two directions.

1.2.1.1 _Research questijon _ {1); How can _CAS _be
implemented in all public secor ary schools, Distrjct
¢l, Gauteng?

Public schools refer to those schools that are largely
funded, controlled and administered by the state and are
concerned with mass education countrywide. District Cl
comprises of 158 public schools incluvding 38 secondary
(standards & to 10) schoole that were formerly under the
juriadiction of wvarious apartheid era departments of
education and located in the former raci.lly divided
group areas of Ennerdale, Lenasia, parte of Soweto and
Johannesburg South, (Daya 1997 :1) CAS could conceivably
be implemented initially in 10 selected secondary
schools in District €1, Gauteng followed by the cother 28
secondary schools within a period of three years,

The recent curriculum restructuring programme of the
state har opened opportunitios for innevative programmes
to be included in the public school curriculum, Because
CAS, as an activities-based programme, holds
poasibilities to contribute to such curricuium ieform,
the idea) situation is that the programme be implemented
across the nation's schools, perhaps beginning in a
cluster of sachools in a particular diastrict and then
spreading further afield.

l.2,1.2 Research gquestion (2): How _can__CAS .e
implemented in a purpose-built private secondary. scheol
in Gauteng?

The term purpose-built here refers to the bhuillding of a
school takiny into account the special nature and
activities of CAS. Private schools refer to schools that



in public schools and in a private school in Gauteng,
thus contributing to the transformatjon ot school
curriculum here and to the natiun bullding and youth
development projects of the Reconstruction and
Developrment Programme [RDP]. (ANC 1994a)

l.2 The research preoblem.

The problem considered in this study is: low can CAS be
implemented in Scuth African schools?

Implementation here refers tec the process of ‘putting
into practice' (Fullan 199):65), rather than simnlistic
insertion or installation, of an innovative programnme,
within a single achool, a cluster of schools, or within
a achool system across the nation. The terms how can
refer to particular strategies or ways of implemerting
CAS as an activities~based programme.

Broadly, the research problem has to do with a front-end
analysis of policles and practices gquiding the
implementation o¢f innovative programmes in complex
educational systems. The concern here is linked to
delivery rather than with a conceptual analysis or
thecretical study of implementation. More specifically,
the problem here is concerned with the implementation of
a ppacific programme, CAS, in South African schools.

1.2.1 The regearch guestions.

Iaplementation of CAS could proceed in twoe broad
categories of schools in SA namely in ‘public' and
'independent! or private aschools as evidenced in recent
legislation. (NDE 1996b: 13; SASA 1996: 10, 28) The
research questions consldered here ara, thus, taken in
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schooling, German educationist Xurt Hahn (1886-1974)
established the firat Cutward Bound School in Abo.-dovey,
South Wales in 1941, Outward Bound, an activitles-based
programme was the central and foundational programme in
Hahn's school curriculum, Since then international
organisations such as tha United World (ollege Council
(UWCC) and the International Baccalaurcate Organisation
{1B0] founded on the educat:cnal ideas of Kurt Hahn and
others, developed and implemented such programmes in
Europe, Africa, the USA, Asia, and Australasia.
Creativity-Action-Service, or CAS as it is often called,
is cne of these 130 programmes inteqral te which are:
recognition and development of creativity in students;
service to the community; developing understandings
betwean peoples of differenca, amongst other things.
Activities here incluue shvironmontal pro,rcts,
research, care for others, and expeditions.

This indicates that CAS as an existing internationally
devaloped and tried-and-tested programme may be usefully
utilised in SA sachools in this time of transition to
both shift thinking about sachool curricula from content
to activities and to develop competencies, attitudes,
and values needed in building the nation.

The  purpose of this study, thus, focuses on
implementation (as opposed to aevaluation). It seeks to
ascertain how CAS can be implemented in SA scheools. The
study 1is premised on the not unreasonable belief that
CAS iy effective as programme, delivers on its aims in
international contexts, and is li.ely to do so in SA
schools too because of the international experience over
10 years.

I shall endeavour, from insights gained in this study,
to pursue the implementation of CAS in twoe ways, namely



CHAPTER ONE: INTRODUCTION.

Broadly, this study investigates two ways in which a
particular curriculum, namely Creatjivity-Action-Service
[CAS], may be implemented in the curriculum in South
African [SA) schools in an era of transformation to
democracy, where the education system is belng
restructured in tandem with tha. change and where the
school curriculum 1s cpening up to break with its
apartheiéd past. In this chapter I discuss the (1)
purpose and rationale of the study and (2) the research
problem.

1.1 Purpoge and raticonale of the study.

Tha purpose of this study is to undertake a front-end
analysis for the implement=tion of CAS8 in schools in SA.
Two considarations underpin the satudy. One, school
curricula are, and have been in the main content-focused
enphasising academic ability at the cost of other
abiljties that schools may develop. The lite rature
suggests that achools should recognise and develop a
range of other abilities here for example for the future
raconstruction and development of the country. To this
end the school curriculum should also ineclude
activities-based programmes which combine creativity,
action and service as learning to complement essential
academic programmes of instruction.

The second consideratjon {3 that tried-and-tested
activitiea~-based curricula developed abroad exist and
which arguably can be used in SA to contribute to the
process of transformation in terms of abilities,
attitudes and values in Kkeeplng with the etios of
democracy and reconciliation. Recognising the need to
address limitations in mainstream content-focused
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ABSTRACT

As a front-end analysis, the present study seeks to
investigate twe ways in which Creativity-Action-Service
[CAS]), an activities-based experiaential learning
programme, can be implemented alongside the overly
content-focused curriculum in South African schools in
an era of tran.formation to democracy and as a means of
contributing to nation building. Two research questions
which relate to two possibilities for the implementation
of CAS in Gauteng schools are investigated: (1} How can
CAS be implemented in all public secondary schools in
District C1, Gauteng? and (2) How can CAS be implemented
in a single purpose-built private secondary school? The
research deslign adeopted is largely descriptive in nature
and the methodolegy includes gleaning data from
disparate sources including key informants and recent
state policy documents. From the data it is arcued that
that CAS can be implemented in response to the first
question by means of a combined top-down hottom-up
curriculum implementation strategy, namely, Mutual
Adaptation and Development, and, in the case of the
second question, by means of the Problem Solving/
Critical Factor str..' .y which is driven by the
identification of felt needs.
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implemrntation and peints to specific administrative and
legal _rocedures. Finally, CAS is an internationally
recognised and tried-and-tested activities~based
programne and can potentially develop abilities other
than academic abilities in schools to enable students to
play meaningful roles in society.



Hahn implemented his actjivities-based programme referred
to as Outward Bound in the first Outward Bound School in
Aberdovey, UK, in 1941. (Schulze 1972: 7} Since then
several other schoels were founded based on the
philosophy and educational principles propounded by Hahn
by the UWCC in all parts of the world including Wales,
Singapore, Swaziland, and Canada. {Linden 1981: 9).
Moreover, the programme was picked up and further
developed as CAS by the IBC in the 1960's as a
compulsory 'fundamental prngramme' for the International
Baccalaureate ([IB) diploma award. CAS has been
implemented internatjonally across 7% countries in 553
I1BO affiliated schoels, both in priva*e and state school
systems alongaide the academic curriculum, (IBO 1992: 1;
IBO 19%4: ii; See Appendix € for details of IBO and the
IB Diploma award)

The IBO usually has stringent requirements for
affiliation including policies af non-racism and the
promotion of international understanding amongst the
national, cultural and religious diversity of the
internaticnal community, These requirements are
conslistent with the current ethos of SA, unlike in the
apartheid era, However, interest here {s 1in the
implementation of CAS rather than the IB Diploma and it
will be the prercogative of SA schools to implement the
programme if they s8¢ wish without necessarily
affiliating to IBO. (IBO undated (b): 1)

In summary, the literature review indicates the variety
of change strataglea and the notion of implementation as
a complex process rather than a one-3f{f event as
supported by studies on 1oplementation of innovatie: s,
The review aloo indicates how state policy affe.ts
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The process model (Appendix A) promotes the notion of
learning through the engagement in activities rather
than through memorisation and regurgitation as in the
dominant content-focused traditional model, The
literature suggests that the process-mecdel 1s the
preferred model in cases where the focus is on learning
through engagement in activities (Stenhouse 1975) and
may therefcre be useful in understanding and further
developing CAS as an activities-based programme,

What follows is a brief review of CAS, the World College
and IBO movements.

4.5 CAS, the World College and 180 movements.

CAS5 is the acronym for Creatjivity-Action~Service. A
critical analysis of CAS as programme (Appendix B)
suggesta strong process model characteristics because
learning in CAS is not content-based but rather
activities-based where activities are selected on the
basis of criteria and principles rather than behavioural
ends. The desiqgn also has iwplications for the pedagogy
and assessment of students.

Elements of CAS were originally conceived in the Outward
Sound programme by German educationist Kurt Hahn who,
according to Schulze (1972: 5-7), felt that the
prevailing information tranamission mode cf learning was
inadequately preparing youth for responsible roles in
society and ignoring inter alia the development of
strength ot charactar, leadarship, values of
understanding and compassion in students. Hahn focused
his attenticn on a variety of activities including
expeditions and wilderness survival as learning to
promote the personal, social and spiritual development
of youth.
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apartheid laws and policies are being repealed and being
replaced by policies consistent with transformation and
the democratic ethos prevajiling in the country. More
importantly the state {8 open to transformation of the
traditicnal content-focused curriculum to programmes
that meet both the needs of satudents as well as the
country. Other issues including the governance, funding
and organisation of schocoling in SA and in the province
are also regulated, Tha internal policy documents
particularly focus on practical procedures and
requirements including applying for state subsidies,
estabklishing private sachools in Gauteng and funding
formulas,

2.4 _Approaches to curriculum design and development.

There are several definitions of curriculum (Stenhouse
1975: 4) but may be broadly defined here as referring to
‘the teaching and learning activities and experiences
provided by ochools' (NEPI 1993: 102) and includes a
number of design dimensions namely the idea, 2ims,
content, pedagogy and assessment, Curriculum design then
vefers to the coherent designing of a particular
programme but is however informed by particular
theoretical curriculum models, henca the varying
approachas to curriculum design.

At least four approaches to curriculum design are
available in the literature. They ara the behavioural
objectives model (alao known as the traditional model)
{Tyler 1949), the process model {Stenhouse 1975), the
naturalistic model {(Walker 1971), and the sociclogy of
knowledge model (Bowers 1982). Each of these have
varying foci, and thurefore useful in certain ways.
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therefore a complex process and needs the consideration
of several critical factors that [nfluence the change
proceas,

2.2 Stydies on the jmplementation of innovatjions.

Several studies. (Linlen 1983; Schulze 1972; Canhon 1995)
indicate that implewsntation is not a one-off event but
includes strateqies and varjous Factors including
qualified personnel committed to the aims of the
programmuy and adequate resources that sustain the
implementation process over long periocds of time. The
focl of these studies have been on the inplementation of
specific programmes and the factors that affected the
implementation process rather than on lmplementation
theory. The programmes consldered in the aforementiocned
studies, namely Outward Bound and Community Service, are
ralevant to the present study DbLecause of the
activities-based rather than content-based nature of the
respeztive programmes and the underlying drive for
transformation of curriculum and the development of
attitudes, values, and skills.

2:3 Policy deocumants.

Policy documents reviewed may be categorised aa (a)
published national and provincial state legislation and
includes the Constitution of the RSA [CRSA] 1993,
Naticnal Education Policy Act [NEPAJ, 1996; South
African Schoolas Act [SASA] 1996; and the School
Education Act (SEA)}, 1995 (Gauteng) and, (b) unpublished
internal policy and regulatory documents particularly of
the state department responsible for delivery ot
education in the Gauteng province.

A review of these policy documents indicate that old
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2:1.4,4 Linkage, 'Linkage’ (Havelock 1973: 165)

essentially refers to a unification of Havelock's
aforementioned implementation strategies. It involves a
PS process which links to an outside resource system,
which in turn may be linked to more and more remote
exp.rt resources which may become accessible to the user
via the user's rescurce agent. The user's peculiar needs
are nevertheless, always paramount unlike the RD &D
where user's needs are often ignored. Linkage mnay be
suitable for a single school which requires aexpertise
not readily available within its own eystem.

2.1.4.5 Mutual adaptation and  «velopment. 'Mutual
adaptation and devalopment' ([MA &D] ({Dalin 1978: 96;

McLaughlin 1976: 340) refers to an implementation
process whereby both school and external agency play a
role in the implementation process. MA &D may be
contrasted to both implementation by RD &D where the
state imposes upon scheols an innovation with little or
no regard to the wishes of the local school or its
community, and to PS where the implenentation may be a
purely school based process. MA &D needs both and is
best suited for a situation where both school and
external bureaucracy have a mutual role to play in the
implementation process.

Development is central to tha MA &D process, whare tha
school is engaged in contributing to the development of
the: programme, and where the school takes on the
characteristics of a 'learning organisatioen' (Senge
1990: 14) that is where every participant in the school
learns and grows,

Managing change in an educational environment especially
with reqard to the implementation of programmes is
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needs, search for solution relevant ideas and
information, take decisions to the best alternatives and
finally, adopt a particular innovation as a solution to
the users preoblem. (Havelock 1973: 155)

2.1.4.2 Research developrent and diffusion. On the other
hand the 'research, development and diffusion' (RD &D]

model may be more suitable to implement a programme on a
much wider sacale, (Havelock 1573: 161) This model
generally involves massive upfront funding for research
and development, often spans a long pariod of time, and
involvaes a division of lahour between axpert developers
and passive users, It is designed for mass dissemination
rather than to solve a special local problem. It uses
‘power-coercive' strategies whereby new ldeas and
approaches are imposed on teachars trom bureaucracles or
curriculum developers rather than ‘empirical-rational®
strategies which promote change through demonstrationg
of their validity and desirability as in the PS5 model.
(Bennis, Benne and Chin 1969 in Kelly 1989: 129)

2.1.4.3 Social-interaction. Where implementation is not

dependent on massive upfront funding for research and
davelopment, systems and Dbureaucracies, ‘3ocial-
Interaction' [SI] may ke the preferred model. (Havelock
1973: 159) The SI model shifts focus te diffusion of
ideas rather than research and development of
curriculum. (Stenhouse 1975: 220) It comprises of
networks of ideas and approaches which are practised by
committed teachers and professionals and which become
known through interaction and word of mouth. Ideas and
approaches that werk in the teaching-learning activity
spread like wild fire and are taken up by teachers who
want to do better and better in the course of their
professional growth and development.



DC-3 that form2d a successful ensemble and laid the
basis for further progress. The manufacturers of the
Boeing 247 had to make adjustments to their aircraft
later by incorporating the miseing component
technologies to make it succesaful.

Simjilarly, Senge argues that successful innovation 3.
human behaviour, requires the convergence of fiv.
componant learning disciplines (which he refers to as
'the fifth discipline’). When Senge's theory |is
transiated to implementation of programmes jin schocls,
we neaed alsc to search for a combination of critical
factors that impels a programme to successful
implementation.

2.1.4 Implementation strategy.

The implementation ‘'strategy' refers to the explicit
sequences of action steps or tactics that make up the
strategy for the implementation of a pregramme (Havelock
1973 153) and what s needed in successful
implementation of particular programmes is an
appropriate strategy as Fullan (1991: 16) poincs out:
'Wa need powerful reforms and powerful strategies to
cbtain powerful change'. Researchers (Dalin 1978;
Havelock 1973; Schon 1971 (in Kelly 1989: 13126) have
developed certain strategies, also referred to as
models, appropriate to different kinds of gituations to
support and sustain curriculum innovation. Five models
are briefly raviewed below.

2.1.4.1 Problem=-sclving. A 'problem-sclving' [PS] model
may be more appropriate for a single sachool with a
particular problem because it allows the 'user', with or
without outside assistance or wsupport to diagnose felt



is very difficult to say which are the critical factors
in general terms for all programmes. Each programme is
unique and needs to be considered =:parately and would
sometimes need several years of rigorous research under
different conditions to determine the critical factors
influencing its success or failure,

Having one or more critical factors Iis also not
sufficient to ensure successful implementation. What
seems to be important is the notion of ‘combination of
critical factors'.

2.1.3 Comkination of critical factors.

Combination of critical factors refars toc the idea that
it ia not the critical factors by themselves
individually, or as a series of independent factors that
operate independently that impacts on the implementation
process, but it is the amalgamation, integration and
collective interaction of all critical factors that
operate in concert. According to Fullan (1991: 67) the
critical factors 'form a system of variables that
interact to determine success or fallure' of the attempt
to change by means of the implementation process. This
conception is illustrated by Senge as follows.

Senge's conception of innovation in engireering suggests
that the mcvement of the idea from invention to
innovation brings together diverse ' component
technologies' for it to succeed, (Senge 1990: &) Senge
gives the example of two competing aircraft, the DC=-3
and the Boeing 247 to illustrate the point. Given that
both companies producing the ajrcraft probably spent
millions of dollars on research and development, he
asserts that it was the convergence of five critical
component technologies that were biought together in the



implementation

...consists of the process of putting into practice
an idea, programme, or set of activities and
structures new to the people attempting or expected
to change,

Fullan (1991: 47-8) reports that for wmany researchers
the implementation process includea a number of phases
beginning from initiation, installation or insertion, teo
continuation and expansion and each phase comprising of
a number practical) steps depending on the nature of the
change, According to Haveleck (1973: 137) implementation
refers to the practical operationalisation or
‘utilisation' of the innovation. A programme may be
disseminated, but ‘often net implemented in practice!'.
(Stenhouse 1975: 210) Thus implementation for change in
education settings refers to a process I{nextricably
connected to practice rather than a one-off avent that
occurs mechanistically.

But implementation is a complex process impacted upon by
several 'critical factors!', which is discussed next.

itical f t {np] tation.

According to Fullan (1991: 66 evidence points to a
‘gmall number of Kkey variables or 'critical factors!
that influence successful implementation. These critical
factors may include the innovation, role of the
principal, and/or the underlying thrust of a vision that
powerfully influences the implementation process. But
while it may be possible to identify the critical
factors that commonly influence change in practice
Fullan (1991: 66) and Dalin (1978: 88) point out that it



CHAPTER TWO: LITERATURE REVIEW.

The literature review focuses on the following
inter-related issues integral to the study: managing
change, implementation of innovations, state policies,
approaches to curriculum design, and CAS as an
activities-based programme.

Havelock (1973: 4) broadly defines change as ‘any
significant alteration in the =status quo...which is
intended to benefit the people involved'. Planned
change, however, refers to change that cones about
through a deliberate process which 1s inteaded to make
both acceptance by and benefit tc the people who are
changed more likely. (Havelock 1973: &; Fullan 1991:
xiii) But educational change theorists warn of the high
risk of failure in proceeding with change efforts in
educational settings without first urderstanding what
should change, how to go about bringing about the
desired change and the forces that affect change.
{(Fullan 1991; Dalin 1993; Havelock 1973) Managing the
change effort theraefore becomes an important issue and
in particular concepts dealing with that chi je effort.
I will review each of the following concepts in turn:
implementation, critical factors, combinations of
critical factors and implementation strategies.

2.1:1 The concept of implementation _as procegs and
practjce.

Implementation of curriculum is nejither ‘replication’
nor 'dissemination' (Senge 1990: S5; Kelly 1989: 125) as
in the reproduction and distribution of computer
software packages. Rather as Fullan (1991: 65) states,



are voluntarily established to cater for special 1eeds
of communities and are mainly founded by private suv<tor
persons or organisations who tend to be highly committed
to their particular missions or ideals. Although these
schools are regulated by the state, they seem to enjoy a
large measure of autsonomy in their decision making. This
schooling sector 'is very small, but it is important and
appears to be growing' (NDE 1996b: 15) and caters for
less than 2% of all schoel students. (NDE 1996b: 38) The
term secondary refers to schooling from standard 6 to
matric.

Because of the crmplexity of the public school system
and the various .Aaints attached to that systemn, an
alternative way to prnceed with the implementation of
CAS, as an activities-based programme, is to begin on a
small scale, conceivably in a single purpose-built
private secondary school.

Chapter two, reviews the literature on the essential
concepts and ideas that lay the foundation for the
study. Chapter three explains the research methodology
employed in this study. In response to the two research
gquestions, Chapters four and five discuss, from evidence
gathered, the implementation of CAS in all public
schools in District Cl, Gauteng and a purpose-built
private school, respectively. Chapter six deals with
concluding discussions on the research questions and the
study.
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implementing the programme in their respective
classrooms. The school provided additional resources of
up to R2000 raised from sponsorships aud donations from
parents and the local community, w !ch the state was
unable to provide. A partnership was tnus forged between
atate, school and PEUP with the latter being the driving
force in initiating and playing a key role in bringing
gstate and school together to mutually assist one another
the implementation process,

In contrast to the mutual adaptation strategy argued
for the implementation of CAS in public schools in
Gauteng, Youth Preparedness [YP], a programme designed e
excluaively for white school pupils and which had an
undarlying racist ideclogy, was clearly implemented
top-down by decree of the state, not by mutual
adaptation between individual school and the state, aa
is evidenced by the decree of the then Miniaster of
Education (Kotzee 1972: 2-7) to principals of white
schools:

Youth Preparr.iness 1s to be introduced as a
compulsury curricular programme in all secondary
schools, and special schools with senilor secticns,
in January, 1872.

The state ostensibly provided the major portion, if not
all the necessary funding for materjals, transport, and
other facilities such as off-school premises like camp
sites/veld schools. (Botha 1995: 1) Not only was the
philosophical and operating framework prescribed, the
actual activities and the time to " spent on each
activity and the actual rontent was also prescribed.
(Kotzee 1972) The school's task was simply tc carry out
instructions, implying implementation by power-coerc.on.

YP was driven by the state instructing white school
principals aond teachers +to follew orders. The
implementation of YP is a clear case of coercion being
state designed and implemented by decree. There was
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seemingly impossible without the aforementioned
policies. The schocl als¢e pald from its own resources
certain costs relating to consumables, transport and
training of teachers. Thus a relationship of mutuality
drove the implementation of DT rather than one-way state
imposition,

Another case in the Scuth African context where mutual
adaptation is evident is in the case of the Primary
Education Upgrade Programme [PEUP], an NGO which had its
origin in the former Bophuthatswana homeland to address
the need for upgrading inter alia classrooms and
pedagogy in primary schocols there. An analysis of PEUP
{Holderness 1%86: 1-7; Holdernesas and Altman 1992:
41-58) indicates that the strategy used comprised of a
combination of both top-down and bottom-up processes.
The NGO spearheaded the school upgrading programme which
included new waya of learning and teaching in
partnership with the state and the public schools, The
project was spurred on by motivating pronouncements and
exhortation by the state appointed Lekhala National
Education Commission in 1578 in the Batswana concept of
popagano (co-operation, self-reliance, and creative
renewal) thereby giving a new vision to education policy
in the recently declared independent state. The
Bophuthatswana state Department of Educatien sanctioned
the project and financially supported it by fully
funding the salaries of 17 PEUP Organisers for each of
the 17 districts and by providing R400 te each school
that collected the same amount from the community and
other fund ralising methods for school

furniture for 50 puplils,

The schools on the other hand committed themselves to
making saveral improvements including painting of the
classroom walls, doors and window frames. Prinaipale
co-operated by allowing the programme to be implemented
and supporting the efforts of Organisers and clircuit
Teams. Teachers committed themselves to attending
workshops for training purposes and actually
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style on the headmaster, or increased parental support
and involvement, This has to come from the achool.

Mutual adeptation is evident in the case studies that
follow.

In the case of Gauteng Boys' High School [GBHS], a
Model € public school, vwide powers were given to the
school by the previous National Party government which
contributad to the Iimplementation of the Design
Technology (DT] programme. The school was empaowvered to
implement and finance additiconal fields of atudy over
and above choices within the prescribed national
curriculum, in terms of a naw policy of the House of
Assembly [HOA] (1992a: 7) where the governing body of
the school had the power tc make and implement decisions
with respect to:

the exercise of choice, but svbject to the approval
oL the Executive Director, with regard to courses and
subject packages within the set curriculum at
national level which the school offers its pupilas,
and to implement and finance additional filelds of
study with the permission of the Executive
Director;...

The state provided subsidised funding of teacher
salaries that was determined according to pupil numbers
and official education policy. (HOA 1992a: 16) Other
rescurces that the state provided ‘free of charga'
included existing buildings and equipment which were
tranafarred to the Governing body in terms of asset
transfer provisions of the new dispensation for white
schoola., (HOA 19%2b: paragraph 2)

The facilitative legislation and supportive policies of
the state encouraged key participants at GBHS to
initiate an innovative DT programme which incorporated
new problem-aclving approaches and replaced the
traditional Industrial Arta programme, a move which was



25

Furthermore, bhecause the state is limited in its abllity
to fund all expenses of state schools, it acknowladges
that parents and schools at grassroots can play an
important role in supplementing the budgetary
ragquirements at the local school level. A ‘partnership
funding approach' implying state, parent and school
involvement in making financlial contributions wam
recommended in the Hunter Report. (NDE 1995: xiv)
Following the recoemmendations made in the Hunter Report
(rlokgalane and Vvally 1996, 6-7) a new funding formula
has been enacted in SASA (1996) whereby public schools
are empowered to levy a compulsory school feea based on a
variety of factors for axample, parents abjility to pay
(SASA 1996: S$39-41), and also receivae voluntary
contributions (SASA 1996: S37(2)), over and above state
subsidy fnor taachar salarias, materials, aquipment and
other material support.

This new policy is further evidenced in SASA (1996: S5136)
whare the partnerahlip responsibility of governing bodies
is clearly laid out:

A governing body of a public school must take all
reasonabla moasures within lts means to supplement
the resources supplied by the State in order to
improve the quality of education by the school to all
ladrners at the gchool.

In a mutually adaptive process, it is the individual
school that has ¢toc creatively respond to the
facilitative and supportive lagislative, funding and
curriculum related puolicies of the state, The achool
simply cannot provide the high level of funding that the
state can provide, but it can sur ‘lement state funding.
The state, on the other hand, cannot deaign curricula to
cater for all circumastances and all contexts, it thus
empowers local r*hools by means of facilitative policies
to develop their own curricula within broad frameworks.
Similarly, the state cannot enforce a positive school
ethos, teacher commitment, or a particular leadership
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evidenced in BASA (1996: S21(1) (b)) which provides for
govarning bedies:

to determine the extra-mural curriculum of che
school and the cholce of subject options in terms of
provincial curriculum pclicy.

Here power is being develved to school governing bodies.

The natate, howevar, in addition to facilitative
curriculum legislation ho~ Jsupportive policies in the
area of funding' 'The state must fund public schools
from public revenue on an equitable basis'. (SASA 1996:
534(1)) While apartheid era funding was racially based
and iniguitous being blased towards whites and
disadvantageous towards Blacks (Atrican, coloured and
Indian), there seems to be a distinct move to redress
paat imbalances by a phasing in process whereby equity
in funding will be attained by 1999, (Table A). (da
Villiers 1995: 1; NDE 1995: 63-84)

TABLE A

S O e R P i Ol W M o o A s R el S ek S e ol S g e A A Sk o e e ek A

Per Capita Expenditure (excluding former homelands)

1986 1952 1994

R R R
African 610 1 775 2 184
Coloured 1 3130 3 231 J 691
Indian 1 952 3 959 4 687
White . 2 746 4 694 3 403
National averagsa - 1 870 2 22z

(including homelands)

(Source: 1986 and 1992: DNE 1994b: 63; 1994: NDE 1995:
15)
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give and take and accommodation on the side of the state
as well as on the side of the school as a two-way
process in contrast to pure top-down authoritarian
strategies of implementation. On the one hand the state
needs to provide facilitative curriculum implementation
legislation and policies, and supp-rtive funding in
terms of teacher salaries, training, materials and
equipment according to i{ts own means and limitations. On
the other hand, the school needs to provide an ethos of
growth and development, committed Xkey roleplayers or
participanta, and certain resources within its peculiar
means and limitations, Both have to adapt according to
each others circumstances =~ to draw on each others
strengths and to compensate each other for deficiencies,
and for broadly growing and developinyg sciools as
learning organisations. (Dalin 1978: 95-9}

Recant state leglslation and policies pertaining to
public schecols suggest that the state has committed
itself to meore open and facllitative educational
policies, moving away from pure top-down, closed and
restrictive approaches, The Draft White Paper on
Education and Training acknowledges that apartheid era
policies favoured top-down authoritarian approaches (NDE
1994: 9) and commits the Ministry of Education to a
'fully participatory process of curriculum development'
{NDE 1994: 15) where curriculum will no longer bhe
developed solely by the Ministry but will invelve a host
of other roleplayers including non-governmental
organisatiors ({NGO) and previously excluded teachsr
educators, The state has the 'responsibility for setting
norms and standards for the education system, which
invi lves the development of curriculum frameworks and
cora curricula' (NDE 1994: 14} which in turn will
purportaedly give significant scope at the provincial,
district and 1local school levels to develop a more
contextual curriculum within the broader frameworks and
norms and standards provided by the state.

The facilitative pollicies of the state is further
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devolution of power is consistent with the shift to
democracy and the transformation presently taking place
in the education system of the country. I will focus on
the two interlinked notions of (1) mutual adaptation and
{2) development.

4.1.1 Mutual adaptation.

The notion of mutual adaptation refers to a combination
of both top-down and institution based or bottom-up
processes {Dalin 1978: 96) and involves a two-~way
process of accommodation and give and take. It contrasts
with one-way procasges of implementa-ion by coercion
from state to school, from centre to periphery, as in
the RD &D model {(Havaleock 1973: 161}, or the thrust of
the PS5 modal (Havelock 1973: 155) where it is that
teachers in a school may go it alone, with support from
an outeide agency or consultant, Mutual adaptation may
also be seen as being similar to Havelocks concept of
linkage (Havelock 1973: 165) where it is that there is
some kind of tie batween the school and the external
resource person or system in terms of how innovaticn
proceeds. The state, rathe:* than an NGO, as the axtarnal
resource system, may then be a key partner in the
implementation process at the Jlocal school level in
accordance with the linkage strategy. Unlike Havelocks
SI model (Havelock 1973: 159) where the implementation
process is loosely dependent on networks of ideas and
approaches petween teachers and professionals, mutual
adaptation seems to take a more planned and structured
approach where the process involves a delibarate attempt
by both state and school to implement a particular
programme according to their capacities and limitations.

In the case for the implementation of CAS in AFSS
DCLl(G), it seems that a senae of mutual adaptation ia
needed betwean the state as the ultimate regulator of
public schools in the country and individual schocls
responsible for implementing CAS according to local
contexts and rescurces. There needs to he a proceass of
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CHAPTER FQUR: DISCUSSION OF FINDINGS ON IMPLEMENTING CAS
IN_ALL PUBLIC SECONDARY SCHOOLS, DISTRICT Cl. GAUTENG.

It has been established that implementation refers to a
complex process inveolving a combination of critical
factors within an implementation strategy to put a
programme into practice. In this chapter I turn to the
discussien of findings to the first research guestion of
the study: How can CAS be implerented in all public
secondary schoels in Distriet Cl, Gauteng [APSS DC1(f)].

The focus o¢f the discussion here will be on the
implementation of CAS in the mass education sector of
schooling, as opposed to private schooling because of
the possible impact and potentlally extensive outreach
that CAS can have on a larger scale in 38 public
secondary schools, Distrlet €1, Gauteng, (Daya 1997: 1)
than in a single purpose bulilt private school.

In response to the first research question, 1 will
firstly ‘qgue for Mutual Adaptation and Development [MA
&D] as the implementation strategy needed, 1 will then
argue for the critical factors followed by a definitive
course of action indicating how to implement CAS 1in APSS
DC1(G) 1invelving a combination of critical factors
within tne MA &D strategy.

4.1 Inmplemepntation strateqy for the implementatjon of

The case for the implementation of CAS in mass education
is that it is likely to succeed there because both the
state and individual schools are iecded to play specific
rolee in the jmplementation sess so0o that the
programme is not imposed from the side of the state but
where space is created tor schools also to play their
part, While the procesa is largely state driven and
supported, it 1is evident that the state intends to
davolve more power to individual schools and teachers to
contribute to local curriculum development. This
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3,4 Coding and analysis of data.

Data collected from the diverse sources was coded and
classified on the bhasis e¢f similarities in terms of
common categories or themes related to the
implamentation process for the purpose of analysis,
evidence and critical discussion. (Cohen & Manion 1994:
286; Mlles and Huberman 1984) The categories were
gleaned from the literature and are indlcated below:

Statutory provisions impacting curriculum
implementation
- State education finance policies and subsidies
- Key roleplayers
- Funding CAS
= Funding private schools
= Curriculum autonomy
« Time tabling of CAS programme
= School resources
= Suppert mobilisation for establishing a school
= Support systems
= Teacher training

In summary, an unstructured descriptive design was used
in this study because of the type and disparate nature
of data sources for the purpose of drawing inferences
for the Iimplementation of CAS in publi¢ sachools and a
private school in Gauteng.
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and/or influential positions in educational settings
either in state departments or in public andfor private
schools on the implementation of curriculum innovation.

1.] Samples used for gathering data.

A ‘purposive sample', (Cohen & Manion 19%4: 103) that is
one chosen to satisfy the specific needs of the
researcher in this case with respact to data related to
the international experiences in the implementation of
CAS through the use of postal questionnaires. A
purposive sample of 10 CAS schools 9 recommended by IBO
2AS Chairperson (Griffin 1994: 3) and 1 selected because
of its proximity to Johannesburg was used,

A ‘'convenience sample' (Cohen and Manion 1994: 88)
dencting persons wht are readily available and easily
accessible of four key Iinformants were interviewed to
provide valuable insights and ideas into implementation
strategies relevant to public schooling. A further
convenience sample of five kay informants from existing
private achools were interviewed because of their direct
experience in setting up of private schools and
implementing innovative programmes there. Two telephonic
interviews were conducted with key informants connected
to the Swaziland IB affiliated school to glean data from
their experiences of implementing CAS there,

Generally, where deemed necessary, data was also
obtained by personal and telephonic interviews and fax
from key infermants in government or other service
organisations, This was done where clarification or
further data was needed, or where it was impractical to
travel long distances to obtain certain specific data.
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3.2 Methods used for gathering data.

A variety of methods were used for gathering data in
relation to the two research questions. (1) Examining
policy documents such as the National Education Policy
Act, 1996; the South African Schools ct, 1996, and the
(Gauteng) School Education Act, 1995 inter alia were
crucial. These documents ares used by the state to
regulate implementation policy including establishment
of schools, funding, and curriculum autonomy. (2}
Documents that emanate from IBC on the implementation of
CAS were examined for data that may have an impact on
implementation strategies in schools in SA. Because the
CAS programme s being considered in this study for
implementation in SA 3chools, it was important to gain
insights into CAS implementation strategies adopted by
IBO and affiliated schools, particularly to know what
was reguired, how it was organised, and funded. (3} One
cagse study of a programme, namely Primary Education
Upytade Programme, implemented in the South African
context was examined for data relating to the factors
that affected its implementation in public schocls.

(4) Postal questionnaires were used to obtain data from
IBO affiliated schn'is as most of IBO schools are
located abroad 1in 1, South-East Asia and elsewhere
and therzfore not ... ducive nor cost-effective for
personal interviews. ‘Cohen & Manion 1994: 109)

{(5) Telephonic ar ™ personal ‘'unstructured interviews',
referring to more open and tlexible interviews where the
guestioning of the interviewee is governed by research
purposes but where the content, sequenca and wording of
the gquestions are determined by the interviewer (Cohen
and Manion 1994: 2309), were conducted with Kkey
informants because of their grounded personal experience
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CHAPTER THREE: METHODOLOGY.

Data gathering for a front-end analysis of gquestions
relating to the implementation of CAS in Sk schools
suggests <the need for a research desiq At is
different from experimental modes.

3.1 The research desjan.

The research design her. 1is largely unstructured and
descriptive denoting subjective interpretation rather
than a structured experimental ocne needing measurement.
The design is unstructured because the study needs the
flexibility and receptiveness to uncover implementation
data from wide and disparate sources arising from a
variety of contexts rather than from a single source.
Such data is grounded in (a) past experiences of
implementing innovations in general as well as in (b)
implementing CAS internationally, and (¢) current policy
and legislation that impact on implementation and
educational change in the country.

Clearly, descriptive techniques elicit qualitative type
of data required from the aforementioned sources,
Deacriptive research techn!rues here include: (a) open
ended questioning of key persons in ‘key informant
interviews' which refer to interviews with persona who
tend to be particularly well informed, articulate,
approachable or available (Wolcott 1988: 195) (Appendix
G) and ‘postal gquestionnaires' (Cohen and Manion 1994:
84) (Appendix H) and (b} examining relevant documents to
illuminate the research gquesticons and to contribute
meaningfully t¢ implementation strategies that may be
viable here, in public and pr.vate schools in SA.
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encourage hesitant staff members to put time and work
into development eff:-*“:, On the other hand, if the
head expresses skepti.ism and hesitation, he or she
may also get support from other skeptical colleagues.

Critical to the implementation of CAS, given the
facilitative policies of the state, as part of the MA &D
process, is the role of the headmaster in providing
leadership in supporting and mobllising the energy and
co-operation of all the othar key participants in the
system and creating a schoel ethos of a learning
crganisation, where he/she sets the tone and pace for
the implementation through active engagament.

The role of the headmaster as a critical factor was
manifest in the case of GBHS, where he was evidently the
driving force together with a team of dedic teachersa
in the implementation of the DT. (Edward s 5. 1} The
initiative came directly from the headraster who had
enlisted the support of the governing baody, teachers and
the exTED, the state agency that supervises tha
administration of the school. The programme is now
running for the third year. (idward 1995: 1)

Another case where the headmaster was a critical factor
wag in the PEUP programme, It was a group of seven
achool principals who were first motivated by Mrs.
Bodenstein, a college lecturer and founder of PEUP,
These seven principals who were supported by both PEUP
and the state, committed themsalves to the
implementation of the programme, not because of
coarcion, but because of a persocnal desire as in a
learning organisation, in their respective schools in
1979, These principals weara the driviag farce in drawing
in others, espscially parents, teachers and the wider
community to support the implementation of the PEUP
programme in their respective schools, (Holderness and
Altman 1992: 43)

Furthar evidence of headmaster leadership is to be found
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10-11) ‘'key participants' inside the school refer to the
headmaster, teachers, students, and key participants in
the immediate environment of the school referring to
parents, consultants and the district administrator. For
the implementation of CAS in APSS DC1l(G), the critical
key participants {Include those inside the school as
cited akove and parents in the immediate school
environment, the DD's role having been discuased above.
The IBO as an external agency may be drawn upon in the
initiation phase to start the implementation process at
the outset but their involvement is not necessarily
deemed as a critical factor.

4.2.2.2.1 The headmagtexr. The headmaster as a Kkey
participant in a school is8 a critical factor in the

implementation of CAS at his/her respective scheol
because of his/her role as head of the school and more
importantly because of his/her role as ‘gatekeeper!
{Fullan 1991: 11), meaning main agent or blocker (Fullan
1991: 76) to change. According te research findings by
Berman and Mc Laughlin (1977: 124 in Fullan 19%1: 76),
'projects having the active support of the principal
{(headmaster) were most likely to fare well', And
according to Fullan (1991: 76) again, there is an
apundance of evidence that describes how and why the
haadmaster is nacessary for effective implementation:

The principal (headmastsr) 1s the person most likely
to be in a position to shape the organisational
conditions for success, such as the development of
shared goals, rollaborative work structures and
climates, and procedures for monitoring results.

It follows that if the headmaster does not support the
programme or project, it is unlikely that implemantation
will take place, as Dalin (1993: 41} points out:

The actitude of the head is one critical factor in
the development process. Full support from the head
may create a positive working climate and also
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As far as teacher provision is concerned, the present
government hLas committed itself, through negotiationa at
Education Labour Relations Council, to provide teachers
to all public schools based on a teacher pupil ratio of
1:40 at primary and 1:35 at secondary level. The ratios
would be phased in over five years, and all teachers at
a school, including the principal and wusic teachers,
would be part of the ratio. (Eduscurce 1996a: 10)

For the implementation of CAS in District Cl1l, Gauteng,
because funding is not determined by subject taught or
numher of teachers in the employ of the respective
provincial departmenta, but by the number of pupils in
the province, the funding of teachers, materials and
equipment for CAS will necessarily be dependent on the
approval of CAS as a programme. Special direct funding
will however be reguired by the district office for
initial project co-ordination and INSET as is the case
with the 'Technology' programme presently baing piloted
in 20 schools in Gauteng. (Van Tonder 1996: 1)

Critical for the implemintation of CAS in APSS DC1(G)
within the MA &D stratsgy is therefore state approval of
CAS as an instructional programme and state funding
support.

This leads to the discussion of various critical factors
at school level,.

4.2.2 Critical schqol factors.

School factors refer to those (factors) arising from the
role of the public school as implementer of the CAS
programma. Critical to the implementation of CAS are (a)
key participantas and the (b} school resources that the
school brings to the implementation process as part of
the MA &D atrategy at the local school level.

4.2.2,1 Key partjcipants. According to Fullan (1991:
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To implement CAS in APSS DC1(G) it is wunlikely that
additional teachers would need to be employed but
instead existing teachers would need to be trained. This
is mo because the funding of individual subjects is not
determined in terms of teacher provision and
remuneration because teachers are provided for by the
state on a per-capita basis rather than on a subject
basis, as is evidenced from the funding policy of public
schools.

Funding of public schools is determined at the national
policy level by NDE, rather than at provincial level,
NDE obtailna its total education allocation from the
National State Budget. From the education vote various
amounts are set aside for various divisiona according to
a formula that includes Departmental expenses, tertiary
education, and college-achool [CS] education. It is the
CS8 budget that is handed over to the provincial
governments to administer on behalf of NDE in terms of
policiea laid down by the latter for the funding of CS§
education under the jurisdiction of the province, The CS
budget i{s not datermined on the basis of subject taught
or on the numbar of teachers in a particular department
(for example, GDE). The funding formula is however
determined on the basis of the number of pupils
countrywide, and then an equitable per capita allocation
per province is calculated. (Viljcen 1985: 1; da
Villiers 199%: 1)

This formula is presently complicated because of the
past imbalances based on race, but is being redressed on
an evolutionary baasjis over flive years. This means that
until 1999, allosations for formerly white schools will
be marginally higher than African, Colourcd and Jndian
schools. See Table A (4.1.1 above). No statistics are
avaitlable giving a breakdown by race of the equity being
achieved across the various raclal groups, according to
Educatjonal Foundatlon, a aroup that collecte and
analyses educational statistics.
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national policies and constitutional principles, Donly
could see no reason for any objections, and would in
fact support the implementation of programmes that
fostered tolerance, respect and mutual understanding in
all schools within his district. He also indicated that
he had the necessary autonomy to implement such
programmes (as described by myself) in schools within
his district, provided that there was adequate
consultation with relevant stakeholders at the local
school level.

Facilitative and supportive state curriculum pollicies
are thus critical for the .mplementation of CAS in APSS
DCL(G) .

4.2.1.2 State funding. State funding refers to the funds
needed from the state for the implementation of CAS in
APS8 DC1(G) in terms of the MA &D strateqgy.

State funding is a critical factor for the
implementation of CAS in APSS DC1(G) as part of the
supportive role that the state plays in public schools
because state funding is needed for variocus elements of
the implementation process including project
co-ordination, teachers, INSET, materials, equipment,
and transport. Without state funding it is unlikely that
CAS can be implemented even if there are facjlitative
and supportive curriculum policies.

The major element of expenditure would be the cost of
teachers in the form of teacher remuneration. Educator
remuneration for public ordinary schools excluding
special schools such as for puplls with learning
disabilities, comprised of 78.03%. This figure rises to
84.36% if the remuneration of other support personnel
are included. (DNE 19%94b: 34) In a recent press
statement, Metcalf, the MEC for Education, Gauteng,
stated that teacher salaries: consumed 85% of aducation
budgets. (Saturday Star 6/7/1996: 1) 1t 1s on this coet
that I will focus my attentioen.
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administration of a school. The case of DT at GBHS again
demonstrates that where a school has the ability and
capacity to take curriculum decisions, the provincial
authorities must relent and facilitate that development.

One of the many directive principles of SEA (1995:
85(1}{o)) reads as follows:

The education process shall be aimed at fostering
independent and critical thought.

It is legislation and policles 1ike these at the
provincial level that would be needed to facilitate
teachers at the local school level to be creative with
regard to the implementation of CAS.

4,2,1,1,3 The district lavel. The district level denotes
the District Director [DD]) and his/her office as an

integral part of preovincial educational structuras. The
DD 1a responeible for the support of public schools
within one of several designated geographical areas.
District €1 is one such district. For the implementation
of CAS at public schools at the district level in
Gauteng the approval and support of the DD is a critical
factor baecause he/she acta as officer of the GDE
raesponsible for the administration of education and for
providing district schools! with consultancy and
training support. He/she may alsc act as gatekeeper to
innovation in the gchools under his/her district. The DD
is obliged to pursue educational policies of the
provir-e in erms of SEA, 1995.

In line with decentralisation and the devoluticon of
power, the DD could also be approached to implement a

programme at the district level, provided that it did
not conflict with national policies, norms and standards
nor did it <challenge any of the conatituticnal
prirciples including non-raclalism. Tiis view was
confirmed by Donly (1995: 2), DD, District C1, GDE.
And If the ethos and aims of CAS are in line with
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programmes is not a carte blanche one. Tc implement DT
permiesion was sought from exTED but actually came from
NDE. (Edward 1995: 4)

4:2.1,1.2 The provincial level. For the implementation
of CAS in APSS DCl1(G), it is eritical that there are

faciljtative, supportive and empowering policies also at
the provincial level of the education system. This is so
bacause firstly approval by GDE at the provincial level
of CAS as a school subject is required and secondly, the
nature of CAS demands that teachers and students at the
local school level are empowered to make curriculum
content decisions in determining activities.

The GDE is responsible for delivering and controlling
educational provision in Gauvteny, particularly with
regard to curriculum, as evidenced in the School
Education Act [SEA] (199%: 56(c¢) whereby:

Subject to any norms and standards set by the
appropriate national body, the MEC may certify, and
withdraw the certification of:

(1} the syllabl of, and conditions for admission to,
courses at any school or centre of learning; and
(il) the content of, and conditions of admission to,
courses at any schocl or centre of learning.

It is evident from the above legislation that CAS would
need to ba ‘certified'. According to GDE Director of the
Gauteng Institute of Curriculum Development [GICD}, the
GDE ls open to ideas and proposals from both within and
outside the education system. The provincial HKead of
Department may be approached by any person or group, if
the proglramme is provincially torgeted and complies with
the ethos of the constitution. (Imran 199%5: 7)

with regard to the empowerment of teachers to take
decisions on professional matters such as CAS content,
SEh (1995: ©Saction 28(3)(c)) clearly empowers the
principal and his/her staff with the professional
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4.2,1.1 Legislation and currigulum policy. In the case
for the implementation of CAS in APSS DC1({G), what is

critically needed 1is facilitative and supportive
legislation and curriculum policy at three levels namely
national, provincial and district, that would foster
autonomous and creative decision making at the local
school level.

4.2.1.1.1 The national level. For CAS to be implemented
at the provincial level and district level what is

critically needed is the approval of CAS as a valid
'*instructional programme! (DNE 1994a: v) by the
National Department of Education [NDE] not for
impoaition but for facjilitatjon. Without that approval
tha Gauteng Dapartment of Education [GDE) may not grant
approval 'to districts within the rospective province and
thus CAS may not ke implemented. This requirement is not
according to any legis'ation but national departmental
policy. (Viljoen 1595: 3)

On the other hand there are no statutory regulations
excluding a.y particuiar subject from being approved and
listed as an 'instructional programmes' (DNE 1994a: v)
and that the NDE |3 generally open to receiving
proposals from any gquarter, be it from the public or
private saector, individual school or organisation.
However, such proposals have to comply with specific
criteria baged on need, rationale, financial
implications, and the design dimensions of the
pregramme, and broadly be based on the norms and
standards cet by the national department. (Viljcen 1995:
3}

The approval requirement at the national level is also
evidenced in the casr “ implementatinn of DT 2t GBHS.
The DT programme wis a school-based initiative bacause

the state specifically ampowersed its governing bhedy, 'to
implement and finance additional fields of study with
the permissjion of the Executive Director;...' (HOA
1992a: 7) But the authority to implement additional
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Development of CAS in Gauteng schools, thus, implies a
two-way process allowing local schools to be creative in
developing activities while the state's contribution is
in providing frameworks and guidelines.

Thus the implementation strategy of MA &D is needed for
the implementation of CAS in Gautang public schools.
CAS needs the state to play a role of facilitation and
support rather than of coercion and imposition while CAS
needs the school to bring its own human and material
resources to bear on the development of activities
albeit limited in cheir respective capacities.

4.2 critical factors needed for the implementation of
CAS in all Gautend publjc schools.

Critical factors, as explained in the literature review,
raefer to the wvarjables that powerfully influence
succesaful implementation. In relation to implementing
CAS in APSS DC1l(G), several critlcal fa=ztors are needed.
These are linked to (1} the state (2) the school and the
{(3) characteristicse of the innovation. What these
critical factoras reter to, why these are critical for
the implementation of CAS and the case for each craitical
factor is discussed helow.

4.2,) Critical state factors.

State factors refer to those (factors) arising from the
role of the state as ultimate regulator of public
schools. Central to the implementaticon of CAS 1in APSS
DC1(G) is the rele of the state as facilitator and
support agency. Since public schoola predominantly aim
at mass education largely controlled by the state,
implementation of programmes are intricately biund with
state aducation policy and funding. State support in
terms of (a) legislation and curriculum policy and (b)
funding, are therefore critical for the implementation
of CAS.
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the different IBO schools throughout Eurcpe, America,
Africa and Scuth East Asia. For example, the campus of
Lester B. Pearson College of the Paclific is situated at
Pedder Bay, Vancouver Island, British Columbia. One of
the categories of activities of CAS at this college has
to do with Coastwatch, providing a rescue service at
sea, (LBPCP 1995b: 2; Brown 1995: 20} Clearly this
activity may not be done in landlocked Swaziland but
service activities are offered in forestation and other
anvircnmental related activities, amongst others adapted
to local circumstances. (Linden 1983: 51)

Each individual IR0 school develops its own creativity,
action and service activities, as is evidenced above.
And these activities are often developed according to
student interests as suggested by James and Newton
{1995: 4):

The scope of the CAS programme 1s broad in that
activities are included in the interests of students
lnvolved. Its strength lies in the fact that students
pursue their own interests and do not become bored
with the programme.

Development of CAS in IBO scheools is, thus, devising and
adapting activities to local conditions.

In contrasting Youth Preparedness [YP] to the above
notion of development within the MA &D strategy, it
seems that there was no programme development work
required at the level of the local school because as
stated earlier, the programme was prepackaged and
instructions as to time allocations and specific
activities to be engaged in were given or handed down
prescriptively to school principals. Clearly, YP was
implemented by ‘'hydrostatic pressure’, {(Parlett &
Hamilton 1976} state bureaucracy, and lideologues giving
little or no space for development of activities at the
local school level.

I . T
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the selection of centent, the pedagogy and assessment of
the programme on the one hand; and the schocl may
develop the specific content or activities and support
teachers in the development of the appropriate pedagogy
and assessment techniques on the other hand, 1in
accordance with the philosophy, aims and principles as
provided or directed by the state (and IBO}. The state's
role here ", similar to that in the RD &D strategy where
certain aspects of the programme are prescriptive,
whereas the school's role on the other hand is similar
to the PS strategy for implementation where it is that
the problem ot designing relevant activities would need
to be done at the school level.

The notion of development pressed for here is evident in
the case of DT programme st GBHS. While the DT programme
was broadly sanctioned and supported by the state, it is
evident that development took place at schocol level as
suggasted by Murray (19%85: 7),

DT was created by ourselves... We draw on what'’s
happening at St Andrews and about four other
schools... but basically producing everything
oursalves.

Some aspects of the development of DT at GBHS were also
informed by 'viasiting educationists' who made key people
at the school aware of the 'shifts' to problem-solving
approaches, which refers to pedagogy of DT, in programme
devilopment. (EBEdward 1995: 1) Development of DT at GBHS
was clearly a case of the ability of the school to grow
and improve a programme,

In the case of IBO, the broad philosophical frameworks
and principles and procedures for the development of CAS
in IBO partner schools are provided by the IBO in the
form of guldelines, (IBOQ 1992: 3-4) but the actual CAS
activities are devised at the local szachool level
according to local needs and contexts. This is evidenced
by the variety of CAS activities that are undertaken in
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little obvious space or creativity on the part of
teachers and students to determine activities. There was
no mutual adaptation.

In relation to the first research guestion, a process of
mutual adaptation is, thus, needed between state and
school suggesting this strategy for the implementation
of CAS in all public schools in District Cl, Gauteng.

ave t.

Development is a multi-faceted term which in the MA &D
strateqy broadly refers to the ability of a school to
pursue an improvement or growth process with or without
external lelp and to be responsive to externally
developed and/or directed innovations. (Dalin 1978: 96)
In this sense, dJdevelopment is 1linked to a process
whereby the institution or school s able to
meaningfully contribute towards the improvement and
continuous growth of the innovation. At the one extreme
the state may precpecify and prepackage the innovation
as in a teacher-proof computer programne, leaving no
gspace for the schoocl to be actively engaged in tha
improvement process, as in the RD &D model. On the cther
hand, the school may initiate and implement the
programme entirely without the help of an external
resource such as the state or an NGO, as in the PS
model., The degree to which a scheool may rely on the
state for specific aspects of the innovation will depend
on its ability and capacity to be self-sufficient and
vice versa. (Dalin 1978: 98-99)

More specifically, development here refers to the
abiljty and capacity of the school te grow and improve
the design dimensions of CAS particularly its content.

which is based on some underlying philcsophy, ideoclogy
or values. (NEPI 1993: 102; Stenhouse 19%75: 12; Kelly
198%9: 7) For development to take place the state, like
the IBO in the case of CAS, may provide the
philosophical framework, aims, and principles underlying
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7} committed headmasters percejived the benefits of the
programme in upgrading classrcoms which included
improving teaching skills and positively impacting on
the learning of largely disadvantaged primary school
children. The state too was quick tc support PEUP
becausa, 1in a4 sense there seemed to be a fit between
what the innovation offered and Lekhala Commission
(1978) recommendations of primary school reform, in
particular the Batswana concept of popagano. (Holderness
and Altman 1992: 41-58; Holderness 1986: 1-7)

Another case where the characteristics of the innovation
has been demonstrated as a critical facter in the
implementation procese is in the implementation of the
Primary Science Programme [PSP), an activities-based
science prugramme for teachers ard pupils from
disadvantaged backgrounds. The programme foundered when
teacher. f{elt that their needs ware not being adequately
met In terms of the top-down strateqgiea adopted by the
project organisers where materials and methods wera
imposed rather than invelving them in course
development. It was only when new partnership approaches
of teacher involvement in the develcopment of curriculum
materials were {ntrcduced that the programme became
relavant to teacher needs. 'The role of the preoject has
clearly shifted from being a rescurce directing project,
to bpeing responsive to teachers' needs'. (Rauwenhejimer
1992/199%: 67-80) Furdamentilly the innovation parsisted
and ateadily grew, despite the internal problenms,
because the innovation satisfied participant needs at a
time when inadequately trained science teachers had to
teach without having adequate materials.

Thue, thn characreriastics of the innovation, in this
case of CAhS, is critical to the implementation in APSS
DC1{CG} within the MA &D implementation strategy.

Having established an implementation strategy and arqued
for various critical factors I now turn %o the
combination and course of action needed in response to
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critical fcr the inmplementation of an innovation to
ensure that it clearly addresses real and relevant naeds
of the learner ind teacher; that the programme must have
a sense of vision in terms of its long term usefulness,
value and benefit in the learning and development
process of learners; that there is sufficient clarity
about the design dimensions of tihe programme and its
conplexities, 1if any; and the practicality of its
implementation denoting fit with teacher's ctituation,
focus, and concrete how-to-dn-it possibilities, (Fullan
1991: 69~73)

With reference to CAS as a tried-and-tested programme
and as the international exparience suggests, CAS
addresses the need for an activities~based innovation in
the overly content-based mainstream achool curriculum in
SA. Bacause activities are desigried by teachera on the
basis of a clear understanding of ita design dimensiona
with learner interests, local context and resocurces in
mind, teacher and student needs including empowermant,
creativity, practicality and learning are largely
addrassed. Teacher competence is enhanced by clear
implementation guldelinus and INSET. CAS activities have
the potantial to contribute to the persoconal, social and
spirituval development of students alongside their
academic development and also has the potential <o
contribute to the RDP in terms of nation building
through strategic activities including tutoring, health
cara, and literacy and in developlng attitudes and
valuas of, amongst othars, raconciliation and
inter~cultural understanding.

Evidenca of the characteristics of the innovation as a
critical factor is demonstrated in the following cases.

PEUP idhows that because it was a pragmatic programme
that mat the real needs of the achool communities, the
innovation spread like wild fire and was implemented
countrywide, in hoth urban and rural public primary
schools, within a space of 5 yearsa. (Holderness 1986:
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school did not have the necessary resources, activities
can be so designed that costs are not incurred such as
in the case of Madrasa Al Huda as indicated by Wadvalla
{1991i: 1):

The school is located in Bombay city...It is a day
school and various opportunities for CAS are
available to our students within walking distance.

For the implementation of CAS in APSS DC1l(G), within the
MA &D strategy, each achool will need to bring its own
existing resources and creativa abilities in the
improvisation of resources, and use other means
including obtaining sponsorships, wvoluntary/compulsory
parant centributions and organising special
fund~raising events in creative ways., However, certain
schools ir District Cl1 may have better rescurces and
access to resources than othars, for example a wall
resourced school in Mondeor, an established suburhb,
versus a poorly resourced schywl in Orange Farm, an
informal settlement. Activities will then need to be
designed accordingly. The costs could therefore vary
from school to school 'but need not be prohibitive' as
‘excellent CAS programmes exist in poor IBO schools'
{Griffen 1994: 1) or as Farmer (199%: 1) put it: 'CAS
absorbs as much or as little as you can afford’.

Thus the craative abkility of the schoel in harrassing
school rescurces in the implementation of CAS |1is
ceritical.

I now turn to the final critical :actor.

4.2.3 Characteristics of the innovation.

Characteristics of the innovation refmsr to variables
such as the need for, clarity, complexity, quality and
practicality of the innovation and bruadly ralate to the
relevance of the innovation. (Fullan 1991: 6B) According
to Fullan 1(1%91: 68) ond Dalin (1993: 13), it is
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In the case of the DT programme at GBHS, limitad school
resources prevented the school from acguiring certain
kits for use in the DT programme, but the school was
resourceful in adapting to their particular
circumstances, as explained by Murray (1995: 7):

I think we‘’ve done very linnovative projects that use
waste materials, for example plastic Coke bottles and
these sort of things - you can do an incredible lot
of things with them, 50 a lot of those sorts of
things have been incorporated inte projects, It need
not be a costly exercise, but the technology out
there is amazing and some of the sturf is vary
expensive. Thera’s ealectronic kits, computer kits -
all sorta of things that we would like to yet but it
is prohibitively expensive. You car put togaether in
diffarent ways to create all sorts of things. It
would te nice to incorporate. They are very expensive
and you would have to have some government aid for
that.

In the case of PEUP, at least R2000 was needed to
upgrade or improve any one classroom in the school in
tarms of matarials and equipment required, assuming that
the achool did in fact have clasasrooms. The atate did
not have the funding and neither did the school. Clearly
the programme could not have been implemented without
the necessary resources. The state, however agreed to
fund parts of the regquirements for example, school
furniture, in parthership on a Rand for Rand basis, The
school In turn had to rely on parental and community
support to raise its share. {Holderness 1986: 3)

In the casze of JIS, students are transported cn a weekly
basis from the school in Midrand to Chris Hani Hospitul
in Sowetc to do a service project thera, implving
transportation. Thea school has the necessary resources
for exampla, bus, driver, and implementation is thus
facilitatad, (Caston 1996: 2) On the other hand where a
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Headmasters may with the agsistance teacliers and the DD,
motivate wnarents to become involved in a variety of
creative ways including (l) providing special skills
{(f£irst aid, anvironmental management., food gardens) (il)
suggesting activities and (iii} baing trained as a CAS
leadar and leading a particular activity. Parents may
also be motivate< through a variety of ways including
(1) face=to-face meetinge {ii) sachool nuewsletters (iil)
personal letters or telephone (ilil) CAS seminars and
workshopa (iv) special parent functions such as a 'CAS
day' where audio-visual presentations may be made and
(v} guest speakers may be invited.

This leads to the discussion of school resources as a
critical factor.

4.2.2.2 Scheol resources. School resourcas rafer largely

to material resources including funding, buildings,
equipment, and materials rather than to Key participants
as human resources referred to above. For Dalin (1993:
12), one of the t'practical barriers' to innovation in
schools ia limited resources and one of requirements of
CAS is that it may be necessary for schools to allocate
some funding to the CAS programme to cover costs such as
transport and specific activity materials. (IBO 1992:
7).

School resources is a critical factor in the
implementation of CAS bacause in a mutually adaptive
proceas the school, like the state, also needs to bring
its resources to the implementation process particularly
in the s&election of activities, A service activity
involving recording a book on a cassette for the blind
implies access to a tape recorder. Another service
activity involving assisting informal settlements with
plumbing will require spacialised tocols and equipment,

Evidence of school rescurces as a critical factor in the
implementation proccss 1s demonstrated in the cases that
follow.
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supportive in financing. And in out-cf-school
activities, .f transport is needed, they provide it'.

In the PEUP case, increasing parental involvement in the
upgrading exercise was one of its stated policies.
(Holderness 1986 1) And part of tha ownership and
participation of the programme was overwvhelmingly
displayed by parents and community in their willingness
to suppeort school initiatives for example, by
contriburing an annual fee uf Rl (one Rand) per child,
attending 'open days', and assisting with fund raising
for classroom upgrading. (Holderness 1393: 1-5)

At SWC the school policy is to keep parentes informed of
CAS activities and they are jinvited to help, It is
stressed that paraent participation, as part of the
community, is vital. (Everton 199%5: 2) In the case of
the Hong Kong International School, the jjeadmaster sajd:
'‘For service to work, it is essential to find worthwhile
projecta in the community. Parents can be useful
resources'. (Farmer 1995: 2} Selection of activities may
be influenced by the parent community. At SWC
tactivities are those regquested by the community
. . .wharever possible'. (Everton 1995: 3)

Where parent in vement by way of support ia not
present, that may also lead to rejection of the
programme as in the case of Veld Schools, when thia
programme was decread by the exHOA for implementation in
white schools some 20 years ago. That programme was not
accepted favourably by certain sectiona of the community
primarily bacause of ideological differences as Edward
(1995: 15) commented when asked:

There was a huge reaction from (white) English
speaking schools and thay (parents) refused to allow
their kids to be indoctrinated.

Thua parent jinvolvement in the school environment is a
critical factor in the implementation of CAS.
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ine s8chool's responsibility is to actively pursue
policies which facilitate and value parent involvement
as an important resource not only to the school but also
in the learner's daevelopment. In the case for the
implementation of CAS in APSS DC1l(G) should this
responsibility be forsaken, CAS may not be implemented.

In the case of tha CAS programme, IBO (1992: S)
suggested policy for schools encourages tha involverunt,
of parents:

Schools might encourage the participation of parents
in the administration of, or responsibility for,
spacific activity groups in a CAS programme.

Making the point that CAS leaders do¢ not always have t-°
be teachers, IBO Asja Regional Director asserts t
'parents often have plenty of free time and speciual
skills and interests which can form a basia for
excellent activities'. (Griffen 1994: 1)

Evidence of parent involvement is demonstrated in the
following cases.

In the case of Themba, parenta in Pimville, Soweto, were
the first to support the idea of establishing a private
school by sending thelr children to the make-ghift
garange of its founder, who went from door to door to
vigit parents to elicit their support. That moral
support together with the continuing support in the form
of funding and provisicir o©of labour to make sachool
furniture that the founder-headmaster received, ensured
the schools continuity and growth Themba was based in
the community and responded tc the real needs of the
community. (Nkomo 1996: 3)

In tha JIS case, parents on the schools'® jovel .:ing beard
provide all the necessary support needed to teachers.
As Caston (1996: 2} pointed out 'they've been very
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was trained in Ailds education., Students then came up
with a scheme to do Aids education programm~s within the
broader community with the help of the teacher. (Darling
1996 4)

In the case of Johannesburg Internatiocnal Scheool [JIS),
students are actively and directly involved in
initiating, rather than passively following particular
projects as in the state directed YP programme. For
example, a small group of students together with
teachers felt that there was a need to provide
mathematjcs tuition to children in a nearby farm school,
and some students decided to do that as service. Another
student said that he teactes their domestic staff
children to swim. From this idea, more students got
invelved on a voluntary basis and decided to call
children from neighbouring farms for tultion |in
swimming, which the schocl supported and is now a
running project at the school. That is how most of cheir
projects started. (Caston 1996: 3)

The learner, as a key participant is, thua, a critical
factor in the implementation of CAS at the school level.

I now turn to the next critical school factor namely
parent involvement.

4.2.2.1,4 parent involvement. Parent lnvolvement is also
a critical achc .1 factor in the implementation of CAS in

APSS DC1{G).

Evidence cited by Fullan (1991: 228} suggests that
parent involvement in both ‘'instructlionally' related
and 'non instructionally' related forms has a positive
impact on learners' perscnal an’] academic development.
The former occurs when parents are called upon by the
school to assist as pald aldes or volunteers in
classrcom or home tutoring, while the latter form
relates to participation in scho4l governance and other
broader forms of school-c.mmunity relations.
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However, while headmasters provide an inspired
leadership and teachars acquire the relevant
competencies and are enthusiastic, what is also needed
for the implementation of CAS is the active involvement
and participation of the learner as a key participant.
In the case of CAS, learners are reguired to select
activities according to their interests, not in top-down
mode, but in a two-way mutually adaptive process, and to
be actively engaged in those activities, with the aim,
as stated above, of personal growth and development.
(IBO 1992: 4)

Evidence of J}.arners as Key participants may be seen in
the following cases.

In the case of IBO schools learners who are given the
necessary support by the school are active participants
in the implementation process in selecting, planning and
executing CA& activitlies. One of the key guidelines to
the implementation of CAS is that ‘'students should be
encouraged by their school to propose and plan their
activities'. (IBO 1992: 6) CAS programme Co-ordinator
Richmond (1991: 1) at the Korea International School
summarises her school's CAS policy as follows:

The school policy is very receptive to this student
involvement and highly sncourages all students to
participate in whatever activities suit them.
Students are also encouraged to initiate new
programmaes. In recent years some of these
student-initiated activities have been the Model UN,
Amnesty International...

Activities are often decided upon in consultation
batwean CAS teachers and learners. At SWC, many of the
new community service projects are learner initiated,
for example the Aids education project where students
decided that they would 1like to be involved and tha
sachool provided the necessary support in terms of
workshops on Aids with the help of a statf member who
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learners'. (SEA 19%5: paragraph 1}. And curriculum has
to do with teaching and 1learning activities and
experiences provided by schools, (NEPI 1993: 102) The
target of these activities and experiences, invariably
are focussed on learners as may be gleaned from the aims
¢of several educational projects, for exanmple the
Integrated Studies programme at Riverside aims at the
‘personal development of the student' (Baason 19%3: 25)
or the world-wide Child-to~Child programme aims 'to
empower children to become involved in real issues'.
(Holderness and Altman 1993: 232} The aim an? raison
d'etre of the CAS programme too is the personal
development and growth of the learner. (IBO 1992: 4)

Not only is the learner central to CAS and other
educaticnal programmes, critical to the implementaticn
of CAS is the view of “he learner as a Key participant
who is actively engaged in the programme. On the one
hand, the learner may be viewed as a passive racipient
ag in the RD &D implerentation strategy where the
student/learnar is deemed to be a bank, 'where the scope
of action allowed tt¢ the students extends only as far as
racaiving, filing, and stering the deposits'. (Freire
1370 in Posper 1988: 90) On the other hand, the learner
may be viewed from an ‘'emancipatory' perspective which
emphasises notions of ‘critical reflection', 'dialogue’
(Freire 1970 in Posner 1988: 90) and encourages learners
‘to master a number of critical skills such as thinking
skilla, problem-salving skills, human relations skills,
group dynamic skills...!' (Dalin 1993: 21) In the latter
sense, the learner necessarily has to be actively
engaged in making choicea, thinking, communicating,
relating to others, learning and growing as in a
learning organigsation, as Dalin (1993: 21) points out
that student learning and growing

can best be facilitated In a positive schocl and
classroom climate with an openness for learning and
growth, and with highly competent teachers.
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motivation and training through teacher enrichment
workshops which were organised and conducted by PEUP
staff and which helped to enhance teacher skills and be
initiated into a new child-centred pedagogy. Teachers
were motivated to become active partners in the
implementation process, rather than as passive
recipients which gave them a sense of personal growth or
empowerment and of commitment to the PEUP programme.
{Holderness & Altman 1992: 44)

In the case of GBHS toc, because the innovation required
new skills in terms of a new <reative problem-solving
pedagogy ‘'motivated' teachers were sent to St Andrews
College in Grahamstown (a school which had already
implemented DT for about 4 years and with which the
schecol had built an association) and the ORT-STEP
organisation., Staff also attended wvoluntarily, rather
than by compulsion, ¢%training sessions provided by the
University of the Witwatersrand to adapt to the new
pedagogy involved in DT. (Edward 1995: §5)

Similarly, in the case of IBO, 'IBO Regiconal Offices
regularly orcanise teacher training workshops which
schools are ‘raquired to support'. (Griffen 1994: 2)
These are held so that thy teachers who are involved in
the teaching of CAS may become more and more competent.

The teacher, as one of several key participants in the
implemencation of ¢CAS in APSS DCl(G) 1is, thus, a
critical school factor.

4,2,2,1.3 Learnerg. Another critical factor in the
irplementation of CAS in APSS DC1l(G), within the MA &D

implementati.n strategy is the learner or studcent/pupil
as a key participant.

Broadly, learners are the focus, of education. The
definition of schocl refers to 'any institution for the
education of learners', where education refers to the
*instruction, teaching or training provided to
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in the case of Swaziland World College [SWC). It was at
the invitation and support of the headmaster that Ziglar
was called from the UK to implement a community service
programme at that school, as Ziglar (1996: 2)
explained: 'It happened because we had a headmaster who
was ,,. extremely supportive'.

The headmaster at the local school is, thus, a critical
factor in the implementation of CAS.

4,2,2.1.2 The teacher. The teacher responsible for

implementation is central to the process as Fullan
{1991: 10) argues: 'As implementation is the essence of
change, it follows that the teacher as implementer is
central'. The teacher is a critical factor in the
implementation of CAS at the level of the local public
school particularly because in addition to having a
supportive and visionary headmaster, committed,
motivated and 'competent teachers' (Dalin 1993: 21) are
needed as key persons who are to initiate and engage
learners in CAS activities, falling which there will be
noc programme or simply 'nonimplementation'., (McLaughlin
1976: 341) In particular CAS teachers are required to
understand CAS philosophy, develop content and angage
students and assess learners in accordance with criteria
as discussed in the literature review,

'n the case of PREUP it ig evident that one of the
factors that contributed to ‘sustainable innovation'
(Holderness & Altman 1592: 41) was the ownership of the
innovation by teachers, amongst other participants. Here
ownership of the innovation as indicated by Holderness
and Altman (1992: 42):

is considered to imply that participants gradually
take on and adapt the project to their own
circumstances; that they dare personally involved as
individuals in the outcome of the project.

This ownership or commitment came from a process of
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mutuality, adaptation and development is required on the
slde of the state as well as on the side of the schouol
rather than pure top-down imposition or a pure bottom-up
process. Evidence alsc suggests that in addition to the
charactei istics of CAS as programme and its relevance to
the needs of learners and teachars ag a critical factor,
other critical factors both on the side of the state and
the aschool are also needed in the implementation
process. Critical factors on the side of the state are
facilitativa legislation and curriculum policies at the
national, provincial, and diastrict levels, and direct
funding support. On the side 9f the sechool, critical
factors are key participants (headmaster, teachers,
learners and parants), and local school resources.

I now turn to the dirscussion of the findinge on the
sacond research guaestion.
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sustalning of CAS at existing achools, and the
implementation of CAS at more and more schools within
thae district and beyond. This needs Lo ba done similar
to the PEUP experlence where a model-satellite
implementation strategy was used and where the marketing
strategy could be replicated in other districts. After
one year's plloting in the 10 selected public schools,
additional CAS schools need to be brought on board, by
request or persuasion, and the marketing process needs
te continue until all of the 38 secondary schools in
Diatrict €1 have implemented CAS within a period of
three years, With more resources added from the state or
private sector the process could be accelerated,

Implementation of CAS in a particular school will not be
complete if there is no ethos of growth and development
of persons involved with CAS activities, particularly
teachers and learners. Ongoing INSET will need to be
organised and provided by the DD's office and where
schoola' have the rescurces they will need to organise
their own INSET independantly or with the help of the
DD. Further, the state also needs to facilitate the
training of CAS specialists at tertiary educaticn level
as it dces for other approved and cartified
instructional programmes Including Guldance, Physical
edy cation and other academic disciplines. This would
enable teachers to select CAS as a possible career path
and fyvvther enhance the status of CAS as an important
sagment of school curriculum.

4.4 Conclusion.

The findings of the first research question indicats
that CAS can be implemented in all public secondary
schocols, District €1, Gauteng by means of the Mutual
Adaptacion and Devalopment stratagy involving a
comblnation of several interactive critical factors
rather than by means of the Research Development and
Diffusion or Problem-Solving strategles, Evidence
suggests that a two-way give-and-take process of
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4.3.2,2.6 Development of CAS _activities. Having

recruiced and trained CAS teachers, organised
time-tabling and identified potential school resources
the next step is for teachers to be engaged in the
development of 7AS activities. This would involve
con3ulting learners, parents, the CSup, the headmagter
and others in the community in a participative process
primarily by the relgevant CAS teacher on a personal
contact basis, Learners themselves must be encouraged to
think about possible projects and activities that would
interest thoem.

The range oOf creativity-action-service activities may
diffar from school to school as evidenced in several IBO
schools. Further, it is likely that differant schools in
ths public sector will implement CAS differently because
of the variations in ethos, ccamitment, location, and
jor apllity of CAS staff, resourcea, and attitudes. For
a discussion on varying scenarios for implementing CAS,
see Appendix E. After developing CAS activities, the
next step is engaging learners.

4,3.2,2,7 Engageaent of learners. The culmination of the

insartion phase is the actual engagement of all learners
in CAS activities by teachers as facilitators rather
than experts in their respactive secondary schools in
terms of the pedagogy of CAS. Learners get involved in
planning, organising, leading and doing their selected
activities and are monitored and asupervised on a
continuous basis by CAS teacherwn and supervisors.
Finally learners are assessed in terms of perfaormance
criteria by learners themselves and their CAS
teacher/leader.

Having inserted CAS in 10 Gauteng public secondary
schools leads to the next phase in the implemantation
process,

4,2.,2.3 Phage 3: Continuation and expansion.

Continuation and expansion involves the ongoing
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to plan, organise and daevelop CAS activities in local
contexts and in conjunction with learners and parents as
key participants (e} how t0 engage students 1in
worthwhile activities and (f) how to conduct student
assesamants. But insertion of CAS 1is inextricably
cennected to time tabling.

4.3.2.2,4 Time-table. The organisation of the school

time-table needs to be 80 structured and adapted so as
to facllitate student engagemant in CAS activitiea. Each
school may have its own time~-tabling arrangements rather
than having a rigid schedule by imposition. CAS
activities could be done during or outside of
conventional time-table time aftar achoocl, during
weekendas and /or schoc)l holidays (Farmer 1995: 2; Moody
1995: 2-3;), as Griffen (1994: 2) affirms: 'timetabling
should suit the specific needs of each school'. The NDE
curriculum framework needs to set a norm of a minimum of
75 houra per annum or 3=-4 hours/ half day per week as is
the case with IBO (IBO 1992: 7) but also giving achools
the flexibility to adapt time-tabling arrangements as Iin
IBO schools.

4.3.2.2.% Scheool respurcesg. Appropriate funding and
other scheol rescurces adapted for the scale of CAS
activities need to be organised either from parents, or
other fund-raising mechanisms according to the ability
and capacity of each school using home-grown techniques
auch as in the case of PEUP, GBHS, Themba, SWC and
others in addition to state support. Funds may be raised
through wvoluntary contributions by parents and donors
and also wspeclial compulsory fees may be levied on
parents in terms of clause 39(1) (SASA 1996), An audit
of other available resources including camp sites,
parsons with special skills, NGO and government service
agencies, youth groups, and sports clubs within reach
will also need to be undertaken in the school, community
and the environment by the local school. These resources
would dictate to a large extent the type of CAS
activities that will be developed,
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avidenced in various IBCO schools. The Csup would have
the overal]l responsibjility for CAS in the scheol and
would be accountable to the headmaster. The CSup needs
to be given 'time-tabled time release’ (Falcon 1995: 3)
ranging from 2 periods (Mondy 1995: 1) to half-time
(Ziglar 1996: 6) to plan, organise and administer CAS.
The CSup needs to have strong interpersonal and
organisational s8kills and hissher position could be
shared as was the case in Jakarta. (Mcoody 1995: 1} The
next stap is to draw teachers in as CAS5 leaders,

4.3.2,2.2 CAS teacher recruitment. CAS ‘chers
(leaders) as key participants will need to be motivated

and recruited from existing schoocl staff and/or parants
and/or other trained person/s in tha area of skill to
initiate students into activities, essentially by the
headmaster in each school. Each CAS activity neads to
have a leader and the number of leaders will vary
according to the number of activities in a particular
achool. No special gqualiticatiocens are needed, but the
leader needs to have knowledge about learners!
participating in the preogramme, have organisatiocnal
skills, empathy with local community, some fluency in
the locil community languages (if applicable) and
genaerally contribute according to hils/her talants.
(Griffen 1994: 1; Moody 1995: 1; Farmer 1995: 2) Mora
importantly, CAS teachers need tc have an understanding
of CAS, itas ajims, centent selaction, peadagogy, and
assessment technigues, and its link with the SA context.
Training of teachers thersfore becomes imparative,

4.3.2,2.3 INSET. Approprlate CAS INSET needs tc be
arranged with the help of the DD and CIG. Schools may

contribute financlially towards travel and accommodation
costs, and provide time table release for attending
training sesaions, depending on the schools resources.
Such training needs to¢ include (a) Approaches to
curriculum design (b) CAS as an activities-based
programme - ita philosorny and design dimensions (¢) the
rationale for implementing TAS in the SA context (d) how
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embarked upon using one-on-one and group meetings where
the implementatior of CAS in their specific schools is
discussed. Headmasters of the targeted schools will need
to be persuaded and their commitment socught to lend the
implementation process in thelr respective schools as
leverage at the school level lies with headmasters who
ary well placed to mobilise the enerqgy of all other key
participants in the implementation of CAS. Headmasters
therefore need to be carefully targeted, as the PEUP
experience indicated. With the assistance of the DD
group meetings will nesd to be organised with teachers,
learners and parents with a view to persuading them and
bringing them non board. Key participants will need to be
shown how engaging in CAS activities can benefit them
and the schocl community, especially in terms of akills
and thair personal, social and spilritual developument,
without sacrificing their academic development.

A range of aids and media including videcs, pamphlets,
brechures and case studies will Le necessary and should
be used in the marketing of CAS to key participanta.
This leads to the next critical phase.

4,3,2,2 Phage 2: Insertion. Having ostablished CAS as an
official instructicnal programme, obtained state support
and the commitment of 10 schools in District €1 for the
implementation of CAS, the insertion phase is concerned
with the actual operationalisation of the programme at
the 1local achool level which is the heart of tha
insertion phase. Unless CAS reaches the classroom or
learnar, there will be non-implementation, The insertion
phase would require several interactive staeps to ba
taken by the school, with state support, beginning with
setting vup of the internal structure at school level.

4.3.2.2,1 CAS supervisor. Noting that the state has the
responsikility of providing schools with adequately

trained and qualified teachers, a single committed
teacher from the existing teaching staff will need to be
appointad by the headmaster as CAS Supervisor [CSup) as
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Technology programme in all provinces, The funds could
be granted from either the education budget, RDP funds,
or 'youth budget' (Business Day 27/2/1997) for initial
project plloting, documentation in the form of
curriculum frameworks and guidelines, co-ordination and
INSET at District €1 level. A requisition for this
direct funding together with a memorandum on the
intended implementation of CAS and motivation tharefor
will need to be made by CIG to the ralevant state
department/s setting out detailed requirements on an
itemised basis. The control of the funds would be vested
in the GDE.

Having secured state approval and limited funding a
markating atrategy is now needed to promote the
initiation process in all public achools.

4,3.2,1.4 Marketing the programme. Marketing entails
strongly persuading and mobilising Kkey participaits,

particularly headmastern, teachers, learners and parents
in District Ci1 to implement CAS in their respective
schools. Spearheaded by CIG, the process needs to begin
with the DD on the side of the state to provide the
necessary leverage and to persuade key participants to
the implementation of CAS, within tha constraints of
thelr human and material rescurces. Face to face
meetings will nead ‘o be arranged to discuss the issue
and strategies of mplementation in District C1,
Gauteng. Marketing is strongly linked to state support
as schocle are likely to ba reluctant to implement CAS
without first knowing about the status of the programme
in terms of .approval, certification, curriculum and
funding wsupport, There needs to be an undertaking
between the DD on the one hand to provide potential CAS
schools with support in terms of INSET and CAS schools
on the other hand to sejize the support and training
provided by the PD's uffice.

A process of consultation and persuasion of key
participants of the 10 targeted schools will need to be
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The tirst priority task for CIG is to obtain satate
approval.

4.3,2.1,2 State approvaj. Having cstablished CIG, the
first task is for CIGC to obtain ministerial approval for
CAS as an instructional programme for placement on NDE's
approved iist of instructional programmes, as per
departmental procedure to be located within the new
'‘Life Orientation’ (GICD undated: 1) group of
programmes. If CAS is viewed as a voluntary elective, it
may never be implemented. "f CAS is neither apprerved as
a4 compulsory core nor ag voluntary elective subject, the
programme may perchancce be picked up and implemented as
an extracurricular course. NDE approval signals the
permiasibility of implementation at provincial and local
school level., CIG has to prepare a propesal motivating
the implermentation of CAS drounded on its need,
rationale, design dimenaions, and implementatior
reguirements. A draft guideline for the implementation
of CAS including the philosophy underlying CAS, its aims
and operating framework should also be prepared by CI1G
to be submitted as part of the proposal. Implications in
terms of funding, develepment o©f curriculum materials
and activities, both on the side of the state and the
side of individual public schools should be spelt out in
the proposal.

The proposal should be channelled via the Gauteng MEC
for ducation, Mary Metcalfe, so that in turn, a
stakeholder mandate may be obtained prior to ministerial
approval. (Imran 1996: 1) But approval on the side of
the state is not sufficient. B5tate financial support
will also need to be solicited.

4,3.2,1.3 State funding. In terms of funding, apart from
the support that the state provides on » per capita
basis in tne normal course of events, the state alsc
needs to provide a special direct grant ot about
R300000-00. The estimate of R3I00000-00 has been based on
the R2million direct grant given for the piloting of new



56

institutionalisation.

4.3,2,1 Phage 1:i Initiatjon. Initiation refers to the

process of starting or launching the implementation
process. Practically, initiation is a planning or
preparatory phase and needs the following steps to be
taken prior to the intertion phase.

4,3.2.1.1 Interest qrouy. As the initial motivation for

the implementation of CAS as an activities-based
programme is effectively being led by a person/s outside
the state schooling system rather than bureaucrats and
curriculum experts from within the system as in RD &D,
the strategy being suggested h -e in the {initiation
phase is that a voluntary, small but powerful, CAS
implementation advocacy/interest/lobby/support group
[CIG] be established. For the establishment of CIG, face
to face meetings need to be held and full CAS
documentation and motivation for CAS will be required.
Persons to be carefully targeted are Xkey academics,
teachers, principals, parents, businesspersons,
representatives of organisations including IBO, the
National Youth Commiszion and others who identify with
both CASB as a proyramme and the vision of implementing
CAS in SA public schcols, to be part of the group as a
structured and formally established NGO, Having these
persons on board is likely to strengthen CIG's hand in
obtaining srtate support and persuading the first 10
targated schools to implement CAS,

Cl1G's sole mission and vision is the promotion of the
implementation of CAS as an activities-based programme
in all public schools across the country and its broad
priority function 1is to stimulate, persuade and/for
pressurise state structures at the natjional, provincial
and district lavels on the one hand, and motivate and
persuade, rather than coerce local schaolas and key
participants on the other hand to implement CAS,
accerding to thelr means and abllities.
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local circumstances, contexts and resources. Neither
does the state develop and impose particular activities
nor de Gauteng schools need to simply follow
instructions and follow a prescribed syllabus to the
last detajl as YP. It will not be the responsibility of
the state to incur massive upfront funding in
rescarching and developing CAS as is the case in RD &D
strategies, as the prugraiume has already been developed
and tried and tested by IBO. However, the state may
provide curriculum development support in terms of INSET
through the DD's office to those schoels that need such
support.

Clearly because CAS demands creatjivity from learners
according to their own interests and according to the
resources avalilable at the 1lncal school level, the
strategy needed cannot be one of indiscriminate
impesition but one that has to take into account the
abllity of the public school to respond creatively.
Local schools nead to be given the opportunity, and
indeed are given that opportunity by the state to
initiate, create, adapt and grow according to both their
means and resources.

Thus, the combination of critical factors operate within
the notions of mutuslity, adaptation and development.
But the combination comes together in a definitive
implementation atrateqy or course of action in the
implementation of CAS, which i3 discussed next.

4.3,2 Refinitive courge of action for implementing CAS.

The definitive course e¢f action marks the coming
together of the combination for the implementatjon of
CAS in APSS DC1(G}). It entails a three-phase interactiva
approach namely (1) initiation, (2} insertion and (3)
continuation and expansion. Fellowing Havelock (1573),
Fullan (1991) and Dalin (1993) these phases are needed
in order to take an innovation or change process from
its conception to its eventual operationalisation and
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relates to the broad funding support fo- public schocls
in terms of teacher salaries, provision of buildings,
equipment and materials and curriculum support in terms
of implementation guidelines and teacher tralning for
CAS. Onr the other hand, on the side of the schools,
mutuality for CAS resides in the ability of individual
schools, unaer the leadership of their headmasters,
professionalism of teachers, and involvement of learners
and parents tc mobilise all its resource: and energy
including the levying of voluntary and compulsory fees
(SASA 1996: S537-41) to implement CAS. The foregoing
indicates mutual roles for both the state and Gauteng
schools.

Adaptation is connected to mutuality where curriculum
and financial support by the state on the one hand and
the ability of the school on the cther hand to mobilise
ite human and material resources will depend on
strengths and weaknesses in each other. This notion of
adaptation iz premised on the not unreasonable
assumption that there are differences in the abilities
cf Gauteng achools and in their resources that they can
bring to bear in the implementation of CAS. Well
rescurced schools will not need to draw on the state for
additional support in relation to CAS activities but
will leok to its own resources and internal abilities to
ralse funds and may well undertake activities that are
more cost intensive than poorer schools. The state, in
particular the DD, on its side will nead to adapt
accerdingly and provide more curriculum and perhaps
financial support to under-resourced or weaker schools
than to better resourced wealthler schools,

Both mutuality and adaptation are interrelated also in
the development of CAS where development lies with the
state on the ona hand in providing the curriculum
framework with scpace for innovation for CAS and
development on the side of the public zchoel ljes in its
ability to respond creatively in adapting arnd growing
the CAS programme in terms of activirties asuited to its
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the first research question.

4.3 The implemertatjon of CAS in all public secandary

In response to the research guestion: How to implement
CAS in all pubklic secondary schools, Distriect C1,
Gauteng? it is argued that a combination of the critical
factors discussed above is needed and that the aforesaid
combination entails MA &D. It follows that the response
to the research question must also iaclude a definitive
strategy or course of action for the implementation of
CAS. I will discuss the combination and the definitive
course of action for the implementation of CAS.

The combination of critical factors needed for the
implementation of CAS in APSS DCl(G) comprise of the
interaction and interdepencfence of the critical state
factors of facilitative curriculum policy and funding
support at the national, provincial and district level
on the one hand and the critical schoel facteors of key
participants, school resources, and CAS, on the other
hand. Further, for th3a implementation of CAS in AP3S
DC1(G) to succeed, the various critical factors must
come together in a combination rather than in isolation
entailed in MA &D to impact the implementation process.

Oon the one hand, ¢the mutuality for CAS in the
implementation strateqy resides in the facilitative
state curriculum policies. These are discerned in the
participative process of curriculum development declared
by the state (NDE 1994b: 15), the enacterd deveolution of
power to schools (SASA 1996: S21(1)(b)), the general
openneas to inrovative i{nitiatives from inside and
outs.de the schceoling system (Viljoen 199%: 1; Imran
1996: 1) and the provision of a broad curriculum
framewsrk. Together with the foregolng curriculum
policies, mutuality on the side of the state also
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1-16) Hahn's vision was to 'pruiuce responsible and
active citizens' who would be of service to their
communities and be 'fortifled against a diseased
civilisation' through an education of involving action,
experience and sarvice. He provided the leadership to
establish oOutward Bound Schools world-wide. (Schulze
1972: 8)

The leadership and vision for founding a PBPSS(G) with
CAS as its foundational programme will need to be
provided nersonally by the user. The vigion in this
instance is to establish an independent school as a
non~profit, learning organisation in Gauteng where
talented but disadvantaged South African children, drawn
from its cultural, religiocus and racial/ethnic diversity
could develep an intre-national understanding and mutual
respect for each other, and would themselves lead and
serve the c¢ountry in all walks of 1life 1including
business, politics and the environment. This they would
do in a school that provides a holistic education
incerporating CAS as a central and foundational
programme for their social, personal and spiritual
development, at a cost commensurate with affordability.

Leadership and vision is therefore needed as part of the
solution to the founding of a CAS PBYSS(G).

9.2,3.2 Support moblligation for founding a CAS
PBPSS(G}. Support mobilis.tion refars to winning the

acceptance and gaining concrete patronage and sympathy
of relevant stakeholders, Teaning those persons
{including institutions) who will pe most needed, have
an interest in, are most likely to identify with, share
a common vision, support and serve cthe project at hand,
morally and/or materially. The second factor in the
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2.2.3.1 Leadership and vision for founding a_ CAS
PRPSS(G). The first factor needed in founding a CAS

rBPSS(G) is leadership and vision. Though these concepts
are complex, in this instance leadership refers to the
pro-active commitment and intense drive of the user not
only in initlating the project but alsoc in being
consistent, wllling to sacrifice, share and serve.
Vislon refers to what the leader would like to see
happening broadly in society and in institutions,
eepecially to its youth to the extent that a particular
project such as founding a school secomes the leader's
‘grand passion'. (Kurt Hahn in LBPCP 1995a: 5; Peters:
1989; Covey 1992; Altalib 1991; Senge 1990;) Evidence
suggests that a project involving the founding of a
school for tha purpose of implemer’ing a new programme,
can fail if it does not hava leadershlp and vision, and
vice versa.

In the case of Themba, Nkomo provided that leaderahip
and vision for his project. He initiated and followed
through tha founding of a technology scheoel (referring
to a school ¢that has technology 2s a its central
programme) despite its massive prcblems including
premises, funding, and an obstirate bureaucracy. He was
driven by his vision of an independent school that would
prepara black disadvantaged township children fnr the
professions including engineers and doctors through a
focus on critical thinking and technology education,
(Nkomo 1996: 1~16) A similar pattern can be found in the
casa of Mu'min Girls High Scheel [MU'MIN) with Dr Asmal
laading with a visicn for Muslim girls to be educated in
a school with an Islanic ethos and also to reach the
highest levels in the professions. That school cuinsed
after four years, but the project continues as a
co-educational primary sachocl, (Desai & Loonat 19356:
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purpose resource acquisition strategies. To search and
retrieve the vaciety of issues involved in founding a
CAS PBPSS(G), ldeas and information need to be gleaned
from diverse sources including relevant state policy
documents, key persons inside and outsidma of the state
schocling system, persons involved in implementing CAS
in IBO schools and in founding private schoola such as
‘in-house axperts', (Havelock 1973: 94) cage studies,
and site visits. Personal exparience in wovking as a
professional auditer and in initiating and managing
building projects, and being engaged with youth
development projects will alsco be brought to bear on
ideas and information retrieval. Where appropriate,
volunteer task teams and professicnal persons wlll need
to be appointed to do further research as in the case of
LBPC2. (LBPCP 1995b: 3)

Having collected data from diverse sources, these must
then be analysed to provide the saclution needed in
solving the problem of founding a CAS PBPSS(G). This
leads t¢ the next c¢ritical stage of aolution in the
PS/CF strategy.

5.2.3 Solution for founding a CAS PLPSS(G).

An analysis of the data from the search and retrieval of
ideas and information suggestes that saven factors are
needed for the soluticn to the problem of founding a CAS
PBPSS(G). I will argue for each of these factors as
follows {a) leadership and vision; (b) support
mobilisation; () stata legialation and policy
(registration, subsidias and state curriculum policy);
(d) funding; (e) staff; (f) location; and (g) a support
system.
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aexpands and develops.

Particular aspects relevant to the founding of a
PBPSS(G) that would need to be determined are; (1) state
pelicy with regard to its registration, funding,
subsidisation and curriculum requirements (ii) funding
requirementas for land, construction, equipment, and
operating costs and (iii) administering, staffing, pupil
enrolment and community involvement, as evidenced in the
cases of MU'MIN (Desai and Loonat 1996); Themba (Nkomo
1996) and Jabula (Pepper 1996}, and state policies as
evidenced in documents such as SASA, 19968 and SEA, 1995.

2.2.2.,2 The CAS prearamme. Aa it is intended to

implement CAS as a foundational programme of the whole
school, rather than as a mere extracurvicular or
addendum to the academic curriculum, particular ideas
and information related to :that form of implementation
wi1ll need to be searched and retrievad as evidenced in
the CAS Handbook. (IBO 1992) Issues that are likely to
concarn the PBPSS5(G) are: How will CAS fit intoc the
private school curriculum c¢nd how will it affect school
ethos and internal policies? What should the ethos of
the achool ba? What tine-tabling arrangemants will need
to be made? What special sataff qualifications are
nesaad? What INSET should be provided and by whom? Does
CAS need any special location or funding? What type of
activities should b~ ongaged in? How should CAS
activities bea selected?

Having iundicated the major issues involved, the matter
of how and whera the search and reti.eval needs to be

done also needs clarification.

Havelock (1973: 94-95) suggestu a whola range of general
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2.2.2 Search and retrieval of ideas and jinformation.

Engagement in a process of search and retrieval of ideas
and information as part of the PS/CF strategy is
important because jdeas will be needed to solve diverse
issues including state policies, construction cests and
time~-tabling in addressing the need for implementing an
experiential programme and founding a CAS PRPSS(G).
Further it is essential that the project ba lead and
managed on the basis of informed decisions upfront in
anticipation of the issues involved i1ather than on the
basis of crisis management where issuea that could have
been addressed in the (irst instance are ignorad and
surface later plunging the whole project intc a crlsaia,
It may be too late then tc salvage the schocl. Howevaer,
this is not to say that every single issue can be
anticipated upfront and that new issues will not arise
in the future needing further search and retrieval of
ideas and information. At least an endeavour must be
made to discern essential regquirements before
proceeding.

For the purpose of founding a CAS PBPSS5(G) it seems that
ideas and information arocund two broad areas would need
toc be searched and retrieved: (1) Private school
establishment and operaticn in Gauteng and (2) the
implementation of CAS as a central and foundational
programme of the school., I will discusa these below.

5.2.2.1 Founding of private schools. Founding a PBPSS(G)

refers to the whole process from the initial idea
through to locating and building a school that would be
largely suitable for the implementation of CAS, and
operating the school that would have CAS as a
foundational programme to continuing that school as it
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1972: 5-7; OB Unuated: 1; IBO 1994: ii)

There is therefore a pressing need for experiential
learning programmes in the school curriculum to
facilitate the personal and social development,
alongside the cognitive development of students
espaecially through engaging in activities as
demonstrated in the experience of several internaticnal

schools, One such programme 1is the Creativity-Action-
Service [CAS] programme which has been implemented and
tried-and-tested in several hundred schools world-wide
and would seem an [deal foundational programme to have
within the school curriculum in SA to address the felt
need. (IBO 1992: 1; IBO 1994: ii)

While it would be untenable to suggest that CAS would be
tha panacea for present curriculum problems in the Soutn
African context, it can be reasorably expected that CAS,
like oOutward Bound, will not only contribute to
resolving t.e present bilas in content-based school
curricula, but alsec be instrumental in the holistic
development of students as emphasised by the advocates
of activities-based programmes. {Schulze 1972; 1BO 1992)
The problem here then is not concarned with the
implementation of a programme within an existing school,
as suggested in Havelock's PS strateqgy, but rather how
to implement CAS in a private school where CAS will be
the central and foundational programme, in Dilstriect C1,
Gauteng. Following from here, the crux of the problem
is: hew can CAS be implemented in a PBPSS(G)? Having
established the felt need and articulated the problem
leads to the search and retrieval stage of the
implementation stratagy.
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paine and indicators suggest a deeper underlying
concern: that the school curriculum is problematic.

From an educational perspective, the present school
curriculum, particularly in disadvantaged communities in
SA, seems to have a strong academic orientation and
tends to ignore or pay scant attention to other aspects
of pupils' personal and social development including
leadership qualities and skills, the abilities to take
rasponsibjility, to be creative, and to be actively
involved in serving others. The presant curriculum is
clearly biased towards content-based academic subjects
or ‘'sterile classroom curricula' (Schulze 1972: 1) as
evidenced by the plethora of compulsory and elective
content-based subjectds in the school curriculum (DNE
1994a; NDE 1996a) and in the emphasis on achievement of
grades rather than the gualitative parscnal and social
devealopment of students.

An alternative to content-based academic programmes
which are likely to contribute to the development of
leadership gualities and compassion for others could be
found in particular activities-based experiential
learning programmes. The latter type programmes have
been pstrongly promoted by educatieniat/social reformer
Kurt Hahn and others such as John Dewey. Both Hahn and
Deway were critical of the prevailing information-
transmission mode of school education and argued for an
aducation through ‘action and expaerience'. (Schulze
1972: 7) Hahn wanted an education that presented
challenge, strength of character, and tha moral and
spiritual development of youth as a means of improving
modern soclety and living and personally founded several
schools worldwide where experiential programmes are
central to the curricula of those schools. (Schulze
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implementation strategy AcCross the four major
problem-solving stages posited by Havelock by arguing
for the (1) diagnosis of the problem (2) search and
retrieval of ideas and information {3) solution for
founding a CAS PBPSS(G) and (4) the application or
course of action needed for the implementation of CAS in
a PBPSS(G}.

preblem.

Diagnosis of the felt need and articulation of the
problem is a critical starting point in  the
implementation process because it contributes to
determining the underlying causes and origin of the
problem which helps to axplain the need for the
implementation of an activities-based experieriial
learning programme.

The felt need for such a programme arises from intense
pain and observation that inter alia : (a) the trend of
low matriculation and exemption pass rates continues:
43% and 16% respectively for (black) students writing
DET examinations in 199% and (b) almost 49% of South
Africa's 4,7 million wunemployed perasons, translating
intn a 33% unemployment rate, are young pecple under the
age of 30, (Edusource 1996a: 14) Further, the high crime
rate and cther legacies and ravages of apartheid such as
cultural and racial divisilon is common cause. Moreover,
there is a feeling that young people lack the strength
of character, attitudea and leadership qualities which
would otherwise enable them to serve and make meaningful
contributions, as children and later as adults, to the
RDP's nation-building projects, to the country, to the
aged, to the environment, and to broader humanity. These
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speclfic support to the school including training of
teachers, sharing of new Xnowledge and technigques to
anable teachers to become more competent in  the
implementation of a particular programme. ‘'Critical!
factors refer to the nection of belng essential to the
success of innovative efforts. (Dalin 197#: 89) And
'‘combinacion’ of critical factors refers to a
convergence of critical factors that operate
interactively in concert, rather than independently to
enable a projezt to succeed, {(Senge 199%0: 6-12)
'Laverage' refers to those actions and changes in
crganisations that can lead to significant, enduring
improvements. (Senge, 1990: 122)

Finally, a 'learning organisation' (Senge 1990: 3 &
14); PDalin 1993: 2} refers to a school as an
organisation whare every participant, particulariy
pupils and teachers, continuocusly learns and grows. This
implies that the s8school Is driven by a sense of
initiative and ~reative growth of each participant,
hence growing the whole school,

Thus the satrategy for the implementation of CAS in a
FBPSS5(G) involves Havelock's PS strategy, integrated
with notions of critical factora. (PS/CF] Together the
PS/CF atrategy is viewad as a combination of critical
factors, which as a composite whole ensures successful
implementation.

This leads to the discussion of the implementation
strategy in the implementation of CAS in a PBPSS(G).

5.2 The implemsntation gtrategy.

I will proceed within the framework of the PS/CF
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felt ‘'needs' <denecting the pain, dissatisfaction,
concern, disturbance or crisis of the 'user', that is
the person feeling the dissatisfaction in the context of
the prevailing ‘user system' which refers to the
prevailing schooling system in which the user finds
him/herself. The diagnouis process includ.s
investigating esaential detalls of symptoms, history and
possible causes, and essentially defines the problem in
words in a problem statement. (Havelock 1873: 63 & 155)

'Solution' refers to the determination of the factors,
including funding and state policy needed which would
enable or contribute to satisfying the felt need and
solving the problem of the user. 'Search and retrieval'’
refers to researching sclution ralevant ideas,
information, and resources, from both inside and outside
the user system using a variety of techniques including
key-informant interviews, and gleaning of relevant
documents. (Havelock 1973: 78, 83-85 & 155) Further,
search and retrieval wnuld contribpute to understanding
the situation more fully and, more importantly, in
determining what would be needed in formulating a
solution to the problem. This stage also implies
studying implications of various opticns and generating
a range of solution ideas or brainstorming to determine
a blue-print or a plan of action. (Havelock 1973: 98-99)

The final stage of 'application' refers to taking a
definitive course of action based on the ideas and
information gathered in the previous stage to actually
implement the solution in addressing the problem.
{Havelock 1973: 7, 99 & 155)

Support system refers to the link between a school and
an outside organisation, such as an NGO, which provides
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In response to the second research gquest))n: how can CAS
he implemented in a private school, I will posit the
argument for an implementation strategy and explain key
concepts of that strategy. I will then argue for the
implementation strategy comprising of a combination of
critical factors for the founding of a PBPSS (Gauteng)
whare CAS will be implemented as a foundational
programme [CAS PBPSS(G)].

2.1 The arqument for a strateqy for implementindg CAS.

I will argue that the implementation of CAS in a PBPSS
begins with a specif'c felt 'need' by the 'usex' within
the present 'user system'. This process requires clear
‘diagnosis' and articulation into a 'problem statement'.
it will then be argued that having defined the problem,
‘search and retrieval' of ideas and information should
ba pursued to determining an appropriate ‘'solution',
including an appropriate support system, to the proklem
followaed by the '‘application’ of the solution.
(Havelock, 1973: 7 & 155)

Steps in and factors affecting the implementation
process are construed as 'critical' factors (Dalin 1978:
89) and these factors together constitute a
‘comhipation' (Senge 1990: &) of critical factora. Each
critical facter in turn provides the ‘'leverage' for
developing, in this jinstance, a private school as a
'learning organisation'. (Senge 1990: 3) Accordingly I
will argue for this hybrid ‘'Problem-Solving'/Critical
Factor [PS/CF) strategy. (Havelock 1973: 155) I will now
proceed to explain key <concepts in the PS/CF
implementation strategy.

'Diagnosis' refers to the process of understanding the
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CHAPTER FIVE: DISCUSSION OF FINDINGS ON IMPLEMENTING CAS
AN A PURPOSE-BUILT PRIVATE SECONDARY SCHOOL IN DISTRICT
C€l. GAUTENG.

In responding to the question on the implementation of
CAS in all public schools, District €1, Gauteng, it was
argued that the MA &D implementation strategy entailing
a combination including facilitative state policies and
committed key participants, was needed. The strength of
that argument is that at best CAS will be implamented in
all public schools. The weakness, however, is that CAS
may not be strongly and effectively picked up by any
public school a» intended because implementation in mass
education 1is cumpersome and fraught with aulitiple
problems.

An alternative to the implementation of CAS in public
schools is for the programme to be implemented on a much
smaller scale in a single purpese-built private
secondary <sch2ol [(PBPSS] within the growing private
school sector in Gauteng where already over 300 or about
50% (GDE 1996a: 1) of all private schools in SA are
located. This alternative should succeed begause it is
evident that the single private school approach has
succeeded in instances where it has been executed on a
small scale by persons committed to their ideal.
Further, because of the greater freedom, discretion and
autonomy enjoyed by a private school tou implement
idiosyncratic progranmes, and the greater measure of
control these schools, rather than public schools, may
have in the process, 't sevus plausible to consider
implementing CAS as a foundational programme in a PBPSS,
as alternative to taking CAS to s:ale in all public
schools, District €1, Gauteng.



a8

PBPSS(G) where CAS is implemented as a foundational
programme would need to have a combination of mechanisms
as follows:

{1} Tnixial capital for covering the cost of land,
buildings, and equipment would need to be raised from
outright grants and donations. A substantial initial
financial commitment wvuld need to be made by the leader
of the precject to set the tone for others to follow.
similar or better sutright grants would alsc heed to be
sought from close associates and friends. Foreign
governments including Libya, Iran, USA, India, and
European countries through their funding agencies would
need t2 be targeted because of their known and likely
support for projects contributing to the RDP.
Development agencies, both local and foreign, including
the Jalamic Devalepment PBPank, African Development Bank,
Southern African Development Bank and Independent
Development Trust would ali:d> naed tc be approached
because of their known willingness to assist in
innovative educatjonal projects.

(ii) Endowment Bursary and Scholarship Fund Programme,
income from which would be used for the provision of
interest-free refundable bursaries and substantial
schelarships in due course, Funds for this programme
would need to be raised on a continuous basis from
projects of the scheel invelving pupils, parents and
community; well wishers and targeted donors in the
business community including philanthropists and ot'.er
potential patrons and donors who will need to b
carefully targeted through a donor identification and
nurturing programme,

{iii) Operating expenditure would need tc be raised

e s
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1995a: 19-52) Funding is therefore vital in the founding
of a CAS PBPSS(G} and it follows that a prudently
structured funding strategy needs to be in place, not
only for the initial establishment of the school but tor
its sustained growth.

There seems to be a catalogue of combinations of funding
strategies and mechanisms affirmed by various private
schools including (a) school fees ranging from nil to as
high as R60 000,00 (JIS: Brochuras 1%95) per annum per
pupil (b) voluntary or compulsory contribution ¢to
Bullding Development Fund (c) community and nationwide
fund raising campaigns (¢! International Aid agency
grants (e} foreign government grants (f) private and
corporate aendowmente (g) corporate cor church/mosque
sponsorship of premises (h) land grants (i} teacher
employment on part-time, salary sacrifice, or voluntary
basis (k) team of velunteer professionals; (1)
commercial enterprise/ tax exempt non«profit
organisation. (JIS: Brochures 1995; LBPCP 1995a; Nkomo
1996; Peppe: 1996; Desai and Loonat 1996)

Evidence suggests that tunding strategies are a function
of peculiar goals and c¢circumstances. Themba had to pitch
low fees at R60 per month and commenced with 25 children
in the founder's hackyard garage because that seemed the
most viable way tc start, given the harsh socio-econo-
political situation in Soweto in 1985. In contrast,
nokel prize winner and Canadian Premier Lester B
Paarson'e vision of estaplishing an International school
in Canada providing full scholarship education led to a
massive fundraising campaign and massive government
grants to house a purpose-built school from day one.

In view of the foregoing, the funding strategy for
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PBPSS(G).

Funding is an important factor hecause in view of
current state policy not to pay for the astablishment of
independent schools, and to grant shrinking subsidies
only after a one year trial period, funding will be
crucially needed for hoth capital as well as operating
costs. Capital costs here includz the cost of acquiring
appropriatae land, construction of buildings and
purchasing of eguipment while operating ceosts include
salaries, maintenance and administration costs on an
ongoing basis., The guantum of funding needed, however,
will clearly depend on the vurious capital and operating
costs that will need te be incurred, and the available
sources of funding. Initial estimates indicate that an
amount of R% millien would be neaded to cover capital
ccets whareas a per capita amount of R3I000 per pupil
would be needed to cover operating costs. (Appendix K)

If the school is not sufficiently funded, or if required
funds are not in place within a given time frame there
is a real risk of the closure as demonstrated in the
cases of St.Feters (Dhoola 1996 : 1) and Kagiso College
(GDE 1996b: 5) eor in the case of MU'MIN where
'...because of financial difficulties we had to abandon
the jidea of a Girls schocl' (Desai & Loonat: 1996: 2).
There is also the risk of a continuous financial
struggle which demands unrealistic sacrifices from key
persons as in the case of Themba where Nkomo did not
receive a salary for four years and whare teachers too
were often not paid or paid below market rates. (Nkomo
1996: 6) On the other hand, evidence indicates that
whare a private school's total funding arrangements are
firmly in place the risks of closure due to financlai
problems seem to reduce as in the case of LBFCP, (LBPCP



Critical for the subasidisation of CAS PBPSS(G) by GDE is
that the school must (i) be duly registered and
operating for at least one year in compliance with
registration reguirements and (ii) constitute itself as
a non-profit organisation. These requirements preclude
the school from operating for profit and at the same
timea tests the commitment of the fcundars to enrmvsr that
the achool is not a here-today-gone-tomorrow cas-
Furthermore, assuming the school will inaugurate in
1998, baged on current projections the average
anticipatad subsidy for a secondary school in 1999, one
year after commencement, will be as follows:

1996/97 average: R1755 (GDE 1996d: 1)

1997/98 R1404 (GDE 1996e: 1)
1998/99 R1123 »
1999/2000 R 898 *
200072001 R 718

{* It is assumed that state subsidies will decrease at
the rate of 20% per annum),

While state subsidisation is an important fastor that
can contribute to the solution of founding a CAS
PBPSS({G) much reliance cannot be placed on this source
af funding unlaas there is a chanqge Lin state policy.
However it would be vital to have contingency funding
arrangemaents in place as funding of the school's
operations is likely to assume critical proporticns in
due course. Funding as a factor in the solution is
discussed next.

5.2,2.4 Funding for a CAS PBPSS8(G). Funding here refers

to both the quantum and the sources of funds including
atate subsidles, donations and school feea in order to
mesat the anticipated expenditure for fc.undiny a CAS
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and promote the public schooling gystem...we do not
discourage the astablishment of private schools, but
we do not go all ocut to promote them. Our
restrictions are mainly financial.

Because of the growth in the number of subsidised
private gector schools from 288 ¢o 307 in 1996 (GDE
1 1t 5) and the simultansous cutback in budgetary

‘utions for private schools from R168m to R128m for
1% © 1997 {Fdusource 1996b: 5), the per capita subsicdies
are alse plummeting - more schools arm having to snare a
smaller cake. (Kgobe 1996: S5-6) Mu'min Primary School's
(MIPS] per capita subasidy declined from R1700 for
1905/19%6 Lo R139%5 for 1996/1997 (Desai and Loonat 1996:
18).

state gubsiiies are directly linked to the ragistration
of private schools, Subsidisation ia not an
automatically granted right. It has te be spesially
arplied for by registered private achoola and is subiect
to conditions and forme as (SEA 1895: 869(2)(a);
National Policy for General Education Affairs ([NPGEA]}
Act, 1984). Compliance of all the abovementioned
registration requirements is necessary Iin addition
several other conditiona/criteria for subsidisation.
Thesa conditions/criteria include (i) constituting the
school as a non-profit organisation (ii) annual
submission of audited financial statements to the GDE
and {iiil) the utilisation of subajidies pgolely for
educational purposes. (GDE 1996c: 6) Failure to comply
with thase requirements could also risk withdrawal of
subsidisation of the school as evidenced in the case of
several aschools loosing their subsidies becausa of
non~compliance., (GDE 1996b:! 4)
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several schools because no or inadeguate state
assistance was forthcoming. St.Peters Senior College
(Dhosla 1996: 1), MU'MIN (Desai & Loonat 1996: 4), and
others cited in a recent GDE report are cases in point
(GDE 1996b:; 5). State subsidies are also critical to the
survival of several private schools as evidenced in the
recent private school outcry when Metcalf announced a
30% subsidy cut for independent schools (Business Day
6/9/1996) which was later reduced to 10%. (GDE 199&b; 2)

What Beems to be clear is that independent schools may
be established by any person at his/her own cost. (SASA
1996: 545) This implies that establishment coests will
not be borne or subsidised by the state. And the amount
of operating cost subsidies presently (1996/1997) range
from R702 per pupil per annum to R2106 per pupil per
annum depending on class gurade/standard of pupil and
school tcategeory' (GDE Circular 8/10/1996: 2) whila the
national average per capita spend on public schools is
R2223. (SATR 19956/1996: 113 in Kgobe 1996: %)

The issue of subalidies for independent aschools for
operating expenditure is presently under review as
suggested by the recent report prepared for the GDE
which indicates various mecdels for independent school
subsidisation. (Kgobe 1996: 13-15) State subsidies are
in fact at risk of being abolished in the long term as
evidenced in current GDE policy which favours public
schooling rather than the growth of jindeper. ent schools,
despite acceptance of the constitutional right of the
latter schools to exist as Cele (1996: 2) said in an
interview:

The primary responsibility of government which flows
from our constitution is clearly to develop, support
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1; Carel 1996: 1).

The problem then is how to get CAS approved and
certified as a bona fide instructional course.

A definitive course proposal would need to be
submitted to GDE who in turn will need to obtajin (a) a
stakeholder mandate, comprising 20 gtakeholders
including universities, teacher and student groups (b)
GDE approval and (c) final approval by the minister of
aeducation. (Imran 1996: 1) National or provincial
cartification by SAFCERT would automatically follow
ministerial approval. (Carel 1996: 1)

In the pursuance of founding a PBPSS(G) with CAS as lts
foundational programme obtajining the approval and
certification of CAS as a valid instructional programme
is wvital. To ensure approval the following will be
needed in a submission: {a) the background of CAS
including its history, and educational rationale (b) the
rationale for implementing CAS Iin a PBPSS in Gauteng
including its potential to contribute to the RDP'as
nation building and youth development projects (c) The
design dimensions of CAS (d} requirements for
implementation of the course including materials,
teachers, funding, and time-allocatlons (e) Rationale
for CAS as a certifiable course. (Imran 1996: 1; Viljoen
1995: 1)

5.2.3.3.3 State subsidies. State subsidies are linked to
both the total funding requirements and the registration

of the proposed PBPSS. State subsidisation is
particularly important for the survival of private
schools in the absence of other substantial funding.
This assertion is clearly evidenced in the closuure of
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Compliance with state registration requirements are
therefore crucial in the CAS implementation process.

$,2.3.3.2 curriculum policy in relation to the founding
of a CAS PBPSS(G). Part of the solution in the founding
of a CAS PBPSS(G) is that CAS be an ‘approved' and
tcertified' as an 'instructional programme' (NDE 1994)
as CAS is the raison d'etre for establishing the school,
Because it is intended that CAS will Le implemented as
the foundational programme of the PBPSS(G) alongside the
compulsory 'approved curricula' (NPGEA Act 1984} of the
school, autonomy and discretion, though vital, ¢to
implement programmes alongside the state core
curriculum, as granted to private schools (Cele 15%6: 1)
is not enough. Instead, CAS will also need to be a
compulsory approved and cert.fied programme of the
school and hence taken sericusly as in the case of IBO
Schools where it s that CAS students have to meet
cartain 'performance criteria' (IBO 1992: 4, rather than
being subjected to traditional examinations, to be
eligible for IB diploma award. {IBO 1993b: 2)

Further, apart from the course being taken seriously,
approval by the NDE will also have positive implications
in a restructured school curriculum where social and
personal devalopment programmes under a new ‘'Life
Orientation' category will be eligible for 'credits' in
terms of the impending Naticnal Qualifications Framework
(NQF]. This means that students will recejve 'credits'®
for «ceartain o@epecific courses completed (Vally &
Mokyalane 1996: 8-9) and this further implies that it
will be pcsasible for students to use the credits
obtained for doing CAS towards their General or Further
Education Certificate in terms of the NQF. (Imran 1996:
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on the ground of race in the operation of the school.
(CRSA 1994: 532 (c)} The founding of independent schools
is also sancticned in terms of SASA, in line with the
constitution, and subject to certain additional
requirements, auch as registration with the respective
provincial Head of Department. (SASA 1996: Chapter 5)

The position of the Gauteng provinclal authorities' is
consistent with the national position as evidenced SEA
{1995 : S6&), but private schools may not be registerad
by the GDE unless 'prescribed requirements' are cemplied
with. (SEA 1995: 8566(2)) Several schools that have not
complied with the prescribed requiraments ware not
recommended by their respective DD's for registration
purposes, (GDE 1996b: 4) Because of the transformation
process of the education system, to date GDE has only
‘interim' prescribed requirements which are presently
being reviewed, (Cele 1996: 1) These interim measures
cover a wide range of requirements including legal,
financial, health, curriculum, ataff, buildings and
broadly matters relating to creating an environment
conducive to education, within the law and ethos of the
country. It is these requirements that would need to be
met for the founding of a private school.

Critical for the registration of the CAS PBPSS(G) |is
that the school must inter alia (i) be built in terms of
GDE regulations in terms of space, design and facilities
and is duly certified by local health authorities (ii)
employ professionally qualified staff particularly the
principal and teachers (iii) ensure that the achool is
financially vianle for at least 24 months (iv) implement
tha state core curriculum, and (v) has a constitu.;on
and governing atructures in place., (See Appendix F for
further requirements).
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probably propel cascading support frou other
stakeholders such as the GDE, targeted teachers,
parents, youth organisations, and the business

community. The support of the latter would also need to
be mobilised with the assistance of a network of
associates, primarily in face-to-face meetinga, aided
with Bpecially prepared aids including pamphlets and
audio-visual presentations.

Carefully selacted support 1is needed and should,
therefore, be mobilised for the founding of a CAS
PBPSS(G) .

5,2.3,3 State legiglation and policy in relation %t~ the

founding of a8 CAS PBPSS(G). Compliance with state
legislation and policy is alsc needed in the solution

for founding of a CAS PBPSS(G) because non-compliance
with the law could render parsons wanting to establish a
private school guilty of an offence and 1liable on
conviction to a fine or imprisonment (SEA 199%: &66(11))
or prevent the achool from operating, or enjoying the
credibility of a bona fide school and state benefits
such as subsidies.

tvidence suggests that thera ara three particular areas
of legislatjon apd policy that will impact upen the
founding of a CAS PBPSS(G). These will be discussed as
follows (1) registratjon {ii) curriculum and (iii)
subsidies.

$.2.3.3.) Regjstration of a CAS PBPSS(G). Broadly, the

establishment of a praivate echocl has to be sanctioned
by legislation. The founding of private schools in SA is
a constitutionally protected right, subject to the
critical proviso that there shall be no discrimination
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founding PBPSS(G} where CAS will be implemented as a
foundational programme, is that the user/leader would
need to foremostly seek the support of close asscciates
through personal house meetings and presentations of the
idea ef the project thus establishing home support,
similar to Nkomo and Stern. He/she would then need to
estab'{sh a team of committed persons to take charge of
various: aspects of the work involved including public
relationas, legal, finance, and education as in the LBPCP
case. (LBPCP 1995b: 3) For mobilisation of support at a
wider level, a multi-pronged strategy would be needed at
the international and local level. Internationally moral
and prpgrammatic support would be needed from IBO and
U.CC who have the experience and have been in the
forefront of supporting and developing CAS and OQutward
Bound schools worldwide. The IBO in particular is known
to support the idea of founding of an IBO affiliated
school in SA. (Hill 1995: 1) A proposal outlining the
vision for a CAS PBPSS(G) and enlisting their support
would need to be presented to those organisations. Their
support is likely to lend credibility and strength to
the Scuth African project.

Armed with home and international support, locally the
user/leader would need to seek the endorsement of key
persons such as President Nelson Mandela who is a‘so the
President of the UWCC (The Star 15/3/1995); and othev
influential officials known to the user/leader, such as
Ahmed Kathrada (a presidantial advisor), with one-cn-one
meetings. The support of these persons is likely to be
mobilised because they have an interest in projects that
synchronise with government's RDP ideals of
reconciliation, nation-building and youth develcpment.
More importantly, their support is likely to provide
further cradibility to the project and will most
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founding of a CAS PBPSS(G) is for the leader/user to
mobilise the support of relevant stakeholders because
without their support, especially in a democratic
environment, it is wunlikely that the project will
succeed. Further, inadequate initial support from
stakeholders may be an inaicator of non support later,
which in turn may well lead to the closure of the school
and the failure of the project.

Evidence of support mobilisation of various stakeholders
in diverse ways may be discerned in several cases. Nkomo
called several meetings to talk to parents to solicit
their support for his vision of an alternative school
for their children, given the socio-pelitical
circumstances prevailing in the township and the country
around 1985. Along with a dedicated team of parents and
teachers, and broader support of certain businesses,
development agencies ard NGO's he ensured the continujty
of the s=chool against all odds, even when the school
faced closure. (Nkomo 1996: 5) In the case of MU'MIN Dr
Asmal mobilised a team of committed persons and called
up several meetings with educationists and other
interested persons to marshal support for the founding
of an I!slamic school. However, its closure at the end of
1993 was attributed to inter alia 'insufficient support
from the parents', (Desai and Loonat 1996: 1) Michael
Stern mobilised initial support from close friends and
later from international agencies to help found and
suppert SWC. (Linden 19B83: 11). Kurt Hahn founded his
first Outward Bound School in Aberdovey, England where
he found a climate responsive to his educational ideas!
{(Schulze 1972: 5) indicating tacit support for his
project.,

The support mobilisation strategy in the case for the
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Several specific interlinked lssues related to the
founding of a CAS PBPSS{G}) would need to Dbe
bralnstormed, deliberated and resolved by the various
volunteer committees to develop a master plan of action
ineluding: (1) Mission and vision of the school which in
turn would impact on school internal policy, rules and
regulations, (2) a non-profit NGO or =a company for
profit which will determine whether the school car raise
endowments and donations, which in turn is 1likely to
influence the amount of fees to be charged. It is
unlikely that a company for profit will be able to set
affordable fees tor pupils from disadvantaged
backgrounde. (3) Target student populaticn and enrolment
ag this issue 1{is 1likely to impact on fundraleing,
location, number of teachers to employ. Funders may be
reluctant to donate funds if the scheool is targeted at
other than historically disadvantaged communities. (4)
School ethos, policies, and school curriculum. These
would need to be consistent with the aims of CAS and GDE
regquirements. (5) CAS administration, activities, time
tabling, funding, INSET, development of CAS
manuale/quidelines for teachers and administrators,
determining and pl=nning for approprlate support
structures to ensure that the programme is well managed
and operated, (6) School governance structures and
management responsibilities o ensure that the school is
managed with the broadest possible participation and
involvement and with the necessary expertise, (7)
Budgets and business plang to plan the financlal
requirements of the Bchool in the short and long term so
that problems may be identified at the appropriate time.
(8) Staff recruitment, selection, appointment to ensure
that the calibre of staff neede? are the ones appointed,
and staff training to ensure that they understand the
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stakehclders and supporters, making the project a team
effort, rather than a one person show.

An organisational structure would need to be set up with
an elacted leadership comprising of a chairperson,
treasurer, secretary and perhaps four other executive
members, and with clear lines o<of authority and
delegation of functional responsibilities. In particular
volunteer committess responsible for specific tasks
would have to be established from among committed
supporters. These committees should include: support
mobilisation and public relations; finance and
fundraising; lacal and tax aspects; curriculum, school
policy and support systems; staff recruitment and
salection; site location and development; and marketing
and pupil anrolment to take care of the various aspects
of the founding of the CAS PBPSS(G).

9.2.,4.2.2 Policies and_ action-plans. A major initial

task of each of the committees will be to further search
and retrieve solution-relevant information that will
help in formulating specific polic. :s, strategies, and
action-plans for aspects of the project that would
culminate into a coherant, integrated combination of the
whole CAS PBPSS(G) project where no detall is omitted.

A voluntary sacretariat should be set up for this
purpose to asaist with co-ordinating and compiling data
which needs t¢ be collected from disparate sources,
including the GDE and specialised consultants such as
architects, gquantity surveyors, accountants, lawyers and
aducationists. A cost-effective way to obtaln much of
the data is to have such consultants serving on the
voluntary committees as part of the overall team as was
done in the LBPCP case. {LBPCP 19%5b: 3)
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task of each of the committees will be to further search
and retrieve polution-relevant information that will
help in formulating specific policies, strategies, and
action-plans for aspects of the project that would
culminate into a coherent, integrated combination of the
whole CAS PBPSS(G) project where no detail is omitted.
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and support for the project and to listen to objections
and problems. Local print-media advertised meetings
would alsc neced to be held in those areas for
preliminary discusaions as part of a process of
involving interested persons from the outset. An
explanatory document/ brochure highlighting the problem
would need to be prepared setting out the vision and
aims of the schocl and circulated to key persons in the
community inviting critical comment as part of a
democratic process. The purpose for thie initial process
is to articulate and deliberate the vision of the ‘grand
passion' of the project and to establish that the
felt-need for CAS and a PBPSS(G) is not only a personal
one but that of a broader community.

If this injtlal testing of the waters indicates that the
project does in fact have potential grassroot and wider
support, it would mark the end of the initiation phase
and the beginning of the next phase in the founding of
the CAS PBPSS(G).

2:2.4.2 Phage 2: Organisation. Having gained a sense of
initial support for the project, the focus of

leadar/user wmuBt now be directed at resolving the
problem in an organised way. This would involve setting
up of appropriate organigational structures and the
development o©of master and specific action plans gesared
for delivery.

5.2,4.2,1 Setting up structures. The next step then is

to move towards building an corganisation that will
ensure that the projact reaches fruition. The
leader/user now has to focus on mobilising key
stakeholder support driven by his/her leadership and
viglon to obtain the commitment {nitially of a core of
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including matriculation results, unemployment, crime and
racism, and the scourge of drug abuse among youth in
South African society. These concerns should then be
intimately discussed with ¢lose family, friends and
associates to gain acceptance, sympathy and commonality.

To establish the underlying causes of the felt pain from
an educational perspective, academice and curriculum
experte inside and o.vside the school system must then
be consulted. Once the cause is affirmed with the help
of more experienced persons as the imbalance in the
present gchool curriculum, the need for experientjial
lazrning programmes complementing the academic school
curriculum would nes«d to be addressed. In particular the
option of tried-and-tested CAS as a viable
activities-based programme to address the felt pain
would need to be discugsed and their support obtained
therefor. A presentution using audio-visual alids of CAS
ag preogramme and {ts potential to contribute to
alleviatinyg pain? should be made so that at this early
stage loca. educationist asupport can be obtained. And
having established CAS as the definitive programme, the
next issue that would need to ke settled is the
articulation of the prcblem: How tec implement CAS in a
PBPSS(G), given that other options may not be feasiblae.

From the initial supporters a small steering committee
would need to be established to pursue preliminary work
in the implementation process. At this stage 2 sapall
investigative random opinion &survey of stakeholders
would need to be done to sound out sympathy and support
for the project. vuall group discussions in targeted
communities in Lenvsia, Eldorado Park, Soweto and
Johannesburg South on the issue of establishing a CAS
PBl $5(G) should be organised to broaden the awarenass of
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had several years of CAS experience would need to be
made by personal visits and/or correspondence. These
schools or organisations may include the SWC, JIS and
further afield the IBO which regularly holds workshops
and provides training and ongelng support to IBO
affiliated schools,

Having discussed the seven factors needed as a result of
search and retrieval for a solution to the problem of
founding of a PBPSS(G) with CAS as its foundational
programme, I now turn to the final application stage in
the PS/CF implementation process.

The applicatlion as the course of action in the founding
of CAS PBPSS{G) within the PS/CF strategy. The
application stage ensures entry of the PBPSS(G) into the
broader schooling system within the country. Application
for the implementation of CAS in a PBPSS{G) involvas
five Interactive phases. I will discuss each of tac
following in turn: (1) Initiation (2} Organisation (3)
Establishment (4) Insertion and (5) Continuation and
Expansion.

5.2.4.1 Phase 1: Initijation. The initiation phase

involves all the necessary planning and preparatory
tasks for founding a PBPSS(G) with CAS aa its
foundational programme.

The planning task begins with diagnosing, s indicated
in the experience of others, and bsgins with the pain
felt in the user system, A 3elf-diagnosis would first
need to be made by articulating and dogcumenting the
dissatigsfaction and concern of the multiple problems
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Themba, where the school linked with ORT-STEP to provide
training and support for their Technology education to
teachers, although ORT-STEP's own technology college
recently merged with Themba. Because technology became
the central focus of the schacl, 1t linkeé ¢to an
external organisation which continues to be in the
business of providing technology education programmes,
training and supporting schools and other institutions
implementing their programmes. But Themba was also
linked to exDET for state core academic curriculum,
although minimal support ras forthcoming from DET
qguarters. (Nkomo 1996; OSI 1997: 1) In the case of MIPS,
the 8chool contracted an outside resource person,
Moulana Ahmed, to train and support Islamiat teachers,
as that expertise was found wanting in a schoel that had
Islam as its foundaticnal programme. MIPS' membarship
with the Assoclation of Muslim Schools also provided it
with ongoing support and training through workshopse, and
visiting lecturers. MIPS was linked to exHOD and
students wrote exHOD examinations, {Desail and Loonat
1996). Jabula reliad on Pepper, an educationist, for
curriculum materials and ongeing advice and was linked
to the ex Lebowa Education Department (now Mpumalanga)
for its broad suprort in terms provision of teachers and
accreditation of examinations. (Pepper 1996)

The above cases clearly suggest the need for a support
system when the resources are not available within the
user system in the school. In the case for the founding
of a PBPSS(G} where CAS is a central and foundational
programme, it is envisaged that an associttion be forged
with experienced organisations for providing CAS PBRPSS
with the necessary back=-up and support to implement the
programme as intended. A pro-active strategy of
contacting pogsible schools and institutions which have
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the prospective school were to be an IBC affiliate. (IBO
undated (b}: 1-2).

A survey of possible sites would need to be made hased
on particular criteria including as size, physical
environment, cost, access, and suitability for CAS
activities. It seems that an ideal site for the location
of the CAS PBPSS{G) would be in the Klipriviersberg
area. This saiting would be suitable in terms of the
aforenentioned criteria. Klipriviersberg is within the
heart of densely populated townships and suburbs, yet
outside the concrete and coldness of the city, and close
to nature conservation areas, hospitals, old age homes
and informal settlements that would lend itself to CAS
activities. These activities could include working on
creating endangered wildlife or flora farms in
conjunction with the nearby Klipriviersberg nature
reserve; serving patients and profeassionals in the
nearby chris Hani Hospital; assisting in self-help/
self-reljance projects such as food gardens in nearby
informal settlements and townships or engage ir shadow
jobs in the nearby industrial and office complexes.

Location .3 part of the solution for founding a CAS
PBPSS(G) .8 an important factor and 1 now proceed to
discuss.ng the final factor,

2.2,3.7 Support system for a CAS FPBPSS8(G). A support

aystem, such as an NGO, is needed because it provides a
link between teachers at the school level with other
resource persons/centres outside so that they may
receive adequate training and support in  the
implement~tion process,

The need for a support aystem was evident in the case of
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transcending racial, religious, cultural and national
barriers among 200 students drawn from 75 countries who
live, study, play, and serve together. Many of LBPCP's
CAS activities such as Coastwatch, Marine Radio, and
Scuba Diving are ideally suited for that particular
location, (LBPCP 199%5b: 23)

Part of the solution for the establishment of a PBPSS(G)
where CAS will be implemented as a foundational
programme will be its location, especially in terms of
easy and affordable access. ™his is so because it is
envisaged that the targuced pupils of che school will be
drawn primarily, though not exclusively, from
previously disadvantaged communities 1living in and
around Soweto, Eldorade Park, Lepasia, and Johannesburg
South. More importantly the location weuld nead to be
close to the communities, projects, and institutions to
lend itself to and advance the school'sm mainstay of CAS
activities ineluding environnm :ntal, self-help/
self-reliance and service projects., The physical
anvironment of the school would need to be large,
rustic, scenic, with abundant open spaces, rather than a
closed and innhibitive one. This is to engender a
saerenity and harmony that facilitates and fosters
creativity, action, challenge and service in the
community through the CAS programme, and in the academic
curriculum, as in the case of LBPCP and various CAS and
Outward Bound echools internationally, for both teacher
and pupil. (Ople 1989; IBO 1992; Schulze 1972)

It should be noted that IBO does not have any particular
criteria with regard to locating schools except for
compliance with IBC aims, schocl ethos aad policy which
are underpinned by the promotion of ‘'international
understanding' amongst djiverse people and cultures, if
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A staff committee would need to be established to (i)
oversee the selection and placement of the school staff
according to varlious criteria including the
aforementioned and broadly taking into cognisance the
needs of the CAS PBPSS(G); (ii) determine appropriate
INSET policies and programmes to initiate and orient
staff to the ethes and vision of the school and
encourage the ongoing growth and development of
personnel.

Staff with the aforementioned characteristics are wvital
in the solution for the founding of a CAS PBPSS(G).

5.2,3.6 Location of a CAS PBPSS{G). lccation refers to

the particular siting of the school to serve specific
purposes. Location is an important factor broadly in
view of the particular nature of the school, its target
market or feeder area, and also because the mainstay or
thrust of the activities of that school.

Location as a factor is demonstrated in several cases.
MIPS is located in the heart of its target market in
Lenasia and also within an Islamic Centre which blends
inte the school's ethos and activities. Themba relocated
to Johannesburg from 1its original site in Pimville,
Soweto because it could better serve its target market
in an environment more conducive to learning and
teaching. Johannesburg also seemed to be a better venue
than Soweto for Themba because students could relate
better to technology as the main thrust of the schcol's
curriculum there. The LBPCP is a boarding school located
on the west coast of Canada, modelled on the UWC of the
Atlantic which 1is also coast-based. 1Its particular
location was desired by its founder to serve the aim of
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objectives of the school. Their perception was one
thing, and ours was another,

On the other hand, evidence indicates that staff who
are committed to the ideals of the school, learn, grow
and contribute to the endurance and richness of the
school. Staff at LBPCP who continuously improve their
qualifications and hold higher degrees including Pl .D's
and M degrees, seem to be fully committed and engaged in
the school's CAS programme as evidenced by the
additional responsibilities taken by them over and above
their academic teaching tasks. The Mathematics teacher
is also responsible for Coastwatch activities or the
Spanish teacher is also the Service co-ordinator. (LBPCP
1995b: 9-14)

Staff for a CAS PBPSS(G) would need to be committed to
the project and share the vision and grand passion' of
the project with ths leadership of the school and to
mediate that visjion and passion to stadents. Staff would
alse need to bhe role models of creativity, action and
gervice., They would need to have the valuess of
understanding and mutual respect to practise and share
with their pupils; skills for Adeveloping, planning and
organising CAS activities; and certain specialised
skills including self-rellance and first aid., Staff
would also need to be rewarded commensurately by the
school for therir additional efforts and time sacrifices,
The principal, as leader of the school (as opposed to
the user/leader) will need to have a clear long term
vision of CAS and the school, and need to be willing and
able to mobilise the energy of all the key participants,
in a team effort, in the school community towards that
vision in building and growing CAS PBPSS(G) as a
learning organisation.



89

primarily from school fees commensurate with
affordability, and especially during the first year
supplemented with other fundraising efforts including
special events such as concerts, fetes; renting of
school space for business conferences and conventions,
community functions; and Scheol holiday fee paying
courses for school children and the general public.
Income from the endowment fund would contribute
gsignificantly to operating expenditure in future years.

For the foregoing strategy ¢to be implemented a
professional fundraiser would need to be employed to tap
all possible sources of funding, as in the case of
saveral NGO's, A fundraisjng team made up of the
leader /user and other supporters would also be needed.

5.2,2.5 Staff for a CAS PBPSS(G). Ancther factor which
would be needed as part of the solution in the operation
of a PBPSS(G) and the implementation of CAS within the
context of a learning organisation is the appointment of
key staff, particularly the headmaster and teachers.

Etaff who do not understand the vision and ethos of the
school and of CAS, are likely to cause the school to
fail in its broad goals, This failure was amply
demonstrated again in the case of MU'MIN. In reviewing
the reasons for the clecsure of MU'MIN, one critical
factor cited by Desai and Loonat (1996: 8-9) when
interviewed was that apart from certain teachers,
including the headmaster A.Barakallah, who held the
school together and understood the concept of an Islamic
aschool,

the majority of the teachers (and parents) were
themselves not clear about the mission, vision and
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whereas the state would provide a curriculum framework,
the school would pursue the development of activities
according to lccal contexts and circumstances,

Evidence 180 suggests that there are several
interactive critical factors that function within the MA
&D strategy. These apacifically refer to state
facilitative legislation and curriculum policy at the
national, provincial and district levels, and funding
support on the one hand, and tha contribution on the
ajde of the school by key participants and of school
resources to the implementation process. The study
indicates that the characteristics of CAS as progqramme
in satisfving teacher and student needs is also critical
to the implementation process. With the recent passage
of the National Education Policy Act, 1996, the South
African Schocls Act, 1996 and the development of new
curriculum peolicles, a new openness to involvement and
participation of atakeholders has emerged resulting in
an ethos of empowerment at the level of local schools.
But, as the study indicates, critical to the
implementation of CAS ig that the headmaster, teachers,
students and parents as key participants also bring
their commitment, creativity, participation and active
involvement toagethar with the combined state-schaol-
community resources which they are able muster, to the
im; lementation process. It is thus the combination of
critical factors entailed within the MA &N strategy that
is needed in the definitive course of action for the
implementation of CAS in all public schools, District
Cl1l, Gauteng.
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two research questions followed by a general concluding
discussjion of the study is presented below.

6.1 Discussion of research. questjon 1: ji:w gcan CAS be
implemented in all public secondarv schools, District
C€l. Gautenqg?

The argument for the implamentation strategy for
implementing CAS in all public secondary schools,
District €1, CGauteng rests on the case for a twuo-way
process rather than a one-way pure top-down
power-coercive strategy or a pure bottom-up strategy
invelving a cluster of interactive critical factors in a
combination. The implementation of CAS requires that
both the state and the sthool are involved as partners
in the process rather than the state alone in an
autheoritarian fashion.

Evidence suggests that CAS can be implemented in all
public schools, District Cl, Gauteng using the Mutual
Adaptation and Development [MA &D) strategy, in contrast
to the RD &D strategy whare massive upfront funding is
needed and where curriculum is implemented by
imposition, or in the PS stratetgy where teachers may go
it alon:. Central to MA &) is the mr-tuality which
involves accommodatinn and give and take on the side of
the ctate as well as on the slde of the schcol. The
state adapts its curriculum support, including INSET,
and funding support according to its own strengths and
weaknasses and similarly individual schools'! adapt the
implementation process according to their own strengths
and weaknesses. Where achools have abundant rescurces
and strong abiljties to implement CAS, there ie less
reliance on the state for financial and curriculum
support, and vice versa. In terms of development,
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CHAPTER SIX: CONCLUDING COMMENTS AND DISCURSIQN.

The research problem in this study iocused on the
implementztion of CAS as ar internationally
tried-aond~tested activities-based programme witnin the
mainly content-based curricul {. SA schools to develop
abilities, values and attitudes needed in the current
era of transformation to democracy and as a contribution
to the reconstruction and developmert programme here.

The broad problem of implementation addresmed here is
the jssue of how to get CAS into SA schools with tha
consent and support of atakeholders in line with the
current trans.Jormation and without impesition and
powar-coercion, as was the case during the apartheld
era. Thus, the study focused on implementation issues
rather than on the design or evaluation of CAS.

Implementation has been viewed in the literature as a
coemplex process of putting a programme into practice,
This notion of implementation has been affirmed in this
study. Unlike the installation of pre-packaged computer
software, the problem of implementing CAS involvas
several interactive critical factors including
metivating and obtaining the support and commitment of
the state, funders, community and key participantsa.
Moreover, a feasible implementation strategy entailing a
combination of critical factors s needed for the
implementation of CAS for different contexts and
situations in SA.

As a front-and analysis of the implemantation of CAS in
SA achcols, this study investigated two research
questions, being two of saveral implementation
possibilities. A concluding discusseion on esach of the
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developad to synchronise with the implementation of CAS;
links with the community, business and institutions also
need to be built with the view to implementing CAS
activities,

The application phase as part of implemeatation process
be: inning from felt-need firmly positions the PBPSS{G)
within the broader education system.

5.2 Conclugion.

The findings of the second research guestion indicate
that CAS can be implemented as a foundational programme
in a single purpnse-built private secondary school,
Gauteng as alternative to implementation in mass
education, using a structured problem-solving/critical
factor [PS/CF] strategy. Evidence suggesats that *“he
PS/CF strategy is wessentially driven bottom-up a.d
focuses on actually addressing real felt needs of users
dissatisfied with the present user system. Central to
this PS/CF implementation strategy are the various
critical stages beginning with the diagnosis of user
felt needs and articulation of the problem, followed by
the search and ratrieval of Ideas and information,
finding a solutlon, and finally proceeaing with the
application of the solution. Tha application stage
bringas the project of founding a purpose-built secondary
school with CAS as its foundational programme to
fruition through a definitive course of action.
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progress of his/her project. These records should be
available to the CAS Supervisor for review,

Student assesament completes the insertion phase at
least for the first year of operation and leads to the
next phase of the implementation strategy.

5.2.4,5 Phase 5: Continuation and expansion of CAS
PBPSS(Gl. The continuation and expansion phase refers to
the ongoing growing and development of the CAS PBPSS(G)
both guantitatively and gualitatively. The former
includes increasing the school's capacity by building
additional classrooms to meet the anticipated expansion
of the school, increasing pupil and teacher numbers as
planned, increasing the facilities espacially with
regard to existing and more CAS activities, increasing
the Endowment and Bursary Funds, and growing the
financial and general supporter base of the school, as
the school grows and develops,

On the other hand, the latter involves the continuous
growing, maintaining, ard developing of the CAS PBPSS(G)
apd iis policies as a learning organisation and includes
the encouragement of all key participants including
headmaster, teachers, pupils, and parents to learn,
grow, and share the vision and mission of the school.
For this purpose appropriate INSET will need to be
arranged with support organisations; the CAS programme
will need to be further enriched with more and more
creative activitiea alongside the academic curriculum;
Key stakeholders will need to be Xept informed of school
developments and finances and a close relationship will
need to be nurtured with the mobilised support base and
support system through newsletters and meetings; school
policies and ethos need to be continuously reviewed and
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alternative activities and the implications of those
activities in terms of rescurce and time requirements.
It should include time for planning and organising the
activity and then for execution.

The design dimensions of CAS and the process curriculum
model on which CAS rests shculd be borne in mind when
offering guidance to learners. A suggested range cof
activities will need to be included in the CAS teacher's
manual as a guideline.

5,2.4.4.5 Agseggment. The culmination of the insertion
of CAS into the PBPSS(G) is in the ongoing monitoring

and assessment of student growth. Unlike in the
behavioural objectives model, CAS performance is not
almed at grades but personal development. As Farmer
(1995%5: 2) asserted:

Students are encouraged to agress themselves - in
terms of balanced lnterests and personal
growth...Each schor.l develops ite own format for
monitering student involvement.

In the case of CAS PBPSC(G) a personal diary system
which would include a critical and frank self-assessment
of the student's particular project or activity should
be maintained. The CAS teacher/leader should observe
student participation and behaviour and maintain records
of the student's performance in terms of laid down
performance criteria including obtaining evidence of
initiative, commitment, attitudes, values, skills,
planning and organisation to assess student personal
achievement, public exposure, prize winning, and
gelecticn for leadership positions. Regular confaerences
or discussions should be held with students to assess
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form of transport costs and/or special materials or
equipment. Because of the schools actual location, and
the availability of public transport to nearby
destinations, activities would primarily be defined by
such constraints. However special transport and
equipment sponsorships may be soclicited from nearby
companies from their social investment budgets by making
face to face presentations and by bringing potential
sponsors to the school.

Having made an assessment of school resources the next
step is to plan and execute CAS activities.

£.2,4,4.4 CAS activities. Noting the role of CAS

teachers as faciljitators rather than experts, learners
would bhe engaged from the very outset in thinking ocut
and planning CAS activities which are never imposed but
draw heavily on student interests. Focus is on the key
words of tha programme: creativity, action and service
and it must be clear to studente of what |8 expected of
then and why individually or in groups. CAS teachers may
Jive students examples from previcus experiences and
others' accounts of the activities they engaged in,

Activities need to be commensurate with affordability
and within the context of the schools special location
and resources. But this is where tha challenge lies. It
is not just a question of selecting from a menu of
activities, CAS teachers will instead need to offer
guidance in terms of the criteria for selecting
activities for example that active rather than passive
roles be promoted in CAS activities.

The programme should include time for individual and
group research, thinking and discussion of potential or
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service activities as well as a combination of
individual and group, indoor and outdoor activities
within at least 75 hours per annum.

Supervision of students outside of time-table time inight
have funding implications but in many instances, as in
JIS, teachere volunteer their services (Caston 1996: 4}
which is an indication of their commitment and
dedication to CAS activities and <the schoeol. When
teachers are employed outside school time-table time,
CAS commitments need to be discussed with them and built
into employment contracts.

Preparations for insertion will also need an assessmpent
of school resources.

5.2.4.4.3 Assegspent of school resources. Prior to the
determination and engagement intoc specific CAS
activities, a thorough assessment of school resocurces
should be made as it is held chat all schools have an
enormous potential wealth of CAS resources within reach,
which a careful audit of the schoel, the local
communities and the environment will reveal. (IBC 1992:
13) In particular the specific Jocaticn of the CAS
PEPSS(G) should be carefully assessed for its potential
as a resource for CAS activities. The CAS Supervisor
should also have a profile of parents, staff and spouses
te determine the s8kills available. Similarly student
special ekills such as in arts, music, sports may also
be harnessed. A directory of potentially helpful
organisations within reach should be compiled for
example the SPCA, environmental groups, student job
placement groups, and potential funders of activities.

Specific funding for CAS activities ma' be needed in tha
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prior to the opening of the school so0 that adequate
training may take place. The CAS Supervisor maintains a
close link with the CAS support system outside the
school for example IBO, the community and the Board of
Directors of the B8chcol. The CAS Supervisor Iis
accountable tos the headmaster, understands and is deeply
comnitted to the vision and mission of the newl’ founded
school. The CAS Supervisor involves him/herself in all
facets of CAS - planning and co-ordinating of activities
collaboratively with teachers and students, assisting
with transport and making contacts with outside
agencies, training of CAS teachers, and also in the
assesdsment of students according to established
criteria,

CAS teachers/leaders are accountable to the CAS
supervisor and as Kkey CAS staff they will be djirectly
responsible at the level of engaging students
individually or in groups into CAS activitiesm. CAS
teachers/leaders will <therefore also need to be
appointed for specific activities.

As part of the organisational structuring for inserting
CAS in a PBPSS5(G), the time-tabling will need to be
caraefully set up.

5.2.4,4.2 Time-table. Because it is envisaged that CAS
will be a foundational pr¢ ramme of the PBPSS(G) and one
that has been aprroved by the state as an instructional
programme, the time-tabling satrategy would need to
accommodate that status quo., CAS activities would need
to be part of both during and cutside of the time-=table
including after school, weekends and school holidays.
(Griffin 1994: 2). Thie is to facilitute the inclusion
of the three categories of creativity, action and
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staff recruitment and training particularly these to be
engaged as CAS supervisor and as CAS teachers/leaders.
(ii1) Marketing of the CAS PBPS5S5{G) to attract and
enrol learners as clients of the school in the targeted
communities. {(iv)} Preparation of CAS training manuals
and guidelines for teachers within the context of CAS
philosophy and curriculum framework, school location and
rescurces. (v) Establishment and documentation of school
ethes, policies, rules and regulations. Where needed the
support system will need to be engaged to provide
concrete aseistance,

By December 1998, all aforementioned aspects in relation
to the establishment of the CAS PBPSS(G) will need to be
completed at least to cater for the initial intake of
learners so that the project can proceed into the next
phase of the implementation process: Insertion,

5,2.4.4 Phase 4: Ingertion. The insertion phase here

refern to the actual operationalisation of the whole
PBPSS(G) with CAS implemented as the school's
foundational programme, The further steps to be taken tn
insert CAS in the PBPSS(G) are discussed below.

5.2.4.4,1 Organisation for CAS. Organisation here refers
to the appointment of key CAS staff within the school
Apart from the headmaster of the school who may also be
the user/leader of the school project as a whole, the
person who will be directly responsible for the process
of insertion of CAS is the CAS Supervisor. The CAS
Supervisor will need to be appointed for the school as
the central co-ordinator of all CAS matters in the
school including the provision of support inside the
school. (Farmer 1995: 1; Moody 1995: 1; IBO 19%2: &) 1In
the case of CAS PBPSS(G) this appcintment may be done
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local donor donations to the project. The school needs
to apply for GDE registration at this stage on the basis
of completed architectural designs and clear ideas of
the curriculum plans. The process of obtaining approval
and certification of CAS also needs to be commenced at
this early stage and CAS support system arrangements
formalised with relevant parties including IBO and SWC,

Because the establishment of the entire project and its
continuity is8 critically dependent on funding, the
fundralising effort will need to be put into top gear
right at the outset given the time-consuring and often
lengthy process involved in raising the initial
R5 million eatablishment cost and R7? million Endowment
Fund requirement over thu ensuing 3 years. (Appendix K)
Until such *time that sufficient commitments and/or
guarantees are received from potential donors to cover
establishment costs, the potential sitec may not be
purchased by the directors of the proposed school nor
can contrancts for construction work be awarded. The
initial capital funding arrangements need to be in place
within a period of six months, say by December 1997, so
that construction can commence in January 1998 and the
minimum building requirements for say a 100 pupll intake
can be handed over to the directors by September 1998,
An ongoing activity however needs to be the rairing of
funds for the Endowment Bursary Fund to meet operational
expenditure budgetary targets.

Based on the assumption that the school will start
operating in January 1999 several  esatallishment
actioning needs to be taken at least by September 1998,
about 4 months prior to the opening of the school. (i)
Procurement of curriculum materials and equipment for
delivery prior to the opening of the school. (ii) Key
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school ethos and know the operation of CAS.(9) Location
and school bullding architectural plans so that the
siting and architecture is in Kkeeping with the
affordibility, accessibility and lend itself to CAS
activities. (10} Equipment and curriculum materials
required for the schoeol curriculum including CAS. (11)
Funding and related strategies for example fundraising
for capital expenditure and endowment funds or the
determination of the level of parent contribution with
reference to school fees. (12) Regilistration of school,
obtaining subsidies, obtaining approval ari
certification of CAS as an instructional programme.

Having built up an organisation, deliberated relevant
issurs and taken several key decisicns with definitive
action plans, leads to the next phase of establishment.

5,2.4,3 Phase J;: Estapnlishment. The establishment phase

refers to actioning all the plans and strategies of the
various vwvoluntenr task committees, In the case for
founding a CAS PBPSS(G} certain actioning will need to
take precedence over others, certaln actioning will need
to be done parallel with others while certain actioning
will need to follow others as is traditionally done in a
variety of project management activities.

Prior to any establishment activity, some of which may
involve acquiring legal rights and obligations to third
parties, the necessary corporate, taxation and legal
requirements will need to be put into place. In this
regard a section 21 Company (not for profit) will need
to be formed in terms of the Companies Act, and all tax
exemptions in terms section S18 of the Income tax Act
must be officially obtained to exempt the school from
paying taxes and to facilitate tax deductibility of
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thinking. Implementation strategies that embrace notions
of mutuality, adaptation and development rather than
imposition, and that address felt needs, synchronise
with these new tendencies and are likely to succeed in
bringing about educational change,
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secondary schools account for more than 500 000
students. (Edusource 1995a; 7; Edusource 1996b: 4&).
Inplementation in a private school implies 1limited
outreach and long time perlods for establishment as
shown in Themba which has an enrclment of 150 students
after 10 years of struggle, and MIPS has 300 students
after S years. The single private school envisaged in
this study may cater tor only 600 students., The decision
as to which option is the better way to proceed,
however, needs further investigation.

{(2) Apart from the two prssivilities of implementing CAG
investigated in this study, insights gained from thisas
study opens other opportunities for investigation and
implementation. These include implementation of CAB in a
eingle or cluster of existing private schools, or in a
single public primary or secondary schoocl. A real case
that has presented itself recently is one where the
headmaster of a single public primary school in lLenasia
invited me to assist with the implementation of CAS in
hie school. I intend to investigate and pursue this
poasibility in due course especially because the
initiative has come from the headmaster personally
rather than frow an outside pressure group.

(3) This study has given insights into the broad problem
of implementation in addressing the how of bringing
about educational change in different educational
settings in South Africa. It seems that because of the
fundamental transformation to democracy, the shift in
curriculum thinking in terms of the process model of
curriculum design, and recently in terms of the new
cutcomes-based learning, the way in which educational
programmes are to ke implemented in SA will also be
informed by that transformation and shift in curriculum

iy -
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where the thrust comes from a committed leader working
with a dedicated team of people who share a common
vision. oOther issues evidenced in the study included

Bupport mobilisation, funding, state subsidies,
registration of the private school, state approval of
CAS as an instructional programme, key staff

requirements, location of +the school, and support
systems needed for the implementation of CAS in a
private-scheol setting. The study suggests appropriate
strategies for solutions to the various issues. The
application stage spans several ©phases including
initiation, establishment, insertion, &nd continuation
and expansion which iavolve the practical steps for the
realisation of the project. Iu is estimated that the
initial capital costs for founding the purpose-bujilt
private school will be approximately RS million and that
operating costs will be funded through a combination
including income earned from an Endowment Fund
established to subsidise mainly disadvantaged students,
fund raising efforts, school fees, and diminishing state
subsidies. The implementation of CAS as foundatjional
programme in a purpose-built private-sescondary school
geems €0 ke a massive project, but as the €findings
indicate, can be materialised through tae PS/CF
combination.

6.3 Digscugsion.

(1) The implication for implementing CAS in *I- public
school sector is that its potential outreach in Lerme of
contributing to nation building is much greater over
shorter periods of tjirne, at lower costs, than in a
single private-school. Over 98% of all South Africa's
schocls are public schools catering for about 12 millien
school children countrywide, and Gauteng public



The argument for the implementation of CAS in the
private school sector of schooling in SA rests on the
case for solving a apecific problem arising from the
felt needs of concerned persons on the ground who are
copmitted to satisfying those neads outside of state
control and bureaucracy. The implementation strategy
argued for here was a hybrid Problem-Solving/Critical
Factor ([PS/CF] strategy involving the PS8 mtrategy and
notions of critical facters as a combination, rather
than the power-coercive RD &D strategy or the loose SI
strategy. The emphasis of this PS/CF strategy was on the
four critical stages of the implementation process
beginning with the diagnosis of the felt need and
artjculation of the problem, followed by search and
retrieval of ideas, finding the solution, and finally,
applying the solution.

Evidence suggests that the PS/CF implementation strategy
can be wused for satisfying the felt need for
implemerting CAS as a foundational programme in a
purpose-built private secondary school, Gaute.g to serve
gtudents from mainly disadvantaged communities, The
central problem addressed here is the founding of such a
scheel in an informed and structured way. The study
suggests that ideas and information relevant to finding
a solution will need to be sought in a variety of ways
including gleaning state policy documents, interviewing
key informants and engaging consultants.

Evidence suggests that several issues affect the
solution including leadership and vision of the project
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There geams to be a core set of qualitative ocutcomes of
students participating in experiential;/ activities-based
programmes. Researchers {Cannon 1995; Conrad & Hedin 19%1)
suggest that these programmes can and often do have a
positive effaect on the development: of participants. Examples
cited are: heightened sense of personal and social
responsibility; more positive att,.tudes towards adul’s and
others; more active expleration of carears; enhanced sualf
esteem; growth in moral development; more complex patterns
of thought, and greater mastery of skills and content that
are directly related to the experiences of participants;
sense of connection with a wider range of pecple, places and
problems; new knowledge and understanding.
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their progress,

Learning in the CAS programme is encouraged through
initiat?ng and impelling students into activity and
experierce rather than by information transmission. There is
nn memorisation and regurgitation as in the traditional
sense, Students are encouraged to think critically, learn by
inquiry-discovery, pose questions, and to plan and execute
their own activitiea » alther individually or in groups and
teams with the help of the teacher.

In view of the marked shift from traditional modes of
learning and teaching ie. from an information transmission
model tn an activities-based model, student assesament isa
also differeant,

Aspessment

CAS students are continuously assessed, but not as in tne
traditional marking model. There is passing or failing but
not on the basis of marks, percentages and grades. Students
pass or fail on the basls 'gerformance criteria' (IBO, 1992:
4) which relate to the qualitative engagement and
development of the students rather than measurement and
testing. Assessment here involves atudent diaries and
journals, and obtaining evidence of injtiative, planning
and organisation; evaluating the amount of effort and
commitmaent disglayed by a student; appraising the benefit
that the activity was or may be to others; it attempts to
evaluate the understanding, attitudes, skills and values
which have been acquired. Students, CAS teachers and CAS
Supervieors are inveolved in this subjective assessment
process, rather than only the teacher as is traditienally
the casas,

Efficacy of CAS,

Efficacy refers to the success of the programme in terms of
its founding aims after learners have been engaged for a
period of tima, usvally about twe years. No evaluative
studies of CAS per se are svident in the literature but
studies of the lmpact of experiential programmes such as
Qutward Bound (Schulze 1972) and community service (Cannon
1995} have keen made. The efficacy of CAS needs to be sean
in the broader context of axperiential/activities based
programmes. The foci of these studjies are usually on the
qualitative development of the student in terms of the aims
of the programme rather than attainment of grades.

Qualitative evaluations of experiential programmes are
primarily concerned with the development of personal and
social values and attitudes, leadership skills,
psycholegical ?rowth including self-esteem and confidence
together with intellectual growth,
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thinking, valuing the natural environment and, leadership
skille, that programme’s aims were marred by its racially
exclusive ideology.

Hence, the educational aims and values promoted by the CAS
programme are inte?ral to and supportive of building a new
nation and in eradicating the legacy of apartheid. (ANC
1994b; School Education Act (SER) 199%; National Education
Policy Act, (NEPA) 1996)

Content

As an alternative to content in the academic curriculum
where content is comprised of information and related
activities, organised in a number of subjects or
disciplines, the programme content of CAS comprises a wide
range of activities of a different kind. Here an activity
may be setting up an Envircnmental Action Group to take up
environmental concerns and Ehysically en?aginq in doing
something about it even if it means getting down, for
example, to plant trees; learning and teaching skills, for
example, how to set up food gardens in a poor community or
providing first-aid training to the local scccer teanm or
helping at the local village clinic.

The distinctive feature and departure point of the CAS
programme is tha connection of its content with creativity,
acticn, and service in an integrated way. (See Appendix D
for a sample list of CAS activities in IBC schocols).
Following Stenhouse's argument (Stenhouge 1975: 84-6)
content 18 not selected on the basis of the contribution it
makes to a behavioural cbjective, as in the Tylerian model
of 2urriculum design, but on the basis of criteria. And the
criteria for the scluction of CAS activities are based on
pgigcip}es rather than prescription of activities. (IBO
1992: 3

Eedagogy

CAS pedagogy is activities-hased or experjential learnin
kased rather than rote-learning, teacher=talk, infnrmat?on
transmiseion and ‘'topping up the empty bucket' as in
traditional modes of teaching and learning in academic
subjects. Activities-pased learning involves

lea. aing-by-deing, mainly outside the ¢lassroom. It involves
active engagement intoc ‘worthwhile activitiea', (Stenhouse
1975: 84) not passive, captive listening, and can have a
significant positive impact on the social, psychological,
and intellectual developmant of adoleccents. (Conrad and
Hedin 1982: 58; Kelly 19893 13)

The teacher or CAS leader plays the role of a facilitator or
a supervisor, rather than a technlcian cr 'matheticist:
{Gilburt in MacDonald-Ross 197): 3%6) S5/he brings her/his
leaderrhip skillas and quides studet. s in selecting and
setting up their projects, monitoring them and assessing
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APPENDIX B:
CHARACTERISATION OF CAS AS PROGRAMME.

As an activities-based programme, CAS differs markedly from
conventional academic programmes in the way that it i=s
conceived and organised in its design dimensions. What
follows is a critical analysis and discussion of the
interactive design dimensions of the CAS programme ie. its
ideclogical basis, aims, content, pedagogy, and assesgment,
The efficacy of the programme is also briefly discussed.

Ideclogical pasis

Apartheid era 'instructional programmes' {DNE 1994a) such as
¥Youth Preparedness and Veld School warae exclusive1¥ for
white schools and were devised on the ideologlies o
‘Christian National Education' [CNE](Ashley 1989), white
superiority, and hegemony over black racial groups as can be

discerned from the aims of that programme as quoted in the
TED MANUAL (1972).

In contrast, the IBO (1992 :1) daclares that the CAS
proegramme i@ founded on the assertion that

. «weducation ...is inevitably involved in the
development of attitudes and values which transcend
barriers of race, class, religion, sex or politics and
further the aims of internatiocnal understanding.

c1earl¥ the basis of the programme is anti-discrimination
which is at the heart of new government thinking in SA and
the Bill of Rights, {ANC 1994a: 60; Amato 1994: 149) Further
CAS is based on thea jidea that 'the essential aspacts of
education mag exist outside of both the classroom and
examination hall' and 'education must go well beyond the
provision of information' (IBO 1992: 1) implying the notion
of outdoor, examinationless, activities-based education.

Alms

The broad educational aims of CAS as an activities-based
pregramme focuses on challenging and extending the student:
to be creative, active learners thereby developing
individual students' attitudes, valued, skills and lnterests
with a view to enabling and empowering young peogle to live,
to work, to contribute, to scrva others, especially the
disadvantaged, and co-exist as an international citizen in a
global village. Attitudes of mutual respect and tolerance;
values of self reliance and a service ethic; leadershi
8kills of initiating, planning and organising; perscna
interests in art, anc sport are promoted. (IBO 1992) CAS
aims' dovetail with key RDF aspirations of 'nation building'
and ‘'developing our human resources'. (ANC 1994a: 4-9)

While Veld School programmes also boasted a variety of
'progressive' educationel aims such as creative and critical



i

examination as an objective without loss of quality,
since the standards of tha examination then override the
standards immanent in the subject'. (Stenhouse 1975:

95) According to Stenhouse, the model's greatest
weakness and also its greatest strength, is the

teacher. And therefore, enormous emphasis is placed on
teacher development.
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APFPENDIX A:
THE PROCESS MODEL.

The process model arose as an alternative to and
contrasts sharply with the traditional model,

The traditional model claims to be rooted in a
sclentific-empirical '+alue-neutral' ideclogical
position promoting 'rule-following' (Grundy 1987:

12) whercas the process model is rooted in an explicit
qualitative values-based ideological position promecting
higher order mental skills including understanding and
critical thinking.

The process model is not concerned with the bodies of
knowledge, or content, that are assimjilated as in a
contrnt-based curriculum but is rather concerned with
‘the processes of development that are premoted'.
(Kelly 1989: 17) The Tylerian model on the other

hand focuses on bringing about ‘'‘sigpnificant changes
the students' patterns of behaviour' (Tyler 1949: 44,
emphasising education as a means towards certain
predetermined behaviocural ends or objectives.

The process model carries with it strong notions of
experiential and exposure learning, that is, learning
through a process of engaging and being initiated into
'worthwhile activities', {(Stenhouse 1975: 84) Thesea
activities are worthwhile in themselves, rather than as
i'‘eans towards objectives, in that they can be justif.ied
intrinsjically and they illuminate other areas of life,
Stenhouse argues that these activities can be 'selected
as ‘content' on grounds other than the scrutiny of their
specific outcomes in terms of student behaviours'.
(Stenhouse, 1975: 85) These grounds are essentiall
principles, procedures and criteria for the selection of
content, rather than as means to predetermined ends.
(Appandix I)

The pedagogy employed by the process model to facilitate
the process of teaching and learning is also different.
The teacher Elays a central rcle as senior learner in
injitiating students into worthwhile activities and acts
as resource rather than an expert. Emphasis is placed on
the discovery-inquiry, dialogical, interactive, and
experiential approaches to learning rather than by
information tranamission, teacher talk, rote-learning,
recall, and regurgitation. (Appendix J)

With regard to assessament of students the process model
pursues understanding, rather than grades and aims to
enskill and empower, and in this context the teacher is
a critic, not a marker in order to help students improve
thelr capacity to work to standards and criteria
immanent in the worthwhile activity by critical reaction
to work done. For Stenhouse, the process model in its
pure sense, ‘'can never be directed towards an
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World College)., *

* = Key informant and institutional names have been
changed for confidentiality reasons.
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10,3 SUBJECY CURRICULUM

10.3(a) JUNIOR PRIMARY PHASE:
Which syliabuses are usexi?

10.3(b} SENIOR PRIMARY PHASE:
Which ayllabuses are used?

ARE FORMAL TESTS AND EXAMINATIONS WRITTEN?

ARE PROMOTION REQUIREMENTS IN LINE WITH DEPARTMENTAL POLICY?

10.3(C) JUNIGR SECONDARY PHASE
Which eylisbuses are used?

ARE FORMAL TESTS AND EXAMINATIOONS WRITTEN?

ARE PROMOTION REQUIREMENTS IN LINE WITH DEPARTMENTAL POLICY?

10.3{d) SENIOR SECONDARY PHASE
Which syliabuses are used?
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8. FEE BSTRUCTURE

Indicate the propossd fes ctructure,

8. SCHOQGL CALENDAR

9.1 No. OF 3CHOOL DAYS { OR BCHOOL HOURS) PER ANNUM.

9.2 LENGTH OF SCHOOL DAY EXCLUDING RREAKS.

10, CURRICULUM AND SYLLABUSEE:

10.1 SUBJECTS TAKEN

10.2 LIST ANY BHORTCOMINGS (s g. Aftocation in time:}
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8. STAFF:

&1 NAME OF PRINCIPAL:

5.2 QUALIFICATIONS.

Academlc:

Professionnl:

6.3 COMMENT AND RECOMMENDATIONS

8.4 I3 A BTAFF ATTENDANCE REGISTER KEPT YES/NOT YET?

7. 8CHOOL ORGANISATION

PUPILS

7.1 ARE THERE ATTENDANCE REQISTERS? YES/NONE
7.2 18 THERE AN ADMISSIONS REGISTER? YES/NONE

7.3 NUMBER OF PUR|LS OLDER THAN COMPULSORY SCHOOL GOING AGE

7 4 NUMBER OF PUPILS OF SCHOOL GOING AGE.
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CONVFIDENTIAL,

GAUTENG DEPARTMENT OF EDUCATION

CONTROL FORM FOR THE
REGISTRATION OF A PRIVATE SCHOOL

RELEVANT ACTS

1. Cinuieng Scrhoal Education Acy (Act Nos of 1994)

t. NAME OF BCHOOI.:

2. DISTRICT;

— - = —

8. SCHOOL GOVERNING BOARD

4. CONSTITUTION: -
is thi avartable YES\NO
Commaent and recommendation of distuict Director.

5. ACCOMMODATION DETAILS

* tsacenifonte from the Health De partment of the local Heslth Aulhosities available YESNOT YIIT?
* ki the haaic Macilitics meet The nihimum regquisements: YESNO

5.1 NFFICE
52 SICK RQOM:

53 8TORERQOM:.

5.4 TOILET FOR STAFF:

55 NO. OF CLASSROOM AND LABORATORIES =~ ARE THESE ON THE PLAN YES\ND
(tF NOT, LIST ROOMS AND S12ES).

_r———

5.8 RECOMMFENDATIONS
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facilities and lower teacher salarjes, with demotivated
headmasters, teachers and students, and helpless parents, how
will these schools take to the implementation of CAS.

Where there is a breakdown of this nature, and where clearly
there is no aemblance to a learning organisat. .n, it would be
difficult to perceive the implementation of CAS because the
schovl factore do not seem to be conducive to change even though
limited support is forthcoming from the state, and the
innovation is both elegant and proven to be efficacious. The
programme may never be implemented because the headmaster as
gatekeeper may never communicate it with other roleplayers as
evidenced in the case of PSP, where materials (science kits)
remained unopened in the headmasters' office in some schools.
(Raubenheimer 1992/1993; 72) Teachers may regard programme time
ag 'free time' as with programmes such as guidance.

Case J

Simunye High has similar socic-economic circumstances prevalent
as in the school in case 2, but a major difference is that the
whole achool including all Rey participants, starting from the
headmaster, picks up on the enthusiasm of the new South Africa,
building of a new nation, the RDP and the culture of learning
and teaching., The key participants collectively share in the new
mission and goals of the country and eagerly participate in
creating thelr schoocls as learning organisatione, and provide
the limited resources at its disposal for the growth of that
achool, The state too plays ite part in facilitating new
legislation and providing the funding that it is capable of
within new equity seeking policies, and in empowering governing
bodies to tak. certaln curriculum decisions.

Given that the CAS programme is seen as a pregramme that will
add to the perscnal growth of the learner, teacher anhd serve the
broader community, it is likely that CAS will be implemented
successafully.

This scenario waa claarlg demconstrated in the case of PEUP where
despite differances in the situation at local schools, sonma
extremely poorly resourced and located communities subjected to
abject poverty, the Yrogramma was implemented enthusiastically.
Because it was perceived initially b{ headmasturs that PEUP was
needed, and that PEUP was launched within the context of a
broader state campaig ., ipopagano) teachers and parents were
motivated, want for trailning provided by PEUP, gained an
understandln? of the change required and the benefits that are
likely to follow for the children and the nation at large, and
implemented t“e PEUP programme in thair classrooms.

It was argued that where the combination of all eritical factors
are fresent, deapite variations in the socio-economic
conditjons, it is likely that CAS will ke implemented. Whereac
if certain critical factors are absent as in case 2, the
programme will not ‘'fly*,
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placed on it by the state, an innovative programme Integrated
Stuydies SIS] was implemented. Given that the school was
empowered by relevant legislation, the headmaster was able to
motivate the school governing body and teachers that IS was the
way to go: they were enthusiastic and motivated about learning
and tra?ning in a new programme involving new design dimensions.
No training was provided by the state to teachers because the
state itse?f did not have the capacity or ability to provide
that training. All the teacher training was organised by the
echool and paid for by the school. This is because the school
had the capacity including financial resources and the attitude
of commitment on the part of its teachers, under the strong and
inspiring leadership if its headmaster.

The enabling power that the school enjoyed at the level of
aytonomy and decision making may have also been a contributory
factor 1n creating an attitude of independence resulting in the
school taking the initiative, rather than waiting for leadership
to come from eleewhere.

In dealing with the implementation of CAS, as a programme
initiated by the state, this school may react positively if in
its understanding, the Troqramme will bring about meaningful
change, will be beneficial in develoging student outcomes, that
teachers will be enthusiastic and able to cope, given the large
load of work they already have to carry. However, much would
depend on the leadership in the schoel to foster the ownership
of the programme and participation by all concerned.

Case 2

Ikhaya Lethu Secondary (fictitious -ame) ls a predominantly
African school within the former DET located in Soweto, alec a
former 'group area' for Africans. The school is poorly resourced
in terms of school funds, facilities and eguipment.
Agproximately 50% of the school teachers have less than the
minimum educational requirements (Matric plus 3 years of teachar
training) resulting in a large proportion of underqualified
staff. Ikhaya Lethu, as with other schools in the DET sector,
may be generally characterised as a ‘follower’' rather than a
'leader' because the schocl was not eincouraged nor allowed to
initiate any programmes but rather to follow what was decided at
the top by the education bureaucracy. The headmaster was trained
to follow instructions, rather than to initiate innovations into
the school. The culture of learning and teachin? alsc steadily
broke down bacause of the political turbulence {n the country,
and teachers and students are largely demotivated and
disinterested in education,

The most deprived sector of education is within the African and
broader black communities in South Africa. The Minister of
Education, Professor Sibusiso Bengu in a Business Da

(19/5/1994) report said: '... Our biggest challenge ¥s the
African community, the mos* deprived and the Cinderella of the
entire aducation system'. With the predicament that schools such
as Ikhaya lLethu are generally poorly resourced in terms of
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APPENDIX E:

VARIATIONS IN THE IMPLEMENTATION OF CAS IN PUBLIC SCHOOLS
{GAUTENG) =~ HYPOTHETICAL CASES.

The scenarios wherein CAS is implemented by mutual adaptation
and devalopment where it is that the state plays a supportive
and facilitative role, and the schocl responds craativeli, the
degree of adaptation by the individual schoeol and state in
reality, it is argued, may differ. This lt: sc because of past
imbalances and disparities that have plagued South African
echooling for decades, and that each school is in a unique
situation and has differing circumstances for example in terms
of its ethos, leadership, staffing, and resources. This implies
that individual public schocls in a district will have differing
levels of commitment, abilities and capacities to adapt in the
implementation of CAS. Whereas in an authoritarian one-way
process the programme may be simply disseminated to thousands of
schools across the nation, without mutually recognising the
raspective strengths and weaknesses of either state or school,
mutual adaptation and development requires that stronger schoocls
will compensate for weaknesses in the state and weaker schools
will tend to draw more strenucusly from the state.

School within the former white departments where there are more
resources with better qualified staff might pursue the
implementation of CAS better than schools within former black
departments where there may be a dearth of facilities, and where
school pupils and teachers may he the target of violence and
criminal activity. "~me schools may be self driven te adapt and
implement without much outside support, while others may need
much more support, A principal within one school that has the
drive, vision and support of his/her staff and students may well
implement the programme more effectively than his/her
counterpart in another school, despite differences in school
resources. Differences in the school ethos, abilities,
capacities and commitment of key participants, and local
clrcumstances, it is argued, will impact on the implementation
of CAS differently.

Attempts to implement CAS in certain state schools may well
result in nonimplementation. On the other hand, certain schools
may well adapt CAS and use it as an opportunity for further
growth and development, irrespective of inherjited resources.
This phenomencn needs to be examined in different scenarios. I
use three hypothetical cases on a continuum, and one is likely
to find a range of factors impinging on the implementation.
Critical to these three cases within the state system is their
differing abilities to implement CAS and to cope with it in a
way characteristic of a learning organisation.

Casg 1

Greenwood High (fictitious name), is a predominantly white Model
C school located in the middle class suburb of Mondeor, a
previously whites on1¥ classified area in terms of the notorious
Group Areas Act, Despite the funding restrictions that were
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APPENDIX D: \

v (Extracted from (1) various CAS programme
summary questionnaires sent by IB schools to regicnal IBO
offices; and (2} IBO CAS Activities Handbook. (IBO 19%2: 23-6))

Calligraphy

Writing for school newsletter/magazine
Recitation of Al=-Qur'aan
Speech apnrd drama

Asian Evening

Art/ Pottery/ screenprinting
Choir

Photography

Youth Parliament

Young Achievers

Maths competition

Gardening design, planning
Camp leader

ACTION

STorts (indoors and outdoors)
Hiking and educational excursions
Development of hobbies and skills
Scuba Diving

President's Award Scheme

Fitness training

First-aid course

United Nations Evening - Foodstalls
Boy Scouts

Special Interest Clubs (Computer, Debate, Environment)
Political campaign

Outward Bound

Student government

New student orientation

Cleaning place of worship

Video making

”

Partic pating in hunger project
Activities with local orphanage

Assisting junior students in coaching and tutoring
5PCA volunteer

Red Cross volunteer

School Office Holders (Prefects/Leaders)

0ld Age Home

World Wide Fund for Nature

Tree planting

Coast Guard

Working with street children

Social forestry

Solar cookers and stoves

Feer Counselling

Fund raising for varjious charities



The International
Baccalaureate (iB)

THE 1B PROGRAMME is a Iwo-year pre-universily colrse,
designed to Factlitate the mobility of students and to promate
international understanding. The comprehensive course of
study lor the Diploma is designed to provide students with a
balanced education.

CURRICULUM AND EXAMINATION
The curriculum consitts of six subject Groups:

Group | Language Al (first language) including the
study of selections from World Literature

Groyp 2 Language B (second language) or a second
language A

Group 1 Individusls and Socleties; Histoy, Cieo-
graphy, Economics, Philosophy, Psycho-
logy. Social Anthropology, Organisation
and Management Studies

Group 4 Experimental Sclences; Biology, Chemistry,
Applied Chemistry, Physics, Environmental
Systems

Group § Mathemstics; Mathcmatics, Mathematical
Methods, Mathematical Studies, Mathe-
matics with Further Mathematics

Croup 6 One of the following options:

(&} Art/Design, Music, Latin, Classica) Greek, Com-

puting Studies,

(b) A School-based Syllabus approved by 1BO

Alternatively n candidate may offer instead of a Group

& subject: a third modern language, 8 second subject

from Individuals and Societies, a second subject from

Experimental Sciences.

To be eligible for the award of the Diploma all can-

didates must;

1. offer one subject from each of the above Groups;

2. offer at least three and not more than four of the six
.liubjlccls at Higher level and the others al Subaidinry
evel;

3. submit an Extended Essay in one of the subjects of
the IB curriculum;

4. follow a course in the Theory of Knowledge;

5. engage in CAS Aclivities representing Crenativity,
Action and Service,

Imemahon.al Saccalaureate
Organisation (IBO)

INTERNATIONAL ORGANINATION

The Tnternational Bacealaurcate Organisation {1HO) is based
in Ceneva. Other offices are in Buenos Aires, Cardiff,
New York and Singapore, There & representation in
Australia, India, México and the United Kingdom. The [BO
is a non governmental orgamisation holding consultative
stalus with UNESCO. it is registered as a loundation wnsder
Swiss law. Governed by an international Council of Founda-
tion, it is supported by Standing Conferences of Governments
and of Heads of Schools.

1B Council of Foundation

The Council meets annually and is composed of clected
representatives from the Standing Conference of Govern-
ments, the Standing Conference of Heads of IB Schonls, and
individuals distinguished in the fictd of international educa-
tion.

ACADEMIC ORGANISATION

{arricalum Baard

The Curriculum Board ensures general oversight of the cur-
riculum. {ts responsibility is to recommend on basic policy
and to commission the work of individual Subject Com-
mittees according to &n overall timetable of review and revi-
sion.

Fxamining Committee

The Examining Committee has final authority on the setting
of examinations and the assessment of candidates for the
Diploma. Members include Group Coordinat; -s and Chief
Examiiners in the different subjects of the examination.

IR Grader

At both Higher and Subsidiary level, cach examined subject is
graded onascaleof ! (minimum) to 7 (maximum). The award
of the Diploma requires a minimum tolal of 24 points and
satisfactory compietion of the Theary of Knowlcdge course,
the Extended Essay and CAS.

Examples of I8 Diplomas

- The 18 N
and University Recognition

Students holding the {8 Dhploma have heen accepted by univer i
and other institutions of highes ed wation in the following vountr ey
usually on the hasis of negotiated equivalernice agreentents with thes
hodies and Ministries of Education in accordance with nationa

Asrgontina Indi I'aland
Australia fndonesiz Portugal
Austria fran Senegal
Hangladesh Irag Singapore
Helgium Ireland Slovenia
Bolivia laraet South Africa
RBotswana Tialy Spain

Rraril Japan Sri Lanka
{'anada Jordan Sudan

Chile Kenys Sweden
Colombia Malawi Switzerland
Croatia Malaysia Tanzania
Denmark Malta ‘Parkey
Ecuador Mexico Uganda
Fgypt Nevherlands United Kingdom
Fintand New Fealand United States
France Nigeria of Americs
Ciermany Norway Urupuay
Lihana Pakistan Yenezuel
Cinatemnala Papua West Indi,
Haiti New (uinea Zambia
Hong Kong Prru Zimbabwe
Hungary Philippines

IB Participating Schools
The 1B may be offered only in schools and colleges which haw

been individual) assessed and approved by the 1BO. Currently then
are 480 member schools in the countries or regions listed below

Higher Subsidiary Hpher Subsidiary
Mathemntics  Enplish A French A Mathematics
Phinics Cierman B Arabic B Binlogy

Chemidstry History Feonomict  Arl/Design

Argenting Ciuam Panama

Australis Hong Kong Papua New Guines :
Austria Hungary Peru i
Bahrain India Philiapines

Helgium indenesin Portugal

RBolivia Ireland Singapore

Rrazil Italy Slovenia

Canada lapan Spain

Chile Jordan Sri Lanka

China {People’s Rep)  Kenya Swazitand

Colombia Koren Sweden

Costa Rice Kuwait Switzerland

Croatin Lesotho Sytin

Denmark Li Thiwnn

Ecuador Malnysia Tanzanla

Erypt Mexico Thailand

El Salvador Morocco United Arab Emirses
Ethiopin Netherlands United Kingdom

Fiji New Zealand  United States of America
Finland Nigerin Uruguay

France Norway Venezueln

Ciermany {Imkn

(ireege Pakistan

iR

Schools nddresses may be abtained (rom appropriate Regional Offices
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[BO ATMS AND 1B DIVLOMA

AIMS

The International Baccalaureate Organisation aims:

— to improve and extend international education and so
promote international understanding;

— 1o tacilitate student mobility and provide an educational
service 10 the internationally mobile community:

— to work in collaboration with national educational systems

in developing a rigorous, balanced and international
curriculum.

The Internatonal Baccalaureate Organisation £=gks 10

achieve these airns through the provisien ¢

— an internationally recognised pre-unive-sity cuorriculum;

~ a university entrance examination, the 1B Diploma, which
gives access 1o higher education worldwide.
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Note 2001 2000 1999
R R R

Subsidies 11 431 000 269 000 - :
Fundraising 300 000 80 000 20 0Q0
Endowment Fund 2 720 00Q 380 000 220 000
School Fees 9 810 000 3318 000 90 000
TOTAL INCOME 2 261 QOO0 1 047 000 110 000
TOTAL EXPENDITURE 4 240 000 1 040 000 120 ©00
Expenses 4 2 160 000 990 000 300 000 :
Salaries 3 1 836 000 841 ECO 25% Co0
Qther expenses 3z4 000 148 500 45 000
Contingency 12 80 Q00 50 000 20 Q00

-------------------------------

NET INCOME 21 000 17 000 10 000
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2001
2001
R
CARITAL EMPLOYED
SHARE CAPITAL 10
ESTABLISHMENT FUND 5 000 000
ENDOWMENT FUND 7 00¢ QGO
NON-DISTRIBUTABLE
RESERVES 48 Q00
12 048 010
EMPLOYMENT OF CAPITAL
FIXED ASSETS
Land, Buildings and
Equipmenc 5 000 010

{note 5,6 &7)

Endowment Investmentse 7 000 000
12 000 010

CURRENT ASSETS
Cash at Bank 48 000
12 048 010

10
5 000 000
& 000 00O

11 027 010

5 000 010
6 000 oaQo

11 027 010

10
5 000 000
3 000 000

8 010 010

5 000 010
3 000 000

8 010 Q10



157
ARPENDIX J:
PERAGOGICAL AIMS OF ACTIVITIES

Adapted from Bruner's Man A Course of Study. (Stenhouse 1975:
38-39)

a. To initiate and develop in youngsters a process of
gquestion-posing.

lr. To teach a research methodology where children can look
for information to answer questionse they have raised.... an
apply it to new areas.

¢. To help youngsters to develop the ability to use a
variety of first-hand sources of evidence.

d. To encourage youvth to develop hypotheses amdi draw
conclusions.

e. To conduct group discugsions in which youngsters learn
to listen to othere as well ae to express their own views,

f. To give sanction and support to open-ended discussions
where definitive angwers to many questions are not found.

g. To encourage youth to reflect on their own experiences,

h. To create a new role for tne teacher, as a facilitator
or a mediator and a resource rather than an authority.

1. To create copportunities and engage students in
appropriate leadership roles,
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APPENDIX I:
CRITERIA FOR SELECTING ACTIVITIES
Below are Raths' criteria (Stenhouse 1975: B&-87}:

All other things being equal, one activity ir more worthwhile
than another:

a. If it permits children to make informed choices in carrying
out the activity and to reflect on the consequences of their
choices,

k. If it assigns to students active roles in the learning
Bituation rather than passive ones.

e. If it asks students Lo engage in inquiring into ideas,
applications of intellectual processes, or current problems,
either personal or social.

d. 1If it involves children with realia {ie. real objects,
materiale and artefacts).

e. If completion of the activity may be accomplished
succesgtully by children at several different levels of ability.

£. If it asks students to examine in a new setting an idea, an
application of an intellectual process, or a current problem
which has been “previously studled’,

g. If it requires Btudents to examine topics or issues thar
cictizens in our society do not normally examine and that are
typically ignored by the major communication media in the
nation,

h. If it involves students and faculty youth in “risk' taking -
not a risk of l1ife or limb, but a risk or success or failure.

i, If it requires studentg to rewrite, rehearse, and polish
their initial efforts.

j. It it involves students in the application and mastery of
meaningful rulee, standards or disciplines,

k., If it gives studente a chance to share the planning, the
carrying out of & plan, or the results of an activity with
others.

1. If it ip relevant to the expressed purposes of the students.
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Syllabue

Doas 1BO have a specific syllabus for CAS? Please provide full details,
What are the specific valuae that are belng promoted by IBO through the
CAS Program?

To what extent are teachere ¢lven discretion to decide on activities?

To what extent are students given discretion to decide on activitlies?

To what axtent are parentsfgoverning bodies given dlscretion to dacides on
activitiesa?

Fedagogy
rlease provide dotalls of the pedagogy employed by teachers.
Kindly furnish details of attitudes promotud by teachers,

Adapessmant

Pleasa provide full details of sssensmont procedures that are prescribed in
respect Of tha CAS progLam.

How exactly are students agsesasd and on what basis?

Are student attitudee,behaviour and character developmnnt asecssed? 1In
which way.

Ganaxal
What in your view are tha essential requiraments for the implementation of
the CAS program in sacate schoolas?

180 Schoole

findly prcvide me with the names and addreswec of 9 IBQ schools whars the
program has enjoyed overwhelming success, and which you would recommend to
obtain further informatioh on the actual implementation of CAS,

IBO Research
Please direct me to any remearch that has been done or evaluatione
undertaken of tha CAS program. Where possible pleasa let me have coples.

Your co-oparation is highly appreciated and 1 look forward to receiving further
communication from yoursalf.

Yours falthfully

Fe

2.A.

CAJEE

o o v -
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Funding

wWhat s the cost of implementing the CAS program at echool leval?

what are the supervision coate?

What are the coate of materials?

What are the additional ealary coste of personnel specially employed for the
implementation of CAS?

What ip the average budget of the CAS program at an IBO affiliated school?
Are all coate borne by the school or are thare any subsidies from governmant
or 1BO?

How much of school fees are allocated to CAS activities?

Teacher qualificatlions and requlrewents

How many teachers are required for the implementatlion of CAS? How Ls thiw
numbar determined?

What ave the minimum teacher qualifications required for CAS teachers?

Are teachers sxpscted tc have any specific/spec.al qualification to teach
CRS?

Teacher training and support

What teacher training programmes, workehops, and general support is

provided by IBRO or raspective sghools i respact of the CAS program?

Who conducte training programmes for CAS toachers, at what cost and for what
duration?

What ongoing support do CAS teachers enjoy from the school or 1BO?

Poag IBO have any epecific nressrvice (Preset) or inservice (Inset) tralning
programes? Please give detailes of courses and tholr cost and duratlon.

Parant and Community Partlclpation

What iles the IBO policy towards parint and community participation in CAS
activition?

To what axtent, and in which ways are parents actively sncouragad/requirad
toc participate in CAS activities?

Timse Tabling

What le the proscribed time allocation for CAS activit es per annum?
How ie thim time allocated on a weekly basis?

Are atudents expectad to work cutslde time-table tima? If ao, tvo what
extent.

Does I3% hava any spezilic re~ommendations with ragard to tine tablinc?
Flezse provide detailr

3/7. Syllabus......,
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ZEIN CAJEE )

P O 8ax 101 Crown Mines 2028 South Africa
13t Floor Saley Howie 31 Crowa Road Fordibuwrg 2091 Sowlh Africa
Tul 37 11) 834 6981 Telefax (37 11) §34 1809

23 Novamber, 1994,

ATTENTION: MRS E.V. TAYLOR *

The Reglional Director,

International Baccalaureate, '
Pascal Closa, St Mallons,

CARDIFF,

South Glamorgan,

Wales CP3 OYE

GREAT BRITAIN .

Dear “rs Taylor,

CAS ACTIVITIES RESEARCH PROJECT

1 am presently inveetigating the possilbilitles and lmplleations of implemsnting
the IBO CAS program in state achoola in South MArica. This project Ls being
done as part fulfilment of tha reguirsments for the M.Ed degres at the
University of the Witwatersrand, Johannasburg.

I have chosen this particular topic as I sctrongly feal that such a program will
be appropriate to the soclial transformation needed in South Africa, which lm &
microcosm of a multicultural world. I believe that the program had imvwense
potential in fostering empathy, iniernational undarstanding and mutual respact
and in developing leaderohip qualities among mchool pupils in S8cuth Africa, as
it has done for the Lintarnational community.

Part of my research i{ncludes obtaining information from yourselves and from 1RC
schooly that has succedsfully implemented the CAS programe.

I would greatly appraclate if you/your orqgunimation can amseist me, by providing
me with the following informatlon. Should there ba coste involved in providing
documentt, pleane advise me accordingly. *

1. Prescribed structures for implementation

1.1 What structuren are nesded in schoole to impleament the program?

1.2 What supervision ls required and who carries it out?

1.2 What personnsl and what qualificatlons are required to implement the
program, at school level and at country levsl.

2/Punding seresinnns

Z A Cajer BBusSc HonsBCompt CA{SA) B Kd
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other private schools?

External support

27} What external support is available and accessible for the
innovation?

Role of Ministry/ Educational Agencies
28) What was the role of the educatjional ministry in

facilitating your innovation? What assistance came from those
quarters and what future commitments are there?
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11} Do you require special premises for the implementation of
your innovation? Cost involved?

Time Table Time
12} Do you use time table time for the innovation or is it done

as an after school activity? How much time is allocated? Is it
sufficient?

Teacher involvement

13) What is the level of teacher involvement in your innovation?
ir. in terms of time commitment, enthusiasm, writing up
mateirials, introducing new ider-.

14} What ifr the level of teache * autonomy in designing
waterial/cuntent for the progr.amme?

Funding

15) What were the funding requirements for the introduction of
your innovation? ie. Teachers salaries, materials, equipment,
taxte, premises atc.

Are students expected to pay any additional fees to recover
axpennes? Are the fees affordahle? Do all students
diiigently/generally pay their due share of the cost?

Does the school have to supplement costs from other sources?
Evalyation

16) What Yarticular preblems have you encountered in
implementing the programme? (Transport, funding, materials,
teachers, parental participation, response of community...)

17) How has the innovation contributed to school gupila in terns

of their learning? (Confidence, self esteem, building
relations...)

Teacher Training

18) Did you require any specialised teachers to teach the
particular jinn.vation?

19) What garticular teacher training programme did your teachers
involved in tha innovation undergo?

20) Were there any external courses involved?

21) What was the cost of such training?

22% If?there any state supported INSET available to your private
schoo

2} Do you have any specific INSET for your teachere involved in
the innovation?

general

24) What was the principals role in the ilLnovation? (support)
25) How is the innovation monitored?
26} Do you have any plans to disseminate your innovation to
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%) Were there any particular legal reguirements involved i4 the
establishment and registration of the school?

Funding

1) Does the school bullding belong to the school?  How was the
establishment of the school funded?

2} How are the operations of the school funded? (teachers
salaries, text books, stationery, equipment etc)

3) Did you receive any subsidy from the state for the
establishment of the school?

4) Do you receive any subsidies for operations at the present
moment? On what basis”

i€} Implementation of Innovatjon
Backaround

1) ;s there any particular curriculum that the school follows?
Why

2) Has the school implemented an¥ OWNn course oOr programme
cutside of official regquirements

3) Why did you implement this particular programme?

Procegs

4} What was the process invelved in the implementation of the
innovation? Where and how did it start? Was it home grown or was
it implemented in liaison with an outside organisation or
consultant?

5) who was inveolved in the adoption decision? (principal, users,
governing body, outside agencies). How was the decision made?
(top-down, persuasive, consultative, collegial-participative, or
delegated stylesl

6) Did Iou experience any difficulties in implementing your
innovation? What were they (if an;)?

7) Was there any piloting involved? How long? What convinced
you that the innovation was working or deserved to be adopted
and brought into your mainstieam curriculum?

Parents support

8) What were parents perceptions of the innovation? Did you have
their support? What kind of support? (moral, financial, tima)

Authority

9) What authority did you need to implement such a programme?
sanction by the department? or Kour school governing body?
10) Teo what extent does your school governing body have the
authority to iwplemen: new programmes at the school ie. those
that are not officially sanctioned.

Eremiges
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APPENDIX G;
RESEARCH INSTRUMENTS

5: PRIVATE (PUBLIC SCHOOLS
(AITMED AT PERSON/S DIRECTLY INVOLVED IN ESTABLISHING A PRIVATE
SCHOOL AND/OR IMPLEMENTING INNOVATIVE PROGRAMMES IN THAT
PUBLIC/PRIVATE SCHOOL).

DATE OF INTERVIEW: ©TIME:
PERSON/S INTERVIEWED
VENUE:

! CONCERN WITH (1) ESTABLISHMENT OF PURPOSE BUILT PRIVATE
SCHCOOL AND (2) IMPLEMENTATION OF INNOVATORY PROGRAMMES:

BIODATA OF SCHOOL

Name of School

Location address

No of pupilse

No of Teachers

Subjects taught

Innovations introduced

School budget

Date established

9} Key policy/ies

10) Mission

11) Brief description of school setting

12) Type of school: Primary/high; Monastic/Coed
13) rocuments about school: Brochures, Financial statements,

{1) Establishment of School
{A) Packdqround gquestions :

1} Could you please give me some background to the establishment
of this school,

2) How and Why was it started?

3) Wwhat was your vision?

4) What was the need?

5) Could not the public school systen cater for your

particular needs or problem?

6) Who was the driving force behind the school? Was it a
particular individual or an organisation? Wwhat was the
motivation?

{B) Procedure
1) How did you go about setting up this school?

Legal and Statutory requirements

l) Is the scheol a bona fide regietered school?

2) With which education degartment is the school reglstered?
3) What was the procedure involved in the ragistration of this
nchoel?

{) Was any difficulty experienced in the registration of the
school?

- S W N
S e it i S Tt Tt T
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ARE FORMAL TESTS AND EXAMINATIONS WRITTEN?

ARE PROMOTION REQLIREMENTS IN LINE WITH DEPARTMENTAL POLICY?

10.4 EXAMINING BODY,

11, AECOMMENDATIONS AND ADVICE:

DISTAICT CO~ORDINATOR DATE

11. RECOMMEM JATION BY DISTRICT DIRECTOR:

BISTRICT DIRECTOR DATE T
MaRegform

{THIS FORM IS A FACSIMILE OF THE ORIGINAL)
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k.3
CAS PBPSS (G)
NOTES AND ASSUMPTIONS TO BUDRGETED FINANCIAL STATEMENTS
2939, 2000 & 2001,
1. Number of pupils: 1999:;100; 2000: 300; 2001: 6QQ

2. Endowment fund return on investment: 12% per
annum

3, Teacher salaries based on 85% of total expenditure.

4. Per capita expenditure: per pupil per annum excluding
capital expenditure.

199%: R3 000; 2000: R3 300; 2001: R3 600 hased on an
eptimated compounded increase of 10% er annum on
the 1995/1936 per capita expenditure of R2223.

5. Cost of land: Rl 000 00G0. Based on cost of
agricultural land.

6. Cost of Buildings: R3 685 000. Based on current
building costs.

7. Cost of Equipment: R315 008 {'Guesstimate')

8. No adjustments have been made for inflationary
increages in capital costs,

9. School fees:; Assumed that 90% of parents would
contribute Rl 000,00 per annum in 1%99; Rl 250,00
per annum in 200¢; and Rl 500,00 per annum in 2001.

10, It is assumed that shortfalls in the gchool budget
would be made up of further fundraising efforts for
donations,

11, State subsidies are based on current expectations
of future subsidies.

1996/87 average:R1755 (GDE Circular 8/10/15%96: 1)
1997/98 R1404 (GDE Ciircular 23/7/1996: 1)
1998/99 R1123+
1999/2000 R B%B*
2000/2001 R 718~

* It ip agesumed that state subsidies will decrease
at a rate of 20% per annum.

12. A 'guesstimalted' amount is provided for unforeseen
costs in the form of contingency expensges.

13. It has been assumed that full scholarship grants
have been made from endowment fund income and no
repayable bursary loang have been made.
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