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Ahstract

A number of profound chang. ccurred in South Africa once the apartheid system
was removed. One of the most noteworthy of these changes was the merging of
nineteen racially defined education departments into one national department and nine
provincial departments. Provinces were divided into regions that were further divided
into districts. The focus of this study is on the role played by the Gauteng districty in
improving the quality of education after the first democratic elections, period 1994
until 1998. The study starts by underlining the fact that any definition of the concept
quality is problematic. It argues thét the concept of quality is elusive and that one’s
definition of quality depends on the context within which the word is used.
Characteristics of quality education rather than a definition are given. The challenges
"ced by the districts in improving the quality of education and implemeni‘.ing policy
are discussed. This is followed by a discussion of the context within which the
districts functioned and of the strategies they put in place in an attempt to impact
positively on education. This discussion leads to an examination of the role of the
districts in improving the quality of education. The study concludes by arguing that
the districts functioned in a complex situation: some of the district officials were new
in office, there was insufficient human and physical resources, lack of proper co-
ordination at various levels (national, provincial and district) of education governance,
and the state of transition from apartheid to democracy further complicated the issue.
This study further concludes by arguing that because of the complexity of the
situation within which the district officials functioned, the districts could not play a

meaningful role in improving the quality of education.
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INTRODUCTION

After the establishment of the first democratic government, in
South Africa atterpts were made to decentralise the previously
centralised education system. A devolution of power, as it were,
occurieﬁ, with control being vested at school 1level, via
provinces and districts, than in the national department of
education. Although during the apartheid era there had been some
forms of decentralisation, major issues such as examinations and
supervision, school organisation, curriculum and teaching
methods, teacher recruitment and compensation and all matters
involving finance where decided upon at national levei (NEPI,
1992) . In view of the fact that major education mattersawere
centralised, districts could not directly have much impact on

improving the quality of education.

- Central to the current government’s policy practice are attempts
to address issues of democraty, equity, redress, quality, and
efficiency. In th.s light, the kind of decentralisation talked
abouf in the post-apartheid South Africa should be aimed at
giving sufficient powers to the districts. Such powers would,
hopefully, enable districts to have a direct impact on improving

the quality of education.



AIM OF THE STUDY

This study aims to investigate the role played by districts in
developing and implementing strategies that may have a positive
impact on improving the quality of education. It also looks at
the obstacles and difficulties that micht have hindered districts
from performing their functions, and at how such obstacles could

have been avoided. The following issues are dealt with:

i. the efforts undertaken by the districts in helping schools
improve the quality of education.

ii. the kind and nature of programmes introduced at district
level with regard to.quality education.

iii.the powers bestowed upon districts to enable them to have
a direct impact on quality education.

iv. the involvement of the districts in education policy
making.

v, possible results and long term developments in education.

RATIONALE

South African education in the post apartheid era has been
characterised by problems such as teacher strikes, wviclence in
schools, poor matric results, and disparities between former
model C schools and black schools in terms of razscurces. The

teacher rationalisation programme was implemented despite



unanswered questions concerning the rationale of the programme
and the possible negative impact such rationalisation would have
on education. This challenges policy researchers to begin to
critically engage policy makers in South Africa about the way in
which they overlook context and practicability in the policy

Process.

The following qgiestions need to be raised: how are education
policies related to education practice? What roles dokprovincial
and particularly district officials play in the education policy
process? Shoiild such officials only serve to implement policy
formulated at national level or should they also be involved in

the policy formulation itself?

The central argument in this study is that successful education
at school level relies to a large extent on the effectiveness of
districis since districts serve as link between policy makers and
policy implementers (in as much as they are policy implementers).
They are the link between the national and provincial governance
and the schools. If district officials are to execute their roles
and responsibilities they should understand the context of each
school within their allocated area. They should know the
weaknesses and strong points of various schools. They should have
good relations with principﬁis and teachers who should be able
to discuss the!: :rablems with them, (and this should include not

only academic prcuiems but problems concerning working conditions



as well). District officials should also intervene where
necessary to ensure efficient day to day running of schools. They
should also participate directly in educati » ¢, Licy making and-
in this way be able to improve the quality ... <« '!cation offered

in schools.

OUTLINE OF CHAPTERS

CHAPTER ONE

Literature Review

This chapter starts off by discussing the concept : quality
education. As the concept is elusive, no definition is given.
Instead, characteristics of the concept are discussed. Then
follows a discussion of possible failures and successes of policy
implementation. Consideration is given to the factors that are
necessary for successful policy implementation, and of“\éhe
factors that should be avoided if policy implementation is to

succeed.

Arquments advanced in this chapter are that, quality education
assumes different meanings at different times. The
conceptualisation of quality education in each period is guided
by the political, social, and economic needs and goals of a
particular country or institution. Furthermore, the chapter

argues that the improvement of quality of education depends to

4



a large extent on the enabling factors and conditivn~. Such
factors and conditions include sufficient human and capital
resources, g¢good maragement and governance, educators and

learners’ preparedness.

CHAPTER TWO

METHODOLOGY

This chap*er looks at the processes by means of which this stﬁdy
was conducted, and considers the ‘tools’ used, these being
interviews and literature. The limitations and constraints of the

‘tools’ are also discussed.
CHAPTER THREE

This chapter discusses the context within which the districts
functioned. The central argument put forward is that the context
was not favourable for programmes put in place by the districts

to be effectively implemented.
CHAPTER FOUR

Discussed din this chapter are the strategies the district
officials put in place to impact positively on the quality of
education. Despite the constraints that the districts functioned
under, they put in place programmes which could help them impact

5



positively on education. It is argued that the programmes were
rendered ineffective mostly by lack of an enabling environment

than by inherent weaknesses in the programmes themselves.
CHAPTER FIVE

This chapter considers the role played by the districts in
improving the quality of education. It is argued that the role
of the district was quite complex, and that due to the complexity
(discussed in details in chapter 3) they could not play a

meaningful role in improving the quality of education.
CHAPTER SIX

In this c¢oncluding chapter, a summary »f what has been discussed
in all preceding chapters is given. Then recommendations for
districts to consider if they are to maintain their efforts in
improving th@ quality of education follow.

i

Apperidices

Found in the appendices are the results of the fieldwork part of

this study.



CHAPTER ONE

LITERATURE REVIEW

1.1 Introduction

The review of relevant literature looks at a number of issuég
that are linked to the provision of quality education within
districts. Acknowledging the fact that the concept of quality
education is elusive and contentious, the review starts first by
discussing what quality education means. Secondly, it looks at
what the role of the districts is in contributing to education.
It then examines the controversies and implications around policy
implementation. Lastly, it discusses the obstacles that might
hinder the districts in their attempts to improve the quality of
education. The latter is discussed within the contekt of the
opportunities available to districts to impact positively on the

quality of education.

1.2 What do we Really Mean by Quality Education?

Quality education is an elusive concept. An attempt to define
what quality education is can only leave a lot of questions
unanswered and some issues unaddressed, thereby throwing itself
open to criticism. It would appear to be wiser to describe

characteristics of gquality education than to define it. No
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universal definition can clearly cay ve what the concept

entails.

The following have been suggested as reasons for the elusiveness
of the concept of quality education: schools are located in
varying Venvironmental contexts (developed and undeveloped
cocuntries and/or areas); schools are not equally equipped in
terms of human and material resources; the norms and values
within which schools are located are alsc different (Reynolds et.
al, 1996 & Scheerens, 1992). 1In one way or another when
researchers conduct their studies such factors (as environmental
differences and inequality of resources) influence their findings
about what quality education is. For instance, a researcher who
has conducted his/her study in a developed area will come up with
different findings from one who studied in an undeveloped area.
The findings might also be influenced by the norms and values of
what is perceived to be good education in that particular area.
Other factors such as economic growth, employment, and the
researcher's interpretation of these factors might also influence

the findings (Reynolds et al, 1996 & Schesrens, 1992).

Research projects undertaken on quality education in, for
instance, the Netherlands, Britain, Botswana and South Africa,
may yield findings which may vary from one another in that the

research would have been conducted in different contexts.



However, there are likely to be some characteristics of which

appear to be common to these different countries.

A key feature of quality education amongst various authors is its
efféctiveness (Reynolds et al, 1996; Reynolds & Cuttance, 1992;
Hillman et al, 1995). School effectiveness used to be measured
by factors such as teacher to pupil ratio; number of books in the
library; tracher qualifications and class size (Ridell & Brown,
1991 and Chapman & Carrier, 1990). A view that is held by many
researchers is that the smaller the class size the more
successful the teaching and learning that takes place (Reynolds
& Cuttance, 1992: 8). Likewise, the availability of resources
such as a well-equipped library is also viewed as another factbr

that can enhance guality education (Chapman & Carrier, 1990: 26).

The problem with these views is that they éﬁsumévfﬁat the
charecteristics of gquality education are formulations of
universal processes and that schools are homogenous (Carrim &
Shalem, 1993: 59-83). They do not take into consideration the
fact that, for instance, even if schopls have qualified teacliers,
their positive impact on the quality of education depends on
other variables. These may include, for instance, the commitment
on the side of both teachers and pupils, the leadership and
méﬂagéﬁent of the school, commitment on the side of the district
fo improve the quality of education, and many other related

factors (Rosenholts, 1989; Scheerens & Creemers, 1989). It can



be concluded that factors such as teacher qualifications and
number of books in the library are not completely irrelevant.
They only become irrelevant when they are not linked to the above
mentioned variables. The effectiveness of the books in the
library, for instance, 1is determined by, among other factors,
their appropriateness in meeting the needs of the learners

(Hanuschek, 1989; Gray, 1990; Hedges et al, 1994).

In South Africa, it is difficult to measure quality education in
schools as these do not share resources because of the injustices
of the past. However, Carrim & Shalem (1993: 59-83) argue that
even wnere resources are minimal, quality education can still be
measured. Quality education in schools should be measured

according to how schools utilise their available resources.

If one could agree with this view as postulated by Carrim &
Shalem (1993: 59-83), then measuring quality education would not
be that much of a problem. However, it would still leave some
questions unanswered. For instance, how do we explain a situation
where in a school students perform well from grade eight to grade
eleven but produce poor matric (grade twelve) results? Can we
conclude that quality education is prevalent in such a school?
Do we judge the school according to grades that perform well,
or do we look at the poor matric results? Furthermore, if we say
the school has had quality education due to its good performance

in lower grades, how do we prove it to those who use matric

10



results as a ..gn of effective schooling? Whatever conclusion we
might arrive at, there might still be factors that might render

such a conclusion questionable.

For Reynolds et al, (1996:2) effective schools can be measured
on the basis of the extent to which they are given resources and
means. Such schools should be able to fulfil their objectives
without incapacitating those resources and means, and without
placing undue strain upon teachers and learners. They further
argue that there is nothing like an ineffective school. Rather,
people should be able to talk of different degrees of
effectiveness, otherwise an ineffective school should not have
a place in a society (op cit). In South Africa for instance, (if
we are to follow this argument) even schools which produce poor
results are to some degree effective because they still have a
number of students who pass. They happen only to have a low
degree of effectiveness and the degree of effectiveness can be
improved. The message that this conveys to South African
education is that quality education can be produced everywhere,
all schools have potentials to rise beyond their current
performance. The schools can improve if they get proper support
from the districts in the form for instance, teacher
compensation, teacher development, monitoring and physical

resources.

11



But what exactly characterises guality education?

Various authors come up with several characteristics of quality
education (discussed in detail below) (Elmore, 1996; Levine et.
al 1979; Badge, 1985). Whereas there are different viewpoints on
what characterises quality education, there &are a 1lot of
similarities as well. The popular view seems to be that a
district whose schools have quality education prevailing will
display some of the following : ((i) quality leadership and
management at school level, (ii) commitwent to equip learners
with basic skills and knowledge (curriculum frameworks), (iii)
teacher development and inspection, (iv) alignment/coherence in

instructional tools, parental involvement).

Effective Leadership and Management at School Level

Effective leadership and management is one of the factors that
generates a collective vision and has clearly defined objectives
and goals. This is leadership with a purpose which, involves
stakeholders (particularly the community) in the running of the
school and promotes accountability to the people it serves
(Elmore, 1296; Reynolds & Cuttance, 1992: 30; & Dimmuck 1893:5),
Districts have to ensure that schools have this kind of

leadership and management style.

12



Commitment to Equip Learners with Basic Skills and Knowledge

(Curriculum Fra' 2works)

Equipping learners with basic skills and knowledge is likely to
happen when standards are set for education at district level and
these "are passed down to the schools. The basic skills and
knowledge should then aim at equipping learners with high order
skills such as analytical skills and problem- sgdlving skills.
Teaching and learning should be more learner-centred than
teacher-centred (Ridell & Brown, 1991 & Levine et al, 1979: 63-

80) .

Teacher Develcpment and Inspection

Districts have to look into questions of teacher development. It
should not be assumed that once teachers have qualificationsg they
have all that is required to contribute to quality education.
District officials need to visit schools mores frequently and
observe teaching and learning. In this way they will be able to
recognise areas which need improvement and after discussions with
teachers give some recommendations and advice (Reynolds et al,

1986: 118; Fullan, 1992 and Dimmock, 1993).

Alignment/Coherence in Instructional Tools ~

Teaching and learning can be more effective if all the above-

13



mentioned factors can be approached as &an entity or as a system
50 as to ensure coherence in all instructional tocls. Otherwise,
if instructional tools are improved without consideraéion being
given to other contextual factors, there will be an imbalance
that is counter productive to quality education. For instance,
if teacher development cannot be looked at within the context of
students' level of performance within the district and within the
context of the availability of resources, the development will
not be effective (0 Day & Smith, 1993: 250 and Elmore, 1993:

97} .

Parental involvement

Involvement of parents in the education of their children is
crucial. Once parents are held responsible for factors such as
punctuality, attendance and classroom assignments of their
children. they are likely be able to see the importance of their
role inkaducation. Their involvement will help build a good
relationship Dbetween themselves and the schools; thereby
fostering in the parents a sense of ‘ownership’ of the school
(Levine & Lezotte, 1990 and Badge, 1985). The relationship will
help teachers to understand the learners’ background better as

communication between parents and teachers will be encouraged.

14
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1.3 THE ROLE OF THE DISTRICTS IN IMPROVING THE QUALITY OF

EDUCATION

Districts have a major role to play and the state needs them if
education policies are to be implemented effectively. Those who
argue for a decentralised system ten?d to emphasise that the
central government is too far away from the communities to bé
able to see what is going on. Coombe (1996) & Elmore (1993),
writing on the South African and American contexts respectively,
agree that it (central government) may not identify the needs of
various communities or if it deoes, it may not understand them
within their proper contexts. Districts exist to address such
issues. The national level of governance makes a lot of education
policies that are sometimes difficult for people on the ground
to understand perhaps due to the language used. Usually the
government does not allow itself time to go down and explain such
policies to the people (Coombe, 1996: 26). Districts are more
suitable to execute this task. Elmore (1993: 103) says that the
government cannot reach the entire nation all by itself.
Provinces also cannot effectively reach all school communities
and this results in some communities getting all the attention,
while other communities get no attention at all. This at least

what can happen, if districts are not made use of.

15



'1.3.1 Possible strategies for districts to improve the quality

of edvycation

In South Africa, given that issues of equity and redress in
education have to be addressed, the work performed by districts
is even more necessary. Districts can address these issues by
giving priority in terms of fund allocation to disadvantaged
schools. Since the funds that the districts receive are limited,
they can organise schools into clusters and buy resources for
them as clusters (Coombe & Godden, 1996:26). This will also

promote collaboration among schools.

Organising schools into clusters will be more effective when
there is a balance in terms of the allocation of resources. Some
of the disadvantaged schools should be grouped with the
advantaged schools for purposes of sharing facilities. This can
also help where one school within a group of schools has an
effective teacher in a particular subject as she/he can be used
to help others improve (Coombe & Godden, 1996: 7 and Coombé,
1996: 25). Reflecting on case studies they conducted in Michigan,
Spillane and Thompson (1997: 195), argue that in a case where one
school has a lot of teachers who are good in one particular
subject, when another school has teachers who are relatively
poor, an arrangement to exchange can be made. This will ensure

that all schools within a district have almost equal resources.

16



A message that this gives to districts 1s that they should
orientate schools to look not only at the success of their

schools but at the success of the entire district.

The willingness to work together in groups can be possible only
if districts can take it upon themselves to instil a sense of
trust and transparency between and among schools (Spillane &
Thompson, 1997:196). Districts should create a good relationship
between themselves and individual schools. They should know what
the needs, weaknesses and strong points of an individual school
are and should discuss them with the school. This will be
possible only when districte allocate time to visit schools and
observe teaching and learning. Since districts are well placed
to know the weaknesses and strong points of other schools, they
can then consult with a successful or promising school to help
others. They can also inform the struggling schools as to where

to get help (Coombe, 1996: 25-26j.

Alternatively, a district can arrange a meeting for a cluster of
schools to discuss their problems, then come up with ad hoc
working groups to address such problems. In a case where funds
are needed, the schools could inform the districts. This would
probably only be done if it is not within the school’s capacity
to fundraise or if fundraising is going to consume time which
would be better spent on teaching and learning (Coombe, 1996:

29) . ‘
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A good relationship between districts and schools can encourage
the community to help the schocls. The community should be
informed about what is going on in the schools, even about the
changes of policies and the introduction of new policies. They
should be made to feel part of the schools. Once this is so, they
can take up issues of fundraising on behalf of the school. The
district should then assist in equipping them with fundraising
skills (Coombe & Godden, 1996: 29). The community should not be
consulted only when there are problems. Rather, it should be seen
as part of the education system. The districts should give the
communities a chance to raise their opinions and objections about
policies and such objections and opinions should reach the
provincial level through the districts (Cocombe & Godden, 1996:

8).

Districts have a great deal of potential and they could be doing
more to improve education than what they are doing now. The
crucial question of the curriculum is something they should be
having a grcater influence on since they are closest to schools
and should know what goes on in schools {Coombe, 1996: 28). They
should know more about teacher development than the government
kriows since they are supposed to visit the classrooms and observe
teaching and learning. Their classroom observation and their
discussions with teachers should position them to be better
informed about how quality assessment can be achieved. They

should be able to get ideas on how issues such as assessment can

18



be improved. Districts should challenge the national education
department. They should not wait for it (the state) to call upon
them for their views. They should use every opporturnity thev get
to be involved in education policy, and they should not overlook
their responsibilities by passing them down to the schools

(Eimore, 1993: 116).

1.4 CHALLENGES THAT DISTRICTS FACE IN THEIR ENDEAVOURS 70O IMPROVE

THE QUALITY OF EDUCATION

Elmore (1993: 103) says an acknowledgement has to be made that
districts work within particular constraints which might be a
reason for them not to deliver as expected. Districts are
expected to implement policies that they never participated i%
making and they are not given enough funds and training té
implement them. This is what O’ Day and Smith (1993: 250) cali
‘lack of vertical and horizontal coherence’ at various levels of
education governance. By this they mean that there is no
alignment between the national, the provincial and local levels
of government. The naticnal government formulates policies and
expects other levels lower down in the hierarchy to implement
these without proper support in the form of funds and training.
It also expects them to do so without involving them in other
stages of policy making such as in policy formulation and policy

adoption.
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Writing about Michigan context, Spillane and Thompson (1997: 187)
argue that policy makers {who in this case would be at the
national 1 of education governance)rshould take it upon
themselves to teach the implementers (who in this case would be
at the district level and schools) about how to go about
implementing policy. Since the district officials do not
participate in the initial stage of policy making, they might not
understand certain policies themselves, and this might explain
why thev end up leaving some issues, such as the curriculum to

the teacher in the classroom. Elmore (1993: 113}, referring to

3y

the American context, says that curriculum issues are a difficulf
enterprise and it is not surprising when districts overleok them
and concentrate on issues that are not directly linked to
education such as budgets, pupil behaviour, and parents’

complaints.

Elmore (1993: 98) argues that districts receive no motivation
from top leadership i.e., from those working at provincial and
national 1levels. The top leadership is concerned with the
schools. Rewards are given to schools, not to districts; so the
districts suffer (Elmore, 1993: 98). Districts seem not to have
sufficient powers to exercise over schools. This might be a
reason why they find it difficult to organise them into clusters

and make them share facilities.

20




In South Africa the problem goes beyond refusal to share
resources. Some schools, particularly former Afrikaans schools,
would be unwilling to admit black pupils, and it usually takes
a long time before such matters are resolved (True Love, August
1998) . The inability of districts to intervene in such matters

demonstrates that they (districts) have few practical powers.
1.5 Policy implementation

Since this research is basically about successes and failures of
policy implementation, it becomes imperative for the concept of
policy implementation to be discussed. The concept of policy
implementation raises a number of arguments and concerns. The
following questions for instance can arise: When is a policy or
innovation ready for implementation? Who should be involved in
the implementation process? How best can the process be

monitored? How often should it be assessed?

Fullan (1992: 21) argues that the main concern of implementation
is what happens in practice. Implementation is abotf\ the
characteristics of the actual change and the factorsv and
processes that are at play to influence change. The ways in which
people at the implementation stage grapple with new ideas,
programmes, activities, structures, policies, are crucial during
_ the ©process of implementation. Why certain implementation

strategies fail and why others succeed alsc becomes important

21
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when we try to understand what implementation is. Fullan
(1992:26) further argues that the success cf implementation
depends on the combination of a variety of factors. For example,
in education, factors such as the make-up of the local district,
the preparedness of principals and teachers at school level, the
availability of resources, etc. are crucial for implementation
to be successful and effective. No single factor can be

responsibla for successful policy implementation.

Policy implementation becomes problematic once policy-making is
detached from or not informed by what goes on at the level at
which implementation should take place (Pressman & Wildavsky,
1973:143) . For policy makers to be more effective, continual
monitoring has to take place. Availability of resources,
strategic planning, the setting of timelines, etc. can be
rendered futile if monitoring is not done regularly. Chapman
(1990:197) claims that monitoring implementation must be carried
out in order to detect needed changes in the program designs, to
identify logistical weaknesses that threaten the success of the
program, to train, to police and to provide an incentive to
implementers. While monitoring may be undertaken to serve more
than one of the above purposes, not all of these purposes can
simultaneously serve as reasons for monitoring. In fact, Chapman
(1990:196) argues that there are conflicts between some of these

reasons for monitoring.
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Monitoring can serve as some form of incentive. In the South
African context for instance, when teachers know that their
efforts to implement curriculum 2005 are monitored, they may feel
that what they are doing is important. Therefore, they might put
more effort into being creative and into following the teaching
guidelines supplied to them knowing that someone will be coming

to say “well done” or “you need to improve certain areas”.

It is crucial for policy-makers to actively involve those they
consider as policy implementers in the early stages of policy-
making. Such an involvement assists in creating a sense of
ownership. It facilitates a clearer understanding of the concepts
invelved (Huberman and Miles, 1984; and Fullan, 1?Q2). A mistake
usually committed by policy-makers is that they expect policy
implementers to own policies overnight even before they can
engage rigorously with the content and implication of the policy
text. It can be argued that policy ownership is a process and
people tend to readily own something when they have participated

in the making of it (ibid.).

Writing from within an American context, Hargreaves (1989) =&
Fullan (1991) say that one of the most common hindrances to
policy implementation or even to change is resistance. In the
education field in general and particularly in schools, teachers
who have been in the teaching profession for a long time find it

difficult to change their way of teaching. They feel they cannot
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change their methods of teaching which, to them are effective and
with which they are comfortable. Having ton change the methods is
like changing the structure of the building by breaking it,
having to then build all over again using a new plan. The
situation becomes a complicated in that not only does the working
environment have to be kept stable, but also people's
professional 1lives have to be protected in the process of

effecting change (Hargreaves, 1989 and Fullan, 1991).

Fullan ({1992:25) argues that coupled with resistance is the
pressure experienced by policy implementers, particularly if they
did not participate in the process of policy-making at its early
stages. The pressure becomes a hindrance in that the implementers
find themselves having to implement a policy they are not really
familiar with. Along the process, implementers might £find
themselves not knowing whethex they are on the right track or
not. This is particularly the case when not enough support is
recelved from higher authorities. In this sense pressure becomes

negative (Fullan, 1992:25).

Fullan (1892:25) further argues that pressure in policy
implementation couid be made into something positive if more
support is given to implementers. It would be positive in that
the more people feel pressurised about something, the more they
want to have it done. With support, the necessary things get done

guickly and effectively. Pressure without support can result in



policy implementation being a failure. This becomes the case when
people who have been in the system before decide to leave and are
replaced by those who might not have the requisite capacity to
be policy implementers or who are not well-versed with policy

matters {(Fullan, 1992:25).

Policy implementation involves alterations in behaviour and
beliefs. Before new policies are introduced players already have
their own beliefs about how things should be done, what should
be done when, how and by whom. For instance, the school governing
body (SGB) system was introduced less than four years ago into
the South African schools system (Department of Education, 1296).
It gives more powers to the SGB than used to be the case. Now,
if players' beliefs are not dealt with, the implementation of the
SGB's powers and functions might cause conflict and problems in
schools. As possible power struggles between various authbrity
figures develop, more skills become necessary. As Fullan
(1992:22) has said, players at implementation level need new
skills, new perceptions, positive attitudes, commitment, for them

to effect new changes.

The policy environment should be taken into consideration for
policy to be implemented  successfully. The level of policy
understanding by all stakeholders involved 1is critical. The
context of where the policy is to be implemented needs to be

considered (Pressman & Wildavsky, 1973:143). Fozhiﬁstance, in
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schools the stability of the culture of teaching and learning
will determine the pace of policy implementation. The resources
(human and physical) are also important in ensuring effective
policy implementation. If there are insufficient human resources
(which, could be called understaffing), the implementation of new
policies will draw heavily on the already limited time of the
available staff. They will have to cover more work and the time
constraints will come as a hindrance to the success of policy

implementation (Kogan, 1975: 59).

Dimmock (1993) & Wilby {1986) drawing from conclusion surveys
done in Australia, New Zealand, Canada;, USA and the United
Kingdoms caution us about the effect of teacher unions
involvement in policy implementation. The reaction of teacher
unions to the implementation of some policies that might not be
in favour of some teachers raises concern, and suggests some
strategies to be employed on implementing such policiés. The
question is the extent to which the teacher unions sheould be
involved in policy-making. If they are fully involved, would the
process not he manipulated in accordance with the unions’ own
political interests? If they are only partially involved or not
involved at all, would the unions not become a hindrance to the
success of policy implementation? (Dimmock, 1993 & Wilby, 1986:
63-72) . In South Africa, for instance, the teacher -
rationalisation policy caused a serious conflict between the

government and teacher unions. This resulted in a national
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teacher strike. According to the government the policy was
relevant in that it aimed at ensuring better education for all
and at minimising costs spent on education perscnnel. For teacher
unions the policy was found to be problematic in that it leaves
some teachers either with a temporary teacher status or uncertain

about their permanent status (Chudnovsky, 1998: 26-29).

The policy-makers' vision of addressing issues of equity on
grounds of race, gender, disparities, disabilities, etc. makes
the education department vulnerable to criticisms and -
accusations. Schools which had to adapt to changes to demonstrate
their non-racist, non-sexist, character by sharing their
resources with disadvantaged schools could become uncooperafive
and criticise without acknowledging the efforts done by the
districts, thereby serving more as fault-finders (Chapman, 1990
and Hargreaves, 1989). Such uncooperative tendencies can slow
down the pace of implementation, as along the way there are cases
of discrimination that would need to be resolved, thereby

®
delaying the implementation process.

When eénough power is not given to people who are close to
implementation, the pace of the process becomes slower. In
education for instance, the pace will be slowed down if the
districts and schools do not have sufficient powers to decide on

certain matters relating to policy ilwmplementation.
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The tension between ensuring continuity whilst at the same time
attempting to bring fundamental reform is often evident in policy
implementation (Chapman, 1990 & Hargreaves, 1989). The fact is,
in any reform process not evervthing can be discontinued. Certain
things will be carried through from the past and might last .
years after the institution of reform even though they are not
necessarily compatible with reform, whilst others will endure for
a while and then discontinue as the policy implementation occurs.
Ball (19290: 3) argues that in policy-making "discontinuities,
compromises, omissions and exceptions are also important.

Sometimes they are of prime importance”.

Friedman (1995: 1-21)) argues that in many countries the design
and subsequent implementation of policies is done without
sufficient research about the intended beneficiaries, about the
options that can best achieve certain objectives, or about the
actual impact of the programs implemented. This might result in
 évai1able resources being wasted in that without the basic
information prioritisation of basic needs of the population is
difficult, if not impossible. In many countries, no serious
attention is given to the impact of policies on efficiency,
effectiveness and equity. The lack of attention to detail, and
potential consequences particularly, can also be the result of
policy-makers not being directly affected by the inefficiency of
implementation (Friedman, 1995: 1-21). People who are often

directly affected by the consequences of bad policies (policies

28



which do not take into consideration the context of
implementation) are those closer to implementation. In this case
such people woult be stakeholders (parents, trachers and

learners) at school level

Friedman (1995: 1) argues that po.icy-makers might know what they
would like to achieve, but they might lack the sufficient know-
how reqguired to realise their goals. It is for this reason that
policy makers need researchers to obtain an in-depth knowledge
of the environment in which they operate if they are to make
informed policies. Jansen (1998:56) argues that education
policies fail due to an ".. over-investment of the state in the
political symbolism of policy rather than its practical
implementation. Social policy carries a broader symbolic

significance than its simple technocratlc ends..".

Policy implementation has to be accompanied by sufficient
professional development. Furthermore, other stakeholders who are
directly involved in or affected by, the process should receive
training when necessary. There should be the development Qf;a
training academy for districts together with the creation of a
schooul environment which fosters continual training (Hogwood and

Gunn, 1984; and Chapman and Carrier, 1990).

Apart from school level, policy implementation relies to a great

extent on the willingness and commitment of the principals. If
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princ’ .als do not possess the necessary skills everything can be
held up (Jansen, 1998:56; Hogwood & Gunn, 1984; and Chapman &
Carrier, - 1990). It 1is argued in Education Development &
Mariagement (1994) that what sometimes contributes to some
principals' inefficiency and ineffectivenesrs is the fact that
principals are not trained as professional managers. They have
been promoted from teacher level to become Heads of Department,
and then to principals without adequate preparation and induction

for their final positions.

There are people who are central to policy implementation (in
schools for example, these would be pringipals and teachers),

without whom the process will not occur at all. To ensure the

participation of such stakeholders, the state must have strong '

and endowed with enough organisational and institutional'capacity
and resources to be able to manage viable systems and governance.
In addition, the state must show commitment by mediating between
different groups and must assist in the empowerment of the

weakest civil society groups (Keane, 1989: 31-41).

Pressmann and Wildavsky (1973:46) argue that the success of
policy implementation depends upon linkages between different
organisations and departments at the local level. This being the
case, such linkages have to produce a degree of cooperation and
rapport between agencies. Should this be‘achieved, commitment and

cooperation on the part of within different stakeholders will be
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mngendered. Jansen (13898: 58) argues that sensible policy
formulation and successful policy implementation depernd on a

political commitment.

For policy implementation to be effective different roles need
to be clearly ident:fied. All participants in the implementation
process should know job descriptions of all stakeholders so that
peoplie know exactly where to go when seeking advice. The
participants should know with whor to lodge their complaints and
should know who will take responsibility should delivery not take
place (Fullan, 1992; and Dimmock, 1993). Hogwood and Gunn (1984;:
205) advise that in moving towards implementation there should
be detailed specification of the tasks to be performed by each
participant, together with clear indication of the sequence in

which such tasks are to be performed.

There is a need for indicators of quaiity and efficiency to be
decided upon prior to implementation. Indicators should include
the basic resources or regquirements to make a policy successful.
In education, indicators would be the timeous supply of
textbooks, workbooks and curric-lum guidelines (Gray & Hannon,
1986: 23-33). The involvement of skilled/informed/ trained
teachers in curriculum-related issues and/or lesson delivery
should not be overlooked and would be ancther such indicator. The
pass and failure rate of learners per grade in each year should

be monitored, so that support can be given more to schools which
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struggle without completely neglecting successful = schools
(ibid.). When there are benchmarks in place, assessment and

evaluation of improvement becomes less difficult.

In conclusion, the literature review leads one to assert that the
improvement of quality education depends to a large extent on the
enabling factors and conditions for education policy
implementation. Sufficient human and capital resources,lgood
management and governarnce, educators (office and classroom-
based) and learners’ preparedness are crucial if the
implementation of education policies is to be successful. Once
such factors are in place, issues of monitoring, professional
development, setting of indicators for quality and efficiency,

and clear job descriptions can be realised with less difficulty.
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CHAPTER TWO

ME THODOLOGY

2.1 Introduction

This study was made possible through data gathered from
interviews and an extensive review of literature. In this
chapter, the method used is presented in more‘detail. First, the
chapter discusses the selection of districts which served as case
studies for this study. I* then looks at interviews held with all
stakeholders who participated in the study. Finally, it discusses

the way in which schools were selected for interview purposes.
2.2 A Case Study of Six Distriets in Gauteng

An application to be granted access to schools and districts was
made to the Gauteng Department of Education. Gauteng Department

of Bducation consists of three regions, Southern, Central and
Northern regions. Two districts were selected at random from each)
region in order to obtain a broad picture of what goes on
in the entire province. Three schools per district on

average were selected for the interviews (the selection

process is discussed later).




2.3 Interviews

In a wider context, interviews can be used to achieve various

goals. An interview can be defined as;
a two-person conversation initiated by the interviewer for
the specific purpose of obtaining research relevant
information, and focused by him on content specified by
research objectives of systematic description, prediction,
or explanation. (Cannell and Kahn, 1968 in Cohen and
Manion, 1994: 271)

Interview questions were semi-structured to allow Zfor more

probing into relevant issues. The interviewer found the method

used appropriate for the kind of questions and issues looked at

for this study.

2.3 1 Interviews with district officials

For the purpose of this study, districts were given names
district 1 to 6. This was done for reasons of confidentiality.
The study aligns itself with the suggestion made by Frankfort—
Nachmias and Nachmias (1992) that researchers preserve the
confidentiality of all information received and of the identity
of research participants. Information should only be disclosed

with the consent of the participants (interviewses).

In districts 1 and 2, interviews were conducted with heads of the
teaching and leaining unit (the unit responsible for matters

related to the classroom and its practices), heads of the
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auxiliary services unit (the unit responsible for providing
psychological services in schools)and heads of the development
unit (the unit responsible for the physical environment of the
school). In district 3, 4 and 5, interviews were conducted with

the heads of the teaching and learning unit only.!

The focus of the interview was on policy concerning the roles and
responsibilities of district officials, concerning programmes and
or strategies the officials put in place to improve the quality
of education, and concerning the context within which district

officials functioned.

2.3.2 Interviews in schools

On average, three schools per district were visited for
interviews (20 schools in all). In each district, an attempt was
made to strike a balance between primary schools and high schools
and between historically white and  historically black
(African/coloured/Indian) schools. In some districts, this
balance could not be achieved as the district officials
determined which schools could be visited and which could not.
This did not affect collection of data however, as the sufficient

information was obtained from the district officials ahout the

! The head of the teaching and learning unit in district 6 was unfortunately

not available at the time of interview.
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type of schools which could not visited. The only drawback is

that the information could not be triangulated with the schools.

Where the researcher had freedom of choice, schools were selected
at random. (No school could be visited without the permission of
the district officials, and the researcher had received orders
from the provincial level to let districts decide which schools

to visit).

The district officials revealed that their focus in terms of

offering support was on public schoeols, and not on private

schools. As a result, no private school was visited for =~

interviews. This does not affect the study in that the researcher
aimed to evaluate the role played by the districts in schools;
and the schools not supported by the district would not have any

bearing on the results of district support.
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School selection table®

School Name School Level School Nature Predominant
Race
District 1 1 High School Township African
2 Primary Schools | Township & City Coloured & White
District 2 2 High Schools Township Schools African
2 Primary Schools | Township & City African & White
District 3 1 High School Squatter Camp African
1 Primary School Squattér Camp African
District 4 2 High Schools Township & City African & White
2 Primary Schools | Township & City African & White
District 5 2 High Schools Township & City African & White
2 Primary Schools | Township & City African & White
District & 2 High Schools Township African
2 Primary Schools | Township African &
Coloured

2.4 Observation

In schools, observation was done in the principals’ offices, in
the classrooms and around the school yards. Note was taken of

security provision, noise levels, movements of staff and pupils

2All township schools visited were prior to 1994 (apartheid era) and during
the time of the visit populated by blacks (Africans & coloureds) only. All
city schools visited were prior to 1930 populated by white learners only, In
1992, city schools were converted into state aided Model C schools, and
started admitting black learners. The schools are no longer called Model C,
they are now state aided public schools.
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outside the classrooms during lesson hours, and cleanliness

inside principals’ offices and around school yards'?

At district level, it was mainly the availability of resources
(computers, printers, photocopiers, fax machine and .telephone)
which was observed. The rationale behind focussing the
observation on the resources was based on the assumption that the
more resourced district offices are, the more efficient they
should he. The observations were confined to the office of the

district officials interviewed only.

2.5 LIMITATIONS

The researcher did not have an entirely free choice of schools
in some districts, and was given particular names of schools to’
visit. (The researcher had hoped to visit two historically white
schools and two historically black schools per district). The
researcher negotiated a choice of areas from which to select
schools, instead of being given fixed names of schools. Whilst
this was agreed to in some districts, that was not the case in
other districts. The rationale behind the negotiation was for
flexibility and inclusivity purposes, i.e. to be able to select

from a wvariety of schools ensuring that all school types were

visited.

? The factors mentioned are perceived to be important elements in the
establishment of a culture of teaching and learning. “... adequate and decent
facilities do create a positive environment, affect the working conditions of
staff and influence the learning environment” (Chisholm & Vally 13996: 13)
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In districts where fixed names were given, the researcher visited
black schools only. However, as saild earlier on, the only effect
that fixed names had on this study is that the information
gathered from the districts about some white, coloured and Indian

schools could not be verified with the schools.

Although the researcher probed for more information dufing
interviewé, not a great deal more information was forthcoming.
This was often because of time constraints on the part of
district officials. This did not greatly affect the collection
of data, a&as the researcher ensured that the most crucial
questions were covered within the time allocated for the
interview. In districts where more than one district official was
interviewed, the policy was that questions which had not been
clearly responded to by one official would be emphasised with the

next official.

Not all data gathered from the interviews appears in the
dppendices. This was because some of therresearcher's notes ér%;
an interpretation of what the officials said, not the exact word;
they uttered. Data gathered from them is, nevertheless, reflécted

in this =study.
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CHAPTER THREE

The Context within which the Districts functioned

3.1 Introduction

The efficiency and effectiveness of an institution relies to a
large extent on the context within which it functions. "4n
institution needs enabling factors and a conducive environment
to pursue its mission successfully. This chapter locks at the
context within which Gauteng districts function. First, it
discusses the profile of the schools by looking at teacher
qualifications, resources and the environment at the schools.
Second, it focuses on the profile of the districts by discussing
issues such as qualificalions, training and resources at district
level. Finally, it looks at the constraints :..zed upon the
districts in their attempts to carry out tnéir roles and

responsibilities.

3.2 School Profile

3.2.1 Teacher gualifications and pericd of service

In terms of qualifications, most teachers had diplomas or degrees
in education. Whilst all teachers in former Model C schools had
the necessary qualifications, this was not the case with some
Black schools, particularly at primary school level. In these

schools, there were teachers who had no qualifications but who
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had been in the teaching prorfession for more than 5 years. Such
teachers had matric and were studying part time to upgrade

themselves.

Most of the teachers in the township schools where interviews
were conducted had received teacher tr. ining during the apartheid
era, and the kind of training offered then was not satisfactory
(Swartz, 1994). Some teachers acknowledged during
interviews that they needed in-service training. With the
challenges of OBE, they realised that the kind of training they
received did not prepare them to be full professionals. One
official said:
to the whole system of education what needs to happen is to
have mechanisms in pl:.te to see to it that teachers are
retrained. The past institutions were training teachers to
further the goals of the apartheid regime. Teachers need to
be provided with new knowledge (Appendix 1(b)).
Friedrich and Wechslexr (1997) and Hogwood & Gunn (1984) argue
that policy implementation has to be accompanied by sufficient
professional development. They further argue that there should
be the development of a training academy for each district

together with the creation of a school environment that fosters

continuous training.

All principals had diplomas or degrees. Most of them had been in
the teaching profession for more than twenty years, whilst few
had been in the pro©ession for slightly less than 20 years but

for more than 10 years. The period of principalship in schools
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varied. In former Model C primary schools, it ranged from four
(4) to six (6) years. In predominantly coloured scho¢. ., it
ranged from one (1) to four (4) years. In African township
schools it ranged from four (4) to fourteen (14) years. In former
model C secondary schools it ranged from four (4) to five (5)

years.

The educators’ period (including the principals) in the teaching
profession ranged from 2 to 38 years. In former model C primary
schools, it ranged from seven (7) to twenty five (25) years. In
predominantly colouréd schools, it ranged from fourteen (14) to
thirty one (31) years. In African schools, it ranged from three
(3) to thirty eight (38) vyears. In African township schools it

ranged from five (5) to twenty eight (28) years.

3.2.2 School environment/conditions

The conditions of learning varied from one school to another.
There was marked disparity between the schools, with former Model
C schools being better off, as far as an environment conducive
to teaching and learning was concerned. They were followed by
some coloured schools, and last in terms of the environment came
African schools. Aspects of the environment considered ranged
from the teacher- pupil ratio in the classrooms to resources and

to the general atmosphere in the schools.
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In former Model C schools teacher-pupil ratio ranged from 1:32
to 1:40, whilst in predominantly Coloured schools it ranged from
1:40 to 1:44, and in African township schools it ranged from 1:36
to 1:57 at primary school level. In secondary schools, the ratic
ranged from.1:36 to 1:40 in former model C schools, whilst in
African schools it ranged from 1:37 to 1:70. Some of the ratios
outlined above far exceeds the Department of Education’s
recommendations on the number of learners each teacher should
teach in a classroom. According to the Department, a classroom
should consist of 40 learners at primary school level, and 32 at’

secondary level.

Primary schools were generally better resourced, except for the
fact some schools were more resourced than others. Most of the
schools (including African Schools) had basic resources such as
photocopying machines, telephones, and fax machines. In
predominantly ¢cloured schools and former Motiel C schools, there
were computers, printers and some sporting facilities. Equally
equipped in terms of resources were former Model C secondary
schools with all facilities mentioned above. The same cannot be
said about most (predominantly) African secondary schools. In
most cases their resources consisted of chalk, chalkboard, few

textbooks and the teachers themselves. Depending on how far a

school was involved in fundraising activities, and depending on
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the level of parent involvement, some African secondary schools
had been able to purchase some necessary resources such is, fax

machine, photocopying machine and television sets.

The general atmosphere in all former model C schools gave an
impression of an environment conducive to teaching and learning.
The quietness in the schools during scheol hours, the cleanliness
of the school yards, the security of the schools (with some
having electric fences and intercoms at the main entrance) were
some of the external indications giving such an impression. This
cannot be said of African secondary schools. The schools were
generally noisy and filthy. Learners were observed roaming around
the school premises during school hours. Security was not as

tight as in the former Model C schools.

3.3 District Profiles

3.3.1 Personnel Qualifications

All of the district officials interviewed had occupied their
positions since 1996 and 1997. Whilst some officials had been
principals before having been promoted to positions of district
officialship, others had moved from other positions within the
district to the ones they were occupying at the time they were

interviewed. In terms of qualifications, all officials
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interviewed had a matric, a degree in education, and more than

five years of teaching experience.

Lack of specialisation in particular sukjects and particular
grades poses a serious problem in terms of service delivery,
especially in as far advising teachers cn particular methods and
content of teaching is concerned. For instance, it was revealed
that most of the district officials who were already in the
Department of FEducation had specialised at secondary school
level: this meant that their efficiency at primary school level
was questionable. As expressed by one district official,
. It is only about threes people who know exactly what is
going on in the primary schools, and we have about 300
schools to attend to. What we do is, we train everybody to
meet the challenges of the new curriculum. (Appendix 1(a)}

Furthermore, it became clear that there were many district

officials who had specialised in humanities related subjects,

whilst there was a dearth of officials who had specialised in

mathematics, science and commercial subjects. One official said:
There is lack of speciality in areas such as mathematics
and commercial subjects. When such issues are raised with
the head office, the response is; there is no money .. . The
person that the head office has sent to us from the college
is not relevant for our needs. (Appendix 1(c))

The following is how another district official expressed it:
For instance, the gentleman who has been appointed for
mathematics has to oversee science and biology. All his
life he has been a secondary school teacher, now he has to
deal with the foundation phase as well. Besides curriculum
2005 he has to deal with numeracy. The difficulty here is

that he has to guide teachers from grades 1-3. How do you
guide and advise a teacher who has more expertise than you
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do? Within the district people haven't actually been
appointed according to their expertise. So people end up
concentrating on what they are comfortable with. You find
all eight officials wanting to work with secondary schools,
but out of compulsion they do workshops in primary schools,
but they are not confident (Appendix 1(c})).
To assist them in coping with their new positions, some training
(which most officials described as helpful) was arranged by the
Gauteng Department of Education. The training incorporéted
educational management development, education governance and
curriculum issues (Curriculum 2005). The officials reveaLedQ;hat
whilst there are sufficient funds to take them through their
training, the funds are insufficient to help them to “mplement
the training in schools. The cascade model which, was used to

reach the schools has proved to be ineffective, leaving schools

unclear of what is required of them.

3.3.2 Insufficient human and physical resources

The distrxicts did not have sufficient resources to cater for the
schools they were dealing with, nor did they have suffibient
resources to cater for their own administrative work. The lack
of resources included an insufficient number of computers,
insufficient transport and teco few photocopiers. Thié meant that
a s.uation developed in which they could not do their‘ ﬁ3k
prope.ly. For instance, sometimes when district officials were
expected to go out to schools, they could not do so because of

lack of transport.

46



This problem was expressed in the following way by a district

official:
We have the financial budgetary constraint, for instance,
when a school asks for a copy of something, what happens is
we receive one copy from the province and we have to print
18 times per school, and that is not budgeted for. The
province simply gives you a copy and say you should
distribute it to 125 gchools. We only become fortunate if
a school has resources, then we simply give them one copy
to photocopy for themselves and give to their learners. We
only have one vehicle to transport district members to
various places (Appendix 1i{c)).

Another official said:
.. right now there is only one computer functioning in the
whole district and it is not even in a good condition ..
(See Appendix 1 (a)).

Writing from an American perspective, Elmore (1993) considers

lack of funds and lack of training to be the major negative

factors as far as effective policy implementation is concerned.

Lack of sufficient personnel was considered by all officials to

be a serious problem. For example, they would start programs and

fail to follow up on them, they would perform duties which fell

!

outside of their field of expertise, they could not visit schools

as frequently as was desirable. In one district, instead the

required staff of 28, only 12 officials were employed, meaning

that the 12 had to do work requiring person power of 28 people

{see appendix 1 (d}).

This was clea'ly evident in the words of a district official:
We are u'wierstaffed with 8 people instead of 24, even head

¢ffice is understaffed. One person has to deal with a lot
isstes. We have good policies in place, but the problem is
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with implementation and delivery due to resource
constraints (see appendix 1l{c).

3.4 Challenges faced by the Gauteng district officials in

fulfilling their roles and responsibilities.

The South African Schools districts’ way of functioning is
complex, making the review of their role in improving the quality
of education rather difficult. Given this complexity it becomes
imperative to review their role in improving the quality of

education within the context in which they function.

It will be seen that the restructuring of the districts was not
done immediately after 1994, the new structure only started to
function after 1995 [See appendix 1l(a)-{e)]l. It can safely be
said that even now almost all districts are still in a prccess
of transition. At the time the district officials were
interviewed (late 1998 and early 1999) the districts did not yet

have a policy clearly defining their roles and responsibilities.

Fullan (1992: 21-25) argues that in the American context the
complexity of transition is that it brings with it a lot of new
programs to be put in place at the same time. Almost all district
officials revealed that one of the problems they were faced with
in the delivery of services is as one interviewee put it:
The problem we are faced with is that there are a lot of
programs taking place at the same time, restructuring of

the department, new curriculum - which involves training of
teachers, redeployment of teachers .. . Due to many changes
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you find that things you planned the previous month, you
have to undo the following month (Appendix 1 (d)).
The complexity can again be seen in the fact that in the process
of improving the quality of =ducation, they have to take into
consideration the question of addressing equity and redress in
schools. As a result, the district tend to focus mainly on black

schools, far less on previously whites only schools.

To strike a balance between the advantaged and the disadvantaged
schools, some of the resources previously allocated to former
Model C schools or whites only schools have to be shared with
other schools. The problem is experienced where the advantaged
schools are not always co-operative in rendering assistance.
Chapman (1990} & Hargreaves (1989) argue that this kind of
attitude slows down the pace of implementation, as some of the
advantaged schools feel discriminated against and therefore

resort tc a role of being ultra critical. Interviews. with

district cfficials revealed that some of the Model C schools were

not positive about the assistance that the officials could offer.

Few of the African township schools were negative, but their
attitude was based on lack of resources. Most former Model C
schools felt that there was nothing that the districts
contributed to their schools. They (Model C schools) felt that
district officials wasted time with “ .. unnecessary seminars”

(appendix 2, school L & P).
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Furthermore, with the introduction of the new curriculum, whose
implementation of which had to start at the foundation phase i.e.
Grade One, in 19298, the districts' efforts in primary schools
were directed towards the foundation phase. Even the provision
of textbooks concentrated on the foundation phase and more
assistance was given to foundation phase teachers. In the
process, the monitoring of quality education was to some extent
neglected at higher grades of primary schools. Most teachers,
principals and district officials revealed that in many cases the
visits made by the officials to the schools were for the purposes

of monitoring the implementation of outcemes-based education

(OBE)

South Africa is one of the countries which still regard matric
results as an indicator of the state of education. Decline in the
results signifies poor quality and improvement signifies better
quality. As a result, at high schcool level most attention is
yiven to the improvement of matric results. Interviews conducted
for this study revealed that most of the resources given to high
schools were aimed specifically at the improvement of matric

results. In the process, the intermediate phase was neglected.

The officials adnitted that the focus of their efforts had been
primarily the foundation phase and the Grade 12 level. The

officials said that the intermediate phase was supported through



the school teams, but that there were no specific programs ia

place for these intermediate phases.

South African schools have a history of not being on good terms
with district officials because of the manner in which they were
treated by the previous inspectors. They resisted classroom
visits and this attitude still prevails. As a resulf, the current

district officials cannot always visit the teachers and learners

in their classrooms. One official said:

We do not go into classrooms due to the previous defiance

. campaign. But, teachers do call us to come and help them

with certain subjects particularly at matric level. That is

how we enter classrooms and teach although we do not have
enough capacity on some subjects (Appendix 1(d)).

This of course raises the question of how the culture of teaching

and learning can be monitored without regular classroom visits

and without regular observation of the very act of teaching and

learning? It is difficult to work out how to advise teachers to

improve theilr teaching methods if the teachers have never been

seen teaching.

Districts worked under time constraints, because they would often
receive documents or circulars late from the province. Even when
the circulars involved crucial policy issues, officials would be
given thick documents to read and comment on within a short space

of time. This was despite the fact that they had other programs
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to look at. This resulted in dJd.strict officials taking the

circulars late to schools:

one thing T need to raise is that the Gauteng Department of
Education (GDE) has a tendency of submitting documents late
to us, and expect us to meke comments and recommendations
within a very short period of time, like in a week's time.
How do you play a meaningful role and make sensible
comments if you are not given enough time to do so?
{Appendix 1 (e})). ‘
Lack of clear job descriptions for the officials complicated
matters. In the words of one official:
we do not have all final documents outlining our job
descriptions yet. I am doing a lot of things, some of which
are not related to my unit (Appendix 1({a)).
Friedrich and Wechsler (1997), and Hogwood and Gunn [1984) stress
the significance of clear job description of all participants of
policy implementation. They further argue that there should be

a clear specification in complete ¢ stail and perfect sequence of

the tasks to be performed by each participant.

Districts are not actively involved in the initial stages  of
policy-making processes. However, they play a major role at the
implementation stage despite the fact thiat some of the policies
are not clear to then. This is what 0'Day and Smith (1993:250)
would call lack of vertical and horizontal coherence and/or
alignment at various levels of governance. However, district

officials revealed that although they are not active participants
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in policy formulation at its initial stage, they are broadly
consulted on every issue,
Most of the programs start at national levels then the
province get drawn in, then the districts until the schools
are reached - consultation is made widely with all these
levels .., but of course there are some systematic
shortcomings (Appendix 1(d)).
Basing their arguments on data gathered from some case studies
done in Michigan, Spillane and Thompson (1997: 187) argue that
when district officials do not participate in the initial stage
of policy-making, they tend to leave some issues to the teacher
in the classroom. In the South . frican context, teachers revealed
that some district officials were not informed about the
workshops they themselves oifered. Teachers complained that some
of their requests for clear explanations‘were ignored. In tha
words of one teacher:
the officials are helpful only in as far as
inexperienced teachers are concerned. Otherwise they

are learners themselves. The workshops they provide
are simply a waste of time (Appendix 2, school L)

In the final analysis, it cén be seen that prevailing
circumstances made .t difficult for the districts to carry out
their duties efficiently. One constraint gave rise to other
constraints for example, understaffing gave rise to insufficient
time to wvisit all schools, and this also imposed a restriction
on the frequency of the visits to the schools. Lack of sufficient
resources impacted negatively on the pace o¢f policy

implementation. Not only did district officials fail to monitor

53




policy implementation in schocls, they experienced problems with
their own administrative work. The late delivery of circulars and
important documents from head office via the regions down to
districts disrupted the district officials who would then have
to change their plans to accommodate the demands of the higher
authorities. This, in turn, tended to lead to disorganisation in
schools as principals would have to carry out particular duties
with little forewarning. This often occurred with regard to
attendance aﬁ workshops/meetings, and organisation of their

school governing bodies for a workshop or seminars.

While coping with such problems the district officials had still
to come up with strategies of impacting positively on the gquality
of education. The following chapter discusses the strategies put
in place by the districts to improve the quality of education in

schools.
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CHAPTER FOUR

STRATEGIES PUT IN PLACE BY THE DISTRICTS TO IMPROVE THE QUALITY

QOF EDUCATION
4.1 Introduction

This chapter looks at the efforts made by the districts to snsure
that there is a sound culture of teaching and learning in
schools. The roles and responsibilities of district officials are
discussed. Then follows an outline of the programmes put in place
and a discussion of the challenges surrounding the implementation.

process of the programmes.

4.2 The District Officials’ Duties and Responsibilities

Although the district officials revealed that policy with regard
to their roles and responsibilities was still in a process of
formulation, they did have some basis on which to build with
regard to their work. The different units at district levsl~ the
auxiliary services unit, the developmental unit and the teaching
and learning unit for instance- have clear duties and
responsibilities, although these sometimes ovérlap.

The heads of teaching and learning unit had the following
responsibilities: curriculum development, staff develspment and
school support (teachers and learners). rThe auxiliary services
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unit had the following responsibilities: guidance, psychological
services, sports administration, remedial education and youth and
culture. The development unit had the following responsibilities:
governance, repair of physical resources and early childhood

development (particularly in pre-schoocls and créches).

These dutles were carried out through the strategies and
programmes the district officials put in place (discussed in
detail below). The heads of the units revealed that, becauss of
understaffing, they carry out other duties which are not
necessarily part of their job descripticns, such as, appraisal,
admissions, invigilation of examinations and head counting. These
tasks should he undertaken by the District Education Co-

ordinators (DECs).

All district bfficials but one revealed that they did not have
sufficient powers to decide on issues which they felt were within
their jurisdiction. Such issues included the disciplining of
badly behaved teachers, and the management of educators’
salaries. It would appear that numerocus bureaucratic restrictions
exist. One district official said:
there is a lot of bureaucrsaty going on, which of
course hinders one to wook is  an  independent
professional. I mean it starts here with the director,
to the regional office, to the head office (appendix
1(e)).

For policy implementers to feel that they *mvm’ policies, they

need the power to act in 7espolse to some of the immediate
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demands emanati. y from policy implementation. Kogan (1975) argues
that if people closer to implementation process are not given

enough powers, the process of implementation is likely to fail.

4.2 Strategies put in place by the Districts to Improve Quality

of Education

The strategies employed by all districts interviewed in improving
the quality of education were more or less the same. This would
appear to be because the districts functioned in virtually

similar contexts (as discussed in chapter four).

In an attempt to give support to schools and to monitor the
culture of teaching and learning, district officials visited
schools, particularly schools which were performing poorly.
Chapman (1990) says monitoring 1is important to identify
logistical weaknesses that threaten the success of the program.
The frequency of the visits differed from one district to the
other (discussed in details in the following paragraphs). Two
district officials revealed that they visited schools on a
regular basis. Other districts revealed that because of time
constraints, understaffing and insufficient transport, they could
not go to schools as often as they would have wished. Some

schools were visited once per quarter, some were visited when



they called for help, some were visited more than others because
of poor performance at matric level. Primary schools which were
used for a curriculum 2005 pilot study were visited more than

others.

The interviews revealed that district officials visited schools
for the fcllowing reasons: to give support to learners and
teachers, to improve on their areas of weaknesses, to monitor if
teachers and learners were committed tc their work, to offer
training with regard to management and governance problems in
schools. (This latter issue included the problem of violence and
or conflict between teachers and learners and between the parent
covponent of the SGB and educator staff). Visits into the
classrooms were still problematic as the district officials and
the teachers revealed that because of the previous defiance
campaign, scme of the teachers were still not ready to welcome
district officials into their classrooms (see appendix 1 (a)-

(e)). ‘

However, in cases where the relationship between a particular
district official and a teacher was good, district officials were
offered a chance to teach in the classroom. This was particularly
g0 in high schools where matric results had been poor. Teachers
would make a special request to the officials to ofrfer %“eaching

assistance in areas where the officials had particulayr =z ertise.



Nevertheless, in most schools educators expressed the feeling
that the purpose of the district officials’ wvisit to their
schools was usually never clear fo them. In most cases, the
district officials would finally find their way to principal’s

office,

All districts organised schools into clusters, to encourage
collaboration and the sharing of resources among schools.
However, because in some cases poor schools were grouped\with
other poor schools, the ‘clustering’ was not always effective,
One district official said:
We organised our schools into clusters, however,
there are instances were some schools cannot
benefit from one another due to being in the same
situation of being disadvantaged (Appendix 1l{a).
Schools with adequate resources were not always ready to share
their resources with under-resourced schools. According to one
district official:
Nevertheless, there are some difficulties accessing the
resources in advantaged schools, some principals are very
possessive of their resources, they feel they worked hard
to attain the resources, and so disadvantaged schools
should do the same. In some instances, the clustering
strategy is not very helpful as some very poor schools are
clustered with schools of the same situation. The previous
Groups Areas Act of the apartheid era engendered a
situation where the poor co-existed with the poor, and the
wealthy with the wealthy and that scenario is catching up
with us now (Appendix 1(b)).
The districts conducted a number of workshops in schools. These

included workshops on conflict management, financial management

and classroom management. However, most teachers expressed the
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feeling that the workshops were usually theoretical and sometimes
did not apply to their day to day experiences in the school. The
teachers also expressed the feeling that the district officials
themselves were sometimes not adequately prepared:
Some of the people occupying district positions are
incompetent, uninformed and inexperienced in teaching. They
should stop speaking big words and get intc the classroom
and see what is happening. They should get in touch with
reality (Appendix 2(L).)
Another teacher said:
They should send informed people to schools,

people who will be able to answer questions
posed to them (Zrpendix 2 (M)).

Through the development units, the districts made an effort to
improve the physical conditions prevailing in schools. This was
however, hampered by the fact that resources were minimal. Thus,
some of the schools could only benefit in a limited way, while
others could not benefit greatly at all. Some schools still did
not have windows, some did not have security fences, some
complained that they were not provided with enough cleaning

materials.

The districts formed the school support teams through the Culture
of Teaching and Learning Services (COLTS) campaign. One of the
aims of the teams was to, monitor punctuality and absenteeism in
schools. District officials would personally go to schools tc see
if punctuality was observed and if teachers and learners were

present at schools. There was also an effort made to assess
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whether teachers and learners were in the classrooms teaching and
learning. The COLTS campaign also aimed to give support to
teachers by teaching aspects of a subject which were difficult.
Teachers were taudht the content and the new approaches to
teaching. Through the subject committees issues of how to set an
examination paper for common examinations were discussed between
the district officials and educators. The COLTS campaign was also

directed towards improving the metric results.

Districts embarked on several programs to help schools improve

matric results. They encouraged morning and afternoon classes,

but few schools arranged these. They organised winter schools

during the June holidays, matriculants and educators went on

holidays feor a week only, instead of three to four weeks. Common

Preliminary Exams were arranged, but not all schools sat for them
since not all were cooperative. One district official said:

Only five schools administered the examinations. And

there is nothing you can do about such schools; in that we

were just rendering assistance. Some schools seem to

perceive this assistance as a way of checking what they
have done and what they have not done (Appendix 1 (c))

Through the auxiliary services unit, the districts offered some

psychological services to learners and remedial education to
teachers. The head of the auxiliary services in one unit revealed
that the benefit of these services are not felt by the schools,
as the auxiliary se;vices unit because of lack of resources;

cannot really give adequate support.
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There 5 lack of capacity on our part due to understaffing.
We are usually not in a position to follow up on programs
we start at schools. The schools are many and it is only a
few of us. As a result, when we go back to schools, say
after six months, you find that we have to start afresh,
workshopping and training teachers (Appendix 1 (d)).
It became clear from the interviews with schools that indeed the
impact of auxilliary services was not felt. In almost all
schools, there was a call for the Department of Education to do
something about the learner from milieu deprivation, sexual
abuse, and to learners with special educational needs. One
teacher said:
The district officials should stop spending time in their
offices. They should come down to the ground and see what
is going on in schools before they come up with rules which
are uninformed. It is we teachers who are close to the
brand. We are with poverty-stricken learners on a daily
basis. ... They should provide us with psychological help
and auxiliary services for problematic .®élarners. Teachers
should be guided on how to deal with such learners
(Appendix 2{c).
In conclusion, it can be seen that curriculum development,
curriculum development, staff development, school support,
remedial education, psychological services, repair of physical
resources —the responsibiliities of district officials are crucial
for South African schools. This is particularly so given the
history of the country’s education system. Problems which have
arisen as a result of past inequalities and apartheid policies
include poor teacher development, lack of commitment on the part
of learners and teachers. The problems also include the trauma

some of the learners and teachers still experience as a result

of their direct or indirect involvement in the struggle against
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apartheid (detentions, tortures) and the difficulty schools have
adapting to and implementing new policies. If constraints such
as understaffing and insufficient resources could be addressed,
an impact of the districts could bring about an improvement in

the quality of education.

63



CHAPTER FIVE

THE ROLE PLAYED B  ©i.% DISTRICTS IN IMPROVING THE

QUALITY OF EDUCATION

This chapter examines the role that the districts played in
improving the guality of the education offered in schools in the
district concerned. It discusses the cqntext within which
districts functioned. 3An acknowledgement is made that the
districts were functioning in a complex situation including
constraints of insufficientt human and physical resources,
functioning in a transitional period, having to address issues
of redress and equity and dealing with a collapsed culture of
teaching and learning in some schools. The chapter also looks at
the programmes the district officials put in place to impact
positively on education. It is argued that the programmes that
the district officials put in place are ultimately rendered
inefficient, because of the lack of an enabling environment to
implement them. In conclusion, the chapter argues that there was
lack of vertical and horizontal coherence at various levels of
governance. In addition, having functioned in a complex
situation, the districts could not play any meaningful role in

improving the quality of education.

It was discovered during the interviews that the post-apartheid
districts (these districts functioned after all apartheid

established departments of education had been disbanded and
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absorbed into one national department and mnine provincial
departments) only started to operate in 1996. This means that a
review of the role played by Gauteng districts in improving the

quality of education can only cover the period 1996 to 1998.

Almost the district officials at the head of different units
interviewed were new in their posts, and had been promoted from
principal positions tc district posts. The implication of this

is that most of them were still learners in the field.

The districts functioned under serious resource constraints. They
were understaffed, thereby failing to¢ monitor policy
implementation regularly. They also could not follow up on the
programmes they initiated in schools because of lack of

sufficient transport and lack of sufficient personnel.

The districts operated or functioned in a transitional period
during which restructuring of districts was taking place. Many
programmes and policies were introduced simultaneously, all
demanding the officials’ attention. As some of these policies and
programmes were completely new to the officials, they struggled
not only with implementation but with familiarising themselves
with the policies and programmes themselves. Such new policies
included, curriculum 2005,.continuous assessment, the appraisal

system and rationalisation of teachers.
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Having taken over from a system developed under apartheid, the
districts had much to deal with including, teachers’ attitude,
learners’ attitudes and the problematic attitude of the former
Model C schools. For instance, the officials could not monitor
teaching and learning in the classrooms because of the previous
defiance campaign of teachers who had not wanted to let the then
inspectors into their classrooms. Some of the well-resourced
schools (such as former Model C schools) were not co-operative
as far as sharing resources with disadvantaged schools was

concerned.

The districts were faced with a mammoth task of addressing issues
of equity and redress in an attempt to eliminate the disparities
in resources in schools. This should not have been difficult for
districts given that there were no enabling policies in place at
that time. For instance, a district could not take any serious
action against a school which, did not want to share its
resourceé with other schools. This was so despite the fact tha?
some of the resources in such schools had been built up over the
years with the help of funds which, were being unfairly
distributed at the time. For instance,

in 1986 per capita subsidies for whites were R2 365

compared with R572 for Africans in Department of Education

and Training schools... In 1993 average spending on pupils

was R4 700 for whites, compared with R1 440 for Africans
(Chisholm, et al, 1998:8).

All the districts can do with regard to ecquity and redress is
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distribute the resources they have to disadvantaged schools, and
given that they only have minimal resources, they find themselves
trying to eliminate the disparities. The result of this is that
black learners leave their local schools and go to city schools

in the hope of getting better education.

The districts inherited a collapsed culture of teaching and
learning (particularly in iownship schools). The districts have
had to deal with this, and with new policies such as appraisal
syster and continuous assesswent, it is hoped that the situation

will improve.

In fact, in most schools interviewed educators and principals
felt that'a culture of teaching and learning was prevailed. It
is clear, however, that in South Africa, teaching and learning
in African public schools seems to be measured in relation to the
recent past. Those in charge of schools still relate to anlera
during which educators and learners absented themselves at will
.and arrived late as well. Now, when some schools and principals
and even district officials manage to get learners and educators
to school on time and regularly, an assumption is made that the
culture of teaching and learning is prevalent. What is overlooked
is the fact that arriving at school on time every day has very

little to do with real ¢lassroom practice.
The Gauteng districts did organise schools into clusters:
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Clustering was inefi-.¢ive o5 in some cases poor schools
(township schrols) were <~lustered tegether and good schools were
clustered with other good schonls. This kind of clustering was
in a way ‘inevitable, since struggling schools are situated in
the same area, as 1is the case with well-off schools. Another
mechanism of clustering could be employed. If township schools
are clustered with some city schools, this will have financiél
implications as it might mean transporting one scheool (a township
schocl to a city school, and vice versa) to another.
Alternatively schools can be encouraged to pay for their own

travelling expenses.

At school level, it appears that there is a problem with the
dissemination of information which, is originally sent by the
districts. It appears as if the information usually ends up in
the principal ‘s office. This leads to teachers being uninformed
about the role district officials play in schools. In some
schools, educators could not understand the purpose of the
district officials’ visits. Some did not even know if district

officials ever visited their schools or not.

The districts’ focus seem to be more on the foundation phase (for
Curriculum 2005 implementation), and then on the matriculants
than on the intermediate vyears. More efforts appear to be
dedicated to those grades probably because of pressures brought

to bear upon schools and districts by higher levels of governance
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and the community. District performance was still measured by the
percentage of matric pass rates they produced. The district had
to concentrate on the new curriculum as this was a policy
emanating from higher authority and which they had to implement.
Too much focus on these two phases meant poor support for

intermediary phases of schools.

This gives & picturs of what and how quality seems to be assessed
in the South African context. Certainly, this picture needs to

ke problematised. Education does not start and end in matric.

The introduction of continuocus assessment and the phasing out of
repetitions ¢of grades in schooling might provide solutions to the
problem. With continuous assessment, learners will not only be
assessed in terms of tests and examinations that they write but
in terms of every classworX, assignments and attitude. The
motivation for the phasing away of repetition is based on the
belief that there is nc guarantee of whether learners will

improve by repeiting (Motala, 1998)

District officials receive training from the province to build
capacity. Training is necessary for every leader to be effective
and to realise his/ her vision and achieve his/her objectives.
However, in the case of the districts interviewed, the training
could not directly impact positively on the quality of education

at school level. This was because financial constraiqﬁsvprevented
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them from taking the training down to the level of teachers. In
cases where this did happen, the cascade model operated. In terms
of this model a few people within an institution are trained and
pass on the training to their colleagues, who may have to pass
it further down. The cascade model has on several occasions been
proven ineffective. Usually, it is people who are on higher up
in the power structure who are first targeted and who are
responsibie for disseminating the information to lower levels
through their immediate subservients. The model has up to this

far proven to be ineffective.

Lack of sufficient power hindered the officials from disciplining
badly behaving teachers, such as those arriving late, those who
absent themselves from work, those who are not co-operative, etc.
One district official expressed it this way:
I am not satisfied with powers and functions assigned to
us, they are not adequate. We are on the ground, we know
exactly what is going on but we do not have powers over
certain issues. For, instance, ill-disciplined teachers are
usually handled at head office level. If matters such as
corrective measures could be left to districts, we could
act immediately, before things get worse on the ground.
{Appendix 1(a))
District officials do go to schools to monitor absenteeism,
latecoming, etc. This is pointless since the officials cannot do
anything about any late-coming of teachers and their absenteeism
except perhaps scare teachers into arriving on time.

In the words of cone official:

Management is still disadvantaged. There is no mechanism in
place where managers can discipline teachers who are not
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committed to their work. The Labour Relations Act 1is a
protection of the employee which in this case are teachers.
The act does not look into the rights of learners {appendix
1{c)).

Because insufficient powers district officials do not cater for
school’s needs in time. For instance, when schools apply for
things such as textbhooks, and salaries for teachers, they
(district officials) have to apply in turn to the regional
office. One official said:
Bureaucracy 1is a delaying factor. Sometimes when
schools request certain things from us, we cannot do
them with applying to the regional office. The
regional office take a lot of time before addressing
problems. (Appendix 1@ )
The district officials seemed content with their role and with
the level at which they participate in the policy cycle (i.e. as
implementers of policy). One official felt that:
We can influence policy but policy is done at
national level, we are not makers of policy hut
implementers of policy. (Appendix 1 (b))
When the same official was asked if he is content with the role
he plays, he said:
Yes, I feel I am playing a part that I am
supposed to be playing to implement policy.
Policy-making is for policy makers, but of
course, we are given drafts to comment on before
policy is finalised (Ibid).
Ancther official revealed that:
The Gauteng Department of Education work more
with policy development and we work more with
policy implementation. They give us chance to

comment on policies that are already developed.
(Appendix 1(d))
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It appears as if as far as policy making 1s concerned, district
officials get practically involved at the implementation phase,
they do not play a role in policy implementation. Officials
revealed that they are given draft policy documents on which to
comment. Given that the officials are understaffed and have so
much on hand to deal with, it is unlikely that they will have
sufficient time to look at policy documents in depth.

Again, in reality, district officials only serve to endorse what
has been decided upon at higher level under disguise of
‘consultation’ . For instance, the very drafts that they say they

are given to comment on, do not reach them in time.

Head office becomes unreasonable sometimes, they give us a

document and expect us to be through with it within a short

period of time. (Appendix 1{(d))
The above reinforces the thesis of this research report:
districts are faced with what seems to be lack of coherence and
or alignment at various levels of education governance, (the
national, provincial and district levels). Lack of coherence at
various levels implies situation in which, for instance, an
education policy is formulated and adopted at national level
without direct involvement on the part of other levels of
education lower governance down the hierarchy. When implementing

that policy, individuals lower down in the hierarchy are expected

to actively participate without being provided with necessary

resources in terms of funds and guidance of how to implement the.

policy (Spillane &Thompson, 1970).
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The Gauteng districts functioned in a complex context. It is this
complexity that made it difficult for them to play a meaningful

role in improving the quality of education.
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CHAPTER SIX

Conclusion and Recommendations

6.1 Conclusion

This study reviewed the role of the districts in improving the
quality of education in post-apartheid South Africa. It looked
particularly at the period 1996-1998. Issues discussed include,
the contexts within which the districts functioned, the
strategies put in place by the districts to impact positively on
education, and the roles the districts played in contributing to

education.

The central argument of this study is that being closer to the
schools, districts are better positioned to impact directly on
improving the quality of education than are higher levels of
education governance (the national and provincial levels). The
literature review of necessity drawing on studies conducted in
non African countries, argues that districts have a major role
to play in impacting positively on education. Data collected from
the interviews reveals that the districtsrwere faced with a
number of problems, including understaffing, insufficient

resources and the apartheid legacy.
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The districts operated in a complex context. For instance, all
district officials interviewed only occupied their positions and
started functioning after 1995 or 1996. When they got into office
their job descriptions were not finalised vet, thus they found
themselves carrying out some of the duties which, were out of
their scope. Most or the officials were recruited directly from
schools, they had been principals before and had no experience
about district responsibilities, they were still trying to set

their feet right.

The conclusion made by this study is that the districts were
functioning in a complex context; faced with constraints of
insufficient human and physical resources, functioning in a
transitional period, having tco address issues of redress and
equity, dealing with a collapsed culture of teaching and learning
in some schools. As a result, they could not make a positive
impact in improving the quality of education. The districts put
some programmes in place but as already indicated, the
constraints they were faced with, rendered their efforts
inefficient. For instance, the matric results still declined,
textbooks were still delivered late in schools, violence in

various forms was still experienced in schools.

6.2 Recommendations

The Department of Education has already made progress in as far
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as providing for alternatives and or solutions to some of the
problems and constraints faced is concerned. Policies and
programmes are already in place to address some of the issues
raised in the analysis and conclusion of this study. For
instance, the new appraisal system has been introduced to look
at the question of developing educators in their teaching and
learning processes. Continuous assessment has been introduced
partly to ensure that teaching and learuing is not exam~ driven
and partly to ensure that education is not reduced to reading and

writing only, but assesses learners as total beings.

There are also nther programmes and policies which have been
initiated at the national level such as school funding policy,
and the absorption of the regions into districts (the absorption
will hopefully minimise bureaucracy), etc. The programmes will
hopefully make the functioning of the districts less difficult.
The big issue now will be to monitor the implementation of these

policies and programmes closely and to sustain the process.

The Department of education needs to look closely at whom it
appoints to positions of district official positions. The
credibility and competence levels of such people will play a
crucial part in the successful implementation of education
policy. In the case of district officials already appointed,
consistent capacity building will be important to ensure the

competence ~f district officials.
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Sufficient powers should be given to people closer to
implementation. 1Issues such as teacher salaries, teacher
discipline, applications of posts, etc. should be dealt with at

district level.

With the closure of most of the colleges of education,
professionals who specialised in certain Iearning areas are now
available and could be absorbed into the system given that

districts lack such people.

The ~evel of disparities antong South African schools is still
high. The department could try to balance this by clustering

advantaged schools with disadvantaged ones.

Alternatives to the paper budget system currently used by the
Gauteng Department of Education should be locked into. The
district officials revealed that the paper budget system was
counter-productive to quicker delivery of services as it

prevented them from responding immediately to schools’! demands.

The question of transport is crucial if district officials are
to constantly and regularly monitor the culture of teaching and
learning in schools. Means should be devised to address this

need.
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There should be in-service training at school level. The success
of the districts relies to some extent on the competence and

commitment at school level.

The role of the districts in policy making should be broadened.
This will help the districts to have a sense of policy ownership
and then the implementation stage should not be a problem if
accompanied by resources, capacity building and commitment. An
assumption here is that districts would be consulting broadly

with their constituencies at school level.

Districts should guard against a situation in which they
generalise about problems in schools. Most schools have
individual problems, ranging from lack of resources, to lack of
effective management, the collapse of the culture of teaching and
learning, to the demoralisation of teachers. Regular wvisits
schools could help the officials to diagnose what the problems
of individual schools are; otherwise, resources will be wasted
as officials might misdirect them because of lack of knowledge

about where needs really exist.

It is commendable that the distr}cts give more attention to
under-performing schools. However, it should not be assumed that
all under-performing schools do so because of lack of resources.
As said above, a thorough investigation of problems should be

conducted in individual schools to avoid resources being wasted.
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In some of the schools the main problem might be lack of proper
management, lack of motivation or negative attitude, and giving

resources to such schools might not help at all.

Individual distsicts should have indicators of policy
implementation success. The setting of indicators should help
them see if they are progressing well, if they should accelerate
their pace of delivery or should slow it down, if they should go
back to the drawing boards or go on with what they have already

started.

There is a need for rehabilitation in most township schools. The
schools date from an era where resistance, defiance, and
rebellion ‘were -encouraged as a way of defying apartheid
practices. This period is over now, but educators and learners
can still tend to be in that state emotionally. The auxiliary
services unit should work closely with centres that deal with
trauma, violence and abuse, so as to provide counseling to all
affected schools and indivicduals. Alternatively, there could be
an educational psychologist for each school cluster who will
train teachers with regard to issues of counselling. Such a

psychologist should be accessible available to offer help when
the educator him/herself lacks sufficient counseling skills to

do so.
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APPENDICES

These appendices are transcriptions of interviews conducted for

this study.

Appendix 1

Nota Bene: Questions in appendix 1 are marked by a bullet point.

They are also bolded. Responses are in unmarked and ordinary

font.

Appendix 1(a)

District 1

Teaching and Learning Unit

How long have yvou been working as head/co—ordihatdr of this
unit?
1996 (Has been in the teaching profession for 18 years - has

been principal for 1 year)

What are your key performance areas (in order of importance)
as head/co-crdinator of the unit?

I am not only focussing on teaching and learning services.
There are many programs within the district that affect my
unit, 1like teacher appraisal or developmental appraisal

system. The appraisal system has to be implemented by next
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year. I am part of the system. I am also part of the district

management team.

We do not have a final document outlining our job descriptions
yet. We are still working on it. I am doing a lot of things,
somne of which are not related to my unit. But my areas are
related to curriculum development, staff development, teacher
development programs, school support, teacher support and

learner support.

Which one would you say has been effective thus far?

They are balanced - we tried to work on all of them.

What factors hinder/impede vyour effectiveness in these
performance areas?

Transport — we are 20 and we have only 4 cars that we have to
share and our activities and programs differ. So we cannot
pérform our duties effectively. Basic resources like computers
and printers -~ right now there 1s only one computer
functioning in the whole di_..ict and it is not even in a good
condition. For instance, I have just requested someone to go

and print for me at one school.

What changes, if any, in the powers and functions of districts

have occurred since 19847
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~ As a principal my experience was that there was no
consultation with people on the ground from the district's
level. We did not know what was happening at district level.
We knew there were some changes going on in terms of
restructuring, but we did not know exactly what was going on.
We did not even know members of the districts or the units. We
then decided to call upon the district officials to come and

explain what was going on.

~ In 1996 1 was appointed as a head of a teaching and learning
unit. In 1996 the situation was chaotic as we were looking at
curriculum 2005, trying to merge some subjects into one learning
area. We were also looking at the holistic picture of education
rather than fragmented type of subjects. It was difficult trying

to bring people from the ex-DET and TED together.

~In 1997 everything unfolded. There was direction. We started
looking at training of facilitators at Grade 1. But it was more
district-based than school-based because it was difficult to go

down to schools before getting our stories right.

—Curriculum 2005 was our main focus. One hardly knew what was
going on in other phases. We concentrated a lot on the foundation
phase. There was a little bit of introducing district members to
schools. Interviewing new personnel, and orientating them. It

took some of our time since we are only a staff of twenty.



Yes, there was change at least in that schocls came to know

members of the district staff district officials and the role and

responsibilities of this unit.

Most of the district officials who were already in the
department had their specialisation in the secondary schools,
making it difficult for the efficiency of the training and
workshopping of the foundation phase. It was only about three
people who knew exactly what was going on in the primary
schools and we had about 300 schools to attend to. What we did
was that we trained everybody.

In 1998 there was implemesntation of curriculum 2005.

There was closer contact with our schools (teachers and
principals).

There was knowledge from our side of how our schools look
like.

We came to know exactly where the (schools) are situated.

We know what it is going on in schools.

Checked and supported what is going on in schools.

Problems are:

Difficulties in getting reports of learners' progress from

teachers.
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Difficulties around continuous assessment. The problem is not
necessarily with teachers having not been trained, but with

the policy being loose around the continuous assessment.

Solutions:

We are trying to design levels of performance from grade 1 -
12.

We are going through pilot program maps and the document will
be completed at the end of the year. Then implementation will

follow next year.

In your opinion, are the powers and functions assigned to
districts adegquate?

I am not satisfied with the powers and functions assigned to
us. They are not adequate. We are on the ground, we know
exactly what is going on, but we do not have powers over
certain issues, for instance ill-disciplined teacher cases are
usually handled at head office level. If matters such as
corrective measures could be left to districts, we could act

immediately before things get worse on the ground.

What changes, if any, in these powers and functions would you
advocate in order to enhance the effectiveness of the
district?
More powers should be given to the district. Powers like:

(1) Examinations. Right now there is a process whereby the

district will handle certain things. They submit that to
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the examination section like appointment of examiners. We
know our teachers, why can't we be given powers to appoint
them? We can screen them and recommend who should be
examiners.

(2) Administrative issues like salaries. You f£find that

there is a teacher who has been there for more than three

months without getting his/her salary. When the teacher

reports to the district we do not handle the forms. We have
to submit them to the region. The process is long and it
affects the performance of the entire district. Our
recommendation is that we do not see the value of the
regional office. It only perpetuates the tightening up of

the bureaucracy

# How does the function of the district differ from that of the

province? Are these differences, in your opinion, real or
merely cosmetic? If so, why?

When you talk about the province you talk about people who are
here in the district.

How are these services made available to schools? (imposed, on
request, etc.)

Schools call us for intervention when they have\problems.
Sometimes we go uninvited. This year we had a program on
enhancing teaching and learning culture in secondary schools.
As a result we visited the schools regularly, to look at the

basics. We were checking whether teachers were in classes
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teaching, and learners in classes learning. We organised our
schools into clusters, however, there are instances were some
schools cannct benefit from one another due to being in the

same situation of being disadvantaged.

What support do you cbtain from the province in relation to
these programs?

We usually have to find our way when we run out of resources.
We do not go back to the province for assistance. We struggle

for whatever resource.

As head of the unit do you have direct contact with principals
and schoouis? How frequently and on what basis?

We have direct contact with both principals and teachers. When
we get to a school we first find out from the principal as to
what support mechanisms are in place to help teachers. What is
it that they have been doing, do they have structures like co-
ordination phase teams in the school? Do they have resource
files in the office, what support workshops have they

conducted? From there we get to the teachers.

What about parents?

We are invited to parents meetings to give them an idea about
Outcomes Based Education (OBE). But it is the responsibility
of the schools to make sure that parents are informed about

what goes on in their schools.
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To what extent is the district consulted in the development of
programs originating at national or provincial level? Is such
consultation, in your opinion, really necessary?

We are highly involved in the formulation of education policy
particularly around issues such as assessment. Some of our
district officials are involved at national level. However, to

a certain extent we are left out sometimes, but we have input.

Have incidents of violence, rape, shooting {(of

teachers/learners) been reported at schools in your district?

- What is the nature of such incidents and how frequently do

they occur?
In cases of ill behavior by teachers we have powers to
intervene, but we usually leave this with the schools: to

handle and come to us if they cannot handle it ~ these are the

processes we foi.uw.
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Appendix 1 (B)
District 2

Auxiliary Services Unit

¢ How long have you been working as head/cc-ordinator of the
unit?
Since 1996 (worked within the district .5 a subordinate for

several years)

e What are your key performance areas {in order of importaﬁce)w
as heéd/co—ordinator of the unit?

~ Guidance

~ Psychological services (deals with learners with special
educational needs)

- Sports administration

- Remedial education

- Youth and culture

e What factors facilitate personal effectiveness in these
performance areas?
I have a well-balanced staff that was selected on the basis of
equity and redress. So, it is balanced in terms of gende; and
race. I established various teams to look at specific ;&eas
and programs. Fo; instance, we have a team looking at
psychological services, a team looking at youth and culture,

etc. They are teams of four each, making things much easier
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for us. We arc now able to address problems we face more

effectively.

What factors hinder/impede vyour effectiveness in these
performance areas?

The auxiliary ser-ice had been the domain of the ex-TED. It
was manned by white people. It was difficult for me to head
them due to their attitude of not wanting to be managed by a
black person. We had problems of management, sort of having
two wings within one unit. We suifered a lot of resignations
’from whites, which gave rise to understaffing. So, for the
past years the unit was not effective, things began to take

shape this year.

" In your opinion, are the powers and functions assigned to
districts adequata?
In my unit I enjoy a lot of autonomy. I have adequate power

and functions within the context of my position.
How is the restructuring of the college of sducation sector
impacting on service delivery in your district, if at all?

We do not have any person coming from college.

What support do you obtain from the province in relation ho

these programs?

89



We do receive a lot of support from the head office. In terms
of resources, they try their best to provide, but given the
background of our country, it is difficult for them to provide
us with adequate resources.

The department 4is also providing training (educational
management development) to build capacity of district

officials. A lot of moneyv has been spent on this.

How and to what extent are the programs in vyour unit co-
ordinated with the programs in the other units in the
district?

There is a tendency within various units to work alone,
hindering information frecm filﬁering from one unit to the
other. We still have to work hard on this aspect. But I made
an initiative that the Teaching and Learning Services (TLS)
and the Auxiliary Services (EAS) should work together. As a

result we have monthly meetings.

What needs to be done (at district level, provincial level,
and national level) to make these programs effective?

To the whole system of education what needs to happen is to
have mechanisms in place to see to it that teachers are
retrained. The past institutions were training teachers to
further the goals of the apartheid regime. The teachers need

to be provided with new knowledge.
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Again, the methods of recruiting teachers need to change. Some
people join the profession for wrong reasons. Such teachers
should be made to exit the profess. .1 as soon as possible,
before they do more damage. If after retraining they do not

improve, they should go.

As the head of the unit do you have direct contact with
principals and schools? How frequently and on what basis?
This district has more special schools than other districts;
making this district unigque. The schools were not well?
serviced, perhaps due to léck of expertise in that field or
lack of knowledge in dealing with such schools (on the part of
the district). At the Dbeginning of the year T provided
management support in these schools.

I am a regular visitor of not only such schools, but of normal
schools as well. As one of the co-ordinators of the COLTS team
we have clusters of schools that we have to concentrate on.
This makes me to go to schools frequently. I have direct
contact with principals and teachers.

We visit schools to give support to learners and teachers and
to monitor the situation to see to it that the culture of
teaching and learning does exists, particularly among the

Grade 12's.

Do you sometimes go to schools uninvited?
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These are the GDE schools. I do not need to be invited to our

schools.

How do teachers and principals respond to your visits?

It depends on the person’'s attitude or the team's attitude. If
you go to schools with an old approcach of the DET, where an
inspector was “god” to everything, then you are going to
encounter problems. I do not go to schools with an aim of
solving their problems or finding faults. They know their
schools better than we do as the district, so we go there to
help thum solve their problems not to solve the problems for
them, helping them to correct their situations to enhance the

culture of teaching and learning. We are welcome in schools.

As our schools are organised into clusters, we somefimes meet
them as a group. The clustering mechanism is helpful in that
resources of advantaged schools can be utilised to help other
schools. Nevertheless, there are some difficulties accessing
the resources in advantaged schools, some principals are very
possessive of their resources, they feel they worked hard to

attain the resources and disadvantaged schools should do the
same. In some instances, the clustering strategy is not very
helpful as some very poor schools are clustered with schools
of the same situation. The previous Groups Areas Act of the

apartheid era engendered s cituation where the poor co-existed
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with the poor, and the wealthy with the wealthy and that
scenaric is catching up with us now.

Do schools normally call you for intervention when they have
problems?

When we visit schocls, we do discover certain problems, but

sometimes they do not call upon us fo come and help themn.

Do you sometimes find yourself in a position of not being able
to help?

We are a new department and as a result we do not have
everything to offer to schools. We try our best to cater for
schools, but sometimes we find ourselves not being able to
help. Sometimes this arises from the fact that the problem is
not necessarily with us, but with higher levels of the GDE.
For instance, if the head office does not provide us withk
textbooks in time or if they are insufficient, there is

nothing we can dec no matter how many schools pressurise us.

To what extent do districts play a role in policy-making?
We can influence policy, but policy is done at national level,
we are not makers of policy, but implementers of policy. In

the forums we attend we can influence policy.

Do you sometimes find vourselves in a position of not being

able to implement policy?
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I haven't experienced that sitvation of being unable to
implement policy. But what I can say is that I am playing a
part that I am supposed to be playing, to implement policy,
for instance, the issue of teacher retrenchment (temporary

teachers), redeployment, etc.

Are you satisfied with the role that you play in policy-
making?

Yes, I feel that I am playing a part that I am supposed to be
playing, to implement policy. Policy-making is for policy-
makers, but of course we are given drafts to comment on before

policy is finalised.

Do political agendas, labour relations issues, and the teacher
unions in this distriect support or disrupt teaching and
learning? In what ways?

We have problems in dealing with teachers who are not
committed to their work. The unions come flying to our offices
once we attempt to deal with an irresponsible teacher. We have
a right to take any irresponsible teacher to task, but the
unions will always interfere and defend their members.

We are supposed to have working relations with teacher unions,
but I am not sure if we have. The Culture of Teaching and
Learning Services (COLTS) that I talked about earlier is
something the unions were against, but not necessarily all

teacher unions, it is one particular teachers union. In our
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district we had to enforce the culture of teaching and
learning irrespective of what unions said. The enhancement of
the culture of teaching and learning should be a Jjoint
project. Teacher unions together with the department should
work towards it. But unions seem not to be committed to ity
they allow their members to go toe meetings during school
hours.

In this district we went to an extent of calling in teachers
who were not playing their part as far as service delivery, as

advocated by the COLTS campaign, is concerned.

But what mechanisms do you apply to see to it that such

y
i

teachers are disciplined? ?
Well in most cases we end up having lost our case. against thé
teachers. This is due to the fact that other teachers are
never willing to testify against their colleagues. You will
find that it is only learners who complain about a particular
teacher, which gives us a problem to pursue the case further.
Managers who do not keep records of irresponsible teachers
exacerbate the situation. They (managers) do support learners
in most cases about their grievances against particular
teachers, but without written evidence where specific dates
are stated on which the teachers were showing irresponsible
behavior, we couldn’t do anything. Some managers seem to be
intimidated by what might happen to them afterwards if they

take steps against irresponsible teachers. But over and above
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everything is the fact that we do not have powers to deal with
them directly. It is a matter to be handled by the labour
relations' office, which in most cases does not protect the

employers.

Have any teacher strikes, class boycotts occurred in your
district during the past three or four years? What was the
contributing factors? How were these issues resolved?

A lot of them have occurred. Mostly teachers' complaints are
low pavments. The department had tried in most cases to

address the teachers' needs.

Have incidents of violence, rape, shooting (of
teachers/learners) been reported at schools in your district?
What is the nature of such incidents and how frequently do
they occur?

I have a big file on that, where even principals suggested
that the perpetrators should be expelled. I have cases of
violence, rape, drug peddling and abuse, etc. We try to
address such problems by giving psychological help, counseling
to the culprits and support to victims. There are cases that
are left for legal intervention. We do not expel learners from

schools. We only suspend themn.

What in your opinion, are the key factors contributing to low

success rates in grade 12 examinations in your district?
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Matric results are a disaster. They will never improve until
the teachers' attitudes change. Teachers have negative
attitudes. They are not committed to their work. Their kids
are at the best schools where teaching and learning take
place. Even if we can put the best resources in place,
computers, science equipments, etc. as long as their attitudes
are still the way they are, teaching and learning will never

improve.

Wouldn't you say that their attitudes are informed by what
they explain as poor working conditions and low salaries?

No ways! The government is doing all it can to please the
teachers. The teachers' problem is that they always want to
play a win-lose game. They never go for win-win. They go to
negotiations with the mentality of rendering the department's

programs null and void and put theirs in place.

What mechanisms have you put in place to ensure that you
change their attitudes, without which the culture of teaching
and learning will not take place and without which matric
results won't improve?

To change people's attitudes is a process. Attitudes are
difficult to change. What we do i1s we run workshops that deal
with conflict management. This is because we are aware that
teachers spent a lot of time in conflicts within the school,

conflicts with the principal, conflict with colleagues.
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Appendix 1 (C)

District 4

Teaching and Learning Unit

How long have you been working as head/co-ordinator of this
unit?

Since 1997 (has been ir the teaching profession for 30years,
he was a principal for most of the his time in the

profession).

What are your key performance areas (in order of importance)ﬂ

as head/co-ordinator of the unit?

To concentrate on the implementation of Curriculum 2005 ( a
dynamic outcomes-based policy): and to see matric results

improve.

What factors hinder/impede vour effectiveness in these
performance areas?

We have budgetary constraints, for instance, when a school
asks for a copy of a particular item, what happens is we
receive one copy from the province and we have to print it on
an 18 sheet, which is not budgeted for. The province simply
gives you a copy and says you should distribute it and this we
have to distribute to 125 schools. We only become fortunate if
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a school has resources, then we simply give them one copy to
photocopy for themselves and give to their learners. But in
township schools you have to make a copy for each learner
within the 125 schools (where resources are not available).
We only have one vehicle to transport district members to
various schools.

Bureaucracy is a delaying factor. Sometimes when schools
request certain things from us we can't give them without
applying to the regional office. The regional office takes a
lot of time before addressing problems.

Lack of specialised officials at district level in areas such
as mathematics and commercial subjects. When such issues are
raised with the head office, the response is, there is no
money.

We are understaffed with 8 people instead of 24; even head
office is understaffed. One person has to deal with a lot of
issues.

We have good policies in place, but the problem is with

implementation and delivery due to resource constraints.

What changes, if any, in the powers and functions of districts
have occurred since 19947

A paradigm shift lias been there in policy issues and matters.
But we still have a problem in identifying our true
respongibility. We still have situations 1in the townships

where a defiance campaign is still continuing. The mentality
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of not allowing district ¢ Iicials to come into schools still

exists. The changes are more on paper than in practice.

How is restructuring of the college of education sectors
impacting or service delivery in your district, if at all?

We could absorb people from colleges into our system for
specialised areas, but people who are available are not people
we need. They are peéople who specialised in areas that we are
covered on. People we need want to take packages. We have now
appointed three people for life orientation. But for critical
areas 1like mathematics and commercial subjects we have
appcinted one person per area. The person that the head office
has sent to us from the college is not relevant for our needs
(mathematics and commercial subjects). The,person is relevant

for language area of which we are .  red already.

What support do you obtain from the provinces in relation to
your programs?

There are training sessions organised by the province for
district officials, but we are still caught up in this cascade
model. When we go down to report to teachers we do not receive
their support at all in the sense of them not being co-
operative with principals. For instance, even if principals
are prepared to impart the skills they recéived from
workshops, teachers are not prepared to stay for the

afternoons or to go to school on weekends to be workshopped.
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Teachers take the profession as an 8h00 to 15n00 job, five
days a week. They are not prepared to sacrifice.

Management is still disadvantaged. There is no mechanism in
place whereby managers can discipline teachers who are not
committed to their work.

The new Labour ..elations Act is a protection of the employees
who are in this case teachers. The act does not look into the
rights of the learners to raceive the kind of education that
will brighten their future.

As for Curriculum 2005 there are no credible institutions
dealing with it including colleges and universities. We do not
everr have credible individuals driving the process of
Curriculum 2005 (training and implementation). The only people
we have are provincial and district officials. Bnd we are
dealing with the curriculum from our own experiences. There is
no expert in the curriculum since it is new to all of us. So
Whﬁ; we learn, we try to impart in schools, but then when it
(the information/skills) reaches the school i: is third-hand
or fourth~hand information. This really kills Curriculum 2005.
Up to today we do not have an Assessment Policy document for
Curriculun. 2005. Teachers do not know what the promotion
requirements are. Even at the provincial level it is difficult

to get a circular that will sort of become policy.

Does the unit have adequste capacity (human and material

resources) to mediate these programs effectively?
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People I work with in my unit are competent for particular
areas, but they are overworked an., they do more than what
their areas of specialisation are. For instance, the gentleman
who has been appointed for mathematics has to oversee scilence
and‘biology. All his 1life he has been a secondary school
teacher now he has to deal with the foundation phase as well.
Besides Curriculum 2005 he has to deal with numeracy. The
difficulty here is that he has to guide teachers from grades
1-3. How do you guide and advise a teacher who has more
expertise than vou do? Within the district people haven't
actually been appointed according to their exXpertise. So
people end up concentrating on what they are comfortable with.
You find all eight officials wanting to work with secondary
schools, but out of compulsion they do workshops in primary

schools, but they are not confident.

How and to what extent are the programs in your unit co-
ordinated with the programs in the other units in the
district?

We work very effectively with Auxiliary Services Unit. We
share one office with them in London (pseudopym - for
confidentiality purposes). When a teacher reports,that a child

is not learning they (EAS) handle the problem.
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What would need to be done (at district level, provincial
level, national level) to make these programs effective?
People at head office should come down to schools to see what
is happening. They should come and pilot and/or work in
schools to see what is happening, before they come up with
programs from national/provincial level for implementation.
It is very good to make a policy like the South African
Schools Act (SASA) which is so marvelous, but it assumes that
the playing field has been leveled (everybody is on the same
level and you will function in the same way). The whole idea
of compulsory education un%til the age of 15 in certain
instances works, but you have learners who are over fifteen
sitting in classes, how do you handle that? There is no policy
dealing with that., It is only now that they are dealing with

admission policy.

As head of the unit do you wisit schools? If ‘éo, how
frequently and for what purpose(s)?

Because of the defiance campaign that carried on frian the
apartheid era up to now, people (teachers and principals) will

only invite you to schools when they have problems. As a

district official, you can't go and say you are there to

monitor what they are doing. Due to the COLTS program certain .

schools call us when they need help and we send some officials

to teach in the classrooms, but there is too much democracy
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and some people will tell you that you should make an
appointment for your visif.
They still have the fear that you are not there to help or
facilitate, but to search for mistakes/find faults. What
aggravates the situation is the fact that, the kind of
problems that are raised, I cannot deal with them as a
district official. This is because we do not have autonomy; we
have to go through the bureaucratic system. If a school
reports that it does not have textbooks I still have to apply
to the regional office that takes its time to respond.
Sometimes you will send documents to head office for approval,
documents that are needed by a school, for instance, for
promotion requirements. Now the principal will keep on phoning
wanting to know how far you are with the documents. When you
phone the head office you find that the document has not‘been
signed or a decision has not been finalised. What happens is
that the schools 1look at you and feel that you are
ineffective, when you are actually delayed from the top.

2s
Are there programs that were developed and implemented purely
at district level?
Programs that are related to improving matric results were
purely our initiative. The programs haven't been effective

since teachers are not co-operative.
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To what extent is the district consulted in the development of
programs originating at national and provincial levels? The
national and provincial levels involve us in the development
of programs, they consult with us and we have inputs to make.
We do initiate programs at district level 1like the ones on

improving the matric results.

Do poiitical agendas, labour relations issues, and the teacher
unions in the district support or disrupt effective teaching
and learning?

We work well with the unions up to this far particularly on

the program of COLTS. We meet on a monthly basis. We are

trying to bring COSAS on board. In terms of teachers who are
not committed to their work, unions have made it clear to us
that they do not support an irresponsible teacher. But unions
do defend their members hiding behind the notion that there
are no resources, forgetting that at school level the main
basic resources are in fact there, the building, the teacher
(main resource) who receive about 90% of the total budget of
education.

The Labour Reiations Act protects the employees (teachers) and
does nothing about the employees' responsibility and

commitment to the culture of teaching and learning.
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Does staff in the secondary schools have adequate
qualifications, experience and expertise to Ffacilitate
increased success rates in the grade 12 examinations?

Most of the teachers are qualified, but they are still working
within the comfort zone. Change is very difficult. They fzar

change.

Have any teachers® strikes, clasg b jcotts occurred in your
district during the past three or four years? What was the
contributing factors? How were these issues resolved?

Basically we had strikes and class boyeotts that affected the
whole nation or the wnole province. It never happened that the
strike and boycott occurred only within the distriét. In such
cases we do intervene through our representative at provincilal

level.

Have incidents of violence, rape, shootings {of
teachers/learners) been reported at schools in your districgt?
What is the nature of such inciden.s and how frequently do
they occur?

We did have such incidents vreported to us. The Auxiliary .
Service Unit (EAS) handled such problems We act on a team
basis. The crisis team together with the EAS handles the
issues). We had an incident where a shooting happened outside
a scheol, but ended up affecting the school, leaving learners

and teachers in trauma. We had a school where learners shot
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one another and there was vandalism going on in the school. We
had a situation where COSAS and teachers controlled a school

and the principal could not deal with the situation.

Since you have been the head at this unit have the matric
results declined or improved?

I only came in last year (1997), but of course the results
have been terrikle.

The programs in place to improve the results are:

Common preliminary examinations which we ~ arranged for
teachers, but there was no support from the teachars. Only
five schools administered the examinations. 2And there is
nothing you can do about such schools in that we were just.
rendering assistance. Some schools seem to perceive this
assistance as a way of checking what they hawe done and what
they have not done.

The COLTS program was also directed towards improving the
matric results. We had winter school.

There are scheools that performed relatively well in the
townships. The contributing factors were that both principal
and teachers were chmittedu They took advantage of the

assistance offered to them. They also attended winter school.
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Appendix 1 {d)

District 2

Auxiliary Services Unit
¢ How long have you been working as head/co-ordinator of this
unit?

Since 1996.

NOTE: Some of the guestions and responses, which ar upposed

to follow, could not be recorded.

What kind of suppert do you receive from the province?

We get trained at head office level and there appears to be
sufficient resources for that. But when we come back to
district level we get stuck when we are supposed to take the
same quality of training to schools because of lack of
resources. As a result we end up having to give training to
several teachers when in fact issues such as child abuse are
everybody's responsibility. All teachers, not a few within a
school, need to be trained around how to deal with such

issues.
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To what extent do you involve parents in such programs?
e.g. (child abuse)

That is where our shortcoming is. The only time we work with
them is when they get referred to us. We have not worked with
the parent community except with those that are in school

governing bodies.

What factors hinder/immede vour effectiveness in these
perforiaance areas?

We are supposed to be a staff of 28, but we are only 12 due to
financial constraints. Lack of capacity on our part due to
understaffing. We are usually not in a position to follow up
on programs that we start at schools. The schools are many and
it is only a few of us. Again, we concentrate on other
projects as well than what we do in schools. As a result, when
we go back to schools say after six months, you find that we

have to start afresh, workshopping and training teachers.

What changes, if any, in the powers and functions of districts
have vwecarred since 19947

They have definitely changed. I worked in the district even
then. Then the programs were more individual-based than mass-
based. The sjituation is now vice versa. In the past few
individuals had access to our services, but now we are
concentrating on groups and we now avail our services to more

children.
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In your opinion, are the powers and functions assigned to
districts adequate?

Qur powers are not sufficient in that in a number of
issues/matters we first have to go through the regional
office. My problem with this is that the regional office does
not always attend to our problems immediately or at least
within a reasonable period. It takes them weeks to deal with
matters that in my opinion could take themiat least two days
(If we take their own programs and plans into consideration as
well, but otherwise it could take them less than an heour). In
the meantime we receive a lot of pressure from principals who

think that we are reluctant to help them.

How does the function of the district differ from that of the
province? Are these differences, in your opinion, real or
merely cosmetic?

The GDE work more with policy development and co-ordination,
and we work more with implementation. They give us a chance to
comment on policies that are developed already. Although we do
not develop policy we have representatives from teacher unions

and from various stakeholders in the department.

How is the restructuring of the colleges of education sector
impacting on service delivery in your distriet, if at all?
People from colleges are mostly people we do not need; they

are people we are already covered on.
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What support do you obtain from the province in relation to

these programs?

They provide training that is relevant to * .- programs that we

have to undertake. We then go down to sch¢ .s and train about
two teachers per school. The GDE gives us programs and a plan

fer us to implement in schools.

Does the unit have adeguate capacity (human and material
resources) to mediate these programs effectively?

For a couple of areas we do not have specialists. We end up
putting people who are not specialists in the areas to

facilitate.

How and to what extent are the programs in your unit co-
ordinated with the programs in the other units din the
district?

Our programs overlap into the Teaching and Learning Unit. We
work a lot tegether particularly on the foundation phase and
grade 12. As for the develorment unit we work with them in
district mattars.

25 head of the unit do you have direct contact with principals
and schools? How frequently and on what basis?

To get more financial support so that we can give a better
quality of training teachers. The head office needs to do
their plan well in advance, so that when we plan at district
level we should include their plans. Sometimes they come with
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their plans after we and schools have already planned, as a
result they disturb our flow of functioning.

Head office become very unreasonable sometimes, they give us
a document and expect us to be through with it within & short

period of time.

3 head of <che unit do youn wvisit schools? If so, how
frequently and for what purpose(s)?

We do go particularly to schools which need a lot of support
particularly those whose matric results were poor. We can go
to schools anytime, of course, with prior arrangement. Since
the beginning of the year through our provincial campaign of
COLTS we had several programs of going into schools. This was

particularly by the schools support teams, they go to s.hools

every morning to monitor the late coming of teachers and

learners, monitor what is going on in schools. We <o not go
into classre~ms due to the previous defiance campaign. But

teachers do not call us to come and help them with certain

subjects. That is how we enter classrooms and teach although

we do not have enough capacity on some subjects.

What do you do a in case where late-coming and zbsenteeism
prevail in a schonl?
We take notice of that and we talk to the principals (school

management) about it. We follow up and we end up not pursuing

it due to some of the programs that we have to attend to. But
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if the situation is too serious, I am sure further steps can
be taken, it is only that it hasn't really happened in a way

that is disturbing.

Are there programs that were developed at district level?
Yes. There are programs that we initiated and implemented, for
instance, the support committees that I talked of earlier are

our initiative.

To what extent is the district consulted in the development of
programs originating at national or rrovincial level? Is such
consultation, in your opinion, realiy necessary?

Most of the programs start at national level, then the
province get drawn in, then the district until the schools are
reached. Consultation is made widely with all these levels. Up
to this far we haven't received any program that we did not
know about - we are consulted first (But of course there are
some systematic shortcomings). A typical example of how widely
we are consulted is on the issue of developmental® appraisal
for teachers. Consultation has been going on for about 10
years now, it started in 1%$89 and it will only be implemented

in 1999,
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Do political agendas, labour relations issues, and the teacher
unions in the district support or disrupt effective teaching
and learning?

Through COLTS campaign, the unions and even COSAS are being
consulted about the programs we undertake, they are alsc
represented in the campaign. They receive feedback from us and
they have a chance to make inputs. We give them invitations to
all our functions, to meetings we have with teachers and

principals.

Since you were the head at this unit has the matric results
decline or improved?
The matric results have been poor. And we have put the

following mechanisms in place to improve them:

- Schools support teams (talked about earlier). We gave
schools the syllabi because some schools did not have the
right syllabi: they now have all the syllabi that they have to
teach at matric level.

We estanlished subject committees. Teachers and district
cfficials (from TLS) come together and discussed questions of
how to set an examinat. »n paper for common examination.
Common examinations. However some schools driven by COSAS did
not write the examinations. Our officials (from TLS) help with

teaching when invited.
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We had winter school during the June holidays (for all matric
for two weeks). We gave them previous question papers for
those who are doing mathematics. |
We bussed all our matriculants to the botanical gardens to go
and look at potential careers in botany and zoology.

We have taken them to Iscor to get some bursaries in science

and technology. We did study skills with them.

Why is it that a lot of focus seems to be on the foundation
phase then straight up to matric? What about the middle
grades?

That is definitely a problem. We are on specific programs fdr
the intermediate phase. We do cover them through the school
support teams, but we do not have specific programs for them

(policies around that will come).

115



Appendix 1{e)

Distric. 5

Development Service Unit

How long have you been working as head/co-ordinator of this
unit?

Since March 1996

What are your key performance areas as head/co-odinator of the
unit?

I co-ordinate the unit which deals with:

Governance of schools

Physical cleaning in schools

When there is a need for a bhuilding to be erected, or
renovated in schools

We also look at adult centres (2 in the area)

Early childhood development particularly in the pre-school and

créches.

What factors facilitate personal effectivenass in: such

performance areas?

Support from head office provided us with trainino.

Sponsorship from the Danish government to do development work
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in schools, especially governing bodies and schools

management.

What factors hinder/impede vyour effectiveness in these
performance areas?

Lack of rescurces, transport and finance.

Understaffing. We are supposed to be a staff of 7, but we

are 4,

In your opinion, are the powers and functions assigned to
districts adequate?

No. There is a lot of bureaucracy going on, which of course
hinders one to work as an 'independent’ professidﬂal. I mean
it starts here with the director, to the regional'office, to
the head office. So everything that one has to via somebody
before it is implemented.

One thing I need to raise is that the GDE has a tendency of
submitting documents late to us, and expects us to make
comments and recommendations within a very short period of
time, like in a week's time. How do you play a meaningful role
and make sensible comments if you are not given enough time to
do so? The thing is we have other things to 7o and when
documents come we dc not simply drop everything and
concentrate on them, we do what is on our plan first because

schools out there expect us to deliver.
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How is the restructuring of the colleges of education sector
impacting on service delivery in your district?
We've never heard any person from the colleges joining us. But

we need people.

How and to what extent are the programs in your unit co-
ordinated with the programs in other units?
We cut across every sector in the district. For instance, we
rain teachers; we have the science project going on at Vista
University. Other units like the TLS and EARS are also
contributing. By training teachers we contribute almost
directly to teaching and learning because if teachers are not
trained and or do not know their stuff then learning and
teaching won’ £ prevail.
A science person from the TLS co-ordinates the science
projects. I found the partner (ISCOR) and made the necessary
communication with the partner (for the science project). He
(science TLS) has to make sure that teachers attend the
training. I also go to the training sessions to tell them, why
they are there, i.e. who sponsored them and for what.
Presently because of Matric exams we go everyday. Throughout
the year we go whenever there is training going on in schools.
We have school support teams which go to schools. The teams go
twice a week to schools, not particularly to the same schools.

We go even when we are not invited. It is part of our Jjob. Wé 
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go to see if there is a need and we come and structure our

program.

How have the schools /principals/teachers responded to these
programs?
When we come they shower us with problems. We get into

dialogue; we talk about their problems.

What kind of problems do they direct to you?

Shortage of text books. Shortage of wood for wood work.
Shortage of plumbing materials to unblock toilets. How they
can involva parents outside the SGBS to be active in school

matters

Do you find yourselves in most cases being in position to help
when such problems are directed to you?

Not at all times. We encourage them to be creative and to do
what they can to help themselves. We explain to them that
things cannot happen overnight. But we try to help them with
the basics.

What iy your role in policy making?

e are consulted to make inputs in the development of programs
and policy though we play a lot of an implementing role. We

are presented with drafts to make centributions and inputs.
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Does the unit have adequate capacity?
We all learn as we work. We don’t emphasize being skilled but

the potential to be skilled.

Is there any direct rcle that your unit plays in improving the
matric results?

Yes. In whatever that we are here for we are contributing to
the Matric results. The science project that I talked about
involves developing and training teachsrs. We make sure that
the physical environment of schools are nice looking. It makes

learners to feel at home and to enjoy being at school.
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Appendix 2

School A District 4
No. of teachers interviewed: Three ( 2 teachers and the
Principal)

School Environment

School Level: High School

No. of Teachers: 50 (18 empi.oyed by the SGB and
32 by GDE)

No, of learners: 1131

Teacher pupil ratio: 1:35

Predominant Race: Whites {multi-racial)

Physical Environment

It is a clean, big and well-resourced school. The lawn 1is
attractive with well-trimmed trees and c¢olourful flowers. The
administrative block is big, catering for a staff-room and a
number of offices for secretaries and a Deputy Principal.

Period as Principal/Teacher

Principal: 4 years as a principal, 20 years as a teacher

Teacher A: 19 years
Teacher B : 21 years

Improvements since 1894

Principal: Interaction and communication between schools and
districts

Teacher A: Nothing now

Teacher B: Slight improvement

Support Received from the District to improve the Quality of
Teaching and Learning

Principal: Training of school management team
Teacher A: No support
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Teacher B: No direct support

The Frequency of District Officials’ Visit to the School

Principal: Once in a semester
Teacher A: Once in a while
Teacher B: No known visits

What Officials do During Their Visits

Principal: Look at how the school is administered
Teacher A: End up in the principal’s office
Teacher B: Not applicablie

The Existence of a Culture of Teaching and Learning

Principal: Prevalent
Teacher A: Prevalent
Teacher B: Prevalent

'

Factors Contributing to Culture of Teaching and Learning

Principal: Involvement of all stakeholders.

Teacher A: Teacher commitment.

Teacher B: Teacher and parent commitment

Recommendations

Principal: More visits should be added.

Teacher A: The officials should address teachers’ problems.
Teacher B: The officials should visit to see what goes on.
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School B DISTRICT 1
No of teachers interviewed: 3 {B principal and 2
teachers)

8chool Environment:

School Level:

High School

No. of Teachers: Mot Verified

No of Pupils:

Not Verified

Teacﬁer Pupil Ratio: Not Verified

Predominant Race: African

Physical Environment

The office was clean except for the long dgrass.

Duration as Principal/Teacher

Principal:

Teacher A:

Teacher B:

A deputy principal for
5 years and a teacher
for 27 vyears.

9 years

14 years

Improvements gince 1994

Principal:

Teacher A:

Teacher B:

Communication flow between the district and
schools. Advises on how to teach subjects, Common
exams for grades 10,11, 12

Renovations of the school. Communication channels
improved a lot. Flexibility on the part of the
districts and offering of auxiliary services (
academic, social and psychological)

Useful workshops that allow for active
participation for teachers.

Principal:

Teacher A:

Workshops & seminars

Workshops, though there are no follow-ups thereof.
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Circulars on some of the subjects.

Teacher B: Workshops and ~-miners.

The Frequency of the District - .. als’ Visits to the School
Principal: Regularly

Teacher A: Once in a quarter

Teacher B: Once in a semester

What District Officials do during their Visits to Schools

Principal: Inspect the Scheool. Help us to solve problems.
Help the principal about discipline and order in
the school.

Teacher A: They end up in the principal’s office

Teacher B: Teachers do not normally see them. They are only
told that the officials were around.

The Existence of the Culture of Teaching and Learning

Principal: Prevalent
Teacher A: Prevalent
Teacher B: Frevalent

Factors contributing to the Culture of Teaching and Learning

Principal: Co-operation between parents,  teachers and
learners.

Teacher A: Good management, co-operative parents and learners

Teacher B: Commitment of teachers
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The District’s

Role in Promoting the Culture of Teaching and

Learning
Principal:
Teacher A:

Teacher B:

Recommendations

Advice given to teachers on how to teach subjects
Through common exams, they keep teachers on their
toes to teach the syllabus thoroughly and to
cover it on time.

The workshops they provide for teachers give
teachers direction on how to teach subjects.

to the District

Principal:

Teacher A:

Teacher B:

Provision of equipment such as desks, learning
materials and sufficient textbooks. Processing
of applications should be speeded up, to avoid
a situvation where items applied for take over
four months before they are delivered to
schools.

Improvement of teachers’ working conditions and
benefits such as salaries, subsidy of teachers
further education.

The delivery and fulfilment of their (officials)
promises. The speeding up of application
processing, provision of equipments such as
photocopying machines and sufficient learning
materials. Teacher salaries should increase.
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School C

District 2

Number of teachers interviewed: 3 ( the principal and 2 teachers)

The School Environment
Level of the school:
No of teachers:

No of learners:
Teacher pupil ratio:

Predominant race:

Physical Environment

High school
29

879

1:43

Africans

The school was clean and tidy. The principal’s office was clean

and tidy.

Duration as Teacher/Principal

Principal:

Teacher A:
Teacher B:

Tmprovements since 1994

Principal:

Teacher A:

Teacher B:

7 years as a principal,
teacher

6 years as a

28 years

15 years

Workshops for teachers and principals

No improvements, I used to enjoy my
work but I am no more.

~Lack of resources

-Lack of parent participation

-Learners being demotivated

~Teachers being demotivated due to

poor working conditions

-A lot being expezted from teachers

while not given tools to deliver, and

low salaries. )

-No improvement

Factors contributing to the Culture of Teaching and Learning

Teacher B:

-Lack of communication with people on the ground

i.e. District officials are too high to reach.
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Teachers do not have a direct contact with them.

Support Received from the District to Improve the Quality of
Education

Principal: ~Provision of resources such as furniture,
stationery, photocopying machines for a cluster
of schools, paper and textbooks.

Teacher A: -No support

Teacher B: -No support

THE FREQUENCY OF THE OFFICIAL=S VISITS TO SCHOOL

Principal: -When there is a problem
~When they want to assess what is going on in
the school

Teacher A: -Not often

Teacher B: -Once in a while

What District Officials do when they visit the School

Principal: - Help to solve problems
Teacher A: -They end up in the principal’s office
Teacher B: -They end up in the principal’s office

The Existence of a Culture of Teaching and Learning

Principal: Prevalent
Teacher A: Prevalent
Teacher B: Prevalent

Factors contributing to the Culture of Teaching and Learning

Principal: - Teacher commitment

Teacher B: - Commitment of teachers maintaining discipline
by keeping the gates locked for late-comers
- To keep learners within the yard during school hours.

Teacher B: - Parent involvement
RECOMMENDATIONS
Principal: -The district should provide with more resources

like teaching aids and filling the laboratory
with relevant staff.

Teacher A: - The district officials should stop being in their
offices
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Teacher B:

-They should coms zwwin to ths ground and see what
is going on ir schknools before they come up with
rules that are uninfurmed. It is us teachers who
are clcser to the brand. We are with the poverty-
stricken learners on a daily basis. We have to
teach them in the classroom, expect them to perform
well, and blame them if they do not, whilst knowing
exactly that they are seated in the classroom with
their stomachs empty.

~Districts have to address the core needs, the
deeper seated problems of these learners’ socio -
economic background. Let them start with these
learners’ socio-economic background.

~-Let them stop telling us about appraisal system
and come up with feeding schemes. We never have a
chance to raise our dissatisfaction. They never
come down to us to hear our cries. They only come
up with problems. District officials should consult
with us and be transparent about issues that affect
us directly as teachers.

-They should provide with resources
~They should revisit redeployment policy
-They should implement SASA policy

Provide with sufficient zresources particularly
textbooks, libraries.

—Consult with teachers, make a follow up on their
workshops

~-Impose a moratorium on redeployment until such
times they are informed about what is going on at
the ¢rassroots level. Redeployment i3 an
uwninformed policy.

-Provide with auxiliary services

-psychological help for problematic learners,
teachers should be guided on how to deal with
such learners.

~Teacher pupil ratio should be reduced.

~Being products of an unstable situation, the
apartheid era, teachers should go through
rehabilitation sessions to change their attitudes
towards work.
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School D District 5

Number of teachers interviewed: 3 (2 teachers and a deputy

principal)
Schocl Environment
School level: High School
No of teachers: 34
No. of learners: +-1140
Teacher pupil ratio: +-1:34
" Predominant race: African

Physical Environment

Learners were moving up and down the school premises during
school hours. Teachers were going in and out of the staff-room.
Some were moving around with sticks on their hands suggesting
that corporal punishment is still practised. The school is clean
when judged within the context of township schools. There is no
phone at the school.

Period as a Teacher/Principal

Principal: 3 years as a csputy, 16 as a tea .ner
Teacher A: 12 years
Teacher B: 15 years

Improvements since 1994

Deputy principal: ~Top down leadership no longer strong
~Teaching and learning no longer based on
rote learning

~-A lot of developmental workshops

Teacher A: - A lot of support
-Provision of materials and workshops
-Help solve problems
Teacher B: -Workshops
~Monitoring of the culture of teaching and
learning

Support Received from the District to Improve the Quality of
Education
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Deputy Principal: -Assistance from subiject advisors
~Provision of materials
-The school was given R5000 to improve
matric results

Teacher A: -Provision of materials, attendance of
workshops
Tzacher B: Attendance of workshops

Frequency of District Officials’ wvisits to the School

Deputy Principal: -Twice a month
Teacher A: -Often
Teacher B: -Once a quarter

Purpose of Visits

Deputy principal: -Meet with staff
- Help teachers to teach difficult areas

Teacher A: -Check on administration issues
-Visit in classrooms
~Teach learners
-Help in Saturday schools.
Teacher B: —~Check learners' books, files and teach

The Existence of the Culture of Teaching and Learning

Deputy Principal: Prevalent
Teacher A: Prevalent
Teacher B: Prevalent

Factors contributing to the Culture of Teaching and Learning

Deputy principal: -Unity among staff members

Teacher A: ~Good working relations between
district and schools
-Co-operative learners

Teacher B: ~Co-operation with the District
Recommendations
Deputy Principal: ~ Check on the schools constantly

130



Teacher A:

Teacher B:

-There is lack of resources at the
schoel.

-The school needs a fax machine,
photocopying machine, telephone,
overhead projector, chairs and tables.
-Over and above all the school’s
electricity does not work

No recommendations. (when asked about
lack of resources at the school, the
interviewee said that the district does
not have money and that even if
resources could be provided, there
would be burglary.
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SCHOOL E DISTRICT 3

Number of teachers interviewed : 3 ( 2 teachers and the
principal)

School Environment

Level of school : Primary
No of learners 1274
No of teachers ¢ 30

Teacher/pupil ratio : 1:48

Predominant race : African

Physical Environment

The school 1s situated in an informal settlement. The school
building is still new. The school was very noisy.

Period as a Principal/Teacher

Principal: 7 years

Teacher A: 11 years

Teacher B: 10 years

Improvements since 1994

Principal: Well-Structured programs such as workshops. Clear
circulars received from the district.

Teacher A:; Maternity leave sometimes dcne without pay. There
is more transparercy at the way things are done.

Teacher B: Teachers receive support through workshops aimed
at equipping teachers with skills to implement
Curriculum 2005. Again teachers received guides
on how to teach.

Support Received from the District to Improve the Quality of
Education

Principal: The school was assisted by subject
advisors on how to approach and teach different
subjects

Teachers A and B: the district conducted Workshops. The
district also assisted with the
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implementation of the Outcomes Based
Education.

Frequency of District Officials’ Visits

Principal:

Teacher A:

Teacher B:

Visits from the district were irregqular. District
officials did come to visit the schocl to assess
the amount of progress being made at the school.
They also come when invited to help resolve
problems.

District officials come to the schoonl when
invited. At one time they were more regular
because the principal was hospitalised.

District officials visited the scheool on a
quarterly basis

What do district officials do when they visit schools?

Principal:

Teacher A:

Teacher B:

Culture of Teaching and Learning

Principal:

Teacher A:
Teacher B:

District officials assess the administrative
capacity of the school

Teachers are not really clear about the purpose
of the district officials’ visits because they
mainly communicate with the principal and less
with the teachers.

The principal gets a major report about some
developments within the district.

It is really difficult to say that there is a
culture of learning and teaching. I depend on
individual teachers.

There is no culture of learning and teaching.
There are good attempts to have a good culture of
learning and teaching

Factors Contributing the Culture of Teaching and Learning

Principal;:

Teacher A:

Tgacher B:

Some teachers lack skills. Others need
motivation

Poor class attendance, late coming, lack of
discipline, and lack of commitment on the side of
educators.

There is commitment from the side of the
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learners, educators, and parents.

Recommendations

Principal:

Teacher A:

Teacher B;:

Educators should be made to respect the
regulations that require them to be in their
offices till 15H00. There should be constant
visits from the district to assess the culture
of teaching and learning.

There should be constant assessment of the

teachers. This will push teachers to be committed
to teaching ‘

The redeployment policy should not be
implemented. Instead more schools should be
built.
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SCHOOL F DISTRICT 5
Number of teachers interviewed : Three (Principal and 2 teachers)

School Environment

School Level: Primary School

No of Teachers : 34 (25 employed by GDE and 9 by SGB)
No of Learners: 1009

Teachers/Pupil Ratio: 1:39-40

Predominant Race: Whites (Multiracial)

Physical Environment

The school is well equipped with more than three computers in the
secretary’s office. It has facilities such as a swimming pool,
tennis court, big playing fields, etc. The staff room,
secretary’s office are big. Generally the school is clean and
tidy, with well kept lawn, cclourful flowers and well-trimmed
trees.

Duration as Principal/Teacher

Principal: 1 year as a principal and 20 years as teacher
Teacher A: 7 years

Teacher B: 26 years

Improvements since 1994

Principal: A lot of workshops. Interaction between the
district and schools

Teacher A: The district is more organised
Teacher B: The district is in touch with the schools

Support Received from the District to Improve the Quality of
Education

Principal: Visits from subject advisors. Training

Teacher A: Training. The involvement of subject facilitatofs.
Workshops
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Teacher B: Training

Fregquency of District Officials’ Visits to the School
Principal: Twice in a year

Teacher A: No visits

Teacher B: No visits

What District Officials do when they Visit the School?
Principal: They check on how administration is run in schools
Teacher A: Not applicable

Teacher B: Not applicable

The Existence of the Culture of Teaching and Learning
Principal: Prevalent

Teacher A: Prevalent

Teacher B: Prevalent

Factors contributing to the Culture of Teaching and Learning
Principal: Strong teaching body. Involvement of parents

Teacher A: Extra mural curricular. Parent participation,
particularly in fundraising

Teacher B: Committed, dedicated and hand-working teachers.
Good percentage of parent involvement.

Recommendations

Principal: The district should improve on their channel oz
communication. Information does not reach the
schools quickly encugl.

Teacher A: Teachers should be workshopped on how to
implement particular policies. In trying to bring
together the disadvantaged and advantaged
schools, the district should not overlook the
impracticalities involved. For instance, they
should not base workshops in schools that are not
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equipped like township schools. Schools which do
not have resources should be prepared to go to
those that have resources, this is a practical
issue not a political one.

Teacher B: The district shoul¢ have enough resources to travel
to schools.
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SCHCOL G DISTRICT 5

Number of Teachers Interviewed: Three (Tw¢ teachers and a Deputy
Principal)

SCHOOL ENVIRONMENT

School Level : High School
No of Teachers : 52 (19 employed by SGB and 33 by GDE)
No of Learners : 1140

Teacher Pupil Ratio : 1:36

Predominant Race : Whites (Multiracial)

Physical Environment

The school is large and well-equipped. With good sporting
facilities and pleasant grounds. The administration block has
many offices together with a big staff room. The school is clean
inside (the offices) and outside (well-trimmed lawn and colourful
flowers) .

Duration as Principal/Teacher

Principal: 5 years as a deputy principal. 20 years as a
teacher.

Teacher A: 22 years
Teacher B: 21 years
Improvements since 19924

Principal: There is more communication and interaction between
the districts and schools.

Teacher A: There is more training and workshops
Teacher B: There is more training

Support received from the District to improve the Culture of
Teaching and Learning

Principal: Workshops
Teacher A: Being there when needed

Teacher B: Seminars. Subject advisors visit the school



¥Frequency of District Officials’ Visits to the School
Principal: Per invitation.

Teacher A; Once a quarter.

Teacher B: Regularly.

What Officials do when they visit the School

Principal: Talk to the principal about the running of the school

Teacher A: Check if the school has problems. To see how teachers
cope with teaching and learning

Teacher B: Talk to teachers ahout appraisal systém

The Existence of the Culture of Teaching and Learning
Principal: Prevalent

Teacher A: Prevalent

Teacher B: Prevalent

Factors contributing to the Culture of Teaching and Learning
Principal: Discipline of all stakeholders, learners, teachers and

parents. The school’s code «f conduct.

Teacher A: Commitment of educators. Positive attitude from
teachers. Conducive environment to teaching and
learning in the school.

Teacher B: Dedicated teachers in school where most parents are
not involved.

Recommendations

Principal: The district should have sufficient funds to help
schools .

Teacher A: The district should intervene and help place
learners with low IQ or learning problems

Teacher B: The district should provide special psychological
help in schools.
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SCHOOL H DISTRICT 3
Number of teachers interviewed: 3 (2 teachers and a Principal)

School envircnment

Level of school: Primary school
No. of learners: 1274

No. of teachers: 30

Teacher pupil ratio: 1:47-50
Predominant race: African

Physical Environment

The school is big, clean and tidy. The office and the staffroom
are big enough. The school was very noisy, the noise was audible
a kilometre away from the classes. This might be explained by
absent teachers (apparently a problem at this particular school)

Duration as a Principal/Teacher

Principal: 8 years as a principal, 22 years as a teacher.
Teacher: 11 years (Head of department)
Teacher B: 10 years

Improvement,s since 1994

Principal: Well-structured programmes such as workshops, clear
circulars of what is expected of teachers.

Teacher A: Transparency on issues affecting teachers such
as maternity issues.
Teachers know exactly whom to contact when
they have problems.

Teacher B; =~ -Regular workshops, materials on how to teach

Support received from the District to Improve the Quality of
Education

Principal: -Subject adviscrs on various subjects

Teacher A: ~Workshops, assistance on the implementation
of OBE

Teacher B: -Workshops on curriculum 2005, Head of

.
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Departments and principals, provision of
materials on how to teach

Frequency of the Officials’ wvisits to the School
Principal: Per invitation. Once in a while

Teacher A: Per invitation. Used to visit on regular basis
when the principal was hospitalised.

Teacher B: Quarterly

What Officials do when they visit the School

Principal: Check how the school is progressing. They get the
information from the principal.

Teacher A: They end up in the principal’s office

Teacher B: Get the progress report from the principal

The existence of the Culture of Teaching and Learning

Principal: Prevalent to some extent
Teacher A: Not prevalent
Teacher B: Prevalent

Factors contributing to the Culture of Teaching and Learning

Principal: Some teachers need motivation, they lag behind on
what is expected of them as educators.

Teacher A Poor class attendance by learners and educators.
No discipline. Late arrivals. Lack of conmitment.

Teacher B: Commitment of teachers, learners and parents
Recommendations

Principal

The district should respect their regulations such the rule that
teachers should not visit the district offices during teaching
hours. They should take action against such teachers. They should
visit the schools constantly to monitor the culture of teaching
and learning.

Teacher A
Inspection and assessment of teachers should be done. It will
push teachers to be committed te.their teaching.: o e
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Teacher B
More schools should be built to avoid overcrowding in schools.
Redeployment policy should not be implemented.



SCHOOL I DISTRICT 6

SCHOOL ENVIRORMENT

School level: Primary School
No. of teachers: 27

No. of learners: 1027

Teacher pupil ratio: 1:40
Predominant Race: Coloured

Physical Environment

The school is clean, particularly outside. The lawn is well-
trimmed

Duration as Principal/Teacher

Principal: 1 year as a principal, 14 years as a teacher
Teacher A: 12 years
Teacher B: 13 years

Improvements since 1994

Principal: —-Improvements are at a very slow pace

Teacher A: Regular workshops, regular provision of
circulars.

Teacher B: ~Teaching guidance through workshops

Support Received from the District to Improve the Quality of
Euucation

Principal: -Workshops, subiject advisors wvisit school
when called upon to solve problems/to render
help

Teacher A: - Regular workshops

~ Regular provision of circulars
Teacher B: ~-Workshops

Frequency of District Officials’ Visits to the School

Principal: Rare
Tea(her A: Not often
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Teacher B: Not regular

Purpose of the Visit

Principal: Motivating and implementation of OBE
Teacher B: End up in the principal’s office
Teacher B: Implementation of OBE

The Prevalence of the Culkture of Teaching and Learning

Principal: Prevalent
Teacher A: Prevalent
Teacher B: Prevalent

Factors contributing to the Culture of ‘leaching and Learning

Principal: -Experienced teachers
~Disciplined teachers
~Parent involvement

Teacher A: The school used not to have resources

Teacher B: -Teachers’ commitment

~-Financial support from parents,
businessmen and the community at large

Recommendations

Principal: -The district’s help should be speeded up
-Bureaucracy be done away with

~Auxiliary services should be done effectively. The
school sit up with children with learning problems
for a long time. This should be taken as a matter of

urgency.
~-The question of understaffing should be addressed
-Support systems be provided in schools

~ Paper budget system should be changed to cash
system. Paper budget contributes to ineffectiveness
in that things the school applies for take a long

time to be processed.

~  -Sometimes the school does not received the things it

has requisitioned
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Teacher A; - District officials should come down to schools and
see what is happening.
They should come and see problems experienced in
schools, then talk about policy implementation.
-0OBE should be context-bound. The Afrikaans
community should be left to learn in their own way
and style of living. They are not used to talking
in groups.
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SCHOOL J DISTRICT 1
Number of teachers interviewed: 2 (A principal and a teacher)
SCHOOL ENVIRONMENT

Level of the school: Primary school

No of teachers: 36

No of learners: 1400
Teacher pupil Ratio: 1:44
Predominant Race: Coloured

Physical Environment

The school was clean with a beautiful lawn, flowers and well-
trimmed trees. The classrooms were clean. The principal’s office
is large as is the staffroom.

Duration as Principal/Teacher

Principal: 31 years as a teacher, 4 years as a principal
Teacher: 25 years

Improvement since 1994

Principal: Improved communication channels. Regular workshops
for the School Management Teams and Principal

Teacher: There are workshops that are aimed at improving
teachers’ skills. ‘

Supporl received from the District to Improve the Quality of

Education

Principal: Regular workshops are organised. District officials
pay regular visits to schools.

Teacher A: Regular workshops are organised. Study materials
are also provided

Frequency of District Officials’ visits to the School

Principal: Once a quarter

Teacher A: They rarely visit, They only came for survey
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What District Officials do wnen they visit the School

Principal: They assess the administration function of the
school
Teacher A: They only meet with the principal.

The Culture of Teaching and Learning

Principal: Prevalent
Teacher A: Prevalent

Factors contributing to the Culture of Teaching and Learning

Principal: Commitment from the side of teachers. Teamwork.
Teacher A: Good leadership and management. Teacher commitment

Recommendations

Principal
District officials should build a closer relationship between
themselves and teachers.

Teachzr

District officials should make follow-ups of the workshops they
organise. They should visit teachers in classrooms to be akle to
give them guidance and advices. Qutcomes Based Education should
start at Grade II.
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SCHOOL T DISTRICT 6
Number of teachers interviewed: 3 ( 2 teachers and the principal)

SCHOOL ENVIRONMENT

School level: High School
No of teachers: 48

No of learners: 1860
Teacher pupil ratio: 1:48
Dominant race: African

Duration as a Principal/Teacher

Principal: 4 years as a principal, 20 as a teacher
Teacher A: 11 years
Teacher B: 10 years

Improvement since 1994

Principal: -Regular workshops for school management
teams
~Subject advisors are there for teachers

Teacher A: -Workshops
-Subject advisors helpful for teachers

Teacher B: ~Workshops for school manager:nt team

Support received from District to Improve the Quality of

Education
Principal: - Regular workshops for school management
teams .
- Subject advisors role
Teacher: A: - Workshops
- Subject advisors helpful
~ Received R5000 to buy resources to
improve the Grade 12 results
Teacher B: - Workshops
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Frequency of District Officials’ visit to the School

Principal: -Twice a month
-0n request

Teacher A: Not often
Teacher B: Not often

What District Officials do when they Visit Schools

Principal: ~ Check administrative issues
Teacher A: -End uo in the principal’s office
Teacher B: -End up in the principal’s office

The Existence of the culture of Teaching and Learning

Principal: Prevalent
Teacher A; Prevalent
Teacher B: Prevalent

Factors contributing to the Culture of Teaching and Learning

Principal: Disciplined learners (also helped by the
district officials’ meetings with the SRC)
~-Teachers’ mindset changing from that of the
apartheid era

Teacher A: ~Student co-operation
-Co-operation Dbetween teachers and the
principal

Teacher B: ~-Yizo-Yizo influence on learners (a film

depicting chaos in one school)

Recommendations

Principal: -Provision of sufficient resources
~There should be staff development

Teacher A: -The district officials should fulfil their
promises
~They should provide textbooks

Teacher B: -~ Communication lines should be more open
-They should send information to schools on
time.



SCHOOL L DISTRICT 4

Number of teachers interviewed: 3 (2 teachers & deputy

principal)
SCHOOL ENVIRONMENT
School level: Primary school
No of fteachers: 36 (25 employed by GDE &11 by SGB)
No of Learners: Unverified
Dominant race: Whites (Multiracial)

Physical Environment

The school is big and clean. The Jlawn is well-trimmed with
colourful flowers surrounding the school. The security is tight
with an intercom at the gate. Access to the principal’s office
is not easy. There is a main door into the office and the
secretary has to unlock the main door for visitors to allow them
into her office.

DURATION AS A PRINCIPAL /TEACHER

Principal: 4 years as a principal, 25 as a teacher
Teacher A: 10 years
Teacher B: 12 years

Improvements since 1994

Principal: ~No improvement for Model C schools.
-All things introduced (like Curriculum
2005) are not new for model C schools.
-People in district offices are uninformed,
they need training

Teacher A: No improvements.

Teacher B: No improvements, the officials are only
heipful in as far as inexperienced teachers
are concernad, otherwise they are learners
themselves.
~Workshops are simply a waste of time for
teachers.

Suppert received from the District to Improve the Quality of
Education :

Principal: -When approached for help, the distwict responds
positively.
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Teacher A: -No concrete help from the district
Teacher B: -No support

Frequency of District Officials’ visits to the School

Principal: ~Once a month
Teacher A4: -No visit
Teacher B: -No visit

What Officials do when they visit the School

Principal -Check how the school is administered
Teacher A: -Not applicable
Teacher B: -Not 'pplicable

The Existence of the Culture of Teaching and Learning

Principal: Prevalent
Teacher A: Prevalent
Teacher B: Prevalent

Factors contributing to the Culture of Teachirng and Learning

Principal: - The school is well structured and organized
-Parent involvement
~School support system
-Pund raising

Teacher A: -Teachers’ commitment to their profession
Teacher B: ~Teachers’ motivation, teamwork
Recommendations

Principal: ~Some of the workshops are a waste of time.

~The officials should check the relevance of
the workshops before they call teachers to

attend.
~They should send information and invitation
to schools in time.

Teacher A: Some of the people occupying district positions
are incompetent and inexperienced in teaching.
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Teacher B:

They should stop speaking big long words and get
into the classrooms and see what is happening.
They should get in touch with reality.

~-They should let the schools know about their
plans in time



SCHOOL M

BISTRICT §

Number of teachers interviewed: 3 (2 teachers & a principal)

SCHOOL LEVEL

School level:

High school

No. of teachers: 26

No. of learners: 1039
Teacher pupil ratio: 1:47
Predominant race: African

Physical Environment
The school is big but not very clean.

DURATION AS A PRINCIPAL\TEACHER

Principal:

Teacher A:
Teacher B:

4 years as a principal, 40 years as a teacher

16 years
14 years

Any Improvement Since 1994

Principal:

Teacher A:

Teacher B:

No improvement, instead the
quality of education has gone down

Parents are more involved in their
children’s education

No improvement, instead things are wnrse. There
is no authority; teachers and learners do as
they wish. Teachers no longer have respect for
the departmental authorities.

Learners are not disciplined. They are
overprotected by the South African Schools Act.

Support received from the district to improve the culture of

teaching and learning

Principal:

Teacher A:

No support

- Workshops

- Circulars

-Communicate with teachers about their
problems in teaching and learning.
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Teacher B: - No support

The Frequency of the Officials’ visits to the School
Principal: Occasionally, about twice a vear
Teacher A: Once a year

Teacher B: Once a semester

What the officials do when they visit the school

Principal: ~Check on the school’s progress
~Help teachers in the classrooms

Teacher A: Check the Grade 12 and assignment books

Teacher B: Talk

to the principal

The existence of the culture of teaching and learning

Principal:
Teacher A:

Teacher B:

Factors contributing

Prevalent
Prevalent

Prevalent

to the exisience of the culture of teaching

and learning

Principal:

Teacher A:
Teacher B:

RECOMMENDATIONS

Principal:

Teacher A

Discipline on the part of teachers and
learners
School Governing Body’s involvement

Teamwork among teachers

Discipline on part of learners and teachers

The district officials should be supportive
They should provide with more training
They should address problems reported to
them and be committed to solve them

The district should provide schools with
resources

They should send us experts from
universities to help us on some subjects
There should be more training and workshops
for both educators and parents.



Teacher B:

District officials should not visit schools
te find fault, they should wvisit toc help
solve problems

Appraisal system iz just a change of name
from inspection, it is not needed.

They should speed up the process of
providing schools with assistance

They should improve on their auxiliary
services

They should visit schools more often.
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SCHOOL: N DISTRICT 4
Number of teachers interviewed: 3 (2 teachers and a principal)

SCHOOL ENVIRONMENT

School level: Primary school
No of teachars: 36

No of learners: 1413

Teacher Pupil ratio: 40

Predominant race: African

Physical Environment

School buildings are new, big and clean. The staffroom is well-
furnished with beautiful tables and chairs.

Duration as a teaéher/principal

Principal: 7 years as a principal, 35 years as a
teacher

Teacher A: 3 years

Teacher B: 9 years

Any Improvement since 1994

Principal: Workshops,
Consultation between the officials and
teachers

Teacher A: Not applicable
Teacher B: Teacher-pupil ratio is lower, although there
are still classes that have more than 40

learners

Support received from the district to improve the culture of
teaching and learning

Principal: The officials are there to solve the
schools’ problems



Teacher A: Provision of learning materials
The district motivates teachers in their
profession

Teacher B: Advise teachers on how to teach OBRE
Gave the school some prefab classes

The frequency of the officials ‘ wvisit to the school

Principal: Monthly (the school was a pilot school)
Teacher A: On invitation
Monthly (because of this being a pilot
school)
Teacher B: Frequently (because it was a pilot school)

What the district officials do when they visit the school

Principal: Guide teachers on the implementation of COBE

Teacher A: Monitor the implementation of OBE

Teacher B: Observe how teachers implement OBE in
classes

The existencs oYX the culture of teaching and learning

Principal: Prevalent
Teacher A: Prevalent
Teacher B: Prevalent

FACTORS CONTRIBUTING TO THE CULTURE?

Principal: The district ‘s consultation with teachers

Teacher A: District transparency and consultation
The good use of available resources
The district’s motivation for teachers

Teacher B: Commitment of teachers
RECOMMENDATIONS

Principal: No recommendations

Teacher A: They should send informed people
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Teacher B:

into schools, peopls who will be able to
answer questions posed to them

No recommendations. They are doing their
best.
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SCHOQOL O DISTRICT 5

Number of Teachers Interviewed: 3(2 Teachers and the Deputy
Principal)

School Environment:

School Level! Primary School
Number of Teachrrs: 17

Number of Learners: 640
Teacher-Pupil Ratio: 1:40
Predominant Race: African

Phyéical Environment

The school is equipped with facilities such as a computer (a
donation from one company), a fax machine, a photocopying
machine and an overhead projector. The school is clean outside
and inside (there are workers employed to clean the classrooms
and the outside ground).

Duration as a principal / a teacher

Principal: Four years as a deputy principal and thirty-
one years as a teacher.

Teacher A: Twenty years.
Teacher B: Nineteen years.

Any Improvement since 1994

Principal: The method of teaching is no longer teacher
centred but learner centred.

Teacher A: Improvements are minor although education
governance is more democratic and
decentralized. Teachers have a say in
education.

Teacher B: No major improvements. Whatever change is

there 1s Jjust an addition to what has
always been there.

Support received from the district to improve the gquality of
education.

Principal: Workshops on curriculum 2005.
Workshops on staff development and
management.

Provision of teaching and learning
materials.
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Teacher A: Workshops.
Teaching and learning materials.

Teacher B: Provision of equipment such as an overhead
projector.
Workshops (although what the workshops entail is
not completely new).

The Frequency of Officials’ visits to the School.

Principal: Occasionally.
Teacher A: Twice a month.
Teacher B: About once or twice a year.

What the district officlals do when they visit the school.

Principal: Monitor the culture of teaching and learning.
Talk to the SGBs.

Teacher A: Talk to teachers to hear what their problems are.
Talk to the Principal.

Teacher B: Listen to the teachers’ problems.
Observe the running of the wmthool.

The existence of the culture of teaching and learning.

Principal: Prevalent
Teacher A: Prevalent
Teacher F: Prevalent

Factors contribrting to the culture of Teaching and Learning.

Principal: Co-operative staff.

Teacher A: The project MOLTENO - teaches creativity,
writing and reading.

Teacher B: Commitment of Teachers.
The former principal was involved in the
project MOLTENO.
The frimer principal wrocte the book; Lets
Weite English.
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The current principal writes a book in Setswana.
Resources such as a computer.

Recommendations

Principal: Teachers need motivation. .
District officials should be clear about subject
matters of workshops they offer us, they need
training themselves.

Teacher A: They have to reduce the number of workshops -
Workshops disturb teaching and learning. They
should rather give out manuals.

Teacher B;: They should provide sufficient workbooks to
satisfy the needs of all learners particularly
the junior phase. )
~They should provide us with adequate funds.



School P ¢ District 1

Number of teachers interviewed: 3 {2 teachers and the
principal

School Environment

Scheool Level: Primary School

No. of Teachers: 30

No. of Learners: 800

Teacher-Pupil Ratio: 1:32

Predominant Race: White (Multiracial)

Physical Environment

The school is well-resourced. It has sporting facilities such as
tennis courts, a swimming pool, and a cricket ground. The
security of the school seems to be tight. Not everyone is
allowed into the school yard unless when the purpose of the
visit is clear. There is an intercom at the gate(always locked)
and at the entrance to administration block. Time is considered
of the essence (this I gathered when I arranged an appointment
with the school).

Duration as a principal/teacher

Principal: Six years as a Principal.
Twenty-four years as a teacher.

Teacher A: 9 years,

Teacher B: 8 years

Any improvement since 1994

Principal: Nothing new.

Teacher A: Nothing new.

Teacher B: No improvement. School time is wasted by
unnecessary seminars.
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Support received from the district to improve the quality of

education.

Principal:
Teacher A:

Teacher B:

No support.
No support.

No support.

The freguency of the Officials’ wisit to the school.

Principal:
Teacher A:

Teacher B:

The purpose of

Once a quarter.
Cnce or twice a semester.

Not often.

the officials’ visit.

Principal:

Teacher A:

Teacher B:

To check how the school is administered.
To monitor the implementation of Outcomes Based
Education.

To mcnitor the implementation of Outcomes Based
Education.

They end up in the principal’s office.

The existence of the culture of teaching and learning.

Principal:
Teacher A:

Teacher B:

Prevalent

Prevalent

Prevalent

Factors contributing to the culture of Teaching and Learning.

Principal:

Teacher A:

Teacher B:

Commitment of parents and teachers.
Effective management.

Teamwork.

Teanwork.
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Recommendations

Principal

The officials should be organised, for their lack of being
organised causes schools to be disorganised. They should send out
their information on time. Officials should be well-informed before
calling schools into seminars.

Teacher A

Outcomes Based Education is not a new thing. Not all teachers,

should be monitored on how they implement it.
Teacher B

More of the officials should be seen in schools.



School ©

Nunber of teachers interviewed:

School Environment
School Level:

No. of Teachers:

No. of Learners:
Teacher Pupil Ratio:
Predominant Race:

District 2

3 {2 teachers and the principal)

Primary School
27

1200

1:57

Africans

Physical Environment

The school is clean and big. The lawn 1s well-trimmed with
colourful flowers.

Duration as a principal/teacher

Principal

Fourteen (14) years as a principal
Thirty eight (38) years as a teacher

Teacher A
Nine (9) years
Teacher B

16 years

Improvement, since 1994

Principal

Officials are concerned about teachers’ discipline
Teacher A

Training on Curriculum 2005

Teacher B

There are no improveéements

Support received from the district to improve the quality of
education.
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Principal

Support given is not adequate. Insufficient stationery and learning
materials are provided to the school.
There are not enough classrooms.

Teacher A

Not enough support given. The school received a photocopying
machine from the Gauteng Department of Education with the request
to use it as possible. The machine ends up being of no use because
not all materials needed in the school can be photocopied. No
paper for the machine is provided.

-Workshops on fundraising and management.

Teacher B

-No support. A photocopying machine has been given to the school
but it has a lot of restrictions attached to it. We are told that
we over-use the machine.

The frequency of the officials’ wvisits to the school

Principal
Once a quarter

Teacher A .
Once a year. When called upon to ccme to the school they take

centuries.

Teacher B
No visit

What the officials do when they visit the school

Principal
Give guidance to teachers on OBE implementation
Monitor the culture of teaching and learning

Teacher A
Cherk on how teachers cope with OBE

Teacher B
Not applicable

The prevalence of the culture of teaching and learning

Principal T-acher A Teacher B
Yrevalent Prevalent Prevalent
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Factors contributing to the Culture of Teaching and Learning

Principal
Committed parents, teachers and learners

Teacher A
-Co-operative School Governing Body
-Making use of available resources

Teacher B
Commitment of teachers

Recommendations

Principal

-The district should concentrate on township schools and improve
them in every respect. They should make schools attractive and
welcoming to learners.

~They should stop sending lazy and incompetent teachers to primary
schools.

~They should do right-sizing in schools

~Thev should motivate parents to contribute to the teaching and
learning of their kids.

Teacher A

~They (district officials) should provide schools with resources
-The introduction of OBE was pcor, the planning was poor, officials
who visit school on ORE were uninformed and they do not follow up
on their plan.

~-They should take into consideration the digparities between black
and white schools and stop comparing them.

Teacher B

~They should not compare black schools with white schools given the
history of education in South Africa

-They should provide schools with resources.
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School R District 4
Number of teachers interviewed: 3(2 teachers and the principal)

School Envirconment

School level High School
No. of Teachers: 50

No. of Learners: 1850
Teacher pupil ratio: 1:37
Predominant race: African

Physical Environment

The school is big. One cannot comment about cleanliness since it
was a cultural day at the school, it was busy and there were no
classes going on.

Duration as a teacher/principal

Principal
Five years as a principal
Twenty~six years as a teacher

Teacher A
Seven years

Teacher B
Ten years

Improvements since 1894

Principal

Training of the School Management Team (SMT). School Governing Body
(3GB), and the SRC.

Teachec A

Introduction of the democratic running of the school through the
SGB.

There is transparency in education. Teachers now know what their
job descriptions are.

Teacher B .
Not enough changes. There is a shortage of books even when they
supply us with books, they reach schools very late.
Subject advisors are not available for all subjects.
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Support received from the district to improve the quality of
education

Principal

Provision of resources such as learning materials, cleaning and
exan materials.

They help with the maintenance of the school.

Teacher A
No support

Teacher B
No support

The Frequency of the Officials’ visit to the School

Principal
Once a guarter

Teacher A
Seldom

Teacher B
Seldom
it

/What the officials do when they visit the school

Principal

They monitor progress

They help the school with a year plan

They acquaint the school with their District Plan
Teacher A

They end up in the principal’s nffice

Teacher B
To advise some teachers on their subjects

The Existence of the culture of learning and teaching

,,,,,

Principal
To some extent

Teacher A
Prevalent



Teacher B
To some extent

Factors contributing to the culture of Teaching and Learning

Principal
Parents participation. Parents bought four television sets, four

videcs, video cassettes for the Grade 12 and cleaning machines
worth seventeen thousand rands.

There are counselling sessions provided by Rand Afrikaans
University (RAU) to counsel those traumatised dur ag violence.
Training on counselling is also offered to teachers.

Parents feel that the school belongs to them.

Parents and the community discipline badly-behaved learners.

Teacher A
Commitment of teachers and parents

Teacher B

Teachers lack motivation

Learners are not committed.

There is lack of discipline,

Methods of teaching and learning introduced by the district are not
practicable due to lack of resources

Parents are not involved

Recommendations
Principal

The officials should be fully involved in the problems faced by the
school

They should provide us with more resources

They should be committed to education policy implementation

Teacher A
They should monitor the culture of teaching and learning. They
shouldn’t only go to schools when the results are bad.

Teacher B

District officials shouldn’t introduce a loct of things at once,
they would do better to introduce one thing at a time, to give it
time to develop and then to follow up on it.

Supply of resources be done as early as possible

tubject advisers should visit schools often

Workshops should be teacher-centred, input should come from
teachers to avoid top~down kind of workshops.
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The officials should visit schools to see what is happening on the
ground.

Something should be done to motivate teachers.
Student leaders should be trained.
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School S District: 1

Schcol Environment

School Level: Primary School

No. of Teachers: 30

No. of Learners: 800

Teacher-Pupil Ratio: 1:32

Predominant Race: Whites {(multiracial)

Physical Environment

The school is well resourced. It has sporting facilities such as,
tennis courts, a swimming pool, cricket ground, etc. the security
of the school seems to be tight. Not everyone 1s allowed into the
schoolyard unless when the purpose of the visit is cliéar. There is
an intercom at the gate(always locked) and the other one is at the
entrance of administration block. It is at the entrance of the
administre +‘on block where visitors specify the purpose of their
visit or *':.y are turned back. Time is considered of essence (this
I gathered when I arranged an appointment with the school).

Duration as principal/a teacher?

Principal

Six years as a Principal.
Twenty four years as a teacher.

Teacher A
9 years
Teacher B
8 years.

mprovement since 1994

Principal
Nothing new
Teacher A

Nothing new
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Teacher B

-No improvement. School time is wasted by U -necessary seminars.
-Support received from the district to iwprove the quality of
education.

Support received from the districts

Principal
No support
Teacher A
No support
Teacher B
No support

The Frequency of the Officials’ wvisit to the school.
Principal

Once a quarter
Teacher A

Once or twice a semester
Teacher B

Not often

The Purpose of the Officials’ visit

Principal

~To check how the school is administered.
-To monitor the implementation of the Outcome Based Education.

Teacher A
To monitor the implementation of the Outcome Based Education
Teacher B

They end up in the principal’s office.
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The prevalence of the culture of teaching and learning

Principal Teacher A Teacher B
Prevalent Prevalent Prevalent

Factors contributing to the culture of Teaching and Learning

Principal

-Commitment of parents and teachers
-Effective management

Teacher A
Teamwork
Teacher B
Teamwork

Recommendations

Principal
The officials should be more organised especially in their
relations with schools. They should send out their information on
time. Officials should be well informed before calling schools into
seminars.
Teacher A

Outcomes Based Education is not a new thing. Not all teachers
should be monitored on how they implement it.

Teacher B

More of the officials should be seen in schools.
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SCHOOL T DISTRICT: 2

Numbers of teachers interviewed: 3(The principal and 2 teacher)

School Environment

School Level: Primary School
No. of Teachers: 820

Teacher Pupil Ratio : 1:40 — 48
Predominant Race: African

Phvsical Environment

The school was tidy, with reasonably well-kept lawns. The toilets

were not clean. The principal’s office was tidy and neat. There was

noise going on in classrooms showing the implementation of
Curriculum 2005, learners being at the centre of teaching and
learning. The researcher went inte the classrooms for observation.
Corporal punishment is minimally practised.

Duration as a Principal/Teacher

Principal
A principal for four (4)years
A teacher for 22 years

Teacher A
Seven (7) years

Teacher B
9 years

Any improvement since

Principal .
Yes, there is a frien'.y communication between the district and the

schools.
The officials are =o lcnger authoritarian. They no longer
intimidate educators.

Teacher A
The officials’ attitude %owards schools is different. There is
communication between the officials and the schools.

Teacher B

Teaching is no longer teacher-centred but learner-centred.
Officials nre approachable to « particular extent but there is
still a top down approach in deali;yg with educational issues.
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Teachers are still subjects to the district officials. They
(teachers) are not involved in decision making.

Support received from the district to improve the quality of
education

Principal
Officials are committed to the implementation of policy

particularly COLTS (Culture of Leaning and Teaching Services). They
organise workshops for Principals, School Governing Bodies, School
Management Teams, Heads of Department and Teachers. The workshops
focus on a variety of issues such as financial matters, management
and curriculum 2005.

Teacher A

Workshops and seminars. They (workshops and seminars) are
relevant since some of them are related directly to subjects we
teach.

The frequency of the officials’ visits to the school

Principal :
They come when invited or when needed.

Teacher A
From time to time

Teacher B
Not often, once in a while

What the officials do when they visit the school

Principal
Assessment of how the school is coping with the new Curriculum
Scolve problems iy

Teacher A
Visit classrooms to give advices

Teacher B
They check the management work of the principal.

The Existence of the Culture of Teaching and Learning

Principal Teacher A Teacher B
Prevalent Prevalent Prevalent
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Factors contributing to the culture of Teaching and Learning

rincipal

Commitment from the teachers and the community

Teacher A
Commitment from teachers

Teacher B
Commitment from the teachers, parents and learners

The Districts role in encouraging/ensuring the existence of the
culture of Teaching and Learning

Principal

Workshops and seminars provided by the district are very helpful.
Teacher A
The advices they give to teachers on how to teach better is
valuable.

Teacher B
Not much help. The culture of teaching and learning has always

prevailed in the school.

Recommendations to the District

Principal
The officials should improve on their relationship with teachers.

Teacher A

The district should provide us with more resources such as library
materials and stationery. The district should renovate the library
building. . s

Teacher B - :
Workshops should be longer so that issues can be thoroughiy dealt

with. This will assist us because those who attend will be able to .

explain and share with other colleaques.
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