: General History 
Second paper: South African History,

3.2 The two papers will be equal in value.

3.3 Each paper should consist of the following:

3.3.1 Two essay questions of a general nature' on important issues, 
which may be divided into a limited number of subsections;

3.3.2 One set of non-essay questions consisting of the following:

Short paragraphs; completion of paragraphs; contextual 
questions; completion and/or interpretation of maps; 
multiple-choice questions; discussion and/or interpretation of 
picture's, cartoons, diagrams, et cetera; short questions 
requiring knowledge of important facts or the ability to 
interpret, et cetera.

3.3.3 For the essay questions 150 marks (2 x 75) are to be 
allocated, and for the non-essay questions 50 marks. The 
total for each paper is 200 marks.

3.4 The final examination mark at the end of the year will consist 
of the marks obtained in papers cne and two (maximum =400).
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RA TIO NA LE FO R  HUMAN AND SO C IA L S C IE N C E S

H uman and Social S ciences contribute to developing responsible citizens in a  culturally diverse, dem ocratic society within an  interdependent 

world. They will equip learnCi? to m ake sound judgem ents and take  appropriate actions that will contribute to  sustainable developm ent of 

hum an society and the physical environment.

Human and Social S ciences com prise the study of relationships betw een people, and betw een people and  their environment. T h ese  

interactions are  contextualised in sp ace  and  time and have social, political, economic, environmental and  spiritual dim ensions.

They develop distinctive skills and  a  critical aw areness  of social and  environmental patterns, p rocesses  and  events, b ased  on appropriate 

investigations and reflection within and ac ro ss  related focuses.

S P E C IF IC  O U T C O M ES

1. ‘ D em onstrate a  critical understanding of how South African society has  changed  and  developed.
2. D em onstrate a  critical understanding of patterns of social developm ent.
3. " Participate actively in promoting a  just, dem ocratic and  equitable society.
4. M akes sound judgem ents about the  developm ent, utilisation and m anagem ent of resources.
5 . Critically understand  the role of technology in social developm ent.
6. D em onstrate an  understanding of interrelationships betw een  society and the natural environment.
7. A ddress social and  environmental issues  in order to prom ote developm ent and  social justice.
8. Analyse form s and  p ro cesses  of organisations. ;,
9. U se a  range of skills and  techniques in the H um an and  Social S ciences context.

O R G A N ISIN G  P R IN C IP L E S
The diagram  below rep resen ts  the  way the learning a rea  com m ittee conceptualised the balance which needed  to be achieved betw een the 

different aspec ts  of Social and  H uman S ciences, in the context of G eneral Education and Training.

TIME AND SPACE

RELATIONS

SOCIAL PROCESSES 
AND 

ORGANISATION

ENVIRONMENT
RESOURCES

DEVELOPMENT

CITIZENSHIP CIVICS

CHANGE

METHODS AND SKILLS
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HUMAN AND SOCIAL SCIENCES
' SENIOR PHASE

N o t e : SOS i s  i n t e n d e d  a s  a  s e r v i c e  o u t c o m e  f o r  a l l  t h e  o t h e r s , a n d  a s  s u c h  d o e s  n o t  r e q u i r e  i t s  o w n  Pis.

S 0 1  D em onstrate a  critical understand ing  of how South African society h as  changed  and developed

A SSESSM EN T CRITERIA RANGE STATEMENTS PERFORMANCE INDICATORS

1. T he so u rces  from which a  knowledge of 
S outh  African society is constructed are 
identified

Source:
• Oral tradition, especially to redress its past 

neglect in schools (e.g . accoun ts passed  
from generation to generation; praise 
songs, poetry, songs; accoun ts of myths, 
legends and  natural events; interviews 
recorded; dance  forms)

• Contem porary oral sou rces  (e.g . interviews 
of old people; interviews of people who 
lived during im portant events; oral 
testim ony in courts and  the Truth and 
Reconciliation Commission)

• Archaeological so u rces  (e.g . fossils; 
skeletal rem ains; rock paintings and 
engravings)

•  S ou rces  of m aterial culture (e.g. pottery 
rem ains; beadwork; iron tools)

•  Documentary sou rces  (e.g . letters and 
diaries; governm ent records; new spapers)

• C artographic sources (e.g . m aps; aerial 
photographs; land u se  surveys; 
meteorological charts)

•  Statistical sou rces  (e.g . population census; 
financial records; opinion surveys)

This will be evident when learners:

e deb a te  w hether a  source is primary or 
secondary  and explain the main 
differences

• identify bias in the u se  m ade of a  source of 
evidence in constructing an account

•  explain and justify how they u sed  two or 
m ore sources in constructing an  account of 
a  place, event or process

2. Key fea tu res of change over time and 
sp ace  a re  critically exam ined

O ne focus is developing aw aren ess  of the 
wide range of sou rces  available and  m eans of 
accessing  them, with special reference to oral 
sources. At this level oral histories and 
traditions from school, family and community 
m ust ac cesse d  and  d iscussed . In addition 
artefacts m ust be extensively u sed  and  sites 
visited.

Not all the asp ec ts  listed in th e  box below 
need  be taught; but a sp ec ts  should be 
se lec ted  in  a  w ay which preserves the 
coherence o f the w hole

Key fea tu res , to include:
•  socio-econom ic relations
• forms of s ta te  and pow er relations
• forms of social cigan isation  [e.g. hunter- 

gatherer, herder, farming, colonial 
(including slavery), industrial]

• ideologies and  belief sy stem s
• Isvels of inequality (e.g . social /  class, 

individual circum stances)
•  period:

pre-colonial (from earliest hominids), 
colonial, post colonial, A partheid, post- 
Apartheid

P ro cesse s  of change, to include-
• d ispossession
•  repression
• resistance and struggle
• liberation

•  explain how different asp ec ts  of a  past 
society w ere interrelated

• give an  account of the changes 
experienced by communities, including 
struggles over land, resources and political 
rights. ["Community" can  be defined 
narrowly to indicate people living in a 
particular area , or it could be defined 
broadly to include people with com mon 
interests, history o r experience]

• analyse the impact of imperialism and 
nationalism on dih'erent c la sse s  in South 
Africa over time

• identify key stag es  in the developm ent of 
African nationalism and the struggle for 
decolonisation and  liberation in Southern 
Africa

HSS -  5



W here relevant, the four p ro cesses  above
should dealing with all other p rocesses ,
including:
•  migration
• settlem ent
•  co-operation and trade
« colonialism
• conflict over resources
•  exploitation of resources (including hum an 

resources), especially in relation to 
m inerals and  farming

® imperialism
• nationalism (including African, Afrikaner, 

Pan-Africanism)
•  different relations of production (e.g . unfair 

labour, w age labour, etc.)
•  formation of s ta te s  and change in forms of 

sta tes

Key ac tiv itie s  In th is  p h a s e  s h o u ld  fo c u s  on 
in teg ra tin g  k n o w led g e  a n d  u n d e rs ta n d in g  
s o  th e  le a rn e r  d e v e lo p s  a  co m p reh en s iv e  
v iew  o f  m ajor  p ro c e s s e s  s u c h  a s : 
co lo n ia lism , im peria lism , d ec o lo n isa tio n  
a n d  libera tion .

3. T he interrelationships betw een South 
Africa, Africa and  the  rest of the world are 
explored

4. T h e  im pact of Apartheid on developm ent is 
analysed  by:
•  acquiring know ledge of the essen tial 

features of Apartheid
• considering Its im pact on crucial a sp ec ts  

of South Africa society

Particular attention to b e  paid to  Southern 
Africa

Periods could include:
• pre-colonial, colonial, post-colonial, 

A partheid, post-Apartheid
A spects could include:
• trad e  and  markets
• technology (e.g. sp read  of new 

technologies such  a s  iron-making)
• slavery, colonialism, imperialism, 

decolonisation, neo-colonialism
•  ideologies, philosophies and  religions
• diplomatic and international ag reem en ts  

an d  organisations (e.g. UNO, SADC, OAU)
• relations betw een le ss  developed and 

m ore developed nations
• globalisation (e.g. North-South relations, 

information revolution, entertainm ent)

K ey ac tiv itie s  in  th is  p h a s e  s h o u ld  fo c u s  on 
in teg ra tin g  k now ledge a n d  u n d e rs ta n d in g  
s o  th e  le a rn e r  d ev e lo p s  a  co m p re h e n s iv e  
v iew  o f  m a jo r in te rre la tio n sh ip s  b e tw e en  
S o u th  A frica, Africa a n d  th e  r e s t  o f  th e  
w orld

S cope of im pact:
• local, national, regional Southern Africa), 

international
• the  past, p resen t and future
Im pact on a rea s  o f social life, including at least 
four of the  following:
• political system  ______ ___________________

analyse key interrelationships betw een 
South Africa and a t leas t two neighbouring 
countries with respect to econom ic, political 
and  social ties: both past and  p resen t

analyse key global interrelationships with 
resp ec t to factors such a s  cultural 
interaction, trade, aid and m em bership of 
international organisations

apply the concepts of colonialism and 
imperialism in identifying key relationships 
betw een  Southern Africa and the res t of 
the  world

identify and explain the major links 
betw een the liberation struggle in South 
Africa and o ther countries

show  the links between Apartheid laws and 
earlier forms of similar legislation

evaluate the im pact of Apartheid on 
particular a rea s  of social life

evaluate  the impact of different forms of



5. P a tte rn s  of continuity and  c h a n g e  in post- 
A partheid  South Africa are  ana lysed

sport an d  recreation 
education 
health
th e  econom y
is su es  around  land ow nership and  control 
hom eland system  
housing
th e  environm ent 
spiritual and  cultural life 
family life and  children 
w om en 
w orkers
res is tance  by individuals, com m unities and 
organisa tions (locally, nationally and  
internationally)

By 'h e  e n d  o f  th is  p h a s e  th e  le a rn e r  sh o u ld  
b(. iS>te tv  s h o w  how  th e  im p a c t o f 
A partheid  on  d e v e lo p m e n t te v e a ls  th e  
n a tu re  o f  th e  s y s te m  a s  a  w ho le .

P attern s  of re d re ss  and  developm ent, related 
to a t le as t four of the following, o r  any  other 
significant a re a  of developm ent: 

education  
housing 
health
infrastructure, including electricity, tvater 
and  transport 
em ploym ent and  ca reers  
the  legal system
stra teg ies  for red ress  and developm ent 
(e.g . RDP)
trade , aid an d  investm ent in 
S outhern  Africa

res is tance  and  repression  on the fives of 
individuals and all communities, during the 
Apartheid and preceding periods

identify key s tag e s  in the developm ent of 
the  Apartheid system  and  resistance to it

identify links betw een local, regional and 
nations! developm ents

arrive a t  an  informed judgem ent abou t the 
problem s and  possibilities associa ted  with 
a  particular developm ent

rjlvy d ism a liv e  stra teg ies for the 
im provem ent of developm ent projects or 
cam paigns investigated

mmm

6 . R elations within and  betw een commuiVitie 
a re  critically understood

p ro b le m s  a n d p o ss ib ili tie s  in  r e l a t i o n  t„  
d e v e lo p m e n t, in tw o  o f  th e  ab o v e  a re a s  a t  
local, re g io n a l a n d  n a tio n a l level.
L e a rn e rs  s h o u ld  m a k e  in fo rm ed  and  
r e a s o n e d  ju d g e m e n ts  a b o u t  th e  fac to rs  
p ro m o tin g  a n d  o b s tru c t in g  r e d re s s  an d  
d ev e lo p m en t.

ito tg : In a t  le a s t two p h a se s  biographies (of 
family and  national or community figures) 
should b e  u s e d  to  explore relationships within 
and  betw een  com m unities 
Main focuses , to inr.lurio

Issu e s  of unity, diversity and  nation- 
building
Policies, practices and  altitudes which build 
identity, com munity and society e  g
to lerance , equity, legislation, 
reconstruction, rehabilitation, positive 
percep tions of identity, valuing diversity 
anti-bias action  an d  conflict resolution 
Policies, p ractices and  altitudes which 
create division and conflict within and 
between communities, e .g . legislation 
(historically), discrimination and  prejudice 
exploitation, conflicts 'e r resources 
negative perceptions o f identity 
C om m onalities (e.g. s am e  econom ic 
system , com m on past) and  diversities (e □. 
of culture); groupings and  alliances around 
in teres ts  a n d  needs;
Finding d iverse  solutions to  common 
problem s (e.g . shelter, clothing, food 
security).

" 'dentify the sources and  forms of bias and 
p rejudice within South African society in 
relation to communities

eva luate  the  im pact of Ihe above 
m entioned forms of bias on communities 
within South  African society

s u g g e s t strateg ies for com bating b ias and 
prejudice against and  betw een 
com m unities



Kinds of relations, to inciude:
•  pow er relations
• socio-econom ic and  class
• religious, ideological
• political
•  cultural (e.g . custom s, food, d ress)
•  language
• "race" relations
• gender relations
•  sexuality
• ag e  and disability
• close ties with neighbouring countries (e.g. 

family and  educational)
Tvoes of com munities (W e all belong to  m any 
different com munities. Definitions of each  of 
th e se  com munities listed here should  be 
problem atised and  s e e n  a s  value-laden.) To 
include those  b ased  on:
•  origin /  ethnicity
• com m on experience
• location
• belief system
• work
• interests
• gender
•  families and  clans
• ag e  and disability
• race  and  class

A m a jo r fo c u s  s h o u ld  b e  o n  th e  
s ig n if ic a n c e  o f co m m u n itie s  in  
c o n s tru c tin g  bo th  p e rs o n a l a n d  n a tio n a l 
id e n titie s . L e a rn e rs  s h o u ld  h a v e  an  
ap p re c ia tio n  o f  th e  co m p lex  n a tu re  o f 
co m m u n ities .    _ _

7. Relations betw een  people an d  key fea tu res 
of th e  environm ent a re  critically exam ined 
by: acquiring know ledge, identifying and 
analysing relationships

Scope:
• local/community to South Africa to 

Southern Africa and Africa
• Periods should include from pre-colonial 

tim es to p resen t, and  on to predict the 
future

Key features, to include:
• the natural environm ent (e.g . topography, 

climate, river and  o ther eco-system s)
« the  built environm ent (e.g . infrastructure 

including transport sy stem s, w a te r and 
electricity serv ices, rural and  urban 
settlem ents)

Context, lo include:
.  exploitation of resou rces
• settlem ent (e.g . urbanisation)
• migration
• co-operation and  trade
• transport
• regional inequalities in S outhern Africa 
.  organisation of production
.  political (e g. pass-law s, resettlem ent, 

'Bantustan" system )

An im p o rtan t fo c u s  in  th is  p h a s e  is  
d ev e lo p in g  th e  ab ility  to  e v a lu a te  ev id e n c e  
a n d  c o n s tru c t re a s o n e d  a rg u m e n ts  a b o u t 
m a jo r is s u e s :  e .g ., th e  lo c a tio n  o f  a  new  
fac to ry  o r  ro ad .

» explain how different factors im pact on 
broad  patterns of developm ent, su ch  a s  
settlem ent patterns 

•  ana ly se  the  im pact of different 
environm ental factors on regional 
developm ent in Southern Africa



|S 0 2  D em onstrate  a  critical understand ing  of pa tte rn s of social developm ent =Z3
A SSESSM EN T CRITERIA

1. Key features of a  socia l system  are 
identified by:

• acquiring information
• defining characteristics
• explaining significance

2. T ypes of socie ties  a re  analysed

RANGE STATEMENTS

N ote: For this Specific O utcom e, 
contem porary a s  well a s  p as t socie ties should 
be studied . Too often learners have been  
taught a s  if socie ties in the  p a s t do not exist in 
the  p resen t: e .g ., a s  if the S an  still depend  on 
hunting and  gathering

Key featu res, to include:
• socio-econom ic relationships (e.g. 

feudalism , w age labour)
• forms of s ta te  and pow er relations (e.g. 

slavery, w age labour, self-em ploym ent)
• ideologies and belief sy stem s (e.g. colonial 

s ta te , feudal s tate , dem ocratic state)
•  forms of social organisation (e.g . families, 

clans)
• levels of inequality (e.g . social c lasse s, 

individual circum stances)
•  division of labour
• production of a  surplus

L e a rn e rs  s h o u ld  b e  ab le  to  identify  th e  
defin ing  c h a ra c te r is tic s  o f  p a rticu la r 
s o c ie tie s . In d o in g  s o , th e y  s h o u ld  b e  ab le  
to  L o n s tru c t re a s o n e d  a rg u m e n ts  a b o u t 
s ig n ifican ce , u s in g  a  ra n g e  o f  ev id en ce .

L earners should be aw are tha t th e  ca tegories 
u sed  a re  socially constructed.

PERFORMANCE INDICATORS
This will be evident when learners:
•  explain the defining characteristics of 

several societies (including non-South 
African), such a s  those b ased  on slavery or 
feudal relationships

• give a coherent account of the  main 
fea tu res  of particular societies, showing 
how their different fea tu res a re  interrelated, 
such  a s  links betw een form s of state , 
nature of inequalities and  m ajor social 
groupings

» identify different types of society, giving 
exam ples, and com paring similarities and 
differences within each  category, such  a s  
iron ag e  kingdoms with colonial societies

explair how societies can  have several 
form s o f social organisation at a  given 
time, such  a s  commercial farming and

Similarities and  differences betw een socie­
ties a re  explored by: 
recognition of patterns of similarity and 
d ifference 
analysis of patterns
recognition o f the social construction of 
patterns

4. S trateg ies of change an d  developm ent in 
socie ty  are  evaluated bv:________

p e s  of society, to innlnrip- 
developed /  less developed 
feudal 
colonial 
capitalist 
socialist

T he le a rn e r  s h o u ld  u n d e rs ta n d  th a t 
s o c ie tie s  a re  dynam ic; a n d  th a t  e a c h  o n e  is 
u n iq u e  a lth o u g h  they  ca n  fall in to  b ro ad  
c a te g o rie s .

Main focuses IninrlnHo- 
exam ination of concepts of developm ent, 
p rogress, well being and chan g e  (.Definitions of 
vaiue-laden terms such as "progress" should 
he probfematised).
Scope-
• betw een two o r more socie ties
• betw een societies at different tim es (e g 

before and after colonialism)
Skills, to include:
reading and  construction of m aps, g raphs and 
o ther techniques for recognising and  
describing patterns

L e a rn e rs  ex p lo re  a n d  In v es tig a te  
s im ila ritie s  an d  d iffe re n ces  in  o rd e r  to  
a rriv e  a t  an  u n d e rs ta n d in g  o f  co n tin u ity  
a n d  c h a n g e  in  p a rticu la r so c ie tie s .

S ta n g e  and developm ent stra teg ies 
-gi3- G reen  revolution, urban planning.

subsistence farming

• explain how we usually lable societies 
according to the dominant forms o f social 
organisation

•  identify different types of society such  as 
feudal, colonial, capitalist, socialist and 
com munist

com pare the  similarities and  differences 
betw een feudal, colonial, capitalist and 
socialist societies

analyse changes which are  global 
(influence m any societies) a s  opposed  to 
local (influence a  particular society)

arrive at an  informed judgem ent about 
factors which w ere m ost important in 
bringing abou t changes  within and  ac ross 
societies

identify factors which impact on the 
su ccess  or failure of development
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• identification of s tra teg ies  an d  p ro cesse s  
« consideration of theories of developm ent

w here appropriate
• analysis of s tra teg ies and  p ro cesse s

em powering w om en
Types of im pact, a t different sca les:
personal, community and  global

At th is  p h a s e  th e  m a in  fo c u s  s h o u ld  b e  on 
le a rn e rs  be in g  ab le  to  ex p la in  th e  re a s o n s  
fo r th e  s u c c e s s  o r  fa ilu re  o f  s tra te g ie s ,  and  
identify  th e  crite ria  u s e d  in th e  eva lu a tio n .

s tra teg ies  in different countries

• su g g es t alternative strateg ies to overcom e 
the obstac les identified in the above 
ana lyses

Partic ipate  actively in promoting a just, dem ocratic  and equitab le  society

A SSESSM EN T CRITERIA RANGE STATEMENTS PERFORMANCE INDICATORS

1. Key fea tu res  of dem ocratic p ro cesses  arp 
Identified

2. Democratic. p ,o c e sse s  a re  critically 
understood by:

• participating in p ro cesses
•  investigating p ro cesse s
• reflecting on and  evaluating p ro cesses

F eatu res, to include:
» representivity (indirect and  direct; self and 

others)
•  decision-m aking (m andates, accountability, 

consultation, communication, p rocedures 
and  rules)

S o u th  A frica a n d  a t  le a s t  o n e  o th e r  so c ie ty  
w ith  r e s p e c t  to  th e  ab o v e  to  b e  c o m p ared . 
E x p la n a tio n s  g iv e n  a s  to  s im ila ritie s  a n d  
d iffe re n c e s  found .

P ro cesse s , to include:
« decision-m aking
•  reconciliation
• conflict resolution
• voting 
Contexts:
• in p resen t and  past
• active participation o r observed
• local, national, international 
Activities:
authentic: classroom , school or community 
b ased

P a rtic ip a tio n  in d em o cra tic  p ro c e s s e s  in 
th e  s c h o o l  o r  com m un ity  s h o u ld  b e  
a n a ly s e d  R e a so n e d  e x p lan a tio n s  s h o u ld  b e  
g iv e n  o f  fa c to rs  s u c h  a s  p o o r  (o r g o o d ) 
s u p p o r t  fo r th e  d em o cra tic  p ro c e s s .

This will be evident when /earners: 
analyse similarities and  differences 
betw een dem ocratic p rocesses  in South 
Africa an a  at least two other countries

arrive at informed conclusions abou t the 
conditions necessa ry  for dem ocratic 
sy stem s to  develop

participate in a  dem ocratic process

ana ly se  the  reaso n s  for the  s u c c e sse s  and 
failures of Ihe dem ocratic p rocess, such  a s  
lack of consultation or accountability
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3. A critical understanding of the S outh  
African Constitution is d em onstra ted  by: 
an  aw aren e ss  that constitutions a re  crea ted  
by people to m ee t their com m on n eed s, in, 
e .g  , schools, clubs, local organisa tions and 
o ther constitutions

4. Informed judgem ents abou t is su es  are  
m ade in relation to the Constitution by:

• identifying the  issues
•  analysing the  issues
• relating the issues  to the Constitution 
■ arriving at a  judgem ent

N ature. Origin and D evelopm ent of th e  SA
Constitution:
• historical background, such  a s  CODESA, 

Interim Constitution, previous constitutions
• com ponent parts and  institutional 

s tructures (e.g. Constitutional Court)
Reviews of o ther constitutions:
•  two from Africa dem onstrating different 

app roaches
•  two from the res t of the wc Id (at le as t one 

from Latin America or Asia)

S cope, to include:
P ast, p resent, and  future perspective 
Judgem ents, might include:
• the significance of the is su es  in relation to 

the Constitution
» relationship to o ther is su es
•  links with legislation and  relevant 

organisations (e.g . labour law and  trade 
unions)

Issues, might relate to:
•  hum an rights
• disability
• gender
• cultural issues
•  fairness and justice
• racism, prejudice and  forms of bias
• distribution and ow nership of reso u rces
« environm ental m anagem ent______________

dem onstra te  a  basic  knowledge of the 
main com ponent parts of the Constitution 
and assoc ia ted  institutions such  as  
governm ent structures and the 
Constitutional Court

analyse the  key s ta g e s  in the d eve lopm en t' 
of the  p resen t Constitution, from 1910 to 
1995

com pare and  contrasts  the Constitution of 
South Africa with that of o ther countries

evaluate th e  streng ths and w eak n esses  of 
different constitutions

identify constitutional issues  which impact 
on the lives of Individuals and  communities

identify channels  through which the  issues  
can  b e  ad d ressed

explore various strateg ies through which 
issu es  can  be ad d ressed
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At le a s t  o n e  is s u e  s h o u ld  b e  local, o n e  
p rov inc ial a n d  o n e  n a tio n a l. D is c u s s io n s  
sh o u ld  ce n tre  on  w h a t th e  i s s u e s  h ad  in 
com m on  in re la tio n  to  th e  C o n s titu tio n : 
th a t is , w h a t g e n e ra l p r in c ip le s  co u ld  b e  
s e e n  o p era tin g .

S. Projects to develop dem ocratic p ractices 
are  undertaken

Projects conducted throuah:
individual and  group activities
C ontexts might include:
school; community; nation; world (e.g . SRC,
PTSA, RDP, etc.)
A soects to include:
•  design
• strategy
■ effectiveness
• im pact

• investigate an  actual election p rocess  (e.g., 
for c lass  representatives) in order to 
identify w ays in which the process can be 
streng thened

•  identify a re a s  which require dem ocratic 
practices

• design  and  im plem ent a  project to address 
the n e e d s  identified

A m a jo r f o c u s  s h o u ld  b e  on  defin ing  a re a s  
w hich  requ ire  d em o c ra tic  p ra c t ic e s  to  be 
d ev e lo p ed :
E.g., im prov ing  th e  p a rtic ip a tio n  by all 
le a rn e rs  in d em o c ra tic  p ro c e s s e s ,  w hich  
m ig h t in tu rn  req u ire  an  a n ti-b ia s  ca m p a ig n  
to  em p o w e r ce rta in  g ro u p s  o f  le a rn e rs .

• im plem ent and  evaluate the project

6. Ability to ac c e ss  constitutional s tru c tu re ; is A ccess, to include activities such  a s : • identify channels through which
dem onstrated • writing letter 

« petitioning 
» lobbying

constitutional is su es  can  b e  add ressed
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S tructures, to include:
• legal institutions (e.g. courts, H uman 

Rights Com m ission, public protectors)
* local, provincial and  national governm ent 

structures

T h e  n e e d  to  a c c e s s  s tru c tu re s  a b o u t  an  
is s u e  is  iden tif ied  a n d  d e b a te d . T h e  is s u e  
m ig h t b e  loca l o r  w id e r in  s c o p e .  T he 
m e a n s  o f m a k in g  v o ic e s  h e a rd , a n d  fo r  
o b ta in in g  in fo rm ation , s h o u ld  b e  d is c u s s e d  
a n d  s tr a te g ie s  a g re e d  on .

describe  various m ethods of accessing  the 
channels

explore and evaluate various strategies 
through which issu es  could be addressed

evaluate w hether the  structure w as 
effective in addressing  an  issue

S Q 4 M ake so u h d  jud g em en ts  ab o u t the  developm ent, utilisation an d  m anagem en t of re so u rces

ASSESSM ENT CRITERIA RANGE STATEMENTS PERFORMANCE INDICATORS

1. R eso u rces  are  defined and  identified.

2. R elationship betw een hum an developm ent 
an d  resou rces  is explored by: showing how 
re so u rc e s  a re  a c c e sse d  by integrating

now ledge, skill and  technology

Exoloration of Ihe conceot of resou rces, to 
include:
•  consideration of how  'gifts of nature ' 

becom e resources
•  the notion that w hat Is considered  a 

resource depends on social and  historical 
contexts (exam ples to Include historical 
and  cultural contexts around the  world)

C ateoories of resources, to  include:
• hum an /  natural
•  renew able / non-renew able
• viable / non-viable, etc.

In th is  p h a s e  le a rn e rs  s h o u ld  iden tify  
re s o u rc e s  w h ich  a re  b o th  lo c a l a n d  d is ta n t, 
a n d  b e  a b le  to  d is tin g u ish  how  th e  
im p o rtan c e  o f  th e s e  r e s o u rc e s  w ill h av e  
c h a n g e d  o v e r tim e.

Factors influencino the relallonshio betw een 
resources and  hum an develoom ent. to include:
•  a c c e ss  to  education and  training
•  location and  distribution
• ow nership and  control
•  available technology
• exploitation
P ro cesse s  for accessino  resou rces, to  include:
• extraction 
« utilisation

Tb/s will be evident when learners:
• distinguish how the im portance and value 

of th e se  resources m ay have changed over 
time and place

» explain different perspectives on how 
resou rces  a re  valued

• evaluate th e se  differing perspectives

•  explore how resource utilisation affects the 
developm ent of Individuals, communities 
and societies

• critically analyse the exploitation of 
resources

• critically analyse the need  for sustainable 
utilisation of resources
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3. T he im pact of the distribution of pow er 
relationships and reso u rces  on social and 
environm ental is su es  is understood

• developm ent
• m anagem ent.
Effects of resource  developm ent on 
individuals, com m unities and  societies, to
include:
• benefits /  adv an tag es
• d isadvan tages

In th is  p h a s e  th e  fo c u s  s h o u ld  be on  
ap p rec ia tin g  how  r e s o u rc e s  a re  exp lo ited , 
d is tr ib u ted  a n d  u tilised , an d  u n d e rs ta n d in g  
th e  im p o rtan c e  o f  r e s o u rc e  m a n a g e m e n t in 
th e s e  p ro c e s s e s .

S cale  of issues:
• local, national, international
• past and  p resen t 
Impact, to include:

evaluating how reso u rces  a re  used  
c o n seq u en ces  of good and poor resource 
m anagem ent
c o n seq u en ces  of the unequal distribution 
of resources 

Pow er relations fand the conflicts thev
engender), to include;

ownership of resou rces
• m anagem ent policies (e.g . betw een 

individuals and  groups)
• gender, c lass, race  (etc.)
Social issues, to include:

migration
colonisation
capitalism

explain utrategies to effectively develop 
and  m anage resources, hum an and natural

critically analyse the im pact of power 
relations on the development, 
m anagem en t and  utilisation of resources 
from both a  social and environmental 
perspective. Local, national and 
international perspectives should be 
included
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4. S trateg ies to ad d re ss  is su es  a re  designed 
and  evaluated

urbanisation 
globalisation 

Environmental issues , to include:
deforestation 
over-utilisation 
soil erosion 
pollution
conflict over land-use 
conservation (etc.)

In th is  p h a s e  th e  e m p h a s is  s h o u ld  fail 
equa lly  on  th e  s o c ia l a n d  en v iro n m en ta l 
is s u e s .  L e a rn e rs  s h o u ld  re flec t on  p o w er 
re la tio n s  in te rm s  o f  so c ia l, e c o n o m ic  an d  
political fa c to rs .

Designing strateg ies, to include:
• gathering information
• analysing contexts
•  identifying s tra teg ies
•  taking action w here appropriate
• docum enting w hat they have done 
Evaluating strateg ies, to include:
•  recognition of different perspectives on an  

issue
• evaluating the m erits of different 

perspectives

in th is  p h a s e  th e  e m p h a s is  will b e  on  
u n d e rs ta n d in g  th e  r e a s o n s  fo r th e  n e e d  to  
m a n a g e  re s o u rc e s  w ell, w ith  a  v iew  to  
p rac tica l ac tio n  re la te d  e ith e r to  fu tu re  
e m p lo y m e n t o r  d ev e lo p in g  u se fu l re s e a rc h  
sk ills.

explain in detail the need  to m anage 
resources effectively and sustainably, in 
order to develop society

design and implement strategies to 
add ress  issues  which impact on the 
utilisation and m anagem ent of both a 
natural and  hum an resource

evaluate the im pact and  effectiveness of 
th e se  strateg ies and suggests  alternative 
strateg ies to add ress  the issue

present an  argum ent to explain why 
resources need  to be developed, utilised 
and  m anaged  in a sustainable way
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| SO S Critically understand th e  role of technology in social developm ent

ASSESSM ENT CRITERIA

1. Factors contributing to developm ent and  
change in technology over time are  
analysed

'I. Differences and  similarities in the type, 
developm ent and  u se  of technology in 
different p laces  a re  analysed

RANGE STATEMENTS

A reas of technology, to include:
• agriculture
• industry
• transport
• information /  com munication
• organisation
Factors influencing the  developm ent of 
technology, to include:
• discoveries and  inventions
• response  to need
• resp o n se  to a  m arket
Factors influencing ch a n g es  in technology, to
include:
• econom ic necessity
• m arkets
» consum erism , discoveries and inventions
• political changes
Evaluation of the effects of change  in 
technology, to include:
• identification of effects
• asse ss in g  advan tages  and  d isadvan tages

Types of technology, to include:
organisation of production (land, labour, 
capital)
res is tance  to technology
social barriers to the u s e  of technology

PERFORMANCE INDICATORS
This will be evident when learners:
• explain how technology influences social 

developm ent

« critically analyse the advan tages and 
d isadvan tages of technology from different 
perspectives

relate the increase in available information 
and/or resou rces  to a  change in econom ic 
activities
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Interrelationships betw een technology and 
hum an activity in various contexts a re  
evaluated by:
analysis of interrelationships betw een 
technology and  social change 
exploration of social barriers to  u se  
technology and  action to overcom e them  
a s se s sm e n t of im pact of technology on 
a c cess  to information and resources 
critical evaluation of application of 
technology in different contexts

D evelopment and  use , to  include:
•  im pact of technology in certain social 

contexts (e .g . hom e; community; 
workplace)

• appropriate m anagem en t of resources for 
future genera tions

D ifferences and similarities, to include:
Identification of differences and similarities

• identification of contexts 
a s se s sm en t of the rea so n s  for them

Interrelationships, to include:
• organisation of production (land, labour, 

capital)
• resistance  to technology
• social barriers to the  u se  of technology 
Impact of technology on hum an activity, to
include:
• agriculture
• industry
• transport
•  Information I com m unication 
e organisation
Application of technology in different contexts:

4 . Appropriate technology is u sed  safely and 
efficiently to contribute to developm ent

e.g . agriculture, energy, manufacturing 
Evaluation nf the  interrelationships, to include: 
» assessin g  ad v a n tag es  / benefits 
e a ssessin g  d isadvan tages
• for different in terest groups

Decisions abou t w hether technology is 
appropriate, to include:
• identification of technologies tha t can  be 

used  in various contexts

describe how barriers of raco, class and 
gen d e r have been  (and m ay continue to 
be) u sed  to exclude people from using 
certain technologies

evaluate  the application of technology in 
different contexts

relate the inc rease in available information 
and/or resou rces  to a change in econom ic 
activities

describe how barriers of race , c lass and 
gender have been  (and may continue to 
be) u sed  to exclude people from using 
certain  technologies.

evaluate  the application of technology In 
different contexts

critically analyse the appropriateness of the 
u se  of technology in various contexts, and
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evaluation of technologies for various 
pu rposes  dem onstration  of appropriate u se

for various purposes and uses

critically investigate sa fe  and  efficient u se  
of technology
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SQ 6 D em onstra te  an  understand ing  of the  interrelationships betw een  society and the natural environm ent

A SSESSM EN T CRITERIA RANGE STATEMENTS PERFORMANCE INDICATORS

1. U nderstanding of the  ea rth  a s  a life- 
sustaining system  in th e  universe is 
dem onstrated

Conceotualisation of links betw een oeoole 
and  the universe, to  include:
• appreciation of the contribution of 

astronom ers and philosophers, from 
diverse cultures a t different tim es and 
p laces  (from at least S outh  A merica, Africa 
and Asia)

• m yths, legends, theories and  perceptions 
from a  variety of perspectives (time and 
place)

•  the  spiritual bond betw een  peop le and the  
Earth a t different tim es an d  in different 
p laces

F actors which contribute to th e  ea rth  beino a  
life-sustainlno sy stem . to include: 
i  the earth 's  position and  orientation in 

space , its s ize and  com position
• the distinctive ability of ea rth  to  sustain  

people
• the  earth  a s  providing reso u rces  (e.g. 

water, air and  soil) to  m ee t peop le 's  basic 
n eed s  for survival,

L e a rn e rs  m u s t be a b le  to  ex p la in  how  
v a rio u s  fa c to rs  c o n tr ib u te  to  th e  su s ta in in g  
o f life o n  E a rth .

This will be evident when learners:
•  explain so m e of the  reaso n s  for exploration 

of the universe, including sp ace  travel

•  describe the im portance of the various 
factors which contribute to  the ea rth  being 
a  life-sustaining system
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2. Knowledge of th e  natu re of ecosystem s 
and  the significance of their diversity and 
in terdependence for people is 
dem onstrated

3. T he im pact of hum an activities on different 
natural sy stem s is investigated by:

•  ascertaining im pact
•  accessing  information
• identifying key causal factors 

and  relationships
• critiquing decision making p ro cesse s  and 

motives

Characteristics of ecosystem s:
* com m on to all
• diverse (selected  exam ples a t different 

scales)
Significance of characteristics for people, to
include:
• concept of biodiversity
• provision of resources
• environmental stability in complexity and 

b alances
Links betw een ecosystem s, to include:
• role of the  a tm osphere, o cean  and coastal 

system s in linking energy  flows
•  implications of th e se  links for ecosystem s 

and people

L e a rn e rs  s h o u ld  b e  a b le  to  c o n d u c t 
in v e stig a tio n s  a n d  c o n s tru c t  m o d e ls  w hich  
d e m o n s tra te  th e  d iv e rsity  a n d  
in te rd e p e n d e n c e  o f  e c o u y s te m s .

Scope:
different types (e.g . com m ercial / 
su bsistence  farming) 
different times
different p laces  (local, S outh  African, 
African, global)

Human activities, to include:
Land issu es  (e.g . land ow nership, and  
control)
econom ic activities ( e.g . farming, mining, 
forestry, services)
construction (e.g . of se ttlem ents, transport 
routes, dam s)____________________________

explain the diversity and  links between 
different ecosystem s and identifies the role 
of hum ans within th e se  ecosystem s

explain the concept of biodiversity [able to 
identify biodiversity in different regions] and 
its im portance to people

relate  the significance of the 
in tercependence betw een the various 
ecosystem s [investigate environmental 
stability and  balances]

critically evaluate how and why decisions 
a re  m ade which influence the im pact of 
hum an activities on natural system s
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leisure (e.g . tourism and  travel) 
population m ovem ents (e.g . migration, 
resettlem ent, urbanisation) 
w ars 
trade

Natural sy stem s, to  include:
forests 
river basins
the  a tm osphere  and o cean s, etc. 

m pacts. to include:
pollution 
deforestation 
sp ec ie s  extinction, etc. 

A ccessing  information, from:
field observations 
m easu rem en ts  
written and oral accounts 
statistics
photographs, etc. 

A scertaining im pact, to  include:
positive/negative
on the  natural environm ent an d  thus  on 
people linked to it 
sca le  and  sco p e  

Kev causal factors and  relationships
contributing to im p a c t:

social, econom ic, political and  physical 
(e.g . soil erosion due to the hom elands 
policy, not population p ressu re  pe r se) 

Critique of decision making and  motives, from
perspectives of: 

equity
pow er relations 
ten e ts  of the SA Constitution
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T he im pact of natural events and
phenom ena on people is investigated by:
accessing  information
ascertain ing  im pact
identifying key cau sa l factors and
relationships

An in v e stig a tio n  is  c o n d u c te d  w h ic h  a llow s 
th e  le a rn e r  to  a n a ly se  th e  c o n n e c tio n s  
b e tw e e n  e c o s y s te m s  a n d  cu ltu ra l, s o c io ­
e c o n o m ic  o r  p o litica l fa c to rs .

Context:
• local, South African, global
• in the p resen t and  past 
Identification of even ts  and  phenom ena:
• (e.g . floods,.desertification, cyclones, 

volcanic eruptions, ea rth q u ak es , droughts)
A ccessing information, from:
• field observations
• m easurem ents
• written and oral accounts
• statistics
• photographs stc.

A scertaining impact, to include:
• on the natural and  built environm ent
• on people (positive/negative; sca le  and  

scope; differences in im pact ac ro ss  
groups, p laces, structures)

Key causal factors and relationships 
contributing to nature of impact:
• social, political and  econom ic factors (e.g. 

w hen a  settlem ent is flooded settlem ent 
b ecau se  it is too n ea r to a  river, the 
underlying ca u se  is lack of a c c e s s  to land)

A nalysis show ing  th e  re la tionsh ip  b etw een  a 
natu ra l fo rce and  th e  socia l, eco n o m ic  and  
political c ircu m stan c es  o f  th e  peo p le
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5. Relationships betw een  natural fea tu res a^  I 
hum an activities a re  ana lysed

6. A ttitudes, values and  perceptions
regarding the environm ent a re  exam ined 
by:

•  identifying the  attitude and  perceptions
* considering factors tha t influence attitudes 

and  perceptions__________________________

involved. T he ana ly sis  s h o u ld  reveal the 
com plex  natu re  o f th e  c o n s e q u e n c e s  o f the  
in teraction: e .g ., bo th  nega tive  an d  positive.

Scope:
regional and  global 
Natural features, to include:
• physical featu res (e.g . rivers, m ountains)
• climate distribution patterns soil types, etc. 
Relationships, to include:
•  limiting hum an activity (e.g . m ountains on 

traffic routes)
• facilitating hum an activity (e.g . harbours or 

ports)
•  modification by hum an activity (e.g. 

draining of m arshes)
Factors contributing to relationships :
•  (e.g. a c c e ss  to decision making power; 

wealth; available technology perceived 
needs)

T he m a in  fo c u s  s h o u ld  b e  o n  th e  le a rn e r  
be ing  ab le  to  give a  relatively  
c o m p re h e n s iv e  a c c o u n t  o f th e  w a y  hum an  
activ ity  is p a t te rn e d  by n a tu ra l fe a tu re s ; 
an d  an  a c c o u n t o f m e d ia tin g  s o c ia l fac to rs .

R ange of attitudes and  perceptions, to  include: 
® conservation of natural, cultural and 

historical heritages (e .g . g am e parks, 
m useum s, archaeological sites)

« appreciation of natural environm ents (e.g. 
s ilence / aesthe tics  /  back-to-nature 
possibilities)

* ana ly se  the causal factors and the 
relationships which influence the extent of 
the  im pact of natural events and 
phenom ena on the lives of people

• explain how social factors may influence 
the w ay in which hum an activity is 
patterned  by natural features

* analyse how attitudes and values influence 
decisions which im pact on society and  the 
environm ent

I
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1

* reflecting on  its origins a n d  developm ent • personal evaluations of p laces and
environm ents (e.g. a s  unsafe  /  inferior)

F acto rs imoactinn. to include:
• context
• historical and  individual experience
• collective memory
• education
c in terest groups
Significance of attitudes and  values:
•  in conflict situations regarding the

environm ent
• in personal decision making

T he lea rn er is  ab le  to com e to  a  rea so n ed
ju d g e m e n t a b o u t the  in fluence o f  various
fac to rs  on  a ttitu d es  an d  v a lu es  regard ing  the
env ironm ent.
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S Q 7  A dd ress  social and  environm ental is su e s  in order to prom ote developm ent and social justice

A SSESSM EN T CRITERIA RANGE STATEMENTS PERFORMANCE INDICATORS

1. Social and  environm ental issues  related  to 
developm ent and  social justice a re  
identified

Social issues, to include:
good global citizenship 
inequalities in distribution of and  a c c e s s  to 
resou rces  (within and betw een societies) 
prejudice and discrimination (b ased  on 
race , class, gender, age , ability) 
poverty (e.g. lack of piped w ater) 
exploitation (e.g . unfair labour practices; 
unbalanced  trade ag reem en ts; som e 
a sp e c ts  of aid and developm ent policies) 
crime
population / resource im balances 
conflict (e.g. resistance; war; genocide; 
military aggression; persecution) 
d isea se  (e.g. AIDS, TB and malaria 
unem ploym ent 

Environmental is su es  might include:
environm ental degradation (at various
sca les , of various kinds);
resou rce  depletion;
global warming;
ozone hole;
population pressure

T h e  le a rn e r  s h o u ld  p rov ide  a  r e a s o n e d  
a rg u m e n t, b a s e d  on  ev id e n c e  from  m o re  
th a n  o n e  s o u rc e , ju s tify ing  th e  
iden tifica tio n  o f  an  is s u e  in te rm s  o f  
c a u sa t io n , e .g ., env iro n m en ta l d e g ra d a tio n

This will be e '/dent when learners:
•  u se  ev idence from a  range of sources to 

provide a  reasoned  argum ent explaining 
the im pact of social and environmental 
is su es  on developm ent and  social justice
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2 . Identified issues  a re  critically analysed

3 . S trateg ies to ad d re ss  is su es  are  
developed and evaluated

4 . S trategies a re  im plem ented to address 
particular is su es

re su ltin g  from  fo rced  re s e t t le m e n t b e c a u s e  
o f  A parth e id  law s.

• A ccount taken  of the im pact on 
developm ent of society and  the 
environm ent

Contributing factors, to  include:
•  environm ental
•  econom ic and  social (e.g . actions of 

groups; attitudes; pow er relations)
• interconnections betw een th e se  factors
• actions of different g roups
• the RDP and  the  Constitution 
Different perspectives on issues , to include:
• political ideology
• religious beliefs
• culture
• different contexts
• different tim es

L e a rn e rs  m u s t  b e  ab le  to  iden tify  fa c to rs  
re la ting  to  an  is s u e ,  a n d  s u p p o r t  th e ir  
c h o ic e  w ith  e v id e n c e  a n d  re a s o n e d  
a rg u m e n ts .

S trateg ies, to take  accoun t o f :
•  changing attitudes
• using available resou rces
• analysing c a u se s  and situations
• pow er relations
• im pact of the  issue
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• relevant theory
• consultation
• the  RDP
• the Constitution 
Evaluation in term s o f :
• feasibility
• likely benefits and negative responses
• costs
• conformity to principles of the Constitution 

and hum an rights

In d ev e lo p in g  s tra te g ie s  le a rn e rs  m u s t be  
ab le  to  p re d ic t th e ir  o u tc o m e  b a se d  on  
a n a ly s e s  o f c u r re n t s itu a tio n s . At le a s t  o n e  
is s u e  s h o u ld  b e  c o n s id e re d  w hich  e n a b le s  
th e  le a rn e r to  re la te  local, p rovincial an d  
n a tio n a l a s p e c ts .

Issues:
• local (e.g . lack of security a t school) to 

global (e.g. global warming)
Strategies:
• individual or collective action 
Activities, to itolude:
e actions to ad d ress  local issues (e.g. gangs)
• actions to add ress  global issues (e.g. 

conserving energy)

L e a rn e rs  m u s t b e  ab le  to  im plem ent 
relatively  co m plex  s tra te g ie s  w hich  req u ire  
m o re  th a n  o n e  p h a s e  a n d  th e  invo lvem ent 
o f  a n u m b e r o f peop le.

• critically analyse issues with reference to 
multiple factors and sou rces of evidence in 
o rder to  produce an  holistic account of the 

" issues

• eva luate  different strateg ies im plem ented 
in addressing  a range of social and  
environm ental issues

• describe how strateg ies for addressing  
social and  environmental issues  support 
sustainable living practices and social 
justice

» se lec t the  m ost appropriate s tra teg ies  for 
addressing  social and  environmental 
issues.

• im plem ent complex strateg ies for 
addressing  social or environmental is su es  
involving m ore than one p h ase  and group 
of people

• im plem ent strategies for addressing  social 
or environmental issues  which contribute to 
sustainable living practices and  social 
justice
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| SO S Analyse form s and  p ro c e sse s  of organisations

ASSESSM ENT CRITERIA RANGE STATEMENTS PERFORMANCE INDICATORS
1. T he different form s and  pu rp o ses  of 

organisations a re  identified by:
• acquiring information
• identifying forms and  pu rposes
• explaining their significance

2 . C haracteristics of organisa tions are 
a na ly sed  by:

•  accessin g  information 
determ ining characteristics

•  explaining significance of 
characteristics

D iscussions to include finding similarities and 
differences betw een large and  small, formal 
and  informal, organisations 
Forms, to include:
•  schools, groups, g an g s , associa tions, 

clubs, congregations, com panies, unions, 
parties, non-governm ental organ isa tions

Purposes, to include:
• protection and  security, provision, 

production, trade  and  com m erce , 
recreation, information, m utual benefit, 
service to o thers, class/g roup  rights, 
political interest

Scale:
• local, provincial, South African, and  

S outhern African
• in the  p re sen t and  the p as t
•  large and  small o rganisa tions
• formal and  informal organisa tions

O ne o rg a n isa tio n  can  b e  s tu d ie d  in d ep th  
a n d  from  th is  s tu d y  in fe re n c e s  d raw n  a b o u t 
th e  fo rm s a n d  p u rp o s e  o f  o rg a n isa tio n s .

D iscussions to  include finding similarities and  
differences betw een  large and  sm all, formal 
and informal organisations 
Characteristics:
• formal and informal rules 

hierarchy and m anagem ent

This wili be evident vAien learners:
•  eva luate  the  relationship and significance 

betw een form s and purpose of 
organisations

•  conduc t a n  in-depth study into the  form 
and pu rpose  of one organisation

• distinguish betw een local, national and 
international organisations and  identify 
links betw een them

• recognise how  context influences the forms 
and  purposes  of organisations

•  critically ana ly se  one  organisation in depth 
to  draw  inferences about characteristics 
and significance of organisations
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• division of functions
•  structure (e .g .. departm ents)
•  m em bership  (open or closed)
•  leadersh ip  / m anagem ent
•  decision-m aking : dem ocratic and  non- 

oem ocratic forms
• interest g roups within organisations 
Scope:
• large an d  small
•  local, provincial and  national (clubs, 

corporations, unions)
•  dem ocratic and  non-dem ocratic

In th is  p h a s e  th e  m ain  fo c u s  m u s t  b e  on 
o rg a n isa tio n s  re la ted  to  ca re e r, 
e m p lo y m e n t o r  e d u c a tio n ? ? o p p o rtu n itie s . 
O ne o rg a n isa tio n  ca n  b e  s tu d ie d  in d ep th  
a n d  from  th is  s tu d y  in fe re n c e s  d ra w n  a b o u t 
th e  c h a ra c te r is tic s  o f  o rg a n isa tio n s .

3. T he origin and developm ent of 
organisations are  understood

D iscussions to  include finding similarities and 
differences betw een  large and  small, formal 
and  informal, organisations 
A spects of origins to explore:
• why people cam e together
• why decisions w ere taken (who ch o se  the 

leaders)
•  w hat program m e w as adop ted  
A spects o f developm ent to  investigate:
•  changes  in th e  organisation 's goals  
n ch an g es  in leadership

• changes  in program m es
• funding for the organisation______________

• explain the relationship and
in terdependence of different organisations 
including the  similarities and  difference^ 
betw een small and large, format and 
informal

o investigate in detail the origin, developm ent 
and functioning of an organisation
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4. Information which can  a d d re ss  personal 
and  com m unity n ee d s  is obtained by:

• know ledge of relevant organisations
• a c cess in g  information required
• p ro cess in g  information
• getting adv ice and  ass is tan ce

• ch a n g es  m structure
• role of the organisation in the  community,
• community response  to the  organisation

In th is  p h a s e  th e  m ain  fo c u s  m u s t b e  on 
o rg a n is a tio n s  re la ted  to  ca re e r, 
em p lo y m e n t o r  e d u c a tio n a l o p p o rtu n itie s . 
O n e  o rg a n isa tio n  ca n  b e  s tu d ie d  m  d e p th  
a n d  from  th is  s tu d y  in fe re n c e s  d raw n  a b o u t 
th e  o rig in  a n d  d e v e lo p m en t o f  
o rg a n isa tio n s .

N eeds might include:
• health
• education
• c a re e rs  and em ploym ent
• sport
• com munity developm ent
• school developm ent

In th is  p h a s e  th e  m ain  fo c u s  m u s t  b e  o n  
o rg a n isa tio n s  re la ted  to  ca re e r, 
em p lo y m e n t o r  e d u c a tio n a l o p p o rtu n itie s .

show  how to a c cess  and utilise the 
services of an organisation

evaluate the assistance  received and 
determ ines w hether the strateg ies followed 
w ere ad eq u a te  to add ress the personal 
and  community issues identified

su g g es t alternative strategies
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S 0 9  D em vnstrate  th e  ability to u se  a  ran g e  of skills and  techn iques in the  Hum an an d  Social S c iences 
context ___________________________________

F or o u lro m es-b ased  ap p ro ac h es  to succeed , learners n ee d  (o acquire investigative and problem-solving skills. This crucially involves 
critical thinking, processing information and com municating effectively. In the H uman and Social S ciences, certain  skills require m ore 
atten tion  than they might in o th e r Learning A reas. This outcom e is designed  to  provide a  fram ework for the  developm ent of th e se  skills and 
their application in all the o th e r outcom es.

N ote: Differentiation by p h a se  in range s ta tem en ts  h a s  not been  done. This is b e c a u se  the  skills listed below  a re  intended to b e  u sed  in 
the  context of all the o ther specific outcom es, and  th ese  h ave  range sta tem en ts  which have been  differentiated.

A SSESSM EN T CRITERIA RANGE STATEMENTS

1. A  critical understanding of the  natu re and  
u s e  of so u rces  and  ev idence is 
dem onstra ted  oy:

« dem onstrating  an  understanding  of the 
difference betw een sou rces  an d  evidence

• gathering  and recording information from 
so u rces

• deducing  and  synthesising information 
from so u rc e s  and  evidence

• show ing resp ec t and  sensitivity in deriving 
and  using  information from hum an  and 
o th e r so u rces

• recognising  the  integrity of so u rces
• recognising the problem atic nature of 

so u rc e s  and evidence
• evaluating the reliability of so u rces  and 

ev idence  in specific contents
• detecting  b ias in sources and  evidence
• recognising  that bias is inheren t in 

know ledge and  its use
• using so u rces  and ev idence to formulate

Exam ples include:
a  sou rce  provides information; analysing a  num ber of so u rces  might provide evidence for a 
conclusion to be m ade
interviewing som eone and writing down w hat h e  or sh e  says , in order to find out about 
w hat h appened  long ago
show  ev idence of the  u se  of resource cen tres such  a s  libraries 
com bining different accoun ts  o f an  event to  m ake a  new  version 
respecting confidentiality
appreciating the particular circum stances under which a  sou rce  w as m ade
sou rces  might have been  altered; evidence b ased  on so u rce  of one kind only might not be
valid
by com paring different accounts of the  sam e event
recognising w hen som eone h a s  prom oted his or he r own interest, or perspective 
ell know ledge can be b iased  in sam e  form
collecting evidence to u se  to prom ote the protection o f the  environment; writing an  account 
on the  b asis  of the  so u rces  found and  ev idence deduced
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argum ents and  to  s ta te  a  position

2. Ability to m ake inform ed judgem ents is 
dem onstrated

C om petence in the application of graphic 
techniques is dem onstra ted  by: 
accessing  and interpreting graphically 
represen ted  data 
representing d a ta  graphically 
translating data from one form of graphic 
representation to ano ther 
analysing graphically rep resen ted  d a ta  
considering the problem s of relevance and 
b ias in graphically rep resen ted  data  using 
graphically rep resen ted  data

The ability includes:
clarification of attitudes and  values (e.g. recognition of different perspectives on an issue) 
distinguishing betw een conflicting values
em pathising, i.e. understanding peop le 's  behaviour in the context of their circum stances, 
both p as t and  p resen t (e.g. suspending prem ature and  uninformed judgem ents of other 
people 's behaviour: appreciating the opportunities and  constraints facing people in different 
situations)
evaluating the merits of different perspectives

T ypes of graphic representation, to include:
• graphs { p.g. pie, line, bar)
e flow diagram s, illustrations (annotated and other)
• cartoons and o ther drawings
•  photographs (vertical, oblique and  orthophoto)
•  time lines:
•  m aps (e.g. of different scales, a re a s  subject matter, tim es/dates, a rea s , showing contours, 

sketch and accurate) etc.
Interpretation, to include:

decoding of sym bols and  signs
• recognising s h a p e s  and features from different perspectives
• using a key
•  reading m aps (e.g . using sca le  to m easu re  d istance; finding direction and  fixing position; 

using contours to identify iandforms and features)
Analysis, to include:

relationships and  patterns (over time and space) ra tes  of change

U ses:
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4. Independent and  co-operative learning 
skills that prom ote critical understanding of 
social and  environm ental issues are 
dem onstrated

5. A system atic  approach to problem solviny 
in the hum an and social sciences Is 
dem onstrated , by:

•  identifying the problem s
.  gathering information by appropriate 

m eans
» analysing the  context, com ponents and 

c a u se s  of the problem
• formulating research  questions and 

hypotheses

Making
inferences 
decisions 
recom m endations 
evaluations 

Explanation, to include:
proposed routes and  o ther developm ents 
im pacts of even ts in the past 
changes over time

differences/sim ilarities from place to place

Skills of working in a  group, to include:
.  those associa ted  with roles (e.g. facilitator, note-taker)
.  those associa ted  with sharing ideas ( e.g. listening, responding supportively, participating 

actively, evaluating ideas, accepting critical comment)
» those  associa ted  with synthesising and  lnte; * g  ideas
• those associa ted  with m anaging the process ’eping time, allocating and taking

responsibility for tasks)
S kills of workino independently, to include:
-  personal skills (e.g . Initiative, self discipline)
.  selecting and integrating these  two se ts  of skills a s  appropriate for the task  
.  reflecting on and  evaluating p rocesses  of individual and  group work

Fxam oles include:

m easuring, interviewing, analysing docum ents, using questionnaires and surveys 
the  question the  researc h  is expected to  answ er; the  anticipated answ er (if... th e n .. .) 
choosing a suitable m ethod of research , or more than one 
communicating p roposals to all stakeholders; taking account of feedback 
in term s of values associa ted  with the constitution and  o ther asp ec ts  of hum an rights; of 
their impact, for their feasibility
considering how successfu l /  unsuccessful they have b ee n  and why

!
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