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ABSTRACT

The main purpose of this study was to investigate the responses of educators and school
management team members on a Curriculum Delivery Intervention Programme (CDIP)
in a township school. The study also examined the factors that might influence the
opinions educators and school management team members hold about curriculum
delivery. The participants of this study were 60 educators who are teaching at an
underperforming secondary school in Mpumalanga province. The secondary school was
conveniently selected from 8 under-performing schools in the Witbank area. The data
were collected through a mix-method approach using questionnaires, individual

interviews and an observational checklist. A 100% responses rate was achieved.

The literature review was conducted to identify the main interventions contained in the
CDIP. Educators and school management teams responded to curriculum delivery
interventions questionnaires. Data was collected by means of individual interviews and
an observational checklist. The focus fell on the following main interventions:
departmental support, professional development and classroom practices.

The data for the study were analysed using both guantitative and qualitative techniques.
The findings of the study show that both educators and SMT members agree about the
value of curriculum delivery intervention programme in the school. They also showed
that the school had not been supported with necessary resources by the Department that
well. The results also indicate that educators and SMT members disagree that skills
development covers everybody in order to pursue educators’ development in the school.
The staff agreed that they have an important role to play in ensuring that the
implementation of CDIP is successful in their school. The study also revealed that the
school did not have all key and relevant documentation as expected in the school files.
However, educators indicated that the Department is not objective enough when
delivering the curriculum in the school. The results derived from the curriculum delivery

intervention might not be that accurate and reliable.
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The responses of staff correspond with their experiences on curriculum delivery

N

practices initiated by the Department. Most of them also indicated that they have not
seen much change since the CDIP started to enhance learners’ performance. The
majority of staff members also indicated that factors such as lack of furniture,
unavailability of learning materials, lack of teacher professional training and
development, large number of learners in classrooms and shortage of educators in scarce

subjects, play a significant role in influencing their teaching performance of the school.

A number of recommendations were made for further research. The limitations of the

study were also discussed.

Keywords: Curriculum delivery, Interventions, Departmental support, Professional
development, Monitoring, Evaluation, Curriculum development, Dissemination of
information, Curriculum management, Curriculum implementation, Feedback and

Improvement of performance of learners.
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Chapter 1

Problem statement, aims and objectives of the investigation
1.1 Introduction

A planned curriculum delivery programme usually contains a series of related
operations. That includes projects, activities, strategies and interventions with short-
and long-term objectives. Such programme aims to improve an educator’s
performance and ensure improved quality in learner attainment. The programme
such as Curriculum Delivery Intervention in the school is specifically designed to
improve the poor or mediocre performance by both educators and learners in

underperforming schools.

Davidson (2005, p. 23) states that in terms of the evolution of the human race,
evaluation is possibly the most important activity that allows such evolution,
improvement and survival in an ever-changing environment. He further emphasis
that every time something new is tried — a farming method, manufacturing process,
medical treatment, social change programme, new management policy, or
information system — it is important to consider its value. He achieves evaluation
by questioning whether the manufacturing process is better than what had gone
before, or took evolution to the next level. Evaluating and developing projects or
Curriculum Delivery Intervention Programme remains crucial in improving learner
attainment, since all stakeholders need to be empowered in content knowledge,

governance and management.

One of the former Ministers of Education, Ms Naledi Pandor, launched a strategic
intervention for learner attainment through curriculum delivery intervention. This
was developed to consolidate and complete the work started in the foundation,
intermediate, senior, further education and training bands, through the national
literacy and numeracy strategy, especially in FET institutions. In the FET phase, the
focus is on improving the results of under-performing schools and to provide all
learners a fair opportunity to succeed. All provincial departments of education have

been instructed by the National Department of Education to institute their own
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provincial units to deal with the unacceptable performance experienced in their

respective provinces.

This strategic intervention programme is currently running in the Mpumalanga
province, which focuses on curriculum delivery intervention, following an outcry
from both educators and the public that the provincial Department of Education is

not giving schools and educators in particular enough support.

The Department of Education (2007, p. 9) indicated that a programme is required to
deal with the developmental needs of the democratic state, particularly in terms of
the legacy of the inherited and fragmented education and training system. It also
highlighted other problems including, the lack of common standards across the
system, unequal learning opportunities and allocations of resources across racial
groups, together with an irrelevant and outdated curriculum and dysfunctional and

underperforming institutions.

The Mpumalanga Department of Education (2006, p. 7) expresses itself as follows
regarding the strategic plan of the department:

“This national strategy for learner attainment through educators’ performance
is founded on the strategic plan and recapitalisation programme of Department
of Education.”

It further explains the pursuit of equality education as follows:

“The pursuit of quality in education is one of the fundamental drivers in
the education transformation process and is one of the various indicators
of quality and learner performance that are indicated as a key
determinant of quality.”

This strategic intervention for learner attainment seeks actively to tackle under-
performance by learners and teachers in all schools (Mpumalanga Department of
Education, 2008, p. 13).

In terms of educator performance, Ornstein and Hunkins (2004, p. 321) indicate
that, as much as educators accept a new programme, for it to be successful students

must also be willing to participate. They further state that there is still limited
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research to guide one on how to involve students but suggest that such involvement
may be facilitated by student reaction to innovation.

Kgoseng (2007, p. 4) warns that results of high stakes examinations such as those
for Grade 12 (which play a crucial role in the South African education system)
attracted a great deal of public interest concerning the credibility of the examination.
The researcher further states that achievement in the senior certificates should not
be regarded as sufficient for ignoring the need for quality schooling. Nor should it
detract from the requirement for other factors to be taken into consideration, such as
laying a good basis in the foundation and senior phases. According to the
Department of Education (2005, p. 6) emphasis is also placed on the need for
authorities to develop an understanding of what happens in primary schools and the

lower grades of secondary schools.

The Department of Education (2006, p. 21) states that in terms of teacher
development, the objective to focus on teacher shortages goes together with
addressing the needs of the existing corps of education; its competence, currency,
retention in the system and support in the process of life-long learning. Such support
should include all the available resources such as education, face-to-face

engagement and technology in mixed-model delivery.

According to a newsletter in the province (Mpumalanga Department of Education,
2007, p. 23) commitment and dedication of all role-players in education have
contributed to an encouraging output. In particular it notes that 5,481 learners out
of 39,040 who sat for 2006 Grade 12 examinations managed to obtain matriculation
exemption although this figure was lower in 2007. It does, however, indicate that
563 more exemptions were obtained in the 2006 examinations compared to the
4,914 achieved in 2005.

The Curriculum Delivery Intervention Programme designed to enhance learner
attainment through educator performance that constitutes this study includes all
learning activities that are required to facilitate changes in behaviour and

effectiveness. Bradley (2001, p. 114) states that if these learning activities are to be
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carried out efficiently and effectively, evaluation should be used during the learning
process to ensure that they meet the appropriate objectives.

The Mpumalanga Department of Education (2008, p. 11) showed that the focus
areas of the intervention programme should be based on a five-pillar strategy that
takes into account short-to-medium and long-term considerations. This is really
linked to the theoretical framework of Stuffelbeam’s evaluation model (context,
input, processes and product). These six pillars underpinned in the outreach

programme to give support to educators are:

e quality assurance and professional development (as an input evaluation
model);

e educator support and professional development (as an input evaluation
model);

e resourcing (both human and physical);

e teaching and learning environment ( regarded as processes evaluation
model);

e stakeholder involvement (Anglo-Coal Mines, Xstrata Group and Old
Mutual);

e |earning environment (as contextual evaluation model).

The potential barriers of the above mentioned six-pillar strategy to the evaluation

project is the following:

e Resources such as time and money;
e skills, or lack thereof;

e obtaining of permission(s) from the research area.

The Mpumalanga Department of Education (2008, p. 11) further states that, in order
to achieve good results, monitoring and evaluation should be planned by the
province’s Department of Education in such a way that it fulfills the following

criteria;
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The Curriculum Deputy Director-General will oversee the performance of
the project through monthly reports to senior management, starting from the
school level and continuing through circuit and regional to provincial level;
the progress report of the implementation of the plan shall be a standing
agenda item in all senior management, regional management team and
circuit meetings;

under-performing schools will be priorities for high-impact monitoring with,
moreover, support by multifunctional task teams;

there is a unit (Ayihlome Ifunde) in the province assigned to monitoring and
supporting closely the under-performing schools during the implementation
of the improvement plans; it will therefore be imperative for all branches to
feed this detachment with information in relation to support programmes for
these under-performing schools.

Problem statement and rationale of the investigation

Problem statement

Mpumalanga Department of Education (2009, p.18) explains the main problem in

the province as follows:

“According to the results of a progression analysis, the results clearly
indicated that the academic performance of learners, especially in the primary
schools, is very poor. One reason for the poor performance in schools is the
lack of effective management of curriculum and delivery of curriculum in
schools by the school managers in the province. Not all school managers have
been trained on the National Curriculum Statement and how to manage its
implementation. As a result, conflict between teachers and school managers in
schools is rife from lack of effective curriculum management.”

Van der Westhuizen (2003, p. 326) argues that there is a concern that the linkage

between Total Quality Management (TQM) and improved learning outcomes may

not be clear or may even be non-existent. Patterson (2005, p. 13) indicate that

establishing and maintaining an organizational culture that supports and sustains

change requires at least four steps: developing a series of believe statements,

determining their implications, putting the implications into practice and revisiting
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the belief statements and implications regularly to ensure that the organizational
culture is being preserved and renewed. This concern originates from the
assumption that TQM may be relevant for delivery of services such as resources and
programmes to schools. Supporting the statement above, Van der Westhuizen
(2002, P.142) contend that establishing belief statements need not take long- five or
six statements that have the support of the administration, teaching and support staff

can affect a school significantly.

The researcher’s problem is that we do not know how educators and the school
management team respond to intervention programme and the delivery of
curriculum in the schools. Van der Westhuizen (2002, P.311) emphasized that the
need for leadership is also emphasized by the fact that Total Quality Management
has probably generated more failures than successes, caused largely by the
reluctance of people to change. He further indicated that this is why leadership is so
important in the implementation of change. The researcher wanted to know and
understand how educators experienced implemented and managed such programme
in a school. The above stated problem confirms why these interventions introduced
in the Mpumalanga Department of Education. The reason was that to hear from the
educators and school management team members’ responses on the curriculum
delivery intervention in schools in the province. These have led to the aims and
objectives of the Mpumalanga Department of Education to address the issues
related to the mediocre performance by introducing the Curriculum Delivery

Intervention Programme for the following reasons:

e The quality of the pass rate in Grade 12 is poor;

e the intake of learners in mathematics and physical science is low;

e repetition rate is above national average of 10% (at 18.5% in Grade 10 and
11);

e high rate of drop-out at the exit point;

e the pass rates are lowest in Grade 1 at 77.3% and only slightly better in
Grade 3 at 80%, and

e the pass rate in the foundation phases is lowest at 78.5%.
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The Department of Education (2005, p. 12) states that the building of school’s
infrastructure marks one of the responses of the Department of Education to deal
with development in schools and aids mediocre performance in those
underperforming school. The Mpumalanga Department of Education (2007, p. 4)
says that this is a problem that is worrying everybody, including the DOE. This is
because while the DOE is providing schools with resources, it is still expecting, in
terms of the conceptualisation of educational indicators at school level, that input
should be equal to output. Scheerens, Glas and Thomas (2003, p. 181) argue that, in
terms of input evaluation, the actual financial resources of a programme or school
may be described and judged according to the level that is thought to be necessary
in order to keep the system running, while output can be judged according to pre-

fixed attainment levels.

Ramurath (2007, p. 14) states that staff did not have enough equipment then and had
to find their own information to use in the classroom. She also claims that there are
just some things that cannot be improvised. Now, because of the workshops and
teachers’ guides, they can perform these tasks and take advantage of such
experience before going to class. These resources are precious to them, she
concludes, and as a result they take good care of them.

Education spokesperson Lunga Nggengelele in Ramurath (2007, p. 16) explains that
the report will help the departmental officials to understand why some schools in
rural areas do better than others with relatively resources than those of the township

schools.

The problems that will be experienced and influenced during the implementation of
this Curriculum Delivery Intervention Programme which emanated from the
following major areas such as classroom practices, professional development and
departmental support should effectively dealt with by the departmental officials.
The following problems dealing with each of these major areas will be fully
discussed:



W UNIVERSITEIT VAN PRETORIA

. UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

Classroom practices:

e The SMT members are no longer able to visit classes unexpectedly to see
what is happening between educators and learners.

e Unions and employers prefer school managers to visit classrooms through
IQMS, which has proved ineffective to date.

e Shortage of qualified educators for English, Mathematics and Science, and
facilities such as desks and chairs etc.

e The problem of overcrowding in classrooms.

e Usage of intoxicating substances by the learners.

e English as the language of teaching and learning.

e Parents’ involvement in taking care of education of their children.

Professional development:

e Schools have no norms of collegiality, where there is an expectation of
shared work in a co-operative atmosphere for all educators.

e Educators and SMT members do not frequently observe one another for
feedback, reflection and support regarding the teaching process.

e Lack of content knowledge by the educators.

e Staff members have no common, coherent set of goals and objectives that
they have helped formulate, reflecting high expectations of themselves and
their learners.

e Demoralised educators and lack of inspiration.

e No commitment among educators.

e Not enough training of educators by department officials.

Departmental support:

e Lack of qualified school SMT and knowledge or inspiration of others.
e Schools are not fully staffed with competent educators.
e Inexperience of development and implementation of school policies.

e Lack of knowledge in terms of co-ordination of all activities in the schools.
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e Physical environment of schools is not conducive teaching and learning.
e Inexperience of curriculum implementers in terms of content knowledge to
workshop educators.

e Unions and principals do not support the mentorship.
1.2.2 The rationale for the study.

The rationale for this study is based on a curriculum delivery intervention
programme designed to deliver educational support to schools in the Mpumalanga
Department of Education in all four regions in the province. Meyer (2002, p.149)
explains that ETD practitioners need to plan a curriculum which delivers a related
learning programme within the structured workplace or any other learning context.
He further says that they require the unit standard ‘plan a curriculum’ in order to
plan curriculum within their occupational competence. A Curriculum Delivery
Intervention Programme with optimal design for supporting schools in the province
with all necessary resources must get delivered; it must be implemented throughout
the region if it is to have any impact on the achievement of learners’ learning. Much
is planned and developed, but it often does not get implemented because of a lack of
a plan for dispersal throughout education system or rather school systems.
Frequently the new and innovative programme such as CDIP is blunted at the gates
of schools. The main other reason that may cause a new curriculum development
and delivery to miscarry is that implementation has not been considered critical in
the department of education in the nine provinces in the country. Van der
Westhuizen (2003, p. 313) explain that this means an individual teacher could apply
the quality process in the classroom, but would need the support and commitment of
the school system’s leaders to introduce a viable quality improvement process. He
further indicated that unless the staff see a genuine commitment to quality in the
behavior of the top team, improvement is unlikely to be implemented from below. A
very interesting fact is that many individuals in the Department of Education
responsible for curriculum do not possess a macro view of the process or realise that
innovations need very careful planning and monitoring. Carl (1997, p. 169) adds
that macro-implementation is the application of policy and curriculum initiatives as

determined at national levels by curriculum authorities.
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Curriculum Delivery Intervention Programme is driven or governed by
departmental support, which is expected from the departmental officials because if
there is no support, one needs not expect good performance from schools or
learners. Curriculum designers need to provide the necessary support for their
recommended programme modifications to facilitate their rapid implementation.
They have to do this to build self-confidence among those affected, such as the
principal, educators and school governing body in the school. Clarke (2007, p. 173)
emphasis that it is a matter which should be at the forefront of the minds of
everyone who cares about quality education and should particularly occupy the
minds of principals, developmental officials and politically effective heads of
education to come with a way to deal with this matter. He continues by saying that
in terms of the estimate of operational costs by the Department of Education,
Section 21 schools have a relatively free hand as to how they spend their budget.
However, Section 20 schools have to use the state-allocated portion of their budget
in accordance with set guidelines on the division between learning support materials
(textbooks, library books, charts etc.) and non-learning support materials (learner
desks and chairs, copier machines, computers, etc).

The support or delivery underpinned in the programme (CDIP) is in terms of
dissemination of information, wherein communication plays an important role. It is
almost an axiom that whenever a new programme is being designed,
communication channels must be kept open so that the new programme comes not
as a surprise to the customers. The continuous discussions about a new programme
among the departmental officials, the principals and educators are a key to
successful implementation of the programme. Carl (1997, p. 167) confirmed the
above-mentioned statements; the real measure of success during this application
phase is largely determined by the quality of the planning, design and dissemination
done beforehand. He further says that the success of implementation may be assured
if the dissemination had been effective and specific strategies had also been

followed during implementation.

The other important aspect to be looked into is to see whether educators can use

what they have received or learned through workshops and whether they are able to
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integrate all curriculums delivered offered in the CDIP by the department into a
daily programme of their schools. The integrated interventions involve estimating
how much intervention that consumers (learners, educators and school managers)
will need in future and then identifying a mix of appropriate sources and forms of
intervention to meet the needs in the most efficient and socially beneficial manner.
Piaget in (Ornstein & Hunkins, 2004, p. 110) explains that, integration ‘refers to
horizontal relationships of curriculum experience;” which means that the
organisation of experiences should be unified in relation to other elements of the
curriculum being taught and that subjects should not be isolated or taught as a single
course’ from the rest of the subjects.

The Integrated Quality Management System (IQMS), which is the national
Department of Education’s model for school improvement, uses the results of the
development appraisal (DA) of individual teachers as the basis for the development
of the school improvement plan (SIP), which it describes as a blueprint for actions
and processes needed to produce school improvement. Clarke (2007, p. 132)
explains that to integrate the intervention programme such as CDIP and the schools

need to comply with the following steps:

e The responsibility for developing the school’s improvement plan rests with
the school development team (SDT), which is made up of the principal, the
whole-school evaluation coordinator, democratically elected members of the
school management and an elected post-level 1 educator.

e Essentially, this group uses information provided by each teacher’s
development support group (DSG) to identify the development needs of
every teacher or SMT member.

e They work with individual teachers and are required to mentor them and
provide them with support. In addition, they must help them develop and

refine a personal growth plan (PGP) for the school.
The other support that all educators are expecting is to see is the support the

Department offers their school to enable them to improve the performance in the

school in terms of inputs such as funds, learner support materials, human resources
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and physical resources. Carl (1997, p. 49) confirms that curriculum support is a
stage in curriculum development during which the curriculum consumers are
prepared for the intended implementation and support reaches a critical point. He
further say this support is done through the distribution or publication of
information, ideas and notions on in-service training to prepare all those involved

and to inform them of the proposed curriculum.

According to Adam (1997, p. 4) in Steyn and Van Niekerk (2007, p. 224),
professional development covers a variety of activities, all of which are designed to
enhance the growth and professional competence of staff members. Educators’
participation in professional development can enhance the success and effectiveness

of the professional development programme.

Teacher training in classroom management should be a regular component of any
school’s teacher professional development programme. Clarke (2007, p. 95)
emphasises that most experienced teachers benefit from being reminded of the range
of strategies that are available to them. He states that teachers also have a valuable
role to play in mentoring colleagues (particularly those who are new to the school)
in the strategies and techniques of classroom discipline, and in the school’s

preferred approach to dealing with non-compliant learners.

Arguably, quality teaching and learning at schools depends on staffing. Van
Deventer and Kruger (2003, p. 220) state that, when identifying development needs,
it is essential to decide which of the problems are the most important and should
receive attention first. According to Clarke (2007, p. 95), it is important, if the focus
of professional development for the staff during a particular period is to be
classroom management, that lesson visits focus on this aspect of teaching. With this
in mind, visiting teachers should be asked to note how the educator they are
observing manages a particular aspect of student behaviour or particular phases of

the lesson.

This study contributes to the existing knowledge base on curriculum delivery
intervention in a number of ways. Firstly, it reveals how the Mpumalanga

Department of Education is having difficulties with curriculum delivery in schools
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in the province in the current context of trying to take education to a higher level.
Secondly, it intends to inform the Department of Education about how curriculum
delivery needs to be approached in the current context of transformation in the
province. Thirdly, it proposes the explanation for the different meanings ascribed to
Curriculum Delivery Intervention Programme within the framework of the existing
theory on professional development, classroom practices and departmental support.
In the broader sense, the study contributes to an African perspective regarding the
implementation and development of curriculum in education. The unique context of
this study is the lack of competency of both regions and provincial departments to
fast track or carry out the curriculum delivery in terms of implementation. Orstein
and Hunkins (2004, p. 323) confirm that in schools where there has been successful
change, the curriculum directors assist teachers and principals in furnishing
pedagogic and curricular knowledge. They further state that teachers within the
system expect these people to keep abreast of the latest research and theories on any
particular innovation and to communicate by giving a feedback to these insights to

the school staff.

The other key question is based on the reporting or immediate feedback after
evaluation or checking of all existing documentations in the school. Feedback is
information given in response to a person’s performance of a task, used as a basis
for improvement. Scheerens, Glass and Thomas (2003, p. 12) confirm that
programme evaluation is designed to have both formative and summative elements;
the former is close to the improvement perspective and the latter close to the
accountability perspective. They further emphasise that it is aimed at providing

feedback that is relevant to support and improve the process of implementation.

Where special interventions have been put in place in an effort to improve results,
any improvement in results needs to be justified in terms of better performance
rather than less rigorous assessment tasks. The monitoring and reporting of the
results in this way is a key element of the management of good teaching and
learning. Scheerens, Glass and Thomas (2003, p. 31) explain that learning,
feedback, the formative role of evaluation, intrinsic interest in process and a
methodology that is controllable by the teacher are the central characteristics. They

further say that external school evaluation is more likely to be accountability-
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oriented and that internal evaluation is more likely to be improvement-oriented,
although exceptions may occur, as when a school deploys an external consultant to

review, for instance, its managerial structure.
1.3 Research questions for the investigation
The research question that guided this investigation reads as follows:

“How do educators and SMT members respond to the curriculum
delivery intervention programme in township schools in terms of
departmental support, professional development and classroom
practices?”

The main question the researcher wants to address is how educators and the school
management team members respond to the Curriculum Delivery Intervention
Programme in the school. To explain and/or explore the main research topic
according to the purpose noted above, seven secondary questions guided the inquiry
into the Curriculum Delivery Intervention Programme (CDIP):

e How were educators informed about the implementation of the CDIP?

e What training have they received regarding the implementation of the
curriculum delivery programme?

e What support did they get from Mpumalanga Department of Education?

e How did they implement the Curriculum Delivery Intervention Programme?

e How was the implementation monitored?

e How often did they receive feedback from programme evaluation?

e How was the Curriculum Delivery Intervention Programme integrated into

the daily programme of the educators?
1.4 Aims and objectives

The aim of this study was to explore and/or explain how educators and the school
management team members responded to a curriculum delivery intervention
programme in terms of departmental support, professional development and

classroom practices in order to improve the quality of teaching and learning in
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township schools. It aimed also to provide the researcher/evaluator with a list of the

intended outcomes for the curriculum delivery intervention programme.

Aspects such as professional development, departmental support and classroom
practices of 2007, 2008, 2009 and 2010 will be focused on to ensure that every
school in the country provides every learner in the system with a fair chance to
succeed at any level. This will be achieved by targeting the following intended
outcomes of the curriculum delivery intervention programme. The following

outcomes were envisaged in the investigation:

e To establish how educators are informed about the implementation of the
Curriculum Delivery Intervention Programme (CDIP).

e To determine what training educators did they have received regarding the
implementation of the curriculum delivery intervention programme.

e To determine what support educators received.

e To establish how the implementation of the Curriculum Delivery
Intervention Programme (CDIP) was achieved.

e To establish how the implementation is monitored.

e To establish how often educators receive feedback from programme
evaluation.

e To determine how the Curriculum Delivery Intervention Programme (CDIP)
is integrated into the daily programme of the educators.

It has been only four years now that the Department of Education has been
facilitating the intervention. Therefore this study sets out to contribute to the
knowledge regarding the monitoring and evaluation that has underpinned the
literature review on core functions, basic data and evaluation objects which form the
conceptual framework of learner attainment in the South African school

environment.
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1.5  Theoretical framework underpinning the investigation

Scientific-positivistic evaluation models inform this research. These assert that
differences might be harnessed productively and used to unify social groupings,
while contributing something essentially new and creative that did not exist before.
Ornstein and Hunkins (2004, p. 40) argue that the scientific-positivistic evaluation
models have taken educational evaluation as the beginning of the modern era of
programme evaluation. They further say that the evaluation plan was organised in

four sequential steps as follows:

e Focusing on the goals and objectives of the programme.
e Classifying objectives.
e Defining objectives in behavioural terms.

e Finding situations in which achievements are shown.

Davidson (2005, p. 11) states that, in terms of the evolution of the human race,
evaluation is possibly the most important activity that has allowed us to grow,
improve things and survive in an ever-changing environment. In this case, to change
or turn around the situation through curriculum delivery in the classroom is to
improve the performance of schools. This will only be possible if the DOE provides
the schools with the relevant resources. The following aspects such as the
dissemination of information, curriculum development, monitoring and evaluation,
departmental support and professional development and classroom practices form

the theoretical framework for the study.

Ornstein and Hunkins (2004, p. 342) show us that there are three theoretical
assertions about decision management/orientation. This approach to educational
evaluation has been that presented by Daniel Stufflebeam. The two indicate further
that Stufflebeam’s approach to evaluation is recognised as the CIPP (context, input,
process and product) model. Clarke (2007, p. 47) explains that departmental support
will be through curriculum implementation in terms of learning support materials

and physical and human resources as considered as the inputs in the context
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(schools). Daniel Stufflebeam explained it’s approach to educational evaluation in
Ornstein and Hunkins (2004, p. 343) as follows:

“Contextual evaluation is the educational evaluation that involves studying
the environment (school environment) of the program and its purpose is to
define the relevant environment, portray the desired and actual conditions
pertaining to that environment. Input evaluation is designed to provide
information and determine how to utilize resources (such as human
resources, physical resources, learning support materials and professional
development) to meet program goals and asses the school’s capabilities to
carry out tasks of evaluation: they consider the strategies suggested for
achieving program goals and identify the means by which a selected
strategy will be implemented. In terms of the process evaluation is defined
as a stage addressing implementation of curriculum decisions that control
and manage the program and used to determine the congruency between
the planned and actual activities (teaching and learning in the classroom) in
the classroom practices. Lastly, the product evaluation is also defined as the
product evaluators gathering data to determine whether the final curriculum
product now in use is accomplishing what they had hoped and to what
extent are the objectives created being attained? And further explained that
product evaluation provides evaluators with information that will enable
them to decide whether to continue, terminate, or modify the new
curriculum. It allows them to link actions at this stage of the model to other
stages of the total change process”

This comprehensive model considers evaluation to be a continuous process. The
researchers contend that information is provided to management the purpose of
decision-making, for which there is a three-step process. This is, firstly, delineating
the information necessary for collection of data on the implementation of this
programme. Secondly, obtaining the information and finally, disseminating it to the
interested parties. In this study the model is based on Stufflebeam’s approach in
terms of the input that was directed by departmental support, professional
development, and educators’ practices in the classroom in order to improve the

educators’ performance (which was indicated by learner performance in the school).

This meant that all four approach models of Stufflebeam as mentioned above
revolve around a decision-management oriented to educational evaluation in the
school. The information is provided to management for the purpose of decision
making with the aid of resources so that the implementation (process evaluation)

and achievement (product evaluation) must take place in the school situation
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(context) and supported in terms of Curriculum Delivery Interventions by the
Departmental officials.

In terms of the Daniel Stufflebeam model, the Departmental officials should
actually provide schools with resources such as finances, learner support materials
and equipments and School management team members ensure that there is a proper
planning so that the implementation takes place in the school. The effective use of
the inputs such as finances, learner support materials and equipments in a proper
way, it will help the school to improve its performance, if not, it will clearly that
there was no effective planning during the implementation (process). This leads to

say, there will be no good results (production).
1.6 Research approach

It was decided to follow a multiple- methods research approach in this investigation.

These methods will be discussed in depth in chapter of this investigation.

Firstly, the approach can be characterised as collaborative as the researcher worked
closely with the underperforming schools where the curriculum delivery
intervention programme operates and particularly the educators and school
management team, to facilitate the tailoring and timeliness and maximise the
usefulness of curriculum delivery in the underperforming school. Creswell (2005: p.
589) explains the term collaborative as to collaborate with others and this is central

to action research and it involves actively participating with others in research.

Secondly, the evaluation approach may also be considered a mixed methods
approach because it employs both qualitative (e.g. observation, individual

interview) and quantitative (e.g. questionnaire) measures.

Quantitative methods provide numerical representations of outcomes that can be
used to assess accomplishment against goals, standards or targets; qualitative data,
on the other hand, provide rich information that can be used to examine phenomena
not readily amenable to quantitative exploration and/ or to provide a contextualised,

more complete explanation of the phenomenon or programme under study.
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1.7 Outline of the dissertation

The dissertation is structured into five chapters; chapter 1 provides talked the
problem statement, aims and objective of the study. Chapter 2 provides the literature
review (Curriculum Delivery Interventions) as conceptual framework of the study.
Chapter 3 outlines the methodology. Chapter 4 presents the analysis of the
investigation by using the tables and graphs (box plots) and Chapter 5 provides the

main findings, recommendation and implications.

Chapter 1 presents the problem statement, aims and objective of this study; the
Mpumalanga Department of Education was forced to introduce a Curriculum
Delivery Intervention Programme with the intention of addressing the mediocre
performances experienced in the province. The main problem identified in the
province by the educational leaders is that the academic performance of learners
from the primary schools is very poor and this accounts for the poor results in
secondary school education. Poor performance in both primary and secondary
schools is the result a lack of effective curriculum management and poor curriculum
delivery by the same school managers, the reason being that not all school managers

undergone an intensive training to manage school.

The aim of this investigation is outlined as to explore and/ or explain how both
educators and the school management team members responded to the curriculum
delivery interventions programme in terms of departmental support, professional
development and classroom practices in order to improve the quality of teaching
and learning in school. Aspects such as professional development, departmental
support and classroom practices are focused on to ensuring that every school in the
country provides every learner in the system with a fair chance to succeed at any

level.
The following objectives were envisaged in the investigation:

e To establish how educators are informed about the implementation of the

Curriculum Delivery Intervention Programme (CDIP).

19



W UNIVERSITEIT VAN PRETORIA

. UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

e To determine what training educators did they have received regarding the
implementation of the curriculum delivery intervention programme.

e To determine what support educators received.

e To establish how the implementation of the Curriculum Delivery
Intervention Programme (CDIP) was achieved.

e To establish how the implementation is monitored.

e To establish how often educators receive feedback from programme
evaluation.

e To determine how the Curriculum Delivery Intervention Programme (CDIP)

is integrated into the daily programme of the educators.

The rationale for this study is based on a curriculum delivery intervention
programme that designed to deliver educational support to schools in the
jurisdiction of the Mpumalanga Department of Education in all four regions in the
province. A curriculum with optimal design for supporting schools in the province
with all necessary resources, must be delivered, it must be implemented throughout

the region if it is to make any impact on the achievement of learners’ learning.

Chapter 2 presents the literature review that explores curriculum delivery
interventions such as departmental support, classroom practices and professional

development.

Chapter 3 of this study is based on the methodology used in order to give the details
on the procedure that had been followed in defining the population and sample, the
methods used, data collection, analysis and ethical considerations. The approach
used in this study is a mixed-method. The population for this study is all schools
declared to be underperforming in the regional level at Nkangala. Sampling was
done from all schools performing or obtaining less than 50%. The researcher
focused his research on one secondary school in the Mpumalanga province.
Triangulation in the form of questionnaires, individual interviews and an
observational checklist and data analysis was used in the study. The descriptive
analysis and logical analysis were followed to explore the understanding of the

phenomenon.
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Chapter 4 of this investigation is based on the analysis and interpretation of the
results of both quantitative and qualitative data. The biographical information of the
respondents who participated in the investigation as appear in the section A of the
questionnaire was also discussed in this chapter. The results of the frequency
analysis were discussed by using tables. The results of the frequency analysis of the
observational checklist were also discussed by using tables. The interpretation of a
box and whisker plots by using graphs were also discussed in this chapter. Another
approach that was discussed in this chapter was the analysis of the findings of the

qualitative approach to the investigation.

Chapter 5 of this investigation is based on the main findings, recommendations and
implications. It is also based on the findings of the empirical investigation on both
the quantitative and qualitative study. The limitations, suggestions for future study
and the closing comments were also discussed in this chapter.

1.8 Conclusion

Chapter 1 endeavoured to give the reasons why the Mpumalanga Department of
Education introduced a curriculum delivery intervention progrmme in the province.
A related question that is that nobody exactly knows how educators and the school

management team respond to the CDIP introduced in the province.
The main question in this study is how educators and SMT members respond to the

CDIP in township schools in terms of departmental support, professional

development and classroom practices.
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Chapter 2

Literature review in terms of curriculum delivery interventions in

schools
2.1 Introduction

A curriculum has been described as the blue print for the functioning of the primary
process in education. The curriculum could function as a powerful coordination
mechanism. Eisner, in Jacobs, Gawe and Vakalisa (2002, p. 92) explain that the
term curriculum is derived from the Latin word “currere” meaning the course to be
run or a task to be completed. Jacobs, Gawe and Vakalisa (2002, p. 92) explain that
this means schools have programmes designed for learners that are to be completed
within a specified period of time.

Delivery is a broad word that means to bring and hand over something promised by
an individual or the government. The curriculum delivery interventions mentioned
above as heading of this chapter 2 embraces departmental support, professional
development, classroom practices, monitoring and evaluation, program
implementation, curriculum management, change and improvement, integration of
interventions and curriculum implementation . In the formal educational context, the
South African Department of Education is the role player in delivering education as
promised to the entire South African population. Popham (2004, p. 425) emphasises
the fact that to support such inter-specialist collaboration, special departmental
seminars could be set up specifically for key departmental representatives of the
three groups. The delivery referred here, is in terms of the Department providing
and supporting schools with human resources, physical resources, learner support

materials and professional development.

It is clear that in cases where the management of the school has improved; there is
also a notable progress in learner performance, probably through enhanced educator
ability. The Department of Education (2007, p. 3) has suggested that it would be
essential for all school principals, deputy principals and education specialists from

under-performing schools to undergo an intensive management and leadership
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training programme organised by the province concerned. This means that the
mentoring of school principals has been found to be an effective approach towards
improving their management skills. It further explains that the development of
management and leadership skills could also include district support in terms of
departmental support, professional development and classroom practices as

indicated.

To ensure that all schools are fully resourced in terms of their physical and financial

requirements;

e Management and leadership support should be provided to schools.

e A focus session with the SMT, SGB and educators should be arranged to
establish shortcoming of the schools with a view to developing an
improvement plan.

e Subject advisory support must be provided, especially in those areas where
there is poor performance.

e Monitoring and support programmes are provided for schools introducing
Grade 12 for the first time.

e Scheduled visits and capacity building of new schools should be in place.

e Under-performing schools should be prioritized for high-impact monitoring
and support by a multi-functional task team.

e Scheduled visits to schools should be conducted by district teams to

facilitate an integrated intervention.

The second section of the literature review deals with curriculum development. It
attempts to answer the question why curricula developed for this programme. The
third section deals with the area of communication. The fourth section focuses on
the curriculum implementation. In this subject we needed to explore how the
Department of Education have supported schools and how schools have
implemented it. The other section addresses professional development. We needed
to explore in another section how the department developed and trained educators in

terms of skill development. The fifth section seemed to be the nucleus of the whole

23



W UNIVERSITEIT VAN PRETORIA

. UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

implementation of the programme, here; we were looked at the support the regional
officials offer to schools.

Sixth section dealt with classroom practice. Here we looked at the implementation
of curriculum delivery in the classroom situation where educators educate and
learners learn and do all forms of assessment. The programme implementation was
subjected to discussion. We looked at how the regional offices design appropriate
learning materials and select suitable learning strategies and techniques to facilitate

the learning process.

The seventh section dealt with the areas identified for improvement and changes
and determined what it that we should change or improve was. Curriculum
management emphasises that it is essential for principals and school management to
ensure that they are fully familiar with this material to monitor what the subject

heads and teams are doing.

One section explored the integration of interventions of the programme where the
integrated quality management system played a role. The national Department of
Education’s model for school improvement uses the results of the development
appraisal of individual teachers as the basis for the development of the school

improvement plan.

All of the above-mentioned interventions strategies underpin the conceptual
framework of the study. In terms of the theoretical framework they link well
because the interventions in this study such as professional development (providing
skills to the educators in the form of in-service training) and departmental support
(providing human and physical resources and learning materials) refer to the
Stufflebeam’s input model while classroom practices (teaching and learning taking
place in the classroom situation by educators) also refers to the Stufflebeam process

model as the implementation section in this study.
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2.2  Curriculum Development in terms of Curriculum Delivery

Interventions

The new education, training and development (ETD) system seeks to achieve a
better integration between them in South Africa. Meyer (2002, p.149) explains that
ETD practitioners need to plan a curriculum which delivers a related learning
programme within the structured workplace or any other learning context. He
further says that they require the unit standard “plan a curriculum’ in order to plan
curriculum within their occupational competence. The role players suggested by the
Skills Development Act, Labour Relations Act and other relevant legislation need to
be considered. The education and training philosophy or approach on the curriculum
is based as well as the purpose, outcomes, materials and mode of delivery for each
programme should be stipulated in the curriculum framework. Carl (1997, p. 47)
explains that the term or concept curriculum development lends itself to different
interpretations and identifies six authoritative phases in order to show how

curriculum development progresses:

“Curriculum design is that phase during which a new curriculum is planned or
during which the deplaning and review of an existing curriculum are done after a
full re-evaluation has been carried out. This phase usually has a number of
characteristic components which include, inter alia, purposefulness, content,
methods, learning experience and evaluation. Curriculum dissemination (which is
often equated with implementation in the curriculum literature) is that phase in
curriculum development during which the curriculum consumers are prepared for
the intended implementation and information for the intended implementation,
ideas and notations, in-service training etc, are motivated to prepare all those
involved and to inform them of the proposed curriculum. Curriculum
implementation is that phase during which the relevant design is applied in
practice. Lastly, curriculum evaluation is that phase during which not only the
success and effectiveness of the learners but also at the general success of the
economy of the country. A distinction must therefore be drawn between
curriculums orientated evaluation.”

Ornstein and Hunkins (2004, p. 322) support the statement made by Carl (1997, p.
47) above in terms of dissemination of the information by saying that the principal’s
leadership is critical for the success of any curriculum development and
implementation. They make sure that they determine the organisational climate and
they support those persons involved in change. The principal creates an atmosphere
in which good working relationships exist among teachers, and teachers are willing

to take the risks necessary to create and deliver new programme changes
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implemented. They further say that the director of curriculum can assist teachers,
supervisors, and principals in the implementation process by inspiring and providing
the necessary support for the staff by clarifying the district’s goals and values,

conducting curriculum surveys and communicating district policies and guidelines.

In conclusion, curriculum planners have a wide selection of curriculum
development models from which to choose. The models they select are influenced
by their philosophical orientation and approaches to curriculum. Diversity of
approach characterizes curriculum creation; however, certain curriculum elements
are universal and require attention from all curriculum developers. Content
experience and environment, for instance, are constants regardless of design or

development.
2.3 Dissemination of information

The support or delivery intervention contains in the programme is dissemination of
information, wherein communication plays an important role for the success of the
CDIP. It is almost an axiom that whenever a new programme is being designed,
communication channels must be kept open so that the new programme comes not
as a surprise to the customers. The continuous discussions about a new programme
among the departmental officials, the principals and educators are a key to
successful implementation of the programme. Carl (1997, p. 167) confirms the
above-mentioned statements; the real measure of success during this application
phase is largely determined by the quality of the planning, design and dissemination
done beforehand. He further says that the success of implementation may be assured
if the dissemination has been effective and specific strategies are followed during

implementation.

Effective implementation of innovation requires time, personal interaction and
contacts, in-service training and other forms of people-based support. Ornstein and
Hunkins (1993, p. 304) state that curriculum designers need to provide the
necessary support for their recommended programme or programme modifications

to facilitate their rapid implementation.

26



W UNIVERSITEIT VAN PRETORIA

. UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

2.4 Curriculum Implementation in classroom practices

Implementation is the application phases of core syllabi. The school’s broad
curriculum contains different subject knowledge, different work schedules and
lesson unit that developed by educators in the school. The sharing of the
instructional leaders (collaboration of educators in terms of classroom practices) and
that make educators to determine a successful and effective curriculum
implementation to a great extent in the schools. Successful implementation,
however, depends on the extent to which all consumers are informed and have been
prepared for the envisaged change and whether they are prepared to associate
themselves with it. Ornstein and Hunkins (2004, p. 298) mention that the
individuals might even resist using the term implementation, thinking that the term
suggests a technical rationality. There are numerous reasons for the failure of
innovative curricula not being successfully implemented. They further say that

experts outside the school design many innovative programmes.

Ornstein and Hunkins (2004, p. 303) pointed out that curriculum designers need to

make sure that the programme is running effectively by adhering to the following:

e Programmes must be designed so that they can be integrated into and
supported by the organizations within which they are designed to
function.

e In-service programme that work have resulted from collaborative efforts
and have addressed the needs of those who are to be affected by the new
curriculum.

e Effective in-service training has the necessary flexibility to respond to
the changing needs of the staff.

e Without adequate financial support, efforts to get a programme going
district-wide will fail.

e A trust relationship must exist among all parties in the school, especially
between administration and the educators.

e Implementation is a collaborative and emotional effort.

27



W UNIVERSITEIT VAN PRETORIA

. UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

2.5  Professional Development of educators

According to Adam (1997, p. 4) in Steyn and Van Niekerk (2007, p. 224)
professional development covers a variety of activities, all of which are designed to
enhance the growth and professional competence of staff members. Educators’
participation in professional development can enhance the success and effectiveness
of the professional development programme. The Department of Education (2000,
p. 16) state that educators need information to successful put the new curriculum
into practice. They further state curriculum committee must make sure that the
school has the following policies in place: continuous assessment policy, policy on
selection of textbooks, and homework policy. Monteith, Van der westhuizen and
Nieuwoudt (2002, p. 22) state that resource management refers to all the sources a
student can use to make learning easier. They further explain that resource
management strategies are designed to assist learners in managing such resources in
terms of effort and persistence and are aimed at helping learners to manage the time

they have available for a give task and their study environment.

Teacher training in classroom management should be a regular component of any
school’s teacher professional development programme. Clarke (2007, p. 95)
emphasizes the fact that most experienced teachers benefit from being reminded of
the range of strategies that are available to them. He states that teachers also have a
valuable role to play in mentoring colleagues (particularly those who are new to the
school) in the strategies and techniques of classroom discipline and in the school’s

preferred approach to dealing with non-compliant learners.

Arguably, quality teaching and learning at schools depend on staffing. Van
Deventer and Kruger (2003, p. 220) state that, when identifying development needs,
it is essential to decide which of the problems are the most important and should
receive attention first. According to Clarke (2007, p. 95), it is important, if the focus
of professional development for the staff during a particular period is to be
classroom management, that lesson visits focus on this aspect of teaching. With this
in mind, visiting teachers should be asked to note how the educator they are
observing manages a particular aspect of learner behaviour or particular phases of

the lesson.
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2.6 Departmental Support and Intervention

In terms of district support Clarke (2007, p. 75) explains that it is the structure that
is closest to the site of delivery, i.e. the district, that needs to take final responsibility
for the performance of the schools falling under its jurisdiction. He further says that
the district is responsible for supporting, monitoring and evaluating the school on an
ongoing basis. Woolfork (1998, p. 392) explains that motivation to learn and teach
is encouraged when the sources of motivation are intrinsic, the goals are personally
challenging, and the individual is focused on the task, has a mastery orientation,
attributes successes and failures to controllable causes and believes ability can be

improved.

In most schools that are under-performing, it has been established that one of the
primary factors contributing to this under-performance is poor or inefficient
management. In cases where the management of the school has improved, there is
also a notable progress in learner performance, probably through enhanced educator
ability. The Department of Education (2007, p. 3) suggests that it is essential for all
school principals, deputy principals and education specialists from under-
performing schools to undergo an intensive management and leadership training
programme organised by the province concerned. This means that the mentoring of
school principals is an effective approach towards improving their management
skills. It further explains that the development of management and leadership skills

need to:

e Make sure that all schools are fully resources in terms of their physical and
financial requirements.

e Arrange focus session with the SMT, SGB and educators to establish
shortcoming of the schools with a view to developing an improvement plan.

e Provide subject advisory support especially in those areas where there is
poor performance.

e Provide monitoring and support programmes for schools introducing Grade
12 for the first time.
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e Schedule visits and capacity building to new schools;

e Prioritise under-performing schools for high-impact monitoring and support
by a multi-functional task team;

e Schedule visits to schools by district teams to facilitate an integrated

intervention.

In order to obtain the commitment of school managers to good teaching and
learning, it is important to understand precisely what is meant by ‘good teaching
and learning’. Clarke (2007, p. 173) emphasises the fact that it is a matter which
should be at the forefront of the minds of everyone who cares about quality
education, and should particularly occupy the minds of principals, developmental
officials and politically effective heads of education. He continues by saying that in
terms of the estimate of operational costs by the Department of Education, Section
21 schools have a relatively free hand as to how they spend their budget. However,
Section 20 schools have to use the state-allocated portion of their budget in
accordance with set guidelines on the division between learning support materials
(textbooks, library books, charts etc.) and non-learning support materials (learner

desks and chairs, copier machines, computers etc).

Department of Education (2000, p. 23) indicates that the Skills Development Act,
No. 97 of 1998 makes provision for national, sector and workforce strategies to
provide financing by means of levy-grant schemes with employers — for instance,
organising workshops for educators on content knowledge. The Constitution of
South Africa Act, No. 108 of 1996 clearly states that the child has a right to
education and the State has an obligation to provide this education to all children
without discrimination. | say that the commitment of the whole school community
means a situation where Section 20 teachers teach, learners learn, departmental
officials give support and parents support both teachers and learners.

2.7  Classroom Practices (Learning Environment)

This section deals with good teaching and learning. In this context teaching quality

refers to the teacher’s ability to teach and what he or she does to promote learning
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within the classroom situation. Clarke (2007, p. 207) stresses the need to create a
positive learning climate, i.e. selecting appropriate instructional goals and
assessment, using the curriculum effectively and employing those teaching
behaviours that help learners to learn at high levels. Good teaching and learning is
about the quality of what happens in the classroom and in the interaction between
the teacher and students.

Kaplan and Owings in Clarke (2007, p. 223) state that, in reviewing the research
linking teacher quality to teacher achievements, there is a distinction between
teaching quality and learning quality. The former concerns the input the teachers
bring to school, such as aptitude, professional preparation, qualifications and prior
work experience. It is evident that learning is no longer restricted to an individual
experience. A school that is working is regarded as a school with good leadership;
where leadership is about getting things to change in terms of having a vision,
strategy, aligning people and motivation and inspiration. Clarke (2007, p. 3) clearly
states that management is about getting the system to operate effectively. Four key

strategies that managers use to ensure operational effectiveness are:

e Planning and budgeting — creating systems for operational efficiency.

e Organising and staffing — making sure that everyone knows what is
expected.

e Controlling and problem solving — making it happen.

e Predictability and order.

These entire objectives will be attainable if the Departmental officials adhere to the
Skills Development Act, No. 97 of 1998, which states that there is a requirement to
provide for national, sector and workforce strategies to provide financing by means

of levy/grant schemes with employers.

Meyer (2002, p. 74) argues that education is a team and organisational process that
requires new and innovative ways of learning and managing performance
improvement. He further says that it becomes part of a continuous process of

sharing information with learners and the environment. It is true that, as is the case
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with the NQF, learning organisation also embodies the principle of lifelong

learning. It is indeed a continuous and never-ending process.

Popham (2005, p. 52) points out that the major contribution of classroom
assessment to teachers’ decision-making is that it provides reasonably accurate
evidence about learners’ status. He adds that teachers are often forced to make
inferences about learners’ knowledge, skills or attitude based on information
observation. However, such unsystematic observations sometimes lead teachers to
influence the learners’ status. Moloi (2009, p. 135) pointed out that teachers realize
that the benefits of self-assessment can only be realized when they are willing to
share control of assessment by allowing learners to play a role in influencing the

process, and when learners are involved in determining the assessment criteria.

Mestry, Steinberg and Almond in Scheerens, Glass and Thomas (2003, p. 100) view
educational measurement as a form of evidentiary reasoning that covers the
inferential product from observable learner behaviour in particular circumstances to

their general level of knowledge and skills.

Popham (2005, p. 55) asserts that content-related evidence of validity refers to the
adequacy with which the content of the test represents the content of the assessment
domain from which inferences are to be made. He states that when those in
educational management several decades ago first dealt with the idea of contents
relationship, the focus was on achievement examinations, such as a test of the
learners’ knowledge of history. Teachers who can test well are better teachers, he
maintains, and continuous by saying that effective teaching will enhance their
performance, thereby benefiting both themselves and their learners in the classroom
situation. Scheerens, Glass and Thomas (2003, p. 10) assert the importance of
educational measurement but reminds that it is only one of the two basic forms of
educational evaluation, the other one being programme evaluation. They further
state that the technology and formal conceptual background of educational
measurement needs to address the following appropriate issues:

e Item formats — both closed and open.
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e Authentic assessment.
e Norm-referenced and criterion-referenced testing.

e The degree to which tests are auricular-tied.

The Department of Education (in NCS, 2003, p. 13) contends that another problem
in the assessment field is the appropriate selection of assessment tools and
instruments; inappropriate assessment tools could lead to the development of only
selected competences required by the curriculum. It is important that all forms of
assessment should be applied to enable the development of a full range of

competences, which will contribute to the development of learners.
2.8 Program Implementation

The design phase of the curriculum delivery programme is of critical importance for
the success of any programme intervention. This is achieved by the design of
appropriate learning materials and the selection of suitable learning strategies and

techniques to facilitate the learning process.

Meyer (2002, p. 138) states that the implementation of interventions requires careful
thought in complex settings. He contends that intervention involves performance,

behaviour and other sensitive issues.

It is not only the managerial skills in various schools that may require a new
approach to be implemented. Schools should also ensure that relevant interventions
are selected to contribute to effective teaching and learning in terms of classroom
practices. Clarke (2007, p. 18) explains that the way in which to make a large
project of this kind manageable, is to divide and conquer. That is, divide the project
into smaller, more manageable tasks. These smaller, short-term goals, should
obviously be included in the overall goals list as sub-sets, but given the same level
of importance as the main objective. He states that people need to be the champions
of their particular goal; together they will form the team to drive and monitor the
implementation of the strategic plan.
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It is both important and advisable for departmental officials to urge the teams
involved in the implementation of the programme to schedule meetings on a regular
basis, so that they can report on progress and share ideas on their successes and

challenges.

According to Meyer (2002, p. 139), the plan for the implementation of interventions

should be set up as follows:

e A plan to develop the intervention itself — to include the identification of the
internal and external resources required to complete the development in
terms of timelines, budgets, experts’ roll-out dates and milestones.

e A strategy to ensure commitment throughout the interventions.

e An analysis of the target population.

e An analysis of intervention sequencing.

e Review of the intervention implementation.
2.9  Changes and improvement

In terms of professional development, apart from the requirement for the educators
to improve, the results in schools need to be seriously monitored and evaluated by
the DOE. Clarke (2007, p. 132) explains that Integrated Quality Management is the
national Department of Education’s model for school improvement, and uses the
result of the development appraisal of individual teachers as the basis for the
creation of the school development plan. It describes this plan as a “blueprint for

actions and processes needed to produce school improvement’.

Kotter and Schlesinger (1979, p. 106) introduce the idea that, in the context of
educational management, change means, inter alia, that school principals are
exposed to new controls and regulations, growth, increasing competition,
technological development and changes in workforce. Beckhard and Harris (in Van
der Westhuizen 2003, p. 182) state that changes in legislation, the availability of

resources, market demands and social priorities often force principals or the state to
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redesign the organisation’s structure, and, in addition, change procedures, redefine
priorities and re-deploy resources.

Van der Westhuizen (2003, p. 325) makes the point that a quality improvement
team is of key importance to the successful implementation of total-quality-
management to make schools fully functional. He further states that these teams
need to be part of a strategy, since they reflect fundamental TQM concepts such as
decentralisation, flat organisation structures and the empowerment of personnel. He
also argues (2003, p. 326) that there is a concern that the linkage between TQM and
improved learning outcomes may not be clear or may even be non-existent. This
concern originates from the assumption that TQM may be relevant for delivery of
services such as resources and programmes to schools. In comparing TQM to
teaching and learning, he posits that this support structure may not be applicable to
this particular context.

In conclusion, the emphasis is that schools as organisations, which can themselves
learn, can continuously improve people, processes and systems and therefore
contribute towards quality education.

2.10 Curriculum Management

Mestry and Grobbler (2004, p. 2) state that South African school managers have a
multifaceted and enormous task to establish an environment that can lead to
effective schooling. They further say that one of the major changes in principalship
has been the range of expectations placed on these individuals. The Department of
Education (2000, p. 8) states that there is general agreement about why schools need
good management and leadership is to ensure a better quality education for the
learners. These expectations have moved from the demand for management of
curriculum and control to the demand for an educational leader who can foster staff

development as well.

Clarke (2007, p. 238) advises school managers that the Department of Education
has produced documents providing detailed information on how subject teams and

teachers should approach this planning, and the kind of information that their
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planning material should include. He emphasises that it is essential for principals
and school management to ensure that they are fully familiar with this material so
that they are in a position to monitor what the subject heads and teams are doing.
The design of an Mpumalanga DOE intervention plan should be based on a four-
pillar strategy that takes into account short-, medium- and long-term considerations
(Department of Education, 2008, p. 19), which are the following:

e Curriculum support and professional development (content knowledge).
e Learner support and development (packaging/learning materials).
e Stakeholders’ involvement (Anglo Coal Mines, Old Mutual, Xstrata, etc.).

e Resources (human and physical).

Mpumalanga Department of Education (2008, p. 12) introduced such interventions
in curriculum delivery to assist educator performance. These include quality
assurance and monitoring of work of educators, task-on-time, management plans
and duties, content knowledge workshops and stakeholders’ involvement in the

area.
2.11 Integration of interventions

Integration is the process of grouping together similar themes which should be dealt
with simultaneously. The integrated interventions involve estimating how far the
curriculum delivery needed to consumers (learners, educators and school managers)
and then identifying a mix of appropriate sources and forms of interventions to meet
the needs in the most efficient and socially beneficial manner. According to Piaget
in Ornstein and Hunkins (2004, p. 110) integration ‘refers to horizontal relationships
of curriculum experience’ and means that the organisation of experiences should be
unified in relation to other elements of the curriculum being taught and that subjects
should not be isolated or taught as a single course from the rest of the subjects.

The Integrated Quality Management System (IQMS) which is the national

department of education’s model for school improvement, uses the results of the
development appraisal (DA) of individual teachers as the basis for the development

36



W UNIVERSITEIT VAN PRETORIA

. UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

of the school improvement plan (SIP), which it describes as a blueprint for actions
and processes needed to produce school improvement. Clarke (2007, p. 132)
explains that to integrate the intervention programme the schools need to comply

with the following:

e The responsibility for developing the schools improvement plan rests with
the school development team (SDT), which is made up of the principal, the
whole-school evaluation coordinator, democratically elected members of the
school management and elected post-level 1 educator.

e Essentially, this group uses information provided by each teacher’s
development support group (DSG) to identify the development needs of
every teacher or SMT member.

e They work with individual teachers and are required to mentor them and
provide them with support. In addition, they must help them develop and
refine a personal growth plan (PGP) for the school.

These personal growth plans inform the school improvement plan. It is clear that all
steps mentioned above will help the director for curriculum to be informed on what
schools need in terms of support so that they will be able to improve educator
performance. It will also assist the director for curriculum to achieve the target by
providing the relevant resources in terms of the professional development
(workshops on content knowledge, study skills, strategic planning and quality
assurance for SMT members), departmental support (human and physical resources)
and classroom practices (quality assurance in the classroom).

2.12  Monitoring (supervision), evaluation and feedback

James and Donald (2004, p. 231) define monitoring as the actual running of the
programme on a day-to-day basis, monitoring progress and making changes as
necessary to ensure that it keeps on track for delivering its final objectives. They
further emphasise that to monitor progress we first need some mechanism for
collecting figures on the resources used. Evaluation is the assessment of the total

value of the programme or system in school or any social situation. Monitoring is a
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requirement that needs to be practised in the classroom situation in terms of quality
assurance and includes such considerations as checking both educators’ and
learners’ portfolios. It is true that the processes of curriculum development and
implementation must be supervised. There should be a close monitoring of what is
occurring and determining whether these actions are appropriate. Ornstein and
Hunkins (2004, p. 322) show us that, instructional supervision is important;
especially at the level of implementation and that the entire process of curriculum
development needs to be supervised. Most of the time the word supervision is
associated with instructions (control). Ornstein and Hunkins (2004, p. 354) define a
portfolio as a compilation of student work gathered over time that furnishes
evidence of a student’s understanding, skill, and even disposition to act in particular
ways. They further suggest that a key benefit of the portfolio is that it allows the
student to present his or her whole person and for the teacher to judge him or her in
that fashion and give feedback. Clarke (2007, p. 252) confirms that one possibility
is to ask subject heads to gather feedback from subject meetings and then for the
issues identified to be discussed by the senior management team. He further says
that it is important, however, that feedback be given to staff on changes that will be
made to address their legitimate concerns or to address shortcomings that may have

been identified.

It is also true that the evaluator serves as the ‘eyes and ears’ of the decision makers.
Ornstein and Hunkins (2004, p. 362) emphasise the fact that the evaluator’s role is
that he or she furnishes data gathered from observations about how the curriculum is
functioning in the school and it is then up to the curriculum coordinators, advisors’
committees and administrators to take the data gathered, judge its value and act
accordingly. This defines the concept that the evaluator is essentially a pivotal
support to the curriculum development and implementation effort.

In terms of classroom practices, Clarke (2007, p. 237) states that the Department of
Education has produced documents (learning programmes, work schedule and
lesson plans) that provide detailed information on how a subject team and teacher
should approach their planning and the kind of information that their planning

material should include. He continues that it is essential that principals and school
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management teams ensure that they are fully familiar with these materials in order
that to be in a position to monitor what their subject heads and teams are doing.

Meyer (2002, p. 32) states that strategic intervention should be monitored on a
continuous basis in order to identify successes, shortcomings and areas for
improvement and/or modification. Scheerens, Glass and Thomas (2003, p. 3) define
evaluation as providing the information to allow judgments to be made based on is

information.

Ornstein and Hunkins (2004, p. 335) go on to define evaluation as a process or
group of processes by which an evaluator can gather data in order to make
decisions. They continue by arguing that, like any other concepts in education, there
IS no actual consensus as to the meaning of evaluation. However, despite this
argument, Worthen and Sanders (in Ornstein & Hunkins, 2004, p. 335) define
evaluation as “the formal determination of the quality, effectiveness, or value of a
programme, product, project, process, objective and curriculum.” They further tell
us that Stufflebeam has defined evaluation as the process of delineating, obtaining,
and providing useful information for judging decision alternatives. They also state
that monitoring should be seen as a further qualification of evaluation, stressing its
association with outgoing information gathering as a basis for the management of
decisions and reliance on administrative data and stronger pre-occupation with
description than with ‘valuing’. Schmidt and Houang (2003, p. 979) explain further
that before turning to the measurement of curriculum, they examine three types of
cross-national curriculum evaluation studies differentiated by the role that
curriculum plays in each: the object of the evaluation, the criterion measure for the

evaluation, and the context in which to interpret an educational evaluation.
2.13 Program Evaluation

A programme evaluation approach should be followed where programme managers
are appointed to oversee the planning and execution of each step. Sherril, Foucek
and Waterbury (2005, p. 2) explain programme evaluation as necessary to gain
information about programme efficacy and to identify areas for programme

improvement. They further explain evaluation as a necessity to help programme
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administrators and planners to identify barriers to successful programme

implementation and delivery.

According to Stake in (Stufflebeam, Madaus and Kellaghan, 2000, p. 343) the
evaluation circumstances will be that someone is commissioned in some way to
evaluate a program, probably an ongoing programme. He further says that he has
some clients or audience to be of assistance to the educators who are responsible for
the programme and that he has the responsibility for preparing communication with

this audience.

Sherril, Foucek and Waterbury (2005, p. 10) explain that evaluation is an
opportunity for program improvement and can be viewed as an integrated set of
activities designed to identify programme strengths and areas for improvement.
They further emphasise that evaluation can also provide the evidence that will serve
as the basis for future programme planning and enhancement. Several steps are

involved in getting started on evaluation:

e Stating aims.

¢ defining evaluation goals and objectives,

e developing key questions and

e creating an evaluation matrix that provides the framework for the evaluation

design and development of evaluation instruments.

Ornstein and Hunkins (2004, p. 342) explain the information provided to
management for the purpose of decision making; there are four process steps as

types of programme evaluation:

e Context evaluation involves studying the environment of the programme.
Context evaluation is really a situation analysis.

e Input evaluation is the second stage of the model; input evaluation is
designed to provide information and determine how to utilise resources to

meet programme goals.
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e Process evaluation, this stage addresses curriculum implementation
decisions that control and manage the programme. It is used to determine the
congruency between the planned and actual activities.

e Product evaluation; in this case product evaluators gather data to determine
whether the final curriculum product now in use is accomplishing what they

have hoped to achieve.

They further emphasise the fact that cooperation among all parties engaged in
curriculum development and delivery is necessary even though various people can
play particular roles in an overall evaluation; it is, however, wise to have one person

in charge.

Sherril, Foucek and Waterbury (2005, p. 20) explain the reasons by asking the
question; why agencies should conduct evaluation. They further answer the question
by saying that agencies conduct evaluations for a number of reasons, including the

following:

e To provide immediate feedback, enabling programme leaders and managers
to make small yet immediate changes during the programme, in response to
the identified needs and concerns.

e To provide information over the long term as the basis for programme
planning, programme redesign and improvement.

e To meet the foundation or other funders’ requirements to provide evidence
of the value received for the money invested in a programme through a
grant. Given the ever-increasing calls for accountability from the
government, from funders and from the public in general, there are regular

demands for clear evaluation findings.

In conclusion, evaluation with some basic knowledge and understanding can be
conducted by most organisations within their current organisational capacity and
integrated into routine work activities in a way that complements programme
delivery. In this chapter 2, it dealt with the literature review that references were

based on departmental support, professional development and classroom practices.
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The following components such as curriculum development/ design, dissemination
of information, curriculum implementation and integration of interventions played
an important role in this Curriculum Delivery Intervention Programme in the

school.

The synthesis of this literature review is based on the curriculum development,
dissemination of information, curriculum implementation and integration of
information. In terms of the curriculum development, it says that the curriculum is a
cornerstone of the intellectual life of the school’s inhabitants. The aim of it, is to
provide learners and educators with lived experiences that ideally foster deep
understandings, sophisticated skills, appropriate attitudes and social constructive
value. It is therefore essential that great care be care be given to the creation of
curricular. It is important to know that, immediately the creation and design of
curricular, here it come the dissemination of information where the departmental
officials should inform all educators and School management team members on the
intention to bring CDIP in the school. The reason to inform both educators and SMT
members is to give them an opportunity to be ready mentally to assist in the
implantation of the CDIP and through workshops the implementation could be
effective in the school. One of the reasons for the implementation is to ensure that
educators are able to integrate all these activities into their daily program in
classroom situation. Monitoring and evaluation should come in and enable the
departmental officials to identify the problem and give feedback in their evaluation
and able to help the whole staff to develop and turn-around the situation in the

school.
2.14  Conclusion

The pursuit of quality in education is one of the fundamental drivers in the
educational transformation process. There are various indicators of quality: learner
performance is one of the very important determinants of this. The conceptual
framework that will be tackled to categorise types of curriculum delivery,
curriculum development and monitoring consists of three elements — curriculum
design, curriculum dissemination, curriculum implementation and programme

implementation that underpin the Curriculum Delivery Intervention Programme.
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Strategic intervention in learner attainment in the classroom done by educators

should be monitored on a continuous basis.

In terms of the dissemination of information, the Department of Education needs to
do these through distribution or publication of information ideas and notions; in-
service training so that they prepare those involved and informing them about the
aims and objective intended to be achieved. The Department of Education should
also aim at supporting the schools concerned with in all relevant resources and
giving a developmental training needed. Developmental support identified during

the curriculum design is one of the phases in curriculum development.

It is better to use formative assessment in order to identify successes or
shortcomings as well as areas for improvement and/or modification. Any change to
the learners’ attainment should be the result of consultations with all stakeholders
and should be communicated to all involved. The most important form of evaluation
is the quantifiable impact the strategic intervention has on the constituent parties in

terms of organisational performance and results.

Change and improvement go hand-in-hand. Both have been used in this study where
there is a change, there will be improvement. Even though it is difficult for people
to accept changes, they will remain the cornerstone of any developing country such
as South Africa. A change teaches us that, for one to achieve quality results,
improvements should be made; so we should be ready to embrace and adhere to
them. We need to concentrate on our learning and teaching environment
(organisational learning). They involve improving our schools and producing

quality and competent learners able to face the challenges of the world.

It is also important for educational leaders to place emphasis on IQMS — the model
of the Department of Education aimed at improving school results. By so doing, we
will be holding those involved accountable. This accountability can only be
achieved through educational measurements, where the focus is on the type of
content offered to learners and the construction of items through checking their

validity and reliability. In addition, this can be consolidated by following
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educational strategy, where it involves administrative data in the schools through

management of information systems.

There is a need for departmental officials (such as curriculum
implementers/managers and those assigned to administration) to go to schools to
determine if the system of filing information is done in accordance with the
regulations of the DOE. The DOE, through its financial section, must provide some
input to give support in areas such as human and physical resources, staff retention,

school management team workshops and SGB functionality.

School managers should encourage the participation of parents, learners and staff in
the curriculum management of their schools. Finally, the whole school needs to be
involved in marketing the school’s vision, particularly in terms of what type of
learners it wishes to produce for the labour market.
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Chapter 3
Research methodology applied during the investigation
3.1 Introduction

This section of the dissertation provides the reader with brief descriptions of the
overall assessment approach, the tasks associated with formative assessment and the

specific data-gathering methods used across the programme (CDIP).

Creswell (2005, p. 510) defines mixed methods (multiple methods) as a research
design that is a procedure for collecting, analysing, and mixing both quantitative
and qualitative data in a single study to understand a research problem. McMillan
and Schumacher (2006, p. 474) explain that mix methods (multiple methods) refer
to a study that combines qualitative and quantitative techniques and/or data analysis
within different phases of the research process. | have decided to conduct both
because | wanted to use questionnaires and perform follow-ups through individual

interviews.

The purpose of this chapter is to explain to the reader which strategies were selected
and applied during the investigation. Alternatively, a reason for conducting a mixed
methods study might be that we seek to explain in more detail through qualitative
research the initial quantitative statistical results.

The population was all underperforming schools where Grade 12 was used to
identify educators’ performance in high schools in the Witbank area. In terms of
convenience sampling, only one high school was selected out of the five
underperforming secondary schools. The reason for selecting this school is that it
was the only one that performed under 40% for three consecutive years in the
western township. The other four performed between 40-50%. Purposive sampling
was considered and followed in this study.

Quantitative methods provide the opportunity to gather data (questionnaires) from a

large number of people and generalise results, whereas qualitative methods permit
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an in-depth exploration of a few individuals (interviews) based on the departmental
support, professional development and classroom practices.

The above statement confirms that interventions (such as developmental support,
professional developmental and classroom practices) are really linked to the
theoretical framework in the study. In terms of the context the evaluation model
refers to the learning environment (school) where a teacher teaches and learner
learns. The input evaluation model refers to the human resources, physical
resources, professional support and teaching and learning support materials. The
process evaluation model refers to the teaching and learning in the classroom
situation and lastly, the product evaluation model refers to the achievement at the
end of the day by learners in order to confirm the success of all activities supported

and practised in the school during the process evaluation model.
3.2 Research approach

The research approach followed in this study can be regarded as a mixed-methods
one by using questionnaires, individual interviews and observational checklist. One
of the strategies is triangulation design which is true for both qualitative and
quantitative data collected simultaneously. McMillan and Schumacher (2006, p. 28)
explain that triangulation design should be used because the strengths of each
approach can be applied to provide not only a more complete result but also one that
is more valid. Creswell (2005, p. 514) explains the purpose of triangulation as a
simultaneously collecting both quantitative and qualitative data, emerging the data

and using the results to understand a research problem.

Firstly, the research approach can be characterised as collaborative as the researcher
worked closely with the schools where the CDIP operates and particularly with the
educators and school management team. Creswell (2005, p. 589) explains the term
collaborative as to collaborate with others as central to action research and it

involves actively participating with others in research.
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Secondly, the evaluation can be seen as outcomes-based as the conceptual scaffold
guiding the evaluation work comprised both the aims and outcomes associated with

the CDIP and a set of questions closely derived from those stated outcomes.

Thirdly, the evaluation approach may also be considered a mixed-methods or
multiple-methods are because it employs both qualitative (e.g. observation,
individual interviews) and quantitative (e.g. questionnaires). Data gathering
techniques evaluate and contribute to better understand of the operation of the
programme, as well as measure its accomplishments. Creswell (2005, p. 594)
defines mixed-methods research design as procedures for collecting both
quantitative and qualitative data in a single study and for analysing and reporting the
data based on a priority and sequence of the information. Quantitative methods
provide numerical representations of outcomes that can be used to assess
accomplishment against goals, standards or targets. Qualitative data, on the other
hand, provide rich information that can be used to examine phenomena not readily
amenable to quantitative exploration and/or to provide a contextualised, more

complete explanation of the phenomenon or programme under study.
3.3  Multiple methods approach (mixed-methods)

3.3.1 Quantitative approach

3.3.1.1 Content validation and development of the questionnaire

Leedy and Ormrod (2001, p. 98) define content validity as the extent to which a
measurement instrument is a representative sample of the content area (domain)
being measured. They further explain that content validity is often a consideration
when we want to assess people’s achievement in some area, for instance, the
knowledge they have learned during classroom instruction or the job skills they’ve
acquired in a rehabilitation programme. Creswell (2005, p. 590) also defines content
validity as the extent to which the questions on the instrument and the scores from
these questions are representative of the possible questions that could be asked
about the content or skill. The quantitative portion of the evaluation comprised one

questionnaire with five sections (section, A, B, C, D, and E) as its principal means
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N
of gathering data relevant to respondents’ views on the Curriculum delivery
intervention programme. These questionnaires (refers to Appendix 7), included
Likert-type and open-ended questions to be applied to educators in the school.
Similar to the observational checklist (refer to Appendix 6), the questionnaire was
developed by the researcher in consultation with the programme documents and

literature reviews and also the research questions.
The questionnaire (see Appendix 7) includes questions that address the following:

e Biographical information of all educators participating in the study (e.g.
qualification, year experience, etc.).

e Departmental support and professional development.

e Curriculum development and management, implementation of the

programme and dissemination of information.

e Programme evaluation.

e Integration of interventions, monitoring and evaluation.

Category References consulted Questions (items)
Clarke (2007:75), DOE | 13, 14, 15, 16, 17, 18,
Departmental (2007:3), 19,20, 21, 22, 23, 24,

support and
professional
development

Adam(1997:4), Clarke
(2007:95), Van
Deventer and Kruger
(2003:220), DOE
(2003:23), DOE

25, 26, 27, 28, 29, 30,
31, 32.

(2010:5) , DOE

(2007:9),
Curriculum Mestry and Grobbler 33, 34, 35, 36, 37, 39,
development and (2004:2), DOE 40, 41 ,42, 43, 44, 45,
curriculum (2008:19), Meyer 46, 47, 48, 49, 50, 51,
management (2002:149), Carl 52, 53, 54, 55, 56, 57,

(1997:47), Ornstein and | 58, 59, 60.

Hunkins (2004:322)
Programme Meyer (2002:138), 39, 54, 55, 49, 36, 37,

implementation and
dissemination of
information

Clarke (2007:168), Carl
(1997:167) ,Ornstein
and Hunkins (1993:304)

41, 42,

Programme
evaluation and
classroom practices

Clarke (2007:207),
Meyer (2002:74), Cohen
(1993:25), Popham
(2005:52), Scheerens et

61, 62, 63, 64, 65, 66,
67, 68, 69, 70.
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al (2003:100), Sherril
(2005:2), Stufflebeam et
al (2000:343)

Ornstein and Hunkins

(2004:342)
Integration of James and Donald 71,72,73, 74,75, 76,
intervention (2004:231), Clarke 77,78, 79, 80.
monitoring, (2007:237), Meyer
evaluation and 2002:32), Ornstein and
feedback. Hunkins (2004:335),

Clarke (2007:252),
Scheerens et al. (2003:3)
Ornstein and Hunkins
(2004:110), Moloi
(2009:135)
Table 3.1: Sources consulted in the content validation of the

questionnaire

In addition, the questionnaire was designed to include questions that address the
respondents’ views regarding what they consider appropriate additional professional
development in terms of the aims of the CDIP. To serve the purpose of the
programme evaluation it was essential to hear from respondents what they
considered useful in terms of building their capacities in understanding the

intervention itself.

3.3.1.2 Research instruments

Creswell (2005, p. 592) explains instrumentation as a tool used for measuring,
observing or documenting quantitative data. He further states that researchers
identify these instruments before they collect data, and they may include a test, a
questionnaire, a tally sheet, a log, an observational checklist, an inventory or an
assessment instrument. A gualitative method is considered as a tool for interviewing
(individual interview) the participants in order to understand their views based on
curriculum delivery interventions in the school. A listing of the specific data-
gathering activities associated with this curriculum delivery intervention programme
is given in Table 3.2: Data sources and methods. These data-gathering activities
resulted from the researcher meeting with individual educators to explain the
purposes and aims of evaluating the curriculum delivery intervention programme in

their school and to sketch the particular methods to be used in the evaluation itself.
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The answers to these questions provided the basis for judgments around the success

of the curriculum delivery intervention programme in the school.

Table 3.2

Data source | Individual The Observational
interviews questionnaire | checklist

Educators N=4 ( in the | N=60 (mainly | Mainly closed

and SMT | public closed Likert- | questions based

members underperforming | type items) on the checking
high school of the educators’
educators) files/school’s file

Table 3.2: Data source and methods applied in the study

3.3.2 Qualitative approach
3.3.2.1 Types of interviews and observational checklist conducted

Creswell (2005, p. 593) explains interviews as occurring when researchers ask one
or more participants general, open-ended questions and record their answers.
McMillan and Schumacher (2006, p. 473) explain that interview reflected by
interviewers on their role and rapport, interviewees’ reactions, additional
information, and extension of interview meanings. The qualitative section of the
investigation also included individual (face-to-face refer to Appendix 8) interviews
with educators in the school. Individual interviews were conducted to provide in-
depth, narrative data on the experiences of programme participants to better
understand what worked or did not work for the school and importantly, why not.
The interviews with educators were guided by open-ended and close questions (see
table 3.2) based on the interventions for the programme by the researcher (see
sections, G1, G2, G3, G4, G5, and G6 as captured as appendix 8 on the interview

instrument used to capture individual interviews).

e Setting of the interview questions

Generally, this series of interviews granted the researcher extended opportunities to
explore with participants (refer to Appendix 8 as an individual interview) their
understanding with regard to interventions such as professional development,

departmental support and classroom practices developed in the school. Factors that
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facilitated or hindered their understanding of the curriculum delivery interventions
as well as concrete examples of ways in which participants believe that they have
benefited from the CDIP based on the sub-questions that built up from departmental
support, professional development, curriculum development, dissemination of
information, integration of the interventions (See sections, G1, G2, G3, G4, G5 and
G6). McMillan and Schumacher (2006, p. 473) explained interview guide approach
as an approach in which the researcher selects interview topics in advance but
decides the actual sequence and wording of the questions during the interview. The
procedures as indicated explained in the interview guide that the topic was there and
the questions developed (see sections, G1, G2, G3, G4, 5 and G6) from the literature
review’s components in the investigation and asked during the interview.
Specifically, the purpose of these interviews was to better understand participants’
views on the nature of the curriculum delivery, the professional development
provided as well as the implementation and success of the interventions provided to
the school. The individual interviews also provided a forum to explore participants’
views on facilitators and barriers to the success, scalability and sustainability of the
CDIP undertaken. Further, building on the questions asked in the individual
interview provided a good forum for participants to offer their thinking on

identifying additional strategies.
e Observational checklist (refers to Appendix 6)

Creswell (2005, p. 211) defines observation as the process of gathering open-ended,
firsthand information by observing people and places at a research site. He further
explains that when educators think about qualitative research, they often have in
mind the process of collecting observational data in a specific school setting.
Observation in this study refers to the in-person viewing of programme activities
such as professional development, departmental support and classroom practices.
The purpose of all observations is to systematically gain a better first-hand sense of
the context, content and focus of the professional development, departmental
support and classroom practices provided to educators by the Curriculum Delivery
Intervention Programme facilitators. The other purpose of the use of the
observational checklist was to check or observe the school’s files, including
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educators’ files and management files by approaching an individual educator and
his subject file.

3.4  Population and sample who participated in the study.

McMillan and Schumacher (2006, p. 119) define a population as a group of
elements or cases, be it an individual, objects or events, that conform to specific
criteria and are intended to provide a suitable base for the research. The population
underperforming schools considered where Grade 12 was used to identify
educators’ performance in the Witbank area. According to Ramurath (2006, p. 2),
the Mpumalanga Department of Education identified 157 schools that performed
below 50% in the 2005, 2006, 2007, 2008 and 2009 Grade 12 examinations. There
are 157 underperforming schools in the Mpumalanga province. In the Witbank area
alone, out of twenty-two secondary schools with Grade 12, only eight high schools
are under-performing. There were five such high schools in the western townships
in the area, one of which was selected and focused upon. The remaining four
schools performed above 40% in terms of the average. This school is the only one

that obtained below 40% in the areas in terms of Gradel2 results.

Sampling has been defined by Creswell (2005, p. 146) as a sub-group of the target
population that the researcher plans to study. Convenience sampling, or as it is
sometimes called, accidental or opportunity sampling, involves starting with the
nearest individuals to serve as respondents, and continuing this process until the
required sample size has been obtained. In this case purposive sampling was used to
emphasise the judgment of the characteristics of the staff members in this selected
school.

In terms of convenience sampling, only one high school was selected out of the five
under-performing secondary schools. The reason for selecting this school is that it
was the only one that performed under 40% for three consecutive years in the
western township. The other four performed between 40-50%. A further reason was
that the school has a staff of sixty to an enrolment of 2100 learners. | chose to
research this school because it was the only one in the area with such a high

enrolment. It can provide useful information on factors influencing the educators’
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performance in terms of departmental support, professional development and
classroom practices in our high schools. Sampling (one school) would have applied
well to a case study, but a researcher decided not to use a case study in the
investigation. The researchers often use a term case study in conjunction with
ethnography which at the same time it links to qualitative research. A researcher did
not only want to explore, but also to explain how variable are related in the study.
Creswell (2005, p. 53) explains that using the combination of both forms of data

provides a better understanding of a research problem than one type of data alone.

Purposive sampling was considered and followed in this study. Cohen, Minion and
Morrison (2002, p. 103) state that, in purposive sampling, researchers handpick the
cases to be included in the sample based on their judgment of the characteristics of
the staff member(s). Thus, it gives a clear picture that the sample has been chosen
for a specific purpose. For example, a group of principals, HOD’s and educators at
secondary schools chosen as the study group to look at the incidence of stress

among school managers and educators and how it may affect their performance.
3.5  Analysis of the quantitative data

Data analysis was approached through triangulation design analysis (observational
checklist, questionnaires and face-face interviews) on how educators and SMT
members’ respond to the curriculum delivery intervention. In this study I collected
all documents from the school in question (including, inter alia, assessment
strategies, work schedules, analysis of learner performance, educators’ profiles,
teaching and learning materials, meeting minutes, library records, paper budgets,
number and size of classes, school furniture, school journals, parental involvement

workshops, policies and plans).

Creswell (2005, p. 175) explains that to collect data on the instrument or a checklist,
one needs some system for scoring the data. He continues explaining that scoring
data means that the researcher assigns a numeric score to the response category for
each question on the data collection instruments. Creswell (2005, p. 521) states that

mixed-methods researchers quantify qualitative data in order to compare the data
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directly with statistical results. He concludes that one could reduce interview data
from high school staff to themes and make counts of the occurrences of each theme.

3.5.1 Descriptive analysis of the empirical data

The data analysis in this investigation as explained above is the mixture of the
quantitative and qualitative analysis. When quantifying qualitative data, that data
can be coded by using a logical analysis, whereby codes are assigned numbers and
the number of times codes appear recorded as numeric data. This gave me the idea
that quantitative data are descriptively analysed for frequency of occurrence and in
that way the two data sets can be compared. The variance indicates the dispersion of
scores around the mean. In terms of inferential analysis, McMillan and Schumacher
(2006, p. 308) explain that non-parametric procedures test hypotheses about the
relationships between categorical variables, shapes of distributions and normality of
distribution. They further explain that non-parametric techniques are concerned with

frequencies, percentages and proportions.

Descriptive analysis was used in this case so that it would be possible to generalise
the information. The appropriate numerical descriptive measures used systemic plot
or box-plot, alternatively called a box and whisker plot to synthesise the analysis
that would be done on the tables. David, Robert and Juliette (1989, p 916) explain
that authors and readers can use a simple graphic method called “box plot” to
rapidly summarise and interpret tabular data. They further explain that three useful
properties of exploratory data analysis techniques are that they require few prior
assumptions about the data, their statistical measures are resistant to outlying data
values that may inordinately influence an analysis, and they emphasise visual
displays that clearly highlight important landmarks of the data. Keller and Warrack
(2000, p. 119) define the box and whisker was used as a pictorial display that
indicates what the two extreme values of a data set are, where the data are centred.
They further provide a graphic, five number summary of the data such as smallest,
lower quartile, median, upper quartile and largest. In this investigation the box and

whisker used to analyse the data.
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3.6 Analysing the qualitative data
3.6.1 Coding and classification

Qualitatively, the interviews were analysed logically by using the detailed responses
of the staff perspective on the implementation of curriculum delivery intervention,
based on departmental support, professional development and classroom practices
in the school. It also included the departmental support, professional developments,
curriculum development, curriculum management, programme implementation,
dissemination of information, programme evaluation, integration of interventions,
feedback and monitoring (Creswell (2005, p. 479). McMillan and Schumacher
(2006, p. 471) describe coding as a descriptive name for the subject or topic of a
data segment. The method of analysis involved a content analysis/logical analysis,
in which data were partitioned into content domain for the comparison of themes
across an individual perspective. | tried to read and underline or classify the
responses and common themes in educators’ descriptions of their perspectives on
the curriculum delivery in their school. Moreover, the logical analysis was used in
this case so that it was possible to explore the phenomenon. Themes identified by
the staff were considered common themes in the interviews and, ultimately, coded

accordingly.
3.7  Methodological norms

In this case, the emphasis was on the trustworthiness of the information collected.
Creswell (2005, p. 252) states that validating findings means that the researcher
determines the accuracy or credibility of those findings through strategies such as
triangulation. The focus here was on validity of three data collection strategies —

questionnaire, observational checklist and face-to-face individual interviews.

Leedy and Ormrod (2001, p. 98) explain that content validity is the extent to which
a measurement instrument is a representative sample of the content areas (domain)
being measured. The domain, which educators need to address in this study, is to
assess curriculum delivery intervention on mediocre-performance by using the

questionnaires given to both and SMT members as the targeted participants or
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respondents. The criteria for this were to determine how effective a curriculum
delivery intervention had been in their school situation in terms of departmental
support, professional development and classroom practices. They further argue that
measuring instruments have a high-content domain in appropriate proportions, and

they require the particular behaviours and skills that are central to that domain.

The use of triangulation (observational checklist, individual interviews and
questionnaires) played a significant role. The information on the curriculum
delivery intervention programme, which is based on the departmental support,
professional development and classroom practices, was collected from each of the
programme participants. In these assessments, the school management team was
asked to judge the extent to which their under-performing school exhibited certain

characteristics at the start and completion of the intervention programme.
3.7.1 Ethical considerations

All ethical considerations were observed. | knew what was expected of me as a
researcher. | made sure that | understood and observed the rights of the participants
by using non-discriminatory language and respecting the audiences’ opinions.
Letters of informed consent were sent to the targeted school and circuit to request
permission to conduct evaluation research. Creswell (2005, p. 171) has the

following to say about ethical clearance:

“Data collection according to my knowledge was ethically done, respected
an individuals’ anonymity. Obtaining permission before starting to collect
data or starting with the research is not only a part of the informed consent
process but is also an ethical practice. Protecting the anonymity of
individuals by assigning numbers to returned instruments and keeping the
identity of individuals confidential offers privacy to participants.”

The ethics application was approved by the ethics committee of the faculty
of education.
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3.8 Conclusion

The planning in this study was based on approaches that usually centre on a generic
set of tasks. As researcher, | used the procedure to explore effects of curriculum
delivery on educators’ performance in terms of departmental support, professional
development and classroom practices. In this study multiple or mixed-methods
research, outcomes-based and collaborative format was followed and explained
appropriately. The target population was all underperforming schools in the
Witbank area. One secondary school in the western part of the township was
selected as targeted school. The participants were selected according to convenient

and purposive sampling.

The observational checklist (educators’ perspectives in terms of curriculum delivery
programmes, documentation (records), questionnaires and individual interviews
(open- and closed questions) were used to collect information. A triangulation
design used to collect the data, in terms of Creswell (2005, p. 514) argues that
triangulation design allows simultaneous collection of both quantitative and
qualitative data, the merging of that data and use of the result to understand a
research problem.
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Chapter 4
Analysis and interpretation of the results of the investigation
4.1 Introduction

This chapter contains the results of data captured with the questionnaire,
observational checklist and individual interviews during the investigation. It reports
on the responses of educators and school management teams on a Curriculum
Delivery Intervention Programme implemented by the Mpumalanga Department of
Education. It also focuses on the experience of staff regarding the implementation of
the Curriculum Delivery Intervention Programme in terms of professional
development, departmental support and classroom practices. Other issues covered
by the chapter range from the dissemination of information about the
implementation of the programme, feedback, the monitoring and the integration of
the information into a daily programme of educators. The questionnaires as well as
the individual interview schedule dealt with the following issues: biographical
information of the respondents, departmental support and professional development,
curriculum development and management, implementation of the programme and
dissemination of information, programme evaluation and the integration of
intervention, monitoring and evaluation. The above mentioned components or
sections of the study have been divided into two analyses, namely the quantitative
and qualitative analysis of the investigation. The quantitative analysis is the first to

be presented and followed by the qualitative analysis.

All these components were analysed, showing the percentages as indicated in tables
4.1 to 4.17 and this is followed by the interpretation of results of the investigation.
A large number of variables are addressed in section A of the questionnaire. The
tables reflect the frequency analyses and percentage calculation of the responses of
the respondents to each of the sections addressed in the questionnaire. These issues
were also addressed by the theoretical framework. The data were analysed through
the systemic Box and whisker plot as shown in figure 4.1 to figure 4.9. The missing

frequencies of respondents not responding to a question are also listed in the tables.
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4.2 The result of the quantitative data of the investigation
4.2.1 Introduction

In analysing and interpreting these data readers are reminded that the percentages
reported in the tables that follow are based on relatively small numbers. The
biographical information in the questionnaires is covered in section A. The rest of
the questionnaire covers the components identified in the theoretical framework.
The components mentioned here ranged from departmental support and professional
development, curriculum development and management, implementation of the
programme and dissemination of information and programme evaluation. The data

became valuable evidence to assess the success or failure of the programme itself.
4.2.2 The biographical information of the respondents participated in the study.
All the respondents in the study work in the Mpumalanga province. The total
number of respondents who participated in this study is sixty. Most of the details

about the respondents’ involvement in the study are discussed in the tables below:

Table 4.1: Gender according to the respondents participated in the

study.
Gender Female Male Total
Total 25 32 57
Percentage 43.86 56.14 100

Frequency missing = 3

Table 4.1 shows that 25 (43.86%) of the respondents who participated in the study
were females, while 32 (56.14%) were males. The results show that male
respondents form the majority of the sample in the school. One can conclude that
both males and females agree that the programme is helpful in improving teaching
and learning in the school.
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Table 4.2: Educational qualification according to the respondents participated

in the study
Educational | Post school Degree plus Total
Qualification | diplomaand | diploma and post-
B-degree graduate diploma
2&3 4&5
Total 20 39 59
Percentage 33.90 66.10 100

Frequency missing = 1

Table 4.2 above gives to us a clear picture that only 20 (33.90%) of the respondents
reported to have a post school diploma and B-degree, while 39 (66.10%)
respondents reported having a degree plus diploma and post-graduate diploma as the
highest qualification in the school. This indicates that the majority of the
respondents are highly qualified to teach learners in the school. The information
indicates that academic qualification plays important roles in the education of a
child’s performance in the school.

Table 4.3:  Age according to the respondents participated in the study.

Age 39 years and less | 40 years and more | Total
Total 26 32 58
Percentage 44.83 55.17 100

Frequency missing = 2

Table 4.3 reveals that only 26 (44.83%) of the respondents were aged 39 years or
younger while 32 (55.17%) of the respondents were 40 years and older. The results
indicate that the majority of the respondents who participated in the study were aged

forty-years and older.
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Table 4.4: Teaching experience according to the respondents participated in

the study
Teaching 10 years and less 11 years and Total
Experience more
Total 28 32 60
Percentage 46.67 53.33 100

It can be noted in table 4.4 that 28 (46.67%) of the respondent reported that there
were educators who had teaching experience of 10 years and less while 32 (53.33%)
of the respondents reported that they have teaching experience of 11 years and
more. This indicates that the majority of educators have 10 years and more teaching
experience as compared to those educators have less than ten year teaching

experience.

Table 4.5: Streams according to the respondents participated in the study

Streams Science department General stream Total
(Department)
Learning 2 Mathematics, 4 Natural | 1 Language, 3 Human and
Areas Science, 6 Economic, social science, 5 Arts and
Science and Management culture and 7 Life
and 8 Technology orientation
Total 39 21 60
respondents
Percentages 65 35 100

Table 4.5 indicates that only 39 (65%) of the respondents reported that they teach
Science while only 21 (35%) of the respondents reported that they were teaching

general subjects. This shows that most educators teach Science.
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Table 4.6: Post level according to respondents participated in the study

Post level Educators Principal, Deputy and HODs Total
1 2,3and 4
Total 39 19 58
Percentage 67 33 100

Missing frequency = 2

Table 4.6 shows that 39 (67%) of the respondents reported they are at the post level
1, while 19 (33%) are at post levels 2, 3 and 4. This shows that most of the

educators are at post level 1 as compared to the rest who are at higher post levels.

4.2.3 Results of the frequency analysis

The results of the frequency analysis are shown on the table below. They are
analysed according to the components (sections) as indicated in the questionnaire
from section B to section E. This includes three tables in section F of the
observational checklist. The tables in this investigation are starting from table 4.1 to
table 4.17. A professional statistician aided the researcher to analyse the data

collected.

The results presented in table below indicate the number of the respondents who
answered each of the statements. Monteith, VVan der westhuizen and Nieuwoudt
(2002, p. 94) explain that a likert scale used to summate ratings and therefore are
also known as summated rating scales. These tables present to statement and its
five-point scale (Likert scale) and the results for each scale are presented in one
column indicated numbers and other column. 1 indicates “Strongly disagree”, scale
2 indicates “Disagree”, scale 3 presents “Uncertain”, scale 4 shows “Agree” and
scale 5 indicates “Strongly agree”. In another sub-section of the questionnaire the
respondents were asked to respond using a scale where scale 1 shows “Not at all”,
scale 2 indicated “Less extent”, scale 3 presents “Uncertain”, scale 4 indicates
“Agree” and scale 5 indicates “Strongly agree”. Lastly, “yes” or “No” answer are
used in the observational checklist to enable the observer to explore in the delivery

interventions in the school.
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4.2.3 Indicated as to what extent the statements applies to the understanding with regard to programme evaluation.
Table 4.7: Comment on the respondents regarding curriculum design of the programme.

Summary results (N=60)

Strongly Disagree Uncertain Agree Strongly Mean
Disagree Agree
1 2 3 4 5
Statement (Variables) N % n % n % n % n %
Missing frequency = 1
1.0utcomes could reasonably be expected 6 10% 8 14% 14 24% 29 49% 2 3% 3.2333

as a result of participation in this curriculum
delivery intervention programme.

Missing frequency = 1
2. This programme helped me to understand 4 7% 12 20% 20 34% 22 37% 1 2% 3.10000
managing curriculum delivery in the school.

3. This programme helped me to understand
my role as educator in the school better. 3 5% 11 18% 20 33% 23 38% 3 7% 3.16667

4. This programme helped to increase my
knowledge in the processes of consultation 5 8% 8 14% 14 23% 29 48% 4 7% 3.31667
in the school.

5. This programme helped to increase skill
in the processes of consultation in the 4 7% 9 15% 19 32% 26 43% 1 2% 3.18333
school.

Missing frequency = 4

6. This programme helped me to understand 4 7% 6 11% 15 27% 28 50% 3 5% 3.40000

how to work together with other colleagues
better.

Missing frequency = 1

7. This programme helped me to improve 6 10% 7 12% 8 14% 35 59% 3 5% 3.35000
my interpersonal relations with my

colleagues in the school as an educator.

Missing frequency = 3

8. This programme helped me to become 4 7% 8 14% 20 35% 22 39% 3 5% 3.20000

more collaborative in my dealings with
issues or activities in the school.

Missing frequency = 2

9. This programme helped me to improve 3 5% 8 14% 14 24% 31 53% 2 3% 3.33333

my level of managing curriculum in the
school.

10. This programme helped me to receive
feedback immediately after evaluation was 1 2% 8 13% 27 45% 22 37% 2 3% 3.26667
done.
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When combining the respondents who indicated “agree” and “strongly agree” with
certain statements as illustrated in table 4.7 reveals a very interesting results. Fifty-one
percent (51%) of the respondents agree and strongly agree that outcomes can be
expected as a result of participating in the CDIP, while 55% of the respondents argue
that the programme helped them to increase their knowledge of the process of
consultation as well as to improve their levels of managing curriculum in the school
(see items 1, 4 and 9). It is interesting to note that 60% of the respondents were of the
opinion that the CDIP helped them to improve their interpersonal relations with their
colleagues in the school (see item 7). Forty-four percent (44%) of the respondents
indicated that the programme helped them to become more collaborative in their
dealing with issues or activities at school (see item 8). Forty percent (40%) of the
respondents agree that they receive feedback immediately after evaluation was done,
while 45% of the respondents show uncertain that the feedback is given immediately
after evaluation is done (see item 10).

In response to the question whether the programme helped educators to improve their
interpersonal relation with their colleagues, 38 (63%) indicated that they agree or
strongly agree with the statement. The same applies to whether the programme assisted
them in managing the curriculum in the school better. Thirty-three (55%) of the
respondents indicated that the programme helped them to improve their level of
managing the curriculum in the school. Fifty-one percent (51%) of respondents also

indicated that outcomes can be expected as a result of their participation in the CDIP.

The findings with regard to programme evaluation the respondents agree or strong
agree in table 4.7 that the curriculum delivery interventions helped them to expect
outcomes. All the respondents agree and strongly agree that the programme is helpful
to improve their interpersonal relations with their colleagues better, and to become
more collaborative in dealing with issues or activities in the school. Sherril, Foucek
and Waterbury (2005, p. 10) explain that evaluation is an opportunity for program
improvement and can be viewed as an integrated set of activities designed to identify
programme strengths and areas for improvement. It is clear from the table that
respondents agree or agree strongly that this programme helped them to understand the

management the curriculum delivery in the school.
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4.2.4  Departmental support and professional development in curriculum delivery intervention.
Table 4.8: Extent to which the respondents’ opinion with regard to the departmental support and professional development about the
curriculum delivery in the school by the Department of Education.

Summary results (N=60)

Variables Strongly Disagree Uncertain Agree Strongly Agree Mean
Disagree
1 2 3 4 5
n % n % n % n % n %

11. 1 understand the aims and
objectives of the programme as 6 10% 5 8% 18 30% 28 47% 3 5% 3.31034
explained to us.
Missing frequency = 1
12. | understand the details of the 2 3% 6 10% 24 41% 25 42% 2 3% 3.34483
programme provided by
departmental officials.

Missing frequency = 1

13. The workshops provided by 3 5% 14 24%" 14 24% 26 44% 2 3% 3.22414
departmental support were clear

in terms of NCS.

14. The workshops  were 6 10% 14 24% 22 37% 18 30% - - 2.89655
effective.

15. | was supplied with all NCS 5 8% 13 22% 5 8% 33 56% 4 6% 3.36207
documents.

Missing frequency = 3

16. | attended workshops at least 8 14% 9 16% 12 21% 23 40% 5 9% 3.10345
twice a year organized by the

officials.

Missing frequency = 1

17. Learners receive all learning 9 15% 21 35% 17 29% 10 17% 2 3% 2.55172

materials for their respective
learning areas.

18. Our school is well supplied 12 20% 26 44% 5 8% 17 29% - - 2.44828
with furniture (chairs, tables etc.)

19. Our school is well renovated. 21 35% 15 26% 6 8% 16 26% 2 3% 2.43103
20. In our school the Teacher- 9 15% 9 16% 3 5% 13 22% 26 44% 3.58621

learner ratio is larger than 1:32
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21. The skill development was
managed to cover everybody. 11 18% 20 33% 13 22% 14 24% 2 6% 2.60345

22. Our school is well supported
on team building from the 14 23% 30 50% 8 15% 8= 14% - 2.18966
provincial department.

23. SMT members are provided
with  skills  development on 10 17% 16 27% 14 24% 18 30% 2 3% 2.81034
management.

24. SMT members are provided
with  skills  development on 16 27% 11 19% 16 27% 16 27% 1 2% 2.62069
leadership

25. | understand how to develop
the school improvement plan with 5 8% 19 32% 15 25% 17 29% 4 6% 2.67241
the aid of officials.

26. | understand how to develop

the school policies with the aid of 5 8% 26 43% 16 27% 10 17% 3 5% 1.94828
officials

21. The skill development was

managed to cover everybody. 11 18% 20 33% 13 22% 14 24% 2 6% 2.60345

22. Our school is well supported
on team building from the 14 23% 30 50% 8 15% 8= 14% - 2.18966
provincial department.

23. SMT members are provided
with  skills development on 10 17% 16 27% 14 24% 18 30% 2 3% 2.81034
management.

24. SMT members are provided
with  skills development on 16 27% 11 19% 16 27% 16 27% 1 2% 2.62069
leadership

25. | understand how to develop
the school improvement plan with 5 8% 19 32% 15 25% 17 29% 4 6% 2.67241
the aid of officials.

26. | understand how to develop
the school policies with the aid of 5 8% 26 43% 16 27% 10 17% 3 5% 1.94828
officials

(missing frequencies 7)
Strongly disagree=1 through strongly agree=5

66




-

N UNIVERSITEIT VAN PRETORIA
. UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

In table 4.8 the stark difference between the opinions of respondents regarding the
departmental support and professional development in the curriculum delivery
intervention is clearly evident. As the data in table 4.8 show, there are problems in
terms of the support the departmental officials should provide to the school. In terms of
district support Clarke (2007, p. 75) explains that it is the structure that is closest to the
site of delivery, i.e. the district, that needs to take final responsibility for the
performance of the schools falling under its jurisdiction. He further says that the district
is responsible for supporting, monitoring and evaluating the school on an ongoing
basis. According to the respondents, the departmental officials have not done anything
in trying to address the shortage of resources experienced in the school. The majority of
respondents are either uncertain (40%) or agree (45%) that they understood the details
the CDIP provided by the departmental officials, while 61% disagree and are uncertain
whether the departmental workshops were effective (see items 4). Furthermore, 73% of
the respondents strongly disagree and disagree that the school is well supported by the
provincial department regarding team building. The respondents strongly disagree
(15%) and disagree (36%) that learners receive all learning materials for their
respective learning areas (see item 7). The departmental support in terms of the skills
development, a researcher wants to know whether skills development is there, to
develop each and every educator in the school or not (see item 11). The respondents
strongly disagree (18%) and disagree (33%) that skills development is there to develop
each and every educator in the school. In whether the school is well supplied with
furniture, the respondents strongly disagree (20%) and disagree (44%). Respondents
reacted strongly concerning the teacher-learner ratio, while only sixty-six percent of
respondents (66%) strongly agree and agree that the teacher-learner ratio is larger than
1:32 in the school (see items 8 and 10).

The findings of the investigation with regard to the departmental support and
professional development, respondents indicate that they were uncertain whether all the
workshops held were effective or not. Thirty-four percent (34%) of the respondents
strongly disagree and disagree whether the workshops held were effective. Thirty
percent (30%) of respondents agree that the workshops were effective. Fifty-one
percent (51%) of respondents disagree and strongly disagree that learners have receive
all learning materials for their respective learning areas. Sixty-four percent (64%) of

respondents disagree that the school was supplied with enough furniture. Sixty-one
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percent of respondents disagree and strongly disagree that the school is well renovated.
In terms of the learner-teacher ratio, only 66% of respondents agree that the ratio is
larger than 1:32. Fifty-one percent (51%) of the respondents disagree or strongly
disagree that the skills development is not covering everybody in the school. Another
support the department supposed to provide to schools in order to empower educators is
staff team building. The majority of respondents (73%) disagrees and strongly disagree
that the staff is well supported on team building in the school. Forty-six percent (46%)
of the respondents both strongly disagree and disagree that School Management Team

were provided with the skills development on leadership.
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4.2 Implementation of the programme, dissemination of information and curriculum development in curriculum delivery intervention
Table 4.9: Extent to which the respondents’ view with regard to dissemination of information and implementation of the CDIP in the school
by the Department of Education was achieved.

Summary results (N=60)
Variables Not at all Less extent Uncertain Somewhat To a large extent Mean
5

1 2 3 4
n % N % n % n % n %

27. How well did the
regional office inform you 9 15% 19 32% 20 33% 11 18% 1 2% 2.64407
on the curriculum
intervention programme?
Missing frequency = 1

28. How well does the 13 22% 17 29% 14 24% 12 20% 3 5% 2.59322
regional office advise you
when they visit the
school?

Missing frequency = 2
29. How effective is 2 3% 14 24% 13 22% 25 43% 4 7% 3.23729
communication in
curriculum delivery in the
school?
Missing frequency = 2
30. How effective was the 3 5% 16 27% 16 27% 22 37% 1 2% 3.00000
implementation in the
planning of lessons?
Missing frequency = 1
31. How effective was the 2 3% 16 27% 14 24% 26 44% 1 2% 3.18644
implementation of the
forms of assessment?
Missing frequency = 4
32. How effective was the 4 7% 17 30% 19 34% 15 27% 1 2% 2.86441
implementation of CIDP
in the schools?
Missing frequency = 3
33. How well do staff 4 7% 17 30% 17 30% 17 30% 2 4% 2.98305
respond to CIDP?
34. How well does the
school handle the extra 4 7% 12 22% 5 9% 14 26% 19 35% 3.67797
classes necessary?
Missing frequency = 3
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35. How effective was the 1 2% 13 23% 11 19% 24 42% 8 14% 3.45763
moderation of all
educational tests by SMT?

Missing frequency =5
36. How effective was the 4 7% 9 16% 8 15% 24 44% 10 18% 3.44068
moderation of all
educational examination
question papers by SMT?

Missing frequency = 8
37. How effective were the 5 10% 18 35% 13 25% 11 21% 5 10% 3.03390
SMT members in ensuring

educators plan lessons by
using schedules?

Missing frequency = 4
38. How effective was the 7 13% 21 38% 15 27% 10 18% 3 5% 2.72881
lesson observation in class

by SMT members

Missing Frequency = 2
39. How effective was 3 5% 12 21% 10 17% 25 43% 8 14% 3.35593
communication in the

school?

Missing Frequency = 1
40. How well is the 5 8% 22 37% 13 22% 18 30% 1 2% 2.74576
monitoring of curriculum
delivery handled by the
regional office?

Missing frequency = 1
41. How clear is the 6 10% 18 30% 20 34% 15 25% - - 2.79661
standard of curriculum
delivery in the school by
the regional office?

42. How useful are the
standards of curriculum 1 2% 9 15% 21 35% 28 47% 1 2% 3.33898
delivery in the school?
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In table 4.9 different variables address the dissemination of information and
implementation of the programme. The majority of the respondents reported that they
had been either “to a larger extent” and “somewhat” honoured the objectives needed to
achieve the implementation of the programme and dissemination of information. In
reply to the question, how well the monitoring of curriculum delivery is handled by the
regional office, the response was “Not at all” (8%) and “Less extent” (37%). This
shows that the monitoring of curriculum delivery in the school is not conducted
effectively by the regional office. Forty-seven percent (47%) of respondents present
“less extent” and “not at all” on how well the regional office informed the respondents
on the curriculum delivery intervention programme. This means that the information
did not reach staff members about the introduction of the programme in the school (see
item 27 on the table). Carl (1997, p. 167) confirms the above-mentioned statements; the
real measure of success during this application phase is largely determined by the
quality of the planning, design and dissemination done beforehand. He further says that
the success of implementation may be assured if the dissemination has been effective
and specific strategies are followed during implementation. Majority of respondents
(37%) indicate that they are “less extent” and “not at all” sure how effective was the
implementation of the curriculum delivery intervention in the school had been (See
item 32).This indicated that the implementation of CDIP in the school is not happening

as expected by the respondents.

The findings with regards to the curriculum development, the implementation of the
programme and dissemination of the information in the schools by the departmental
officials are not effectively communicated. In terms of how effective the
implementation of the CIDP in the schools, the finding was that the implementation of
the curriculum delivery intervention in the school is not exactly happening as expected.
The findings on how well the monitoring of curriculum delivery is handled by the
regional office, affirmed the options of respondents that this had not been done

according to expectations.
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Integration of interventions, evaluation and evaluation in curriculum delivery intervention.

Summary of results (N=60)

Variables

Strongly
disagree
1

Disagree Uncertain

2 3

Agree

4

Strongly
agree
5

Mean

N %

n % n %

%

n %

Missing frequency = 1
43. The programme is structured in such a
way that it is monitored from the regional
office.

7 12%

5 8% 23 39%

21

35%

3 5%

3.15000

Missing frequency = 4
44. This programme helped our staff to be
able to integrate all components within the
programme with that of daily programme
of educators.

6 11%

7 13% 26 47%

17

30%

3.03333

Missing frequency = 1
45. The programme is structured in such a
way that it is monitored within the school
by the SMT members.

4 7%

5 8% 15 25%

32

54%

3 5%

3.41667

Missing frequency = 8
46. The officials from the regional office
visit the school at least twice a year.

3 6%

15 29% 6 12%

12

23%

16 31%

3.55000

Missing frequency = 4
47. When department officials visit the
school, they check all the school’s files.

1 2%

12 21% 10 18%

21

38%

12 21%

3.60000

48. Curriculum implementers are sent to
school so that they organize the class
visits with educators.

3 5%

10 17% 14 23%

24

40%

9 15%

3.43333

Missing frequency = 16
49. Departmental officials always inform
our SMT members before they visit the
school.

20 45%

4 9% 17 39%

7%

2.01667

50. The programme helped our staff to
resolve conflicts better when they arise.

10 17%

15 26% 25 42%

13%

2.51667

Missing frequency = 2
51. The programme helped our staff to
improve teaching performance in the
school.

6 10%

8 13% 26 43%

18

31%

2.90000

Missing frequency = 2
52. This programme has enabled us to
understand how to develop the school
improvement plan through IQMS.

6 10%

10 17% 24 41%

16

28%

2 3%

2.98333
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Table 4.10 shows the respondents’ views on the CDIP in terms of the integration of the
interventions, monitoring and evaluation. In table 4.10 above the respondents had to
indicate whether the integration of the interventions in the curriculum delivery
programme clearly linked to the daily programme of the school. According to Piaget in
Ornstein and Hunkins (2004, p. 110) integration ‘refers to horizontal relationships of
curriculum experience’ and means that the organisation of experiences should be
unified in relation to other elements of the curriculum being taught and that subjects
should not be isolated or taught as a single course from the rest of the subjects. Thirty
percent (30%) of the respondents agreed that staff is able to integrate all components
within the programme with that of daily programme of the school (see item 44) while

47% of the respondents were uncertain whether this had been the case.

Most of the respondents (55%) agreed and strongly agreed that the curriculum
implementers were sent to our school to organise the class visit with educators (see item
48). Thirty percent (30%) of respondent agree and strongly agree that this programme
helped the staff to improve teaching performance in the school while 43% of
respondents presented uncertain (see item 51). Thirty-one percent of respondents agree
and strongly agree that this programme has enabled them to understand how to develop
the school improvement plan through 1QMS, while 41% of respondents indicate that

they were “Uncertain” or “Not sure”.

The findings with regard to the integration of the interventions, monitoring and
evaluation emphasis that the majority of the respondents were “Not sure” that the
curriculum delivery interventions were integrated with that of their daily programme in
the school. Majority of the educators indicate that they were “Not sure” whether the
programme helped them to be able to integrate all components within the programme
with that of daily program of educators. Most of the respondents agreed that the

programme is monitored by the regional office.
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4.2.6  Departmental support and professional development: Curriculum delivery intervention programme
Table 4.11: Extent to which the respondents’ views on the departmental support and professional development was achieved.

Summary results (N=60)

Variables Strongly Disagree Uncertain Agree Strongly Mean
disagree agree
1 2 3 4 5
n % n % n % n % n %

Missing frequency = 1

53. My school is often visited by curriculum 8 14% 11 19% 12 20% 23 39% 5 8% 3.10169

inspectors to provide assistance to the school.
Missing frequency = 1

54. Learners receive all learning materials for 9 15% 21 36% 17 29% 10 17% 2 3% 2.55932

their respective learning areas.

55. Our school is well supplied with furniture

(chairs, tables) 12 20% 26 44% 5 8% 17 29% - - 2.42373

56. Our school is well renovated.

21 35% 15 26% 6 10% 16 26% 2 3% 2.40678

57. In our school the teacher-learner ratio is
larger than 1:32 9 15% 9 15% 3 5% 13 22% 26 44% 3.61017

58. | understand how to develop the school
improvement plan with the aid of officials. 5 8% 19 32% 15 26% 17 29% 4 6% 2.96610

59. I understand how to develop the school
policies with the aid of officials. 5 8% 26 43% 16 27% 10 17% 3 5% 2.66102

60. | have been provided with the schedule of

visits to the school by the regional team. 24 40% 21 35% 10 17% 4 7% 1 2% 1.94915
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In table 4.11 the respondents indicated that the school is often visited by curriculum
inspectors to provide assistance to the school. Forty-six percent (46%) of the
respondents agree that curriculum inspectors are sent to school while 20% of the
respondents were uncertain about the visit by the curriculum implementers to the school
(see item 53). According to Adam (1997, p. 4) in Steyn and Van Niekerk (2007, p. 224)
professional development covers a variety of activities, all of which are designed to
enhance the growth and professional competence of staff members. Fifty percent (50%)
of the respondents disagree and strongly disagree that learner received all learning
materials for their respective learning area (see item 54). Sixty-four percent (64%) of
the respondents strongly disagree and disagree that the school is well supplied with
furniture. Sixty-four percent (64%) of respondents strongly agree and agree that the
teacher-learner ratio is larger than 1:32. Forty percent (40%) of the respondents
disagree and strongly disagree that they understand how to develop school
improvement with aid of officials (see item 57).

According to the findings in the table 4.11 the majority of respondents disagree that all
learners receive learning materials. Most of the respondents disagreed that the school is
well supplied with enough chairs and table. The majority of the respondents disagrees
and strongly disagree that the school is not well renovated and agree that a teacher-
learner ratio is larger than 1:32 in the school. In terms of the skill development by the
department of education, the respondents disagree and strongly disagree that they knew

how to develop the school improvement plan with the aid of officials.
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4.2.7 The implementation of the programme and dissemination of the information in curriculum delivery interventions.
Table 4.12: Extent to which the respondents’ views on the implementation of the Programme and dissemination of information.

Summary Results (N=60)

Variable Not at all Less extent Uncertain Somewhat To a large extent Mean

1 2 3 4 5

61. How well did the regional office inform

you on the curriculum intervention 9 15% 19 32% 20 33% 11 18% 1 2% 2.63333
programme?
Missing frequency = 1
62. How well does the regional office advise 13 22% 17 29% 14 24% 12 20% 3 5% 2.60000

you when they visit the school?
Missing frequency = 9

63. How effective was the implementation of 4 8% 8 16% 22 43% 15 29% 2 4% 2.85000

CIDP in the school?

Missing frequency = 1

64. How well is the monitoring of curriculum 5 8% 22 37% 13 22% 18 30% 1 2% 2.76667

delivery handled by the regional officials?

Missing frequency = 1

65. How clear is the standard curriculum 6 10% 18 30% 20 34% 15 25% - - 2.78333
delivery in the school by the regional office?
66. How useful are the standards of 1 2% 9 15% 21 35% 28 47%
curriculum delivery in the school? 1 2% 3.31667
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Table 4.12 shows forty-seven percent (47%) of respondents indicated that they were
“Not at all” informed by the regional office and informed to a “Less extent” on the
CDIP (see item 61). Third-three percent (33%) of the respondents were uncertain which
means that, the respondent are not sure as to whether they had been informed of the
introduction of CDIP in the school or not. Thirty-three percent (33%) of the
respondents indicated “Somewhat” and “To a larger extent” that the CDIP was very
effective in the school, while 43% of the respondents reported “Uncertain” (see item
63). Forty-five percent (45%) of the respondents reported that the curriculum delivery
had not been handled effectively or to a less extent by the officials in the school (see
item 64). This means that the monitoring of curriculum delivery is not handled as

expected by the regional office and officials.

The combination of the findings of curriculum development and dissemination of
information in table 4.12 above shows that the majority of the respondents were not
aware or aware to a less extent that the department of education informed educators or
school managers on the introduction of the curriculum delivery intervention
programme. Most of the respondents are not sure whether the CDIP implementation of
the curriculum delivery intervention programme was effective or not, while 28% of the

respondents indicated that the implementation of CDIP was to a larger extent effective.
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4.2.8 Integration of intervention, monitoring and evaluation in curriculum delivery intervention.
Table 4.13: Extent to which the respondents’ views on the integration of the intervention and monitoring and evaluation

achieved.
Summary Results (N=60)
Variables Strongly Disagree Uncertain Agree Strongly agree Mean
disagree
2 3 4 5
1
n % n % n % n % n %

Missing frequency = 1
66. The programme is structured in such a way 7 12% 5 8% 23 39% 21 35% 3 5% 3.15000
that it is monitored from the regional office.

67. This programme helped our staff to be able to
integrate all components within the programme 6 10% 7 12% 26 43% 21 35% - - 3.0333
with that of daily program of educators.

Missing frequency = 8
68. The officials from the regional office visit the 3 6% 15 29% 6 12% 12 23% 16 30% 3.5500
school at least twice a year.

Missing frequency = 4
69. When departmental officials visit the school, 1 2% 12 21% 10 18% 21 38% 12 21% 3.6000
they check all the school’s file.

Missing frequency = 2
70. This programme helped our staff to improve 6 10% 8 14% 26 45% 18 31% - - 2.9000
teaching performance in the school.

Missing frequency = 2
71. This programme has enabled us to understand 6 10% 10 17% 24 41% 16 28% 2 3% 2.9833
how to develop the school improvement plan
through IQMS.
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In table 4.13 the respondents air their views on the programme in terms of the
integration of intervention, monitoring and evaluation. The majority of respondents
(40%) “Agree” and “Strongly agree” that the programme is structured in such a way
that it is monitored from the regional office, while 39% of respondents were
“Uncertain” whether it is monitored by the departmental officials (see item 66). Forty-
three percent (43%) of the respondents were “Uncertain” whether the programme
helped staff to be able to integrate all components within the programme with that of
the daily programme of educators. Only 35% of the respondents agreed that the
programme helped them to be able to integrate all components within the programme
with that of the daily programme of educators (see item 67). The majority of the
respondents were “uncertain” (43%) whether the programme helped them to improve
teaching performance in the school, while 30% of the respondents agreed that the
programme helped them to improve their teaching performance in the school (see item
70).

The findings with regard to the integration of interventions, monitoring and evaluation
shows that majority of the respondents were uncertain whether the programme was
really monitored from the regional office. This means that respondents are not sure that
the programme is really structured in such a way that it monitored by regional office.
The majority of respondents were uncertain whether the programme helped staff to

improve teaching and learning to address the performance in the school.
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4.2.9 Programme evaluation in curriculum delivery intervention
Table 4.14: Extent to which the respondents’ views on the evaluation of CDIP was achieved.

Summary Results (N=60)

YUNIBESITHI YA PRETORIA

Variable Strongly Disagree Uncertain Agree Strongly Mean
Disagree Agree
1 2 3 4 5
% n % n % n % n %
Missing frequency = 3
72. This programme helped me to become more 5% 8 14% 20 35% 22 39% 3 5% 3.20000
collaborative in my dealings with issues or activities
in the school.
Missing frequency = 2
73. This programme helped me to improve my level 5% 8 14% 14 25% 31 53% 2 3% 3.33333
of managing curriculum in the school.
74. This programme helped me to receive feedback
immediately after evaluation was done. 2% 8 13% 27 45% 22 37% 2 3% 3.26667
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Table 4.14 shows that forty-four percent (44%) of the respondents agreed and strongly
agreed that this programme helped them to become more collaborative in their dealings
with issues or activities in the school, while 35% of the respondents were uncertain (see
item 72). Fifty-six percent (56%) of respondents selected both “Agree” and “Strongly
agree” that this programme helped them to improve their level of managing curriculum
in the school (see item 73). Forty-five percent (45%) of the respondents indicated that
they are not sure that, this programme helped them to receive feedback immediately
after evaluation done, while 37% of the respondents agreed that they received feedback

immediate after evaluation had been done (see item 74).

Combination of the findings on the table 4.14 above, majority of respondents indicated
this programme helped them to become more collaborative in their dealing with issues
or activities in the school. Most of the respondents indicated that this programme helped
them to receive feedback immediately after evaluation was done. The other respondents
indicated that the programme helped them to improve their level of curriculum

management in the school.

4.3  Results of the frequency analysis of the observational checklist

This section focuses on variable 1 to variable 35 of the observational checklist which
explores the researcher’s perceptions about the usefulness of the curriculum delivery
interventions in the management and administration, curriculum management and
monitoring and moderation of the work of educators in the classroom practices. With the
aid of the professional statistician, the data collected were statistically analysed and the

frequency results were produced.
The frequency results as presented in three tables below. In each sub-section of the

observational checklist the observer was required to answer “Yes or No” to the question
asked.
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The following variables were used in the observational checklist used by the researcher
to observe the school files without interviewing the SMT members.

e V1-Mission statements for the school.

e V5-School policies.

e \/21-Work schedules for each learning area in the school.

e V25-Curriculum management plan used SMT members.

e V/28-Lesson observation tool used by the SMT members

e V29-Annual assessment programme.

e V/31-Monitoring tool use for moderating educators’ files.

e V/33-School improvement plan/ school development plan

Table 4.15: Frequency analysis of items/variables the observer assessed on the

management and administration documents.

Variable (V1V2V3V5...V33) Frequency Percentage
Yes 9 64 %
No 7 36%
Total 16 100%

Table 4.15 shows that 64% of observer’s findings is that the school has all items
indicated on the observational checklist as V2, V3, V4, V7, V8, V9, V11 and V12, while
only 36% of the items on the observational checklist indicated that school does not have
items V1, V5, V21, V25, V28, V29, V31 and V33. The assumption is that the school
management team members do not have knowledge on how to development these

documents for the school.
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Table 4.16: Frequency analysis of items/variables the observer assessed on the

curriculum management.

Variable (V15 to V30) Frequency Percentage
Yes 9 56%
No 8 44%
Total 16 100%

Table 4.16 shows that 56% of observer’s findings is that the school has all variables
indicated as V15, V16, V18, V19, V7, V20, V24 and V26, while only 44% of the
items/variables on the observational checklist indicated that the school does not have
items such as V5, V21, V25, V28, V29, V31 and V33. This shows that school is not in
possession of having the important documents they should have. The assumptions can
be that the school management team does not have enough knowledge on how to

develop these documents and able to make use of them.

Table 4.17: Frequency analysis of items/variables the observer assessed on the

monitoring and moderation.

Variable (V31 to V35) Frequency Percentage
Yes 1 20%
No 4 80%
Total 5 100%

Table 4.17 shows that 20% of observer’s findings that the school has all items on the
observational checklist indicated as V35, while only 80% of observer’s findings
indicated that the school does not have items V28, V29, V31, V33 etc. This shows that
those important documents the school must have, they do not have.
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4.4 Interpreting a box and whisker plots

A systemic plot or a box and whisker plot is used to give a picture or image of the
variability. The size of this rectangular box is determined by the first and third quartiles
of the distribution where consideration is based on the 25% and 75% of the data
distributed in this study. The length of the box, the rectangle bounded by the hinges
represents the proportion of the distribution that falls between the 25" and 75"
percentiles. The line across the box represents the median and the length of the whiskers
represents the minimum and the maximum or the adjacent outmost value. The data are
used below to stress what is to be used in the Curriculum Delivery Intervention
Programme done in the figures below. The difference between variables that were
considered in the CDIP where all participated in the programme scaled to evaluate the
programme, the departmental support and professional development, Integration of
interventions, monitoring and evaluation and curriculum development, implementation
of the programme and dissemination of information by various variables as illustrated in
the figure 4.1- 4.9 below. Each of the interventions has its own figure scaled and rated in

the tables and has the different variables according to the intervention.
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Figure 4.1: The plot of the programme evaluation vs. SMT and educators
Strongly disagree = 1 through strongly agree =5

Program evaluation vs Gender

Average of Program evaluation

Male Female
Gender

The box plot in figure 4.1 for males provides interesting information on the distribution
of the evaluation of the programme (CDIP). Traditionally, the vertical axis of the box
plot is read from the lowest value at the bottom to the highest value at the top. The
median of the evaluation of the programme is just below 3.2 (horizontal line inside the
box), suggesting that the majority of the respondents were uncertain whether the
programme had really helped them. The middle 50% (at 3.2) of the distribution of
information in the evaluation of programme lies between 2.1 and 4 providing a rough
estimate of the variability around the median. The lowest extreme at the bottom and
highest extreme at the upper of the plot box ranges between 1 and 4.4. This means that
the lowest whisker is longer than the extreme upper whisker. The data are spread out
more below the first quartile than above the third quartile. This also means that most of
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the information is clustered where most of the respondents indicated “Strongly disagree”
and “Uncertain”. In this case not one of the respondents shows any agreement that the

programme did help them.

The box plot in figure 4.1 for the female respondents provides an additional visual
landmark describing the distribution of information about the evaluation of the
programme by the respondents. The median of the programme evaluation is just below
3.4 (horizontal line in the box), suggesting that most of the respondents indicated
“Uncertain” or “Not sure” that the programme had helped them or not. The middle 50%
(at 3.3) of the distribution lies between 3 and 4 (ends of the box plot) providing a rough
estimation of the variability around the median. The lowest extreme at the bottom and
highest extreme both start vary between 2 to 4.2, which means that the lowest whisker is
longer than the extreme upper whisker. The data are spread out more below the first
quartile than above the third quartile. This also means that most of the information is

clustered where most of the respondents indicated “Disagree” and “Uncertain”.

In conclusion both male and female as indicated in the double box and whisker plot, are
“Uncertain” as to whether the programme did really help them or not. Both plots show
that the respondents disagree and are uncertain whether the departmental support did
happen as expected in the school. In terms of the two boxes, one box plot for male is
longer than the box plot for the female. Thus, the information in the box plot for males is

spread out more than the information in the female box.
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Figure 4.2: The plot of the departmental support and professional development vs
educational qualification.

Strongly disagree = 1 through strongly agree =5

Department support vs Educational qualifications
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The box plot in figure 4.2 illustrates the distribution of information in terms
departmental support versus the educational qualifications of the staff. The focus here is
on those educators with a post school diploma and B-degree. The median departmental
support information is just above 3 (horizontal line inside the box), suggesting that the
majority of the respondents are uncertain or not sure that the Department really gave
support to the CDIP. Comparing those who mentioned that they were not sure or

uncertain with those who disagreed, those who indicated “uncertain” form majority.
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Fifth percent (at 3.1) of the distribution of the information on the departmental support
lies between 2.3 and 3.4 (ends of the box), providing a rough estimate of the variability
around the median. The lowest extreme at the bottom and highest extreme both range
between 2.2 to 4. This means that the upper whisker is longer than the extreme lowest
whisker, so the data are spread out more evenly above the third quartile than the first
quartile. This also means that most of the information is clustered where most of the

respondents indicated that they “Disagree” and were “Uncertain” about the statement.

The focus in this box plot represented by figure 4.2 applied to those educators with a
degree plus a diploma and a post-graduate qualification. The median of departmental
support information is just below 2.4 (horizontal line inside the box), suggesting that the
study found that the majority of the respondents disagreed that the school received
enough support from the Department. The central of the distributions lies between 2 and
3.1 (ends of the box plot) providing a rough estimate of the variability around the
median. The lowest extreme at the bottom and highest extreme at the upper of the plot
box range between 1.4 and 3.3. This means that most of the information is clustering
where most of the respondents indicated that they disagree and were uncertain about the

statement listed in the questionnaire.
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Figure 4.3:  The plot of the integration of interventions, monitoring and evaluation vs
streams in the school.
Not at all =1 through to a larger extent =5

Classroom practices vs Streams

Average of Classroom practices
L]

1357 2468
Streams

The box plot in figure 4.3 provides information describing the distribution of
information about the integration of interventions (classroom practices) by educators in
their respective streams in the school. The focus here is on stream 1, 3, 5 and 7. The plot
indicates that the majority of the respondents are “Uncertain” or “Not sure” whether the
integration of interventions in the classroom had been successful. The middle 50% (at 3)
of the distribution lies between 2.2 and 3.3 (ends of the box plot) providing a rough
estimate of the variability around the median. The lowest extreme at the bottom and

highest extreme at the upper of the plot box range between 1 and 4. This means that the
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lowest whisker is longer than the extreme upper whisker, indicating that the data is
spreading more below the first quartile than above the quartile. This also means that
most of the information is clustered where most of the respondents “Strongly disagree”
and “Disagree”. None of the respondents is therefore certain whether the programme

helped him or her, or not.

Science educators responded to items 2, 4, 6, and 8 in the questionnaire. The distribution
of responses occurs the values are illustrated by figure 4.3. Figure 4.3 suggests that the
majority of the respondents are “Uncertain” or “Not sure” that the CDIP managed to
help educators to integrate the interventions into a daily programme. The middle 50% (at
3.1) of the distribution lies between 2.4.5 and 3.2 (ends of the box plot), providing a
rough estimate of the variability around the median. The lowest extreme at the bottom
and highest extreme at the upper of the plot box deviate between 2.2 and 3.4. This
means that the lowest whisker is longer than the extreme upper whisker, so the data are
spread more below the first quartile than above the third quartile. This also implies that
most of the information is clustered where most of the respondents strongly disagreed

with the question raised in the questionnaire.

In conclusion, both streams (Science and General) indicated different views about the
integration of intervention (classroom practices). Respondents from both streams
indicated that they were certain whether the integration of the intervention is possible in
the classroom. In the double box and whisker plot, the first box plot is based on the
responses by educators in the General stream and is longer than the box plot based on
the responses by educators in the Science stream. The information from the box plot for
General stream educators is spreading much broader as compared to the responses

gathered from the Science educators.
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Figure 4.4:  The plot of the departmental support and professional development vs.
post level

Strongly disagree = 1 through strongly agree =5

Department support vs Post level
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The box plot in figure 4.4 provides interesting information on the distribution of
information about the support the school is supposed to receive from the Department of
Education. The focus here is on the views of educators about the departmental support
as indicated by 1 on figure 4.4. The median of the departmental support is symmetrically
skewed at 2.4 (horizontal line inside box plot), suggesting a match between the
respondents who disagreed and those who were uncertain. The middle 50% (at 2.4) of
the distribution lies between 2.1 and 3.2 (ends of the box plot), providing a rough
estimate of the variability around the median. The lowest extreme and highest extreme
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both start from 1.1 to 4.1.5. This means that the lowest whisker is equal to the upper
extreme whisker, so the data are spread more below the first quartile which is equal to
data spread above the third quartile. This also means that the information is clustered
where most of the respondents strongly disagreed and were uncertain. In this case not

one of the respondents gave any indication that the programme helped him or her.

A box plot is based on the views of the school management team members on the
departmental support as indicated as (2, 3, and 4) on the figure 4.4. The median of the
departmental support is just above 2.3 (horizontal line inside box plot), suggesting that
the majority of the respondents totally disagreed that departmental officials support the
school. The centre of the distribution lies between 2.2 and 2.4 (ends of the box plot),
providing a rough estimate of the variability around the median. The extreme and
highest extreme both start from 2 to the 3.2, which means that the lowest whisker is
shorter than the extreme upper whisker, so the data are spread more above the third
quartile than below the first quartile. This means that most of the information clustered
at a point where most of the respondents indicated their disagreement and uncertainty
with the questions. None of the respondent gave any indication that the programme
helped him or her.

In conclusion, both educators and school management team members indicated different
views on the support the Department is supposed to offer to the school. Both box plots
of the respondents showed that they “Disagree” or are “Uncertain” about the support the
departmental officials are supposed to offer to the school has evident. In the double box
and whisker plot in the figure 4.4 above, the first box plot is based on the responses
indicated by educators whom a box plot is longer than the box plot based on the
responses by the school management team members. The information in the box plot for
educators’ responses is spread more than in the box plot for SMT members ‘responses.
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Figure 4.5:  The plot according to the dissemination of information vs. post
level

Strongly disagree = 1 through strongly agree =5

Information dissemination vs Post level
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Figure 4.5 provides additional information about the dissemination of information by
department of education to the school. The focus here is on the views of educators about
the dissemination of information as indicated by 1 in figure 4.5. The median of the
dissemination of information is just 2.2 (horizontal line inside box plot), suggesting that
the respondents disagreed that they had been informed of the curriculum delivery
intervention programme. The middle 50% (at 2.4) of the distribution lies between 2.2
and 3 (ends of the box plot) providing a rough estimate of the variability around the
median. The lowest extreme at the bottom and highest extreme at the upper of the plot
box range between 1.4 and 3.3. This means that the lowest whisker is shorter than the

upper extreme whisker, so the data are spread out more above the third quartile than
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below the first quartile. This also means that most of the information is clustered where
most of the respondents indicated “Disagree” and “Uncertain”. In this case not one of

the respondents gave any indication that the programme helped him or her.

The information contained in figure 4.5 is based on the views of the school management
team members about the dissemination of information assigned to items 2, 3 and 4 as
indicated in figure 4.4 above. The median of the dissemination of information is just
above 2.4 (horizontal line inside box plot), suggesting that the study found that the
majority of the respondents disagreed that departmental officials informed the school of
relevant information regarding the content of programme. The middle 50% of the
distribution lies between 2.2 and 3.1 (ends of the box plot) providing a rough estimate of
the variability around the median. The lowest extreme and highest extreme both start
from 1.4 to 4. Most of the information is clustered where most of the respondents
indicated “Disagree” and “Uncertain”. In this case not one of the respondents gave any

indication that the programme helped him or her.

In conclusion, both educators and school management team members indicated that they
had different views on their responses about the dissemination of information. The
majority of the respondents indicated that they disagree that they had been informed of
what is entailed in the programme. Both graphs of respondents showed that they
disagree or are uncertain that the information was disseminated when the programme

started
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Figure 4.6: The plot of the integration of interventions, monitoring and evaluation vs.
post level.

Strongly disagree = 1 through strongly agree =5

Classroom practices vs Post level
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Figure 4.6 provides information on the distribution of information about the integration
of interventions in the classroom. The focus here is on the views of educators about the
integration of interventions as indicated by 1 in the figure 4.4. The median of the
integration of interventions or classroom practices is just 3.2 (horizontal line inside box
plot), suggesting that the respondents were “Uncertain” or “Not sure” that integration of
interventions happened as expected in the school. The middle 50% (at 3.1) of the
distribution lies between 3 and 3.2 (ends of the box plot), providing a rough estimate of
the variability around the median. The lowest extreme and highest extreme both start
from 2.2.5 to 4. The information is clustered where most of the respondents indicated

that they disagreed or were uncertain about the statements listed.
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The box plot is also based on the views of the school management team members about
the integration of interventions assigned to the following numbers 2, 3, and 4 as
indicated in the figure 4.6. The median of the integration of interventions is just below
3.2 (horizontal line inside box plot), suggesting that study found that the majority of the
respondents indicated “Uncertain” or “Not sure” that the integration of interventions is
happened as expected in the school. Middle 50% of the distribution lies between 3 and
3.3 (ends of the box plot), providing a rough estimate of the variability around the
median. The extreme at the bottom and highest extreme both start from 2.3 to 4.1.5. This
means that the lowest whisker is longer than the upper whisker, so the data are spread
more below first quartile than above the third quartile. This means that the information

is clustered where the respondents indicated “Disagree” and “Uncertain”.

In conclusion, both educators and school management team members indicated that they
had the same views on the integration of interventions in the school. Both box plot of
respondents showed that they “Disagree” or are “Uncertain” that the integration of
interventions in the classroom situation is happening as expected in the school. In the
double box and whisker plot, the first box plot is based on the responses by educators
and is shorter than the second box plot based on the responses by the school
management team. The information in the box plot for educators’ responses spread less

than in the box plot for SMTs’ responses.
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Figure 4.7: Plot of departmental support and professional development vs. age.

Strongly disagree = 1 through strongly agree=5
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Figure 4.7 provides information on the distribution of information about the support the
school is supposed to receive from the Department of Education. The focus is on the
views of educators who are less than forty years (< 40 yrs) of age about the departmental
support as indicated by < 40 in the figure 4.7. The median of the departmental support is
just 2.2 (horizontal line inside box plot), suggesting that box plot of the respondents was
“Uncertain” or are “Not sure” whether departmental officials offered a clear support to
the school. The middle 50% (at 2.3) of the distribution lies between 2 and 3.1 (ends of
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the box plot), providing a rough estimate of the variability around the median. The
lowest extreme at the bottom and highest extreme vary between 2.4 to 4.1.

A box plot in figure 4.7 is based on the views of the educators over aged of forty years
(40<). The median of the departmental support is just symmetrical at 3 (horizontal line
inside box plot), suggesting that study found that the majority of the respondents
indicated “Uncertain” that departmental officials support the school of relevant support
to the school. The middle 50% of the distribution lies between 2.3 and 3.3 (ends of the
box plot), providing a rough estimate of the variability around the median. The lowest
extreme and highest extreme deviate between 1.3 and the 4.. The information is
clustered where most of the respondents indicated that they disagreed about the

statements listed.

In conclusion, the educators and the school management team members indicated that
they had the same views on the support the department is supposed to offer to the
school. Both box plot of respondents that they “Disagree” or are “Uncertain” that the
support the departmental officials are supposed to offer to the school is provided. The
first box plot is based on the responses by educators who are over forty years of age are
longer than the box plot based on the responses by educators aged less than forty years.
The information in the box plot for educators’ responses aged greater than forty years
are spread more than in the box plot for educators’ responses that aged less than forty

years.
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Figure 4.8: The plot of the program evaluation vs. post level in the school.
Strongly disagree = 1 through strongly agree =5

Program evaluation vs Post level
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Figure 4.8 educators provide information on the distribution about the programme
evaluation (CDIP). The focus here is on the views of educators about the evaluation of
the programme as indicated by 1 on the figure 4.8. The median of the evaluation of the
programme is just symmetrical at 3.1 (horizontal line insider the box), suggesting that
study found that the majority of the respondents indicated that they are “uncertain” or
are “not sure” whether the programme had really helped them or not. The middle 50%
(at 3.1) of the distribution lies between 2.3 and 4 (ends of the box plot) providing a

rough estimate of the variability around the median. The lowest extreme at the bottom
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and highest extreme at the upper of the plot box range between 1.2 and 4.3. Most of the
information is clustered where most of educators indicated that they “Disagree” with the

Statement”.

The box plot in figure 4.8 provides distribution of information on the evaluation of the
programme by the respondents. The focus here is on the views of SMT members about
the evaluation of the programme as indicated by 2, 3 and 4 on the figure 4.8. The median
of the response to program evaluation is just below 3.3 (horizontal line in the box),
suggesting that the study found that most of the respondents indicated that they are
“Uncertain” or “Not sure whether the” programme had helped them or not. The middle
50% (at 3.2) of the distribution lies between 2.4 and 4 (ends of the box plot) providing a
rough estimation of the variability around the median. The lowest extreme and highest
extreme both vary between 2 and 5. The fact that the lowest whisker is shorter than the
upper whisker means the data are spread more above the third quartile than below the
first quartile. It therefore appears as if the information is clustered where most of the

respondents indicated that they “Agree to the statement.”

In conclusion both educators who are at post level 1 and SMT members indicated that
they “Disagree” or are “Uncertain” regarding the matter. Both box plots illustrate that
the respondents disagree or are uncertain that the programme helped them. In the double
box and whisker box where, the first box plot is based on the responses by educators at
post level 1, it is longer than the box plot for the SMT members. The information in the
box plot for educators is spread more than the information in the box plot for SMT

members’ box.
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Figure 4.9: The plot of the program evaluation vs. teaching experience

Strongly disagree = 1 through strongly agree =5

Program evaluation vs Teaching experience
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<=10yrs >10yrs
Teaching experience

Figure 4.9 provides information on the distribution of information on the evaluation of
the programme. The focus is on the views of educators who have more than ten years of
teaching experience on the value the evaluation of the programme as indicated by <10
years on the figure 4.9. The median of the evaluation of the programme is just 3.3
(horizontal line inside box plot), suggesting that study found that both of the respondents
indicated “Uncertain” or are “Not sure” that the programme had helped them. This
means that not one agree that the programme itself did play a role to see changes since
the programme started in the school. The middle 50% (at 3) of the distribution of

information on the evaluation of the programme by educators lies between 2.4 and 3.3
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(ends of the box plot) providing a rough estimate of the variability around the median.
The lowest extreme and highest extreme both start from 1.3 to the 4.2. This means that
the lowest whisker is longer than the upper extreme whisker, so the data are more spread
out below the first quartile than above the third quartile. This means that the information

is clustered where respondents indicated “Disagree” or “Uncertain”.

A box plot in figure 4.9 is based on the views of those educators that have less than ten
years about the programme evaluation as indicated as (< 10 years) on the figure 4.9. The
median of the programme evaluation is just below 3.4 (horizontal line inside box plot),
suggesting that study found that the majority of the respondents indicated “Uncertain” or
“Not sure” that the programme had helped them to see changes since the programme
started in the school. The middle 50% (at 3.3) of the distribution lies between 2.4 and 4
(ends of the box plot), providing a rough estimate of the variability around the median.
The extreme and highest extreme are both starting from 1.1 to the 4.4, which means that
the lowest whisker is longer than the upper whisker, so the data are spread more below
first quartile than above the third quartile. This means that the information is clustered
where respondents indicated “Disagree” and “Uncertain”. In this case no one of the
respondents showing any agreement that the programme did help them.

In conclusion, educators those have more than ten years teaching experience and those
having less than ten years had the same views on their responses about the evaluation of
the programme in the school. Both box plot of respondents showed that they disagree or
uncertain that the programme did help them. In the double box and whisker plot, the first
box plot is based on the responses by educators that have more than ten years teaching
experience which are longer than the second box plot based on the responses by the
educators having less than ten years. The information in the box plot for educators that
have more than ten years teaching experience is spread more than in the box plot for

educators having less than ten years teaching experience in the school.
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4.5 Analysis of the findings of the qualitative approach to the investigation

45.1 Introduction

In this section the researcher analyses the findings that were during the individual
interview with the participants in the school by using the interview guide approach.
McMillan and Schumacher (2006, p. 473) explained interview guide approach as an
approach in which the researcher selects interview topics in advance but decides the
actual sequence and wording of the questions during the interview. Creswell (2005, p.
231) explained that this analysis initially consists of developing a general sense of the
data, and then coding description and themes about the central phenomenon. He further
described transcription as a process of converting audiotape recordings or field-notes
into text data. In this section the logical analysis was used to explore the phenomenon.
Supporting the view as indicated above McMillan and Schumacher (2006, p. 375)
contend that doing logical cross-analyses and usually presented in matrix format,
categories are crossed with one another to general new insights for further data analysis.
The findings focus on professional development, departmental support, integration of
interventions into daily program of educators, dissemination of information and

implementation and monitoring, evaluation and feedback.

4.5.2 Professional development (training)

All four frustrated educators | interviewed mentioned that they lack support by the
Department of Education in terms of professional development. The interesting thing is

that the principal of the school was one of the participants 2 (P2).

In addressing the question whether it was possible to learn anything from the completion
of class registers, participant 1 (P1) replied that some educators could not complete the
registers correctly (P1.5.1) and that they could also not balance the register correctly
(P1.5.2).
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Participant 2 (P2), (P2) complained about the shortages of qualified Mathematics,
Physical science and Accounting teachers.

The other three educators (P1, P3, P4) said that despite the fact that the teaching staff of
a school devotes significant time or resources to professional development it would be
better if the Department could sent them to the University or give them a very effective
workshop for at least for a week or more (P1.9.1, P3.9.1, and P4.9.1).

Skill development is meant for developing educators and this programme does not
actually cover everybody. The reason that it is not able to cover many educators is that

the Department of Education does not have enough funds for this programme (P3.9.2).

One Participant (P2. 9. 3) mentioned that other educators did apply for skill
development for support but no feedback has been provided thus far.

Another educator (P4) said the Department of Education should be serious about staff
development (P4.9.2). The participant continued to explain that it is very much
important for the department not to regard educators just as educators who have learned
to give homework as a matter of course, never as punishment but district must learn the
critical contribution that job-embedded professional development can contribute to

general school excellence (P4.9.2).

One of the four educators | interviewed said that he was no longer experiencing
problems with the educator development, when an educator sent to in-service training to

acquire to deal with, the following (P1.9.1):

e In-service training that was assisted schools in terms of skills development
e Professional growth

e Personal development

e On-job training

e Personnel development
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He believes that professional development covers quite a number of activities all of
which are designed to enhance the growth and professional competence of the staff
members (P1.9.3).

The synthesis of the above findings is that the Department has to focus on staff
development. Focusing on staff development in the school is the key to effective quality
improvement. The dividends of this approach include a more effective school and

improved learner achievement, greater satisfaction and higher morale.

In the case of professional development, it seemed that the Department does not actually
support educators to advance their knowledge and skills in various fields of study. The
Department organises workshops and focuses on staff regardless of which learning area
an educator is teaching, but those officials themselves who conduct the workshops are
not knowledgeable in the learning area they facilitate. Gillmer, Pienaar, Van Dyk and
White (1998, p. 60) emphasise that the professional teachers need constant in-service

training for general professional growth and effective service to the community.

The problem with the department is that they do not prioritise the development of
education specialists in an effort to manage curriculum implementation effectively. They
do not make sure that, principals are empowered so that they are able to ensure that
every education specialist develops and is supported. According to Combrinck (2003, p.
60) the major problem in the Department was a lack of in-service training for teachers.
He further states that teachers in general felt that training was inadequate which made
them felt incompetent. The Department does not make sure that all curriculum
implementers facilitate learning areas in which they have expertise in (especially in
scarce learning areas such as Mathematics, Physical science and Accounting). They do
not ensure that education specialists are empowered to develop policies so that when
they come to visit schools, they know what they are looking for. The Departmental
officials do not propagate the skill development Act, No. 97 of 1998 so that they

collaborate with universities. The province must make sure that the Integrated Quality
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Management System (IQMS) which is the model for the national Department of
Education for school improvement serves the purpose it is intended to serve.

4.5.3. Departmental Support for the CDIP

One educator reported that the regional office does not manage the programme properly,
especially the planning itself. If departmental officials fail to support educators in terms
of the inputs the learning outcomes will suffer. Educators emphasise that since the
Department of Education puts other schools under quintile 1 which means that all
learners in those schools they do not pay school fees. Schools depend on the support of

the Department of Education in terms of funds so that they can sustain themselves.

In answering to the question whether there are problems that the school experiences with
regard to the departmental support, one educator (P1.9) replied that the problems
experienced were related to the shortage of qualified educators and unacceptable
teacher-ratios which are the stipulated regulation. Further problem were overcrowding in
the classrooms and shortage of furniture. This participant (P1.9.1) wanted to know how
it could be possible for a school to perform in this regard.

Three educators interviewed indicated that the problem of retaining staff is that the
Department of Education is competing with private sector. Most schools loose qualified
educators who join the highly paid institutions such as private sector. This applies
specifically to those educators teaching Mathematics and Physical science. The schools
and regional offices are no longer having a control over the movement of Mathematics
and Physical science educators due to the low salaries Department pays to educators
(P2.9.4, P3.9.4 and P4.9.4). Another educator pointed out that now; most of the
educators are being absorbed by the private sectors and that is a provincial and national
outcry in terms of the shortage of educators, particularly in certain scarce learning areas
(P2.9.5).
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Another problem is the workshops that do not address their needs as a school. The
Department must come up with a way to monitor these workshops so that educators will

feel being supported in terms of the curriculum itself (P1.9.2).

The professional development workshops should cover any of the professional
development activities. If the Department of Education wants to show support to it must
first develop educators (R2.9.6). It is evidence that the best and most effective
workshops are those where an individual educator and learning area teams have tested
and shared ideas on good practices (P2.9.7).

Participant 1 (P1) pointed out that they no longer employ educators based on their
competency. For example, there are those curriculum implementers who are specialists
in their chosen field of expertise including the didactics of the learning area who are not
utilised by the same education department (P1.9.3). P1 replied that, although there are
excellent curriculum implementers who can encourage and inspire educators, sadly there
are some who are relatively poorly qualified and lack teaching and assessment

experience (P1.9.4).

Competency refers to the ability of educators to be effective performance of their
normal duties and functions. This means they should have the necessary ability or
knowledge and skill to perform functions successfully (P1.9.5). However, the induction
of new educators is one of the critical elements of developing a committed and
competent teaching staff with a shared vision of what constitutes good teaching and
learning (P1.9.6).

In answering to the question regarding different ways to develop educators, participant 2
(P2) replied that skill development is one way of improving an educator (P2.10.1). The
other ways to develop an educator are for the Department to organise workshops and
make sure that they are being supported. The same participant argues that the
Department has to monitor and send very qualified facilitators to the workshops
(P2.10.2). The programme such as teach-a-teacher programme should be promoted to
schools (P2.10.3). The suggestion was that the Department form or be in partnership
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with higher institution of learning, such as universities to assist with content knowledge
(P2.10.4).

On the question whether sufficient support is given by the Department to schools, and
whether all NCS documents are used in the cluster meetings, one participant 3 (P3)
replied that they have all NCS documents and policy documents (P3.11.1).

In answering to the question in which the interviewer wanted to know how often the
regional office visited the school and provided feedback, participant 2 (P2) replied that
they visit schools twice a year and give feedback (P2.15.1).

To the question whether the regional office provides the school with learner support
materials, participant 4 (P4), replied that there is excellent stationary supply (P4.16.1).
Educators completed a top-up form (a form used to order text-books to Department) for
this year now, but no textbooks delivered to schools by the Department of Education
(P4.16.2).

In answering the question on what problems have been experienced with regard to the
developmental support by regional office, participant 1 (P1) replied that the problem is
that curriculum implementers do not come to visit school on a regular basis (P1.18.1).
The Department has a problem to replace educators who decide to leave the profession
and joint industry (P1.18.2).

The synthesis of the findings of the investigation is that within the broader context of
education in the South Africa, it is important that school managers reach the set
objectives, because schools will then be able to reach the outcomes they wanted to
achieve. All depends on school managers who can apply their mind to effective tasks if
they want to achieve the set objectives. These also depend on the support given to
schools to fulfill all expectations the Department is hoping to achieve. The National
Department of Education (2010, p. 3) indicate that they are also focusing on

strengthening teaching and learning in Grade R by distributing learning and teaching
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support packs for Grade R teachers to all 13900 schools that offer Grade R. Sometimes,
one can conclude that it seems there is no cohesion from school level up to provincial
level in terms of issues on communication, quality of teaching and learning, curriculum
provision and resources. The Department of Education must seriously take the following
into consideration and extend their support so that learning context can be strengthened:
learner achievement, quality of teaching and learning, curriculum provision and
resources, leadership and communication in schools. According to Sigh (1997, p. 31) in
Combrinck (2003, p. 52) some of the problems raised by teachers are the effectiveness
of the assessment approach in large classes , the influence and lack of facilities and
resources on the assessment methods and the influence of multicultural classes on all

aspects of assessment.

When | interviewed the participants, | found that most of the responses show that the
department does not provide schools with relevant learning materials such as textbooks,
renovated buildings or furniture so that they are able to address the issue of
overcrowding in schools. The teacher-learner ratio is larger than recommended in the
national regulation and teaching strategies the educator uses in the classroom.
Educators’® use resources, including books, equipment accommodation and time,
educators’ expectations of learners will not be attained. It is not easy for educators to
control and manage the learners’ work, especially the arrangements made by the
educators for learners with different abilities, especially the most able and those with
learning difficulties. Combrinck (2003, p.60) explains that teacher’s agree that the
number of learners in a class and the availability of resources and facilities plays a

significant role in the success of the system.

I have realised that the department does not provide the schools with enough facilities
such as school libraries and science laboratories. Learners are studying Mathematics and
Physical sciences suffer in terms of acquiring knowledge, because these learning areas

need practical work.
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Department does not succeed in retaining the very qualified staff in schools. Most

educators leave and join the private sector.

Many officials sent to schools by the Department, are not expert in their fields. The
Department needs to offer more workshops to the Departmental officials. Lucas (20009,
p. 4) states that you can have all the knowledge in the world between your ears, but, if
you cannot effectively communicate it in a way that allows your learners/educators to
gain it, retain it, recognize and recall it, and use it, they will likely leave the room
feeling cheated. He further states that you must ensure that there is a transfer of learning
from you to them and ultimately to the workplace, you must act as a conduit. Russel
(1999, p. 107) further states that memory is important in accelerated learning because it

drives how well learners retain new or changed learning.

4.5.4 Integration of interventions into daily programme of educators

In answering to the question how these interventions are assimilated into the daily

programme of educators in the school, participant 2 (P2) replied as follows:

I’m not saying the Department is failing completely; there are those
workshops that are helpful. We hear from educators who even disclose

that their knowledge and skills have improved (P2.19.1).

The researcher wanted to know how often SMT members meet and discuss issues
related to the school. Participant 3 (P3) replied that they meet and talk about the core

function or duties of SMT members and have meetings twice in a month (P3.6.1).

On the question how the SMT members receive workshops on quality assurance,
participant 2 (P2), replied that the Department organises workshops for HODs. However
those workshops are always not effective. Schools end up organizing their own
workshop (P2.20.1).
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The synthesis of the findings of the investigation with regard to the integration of
interventions on daily classroom practices emerged as being vitally important. Welch
(1993, p. 267) indicated that a curriculum focusing on strategies for efficient learning
and functioning is intended to help inefficient learners assimilate strategies and meta-
cognitive behaviours that will enable them to meet the demands of mainstream
classrooms. These three planning phases play a very significant role such as learning
programme, work-schedules and lesson planning. Gipps (1995, p. 28) in O’Leary and
Shiel (1997, p. 224) explains that the NCA in England and Wales has given teachers a
better understanding of the curriculum, has improved their understanding of what
children can do, has raised expectations for students achievement and broadened
teachers’ classroom practices. The learning programme is a learning area plan for the
phase (all grades).The work schedule is based on the learning programme and describes
what is planned for one year and sequences the learning outcomes and assessment
standards to ensure progression across the four terms of the year. Willoughby, Wood,
McDermott and Mclaren (2000, p. 20) explain that learners who use elaborative
interrogation may have greater arousal or engage in more effortful processing than
learners in control groups, the connections made to the learner’s knowledge base seems

to be the most common explanation for elaborative interrogation’s effectiveness.

One of the participants | interviewed said the Department sends officials with no
expertise to the workshops to support educators on the content knowledge. Departmental
officials tent to forget that the documents need more explanation as they are not easy to
understand. The educators need a clear guidance on the NCS policy. If the educators
understand how the concepts in the NCS have to be interpreted, they will be able to
follow a good approach to share the workload and their expertise The National
Department of Education (2010, p. 5) explained that the NCS should provide clear
guidelines on what educators ought to teach and assess on a grade-by-grade and learning
area/subject basis assessment policy. Learning area heads should conditionally be able to
work together as a team in the school. According to Shepard et al (1996) in Schafer,

Swanson, Bene and Newberry (2001, p. 152 they are better able to utilize assessments as
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part of instruction by explaining learning goals to students through descriptions of the
activities they will be expected and criteria.

It is also very important for the SMT members to ensure that they are familiar with
learning or teaching materials, so that they are in a position to monitor what their
learning area heads and learning area teams are doing. This can help learning area heads
and educators to make sure that the assessment strategies they use provide a coherent
framework for student assessment, and that the feedback they provide to students and
their parents is an accurate reflection of their performance relative to some external and
objective benchmark. Meisels, Bickel, Necholson, Xue and Atkins-Burnett (2001, P. 75)
state that evident is accruing on the potential of performance of learners or educators on

assessments to improve teaching and learning.

455 The dissemination and implementation of information

In answering the question whether participants had been informed of the programme in
advance, participant 1 (P1) replied that they had not been informed of the programme
(P1.8.2).

In response to the same question, participant 2 (P2) replied that officials must make sure
that they engage all the people involved, choosing purposeful activities, deciding on the
time span for the programme, the staff involved, how the money will be spent, physical
resources required, evaluation procedures and structures needed to put the programme
into effect (P2.8.1). This second participant (P2) also stated that some of the criteria that

needed to be met when implementing any programme include the following:

e Extent management support.
e Clear rationale and objectives of the programme.
e Use of quality materials.

e A reasonable plan for achieving objective.
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e Lastly, communication flow and feedback that is part of the process and

programme.

In response to the question whether participants had been informed on the goal and
objectives of the programme, participant 3 (P3), replied that the Department is just

“pumping” these objectives to educators (P3.8.1). Participant (P3.8.2) replied as follows:

“What | have observed is that different teams come with the aim to

support the school but when ask for assistance, you cannot get it”.

On the question whether educators are using different ways to communicate, Participant
2 (P2) replied that when he separates the outraged programme from other programmes
outside the Department such as non-departmental organizations there is great difference.
Non-departmental organisations are doing well to make sure that participants receive
information on time regarding workshops (P2.8.1). Receiving information before the
start of any workshops or a visit to a school in advance is important as it gives educators

chance to prepare themselves (P2.8.2).

On the question what different ways should be used by the district to implement the
fruitful programme, Participant 2 (P2) replied that the Department decides for you which
to choose and impose their needs haphazardly upon educators. They need to address the
needs of educators in the school properly by finding out what their needs are or conduct
the needs analysis on continuous basis (P2.10.1). No programme can be successful
without being led. Once you have a vision and strategy on a particular programme you
need to be sure that all members of staff or people from your school district understand
the vision and its value so that they can work toward the set vision (P2.10.2). There is
nothing more destructive to the successful implementation of a programme than the
perception that the leader is willing to “talk the talk” but not “walk the walk”. Leaders
from the district are not able to motivate and inspire those around them by helping them
to understand the value and benefits of the vision to the school and to all those involved
in it and committed to it (P2.10.3).
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When | combine all responses to the sub-questions analysed above, it becomes clear that
educators complain that departmental officials did not inform them of the programme
(Curriculum Delivery Intervention Programme). Most of curriculum development
initiatives have already failed because curriculum dissemination has not been done. Carl
(1997, p.167) emphasises that dissemination is regarded as synonymous with the
implementation while they should in fact be regarded as two separate phases. It is also
shown that during dissemination the climate for the envisage change is created and all
users are prepared for it. Once the design has been finalized, the dissemination phase
normally follows. The dissemination of information comprises the preparation of
curriculum through the distribution or promulgation of information, thoughts and

concepts.

The information collected from the interviewees indicated that, they had not been
informed of the curriculum delivery intervention programme initiated by the
Department. A good and regular communication with the staff in the school, especially,
the school management team members during the building phase plays vital role in any
institution. The new developments are important in the life of a school because they are
planned as improvements to the existing curriculum in schools. It is important for the
Department to make sure that the improvements and value they are bringing need to be
specifically promoted and celebrated. Hall (1998, p. 49) indicated that it was discovered
in these earlier studies that the key is not merely having other change facilitators active
at the school site, the important difference seems to be related to how well the principal
and these other change facilitators work together as a change facilitating team. He
further stated this team of facilitators, under the lead of the principal that makes
successful change happens in schools. The Department should keep SMT members
informed with regular updates and always remind them of the value the developments
will bring. A very important point in this regard is that during dissemination ways must
be thought out and utilised in order to eliminate resistance to change in such a fashion

that later implementation will progress successfully.
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The implementation is to ensure the performance of the obligations by the employer
with the aid of employees will satisfy the needs of the ordinary people on the street. Lee,
Moore and Taylor (1981, p. 708) explain the implementation as the manner in which the
manager may come to use the results of scientific effort and that the problem of
implementation is determining what activities of the scientist and manager are most
appropriate to bring about an effective relationship. In the school level, all school
managers should develop a visionary quality and the ability to achieve objectives by
using goal setting and planning. Wheelen and Hunger (1987, p. 209) emphasise that the
successful implementation of a strategy depends on having the right organisation
structure, resource allocation, compensation program, information system and school
culture. The teams that function within the vision and mission of the school or any
programme within the Department of Education should have a vision and specific goals
to achieve, using the activities within the school. The real measure of success during this
application phase is largely determined by the quality of the planning, design and
dissemination done beforehand. Another point that is very important is that the success
of the implementation may be assured if the dissemination has been effective and

specific strategies are followed during implementation.

It has already been mentioned that the implementation of curriculum delivery is
problematic. It is very important for the Department to set a number of task teams to
work on the process of classifying and developing the strategy, as set out above to
achieve the goals that have been agreed in. Department must also make sure that either
the set task teams can be given the task during the progress to achieve the goals to assign
its duties to members of staff in schools. These set task teams need to be the champions
of their particular goal set by Department so that they can form a team to drive and
monitor the implementation of the strategic plan of the programme. Meetings of a task
team need to be scheduled on a regular basis so that they can report on progress and

share idea on their success and challenges.
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4.5.6 Monitoring, Evaluation and Feedback

Two educators reported that, with a knowledge they have with regard to monitoring and
evaluation one need to understand what to evaluate, identify problems and give feedback
and work on the identified problems. If the school does not have the expertise in
evaluation and monitoring the schools cannot achieve all set objective. Wholey (2001, p.
344) states that evaluators can assist policymakers and managers in identifying intended
outcomes, establishing or revising agency and programme goals, identifying factors that
could affect achievement of the goals and developing strategies for achieving the goals.
When the school invites the departmental officials have to assist and support the schools.
The remaining two educators, claiming that they are working under stressed condition,
during these school visits. Officials come to the school and instruct staff to change
certain aspects. They also indicated that the Department of Education comes up with a
way of supporting schools. They come during school hours and disturb the progress of
the school for that day and plans of the school. Educators will be forced to leave classes
and busy preparing documents and neglecting the core business of the day which is

teaching and learning.

The researcher wanted to know how the implementation of the CIDP is monitored and
how educators receive feedback during the course of the implementation. Participant 2
(P2), replied that the term monitoring means control where control is the process of
monitoring to ensure that processes decided upon for the improvement of the schools are
carried out as agreed. Lopez (2008, p. 278-280) defines performance improvement as a
systematic approach to improve productivity and competence using a set of methods and
procedures and for realizing opportunities related to people’s performance. He further
emphasis that performance improvement has evolved from on instructional focus to a
performance focus, where instructional solutions are but a subset of the range of
solutions required to solve performance gaps. District does not have specific people
assigned to school for monitoring (P2.21.1). The district does not have to wait until the

school is in a mess and then intervene (P2.21.2).
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To the same question, participant 4 (P4), replied that the quarterly process of assessing
and reporting on school performance provides the district with an important opportunity
not only to monitor and review the performance of its school but also to monitor and
review the overall academic performance of the school against established benchmarks
(P4.21.1). Gipps (1999, p. 363) explained that the Governments have linked economic
growth to educational performance and are using assessment to help determine
curriculum, to impose high “standard” of performance, and to encourage competition
among schools. Black (2000, p. 408) supports the above statement that all of these
showed that innovations which included strengthening the practice of formative
assessment produce significant, and often substantial, learning gains. It is also an
opportunity to monitor and review the efficiency of the systems as well as the
procedures used to collect and compile the information needed to produce these reports
(P4.21.2).

In answering to the question, how long the school receive feedback, a participant (P3),
replied:

“We do receive feedback immediately, but negative feedback most

of the time”

(P3.23.1) however, for most educators, staff appraisal is a good method for providing

feedback and giving organised and specific feedback after a school visit.

In combining the analysis of the sub-questions above | found that there is not enough
support from the side of the departmental officials. Husen and Postlethwaite (1989, p.
2985) state that the information cannot be best employed for policy purpose unless
education systems are systematically monitored over time. Monitoring is very simple to
understand. It just requires one to distribute all agreed activities to the employee and do
a follow-up to see if all activities agreed upon have been executed in the way expected.
The above statement shows that there is not effective monitoring because the

Department cannot identify the exact needs of an individual school.
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Evaluation implies checking if all shared activities have been conducted as agreed on so
that problems identified are supported and positive feedback is provided. O’Leary and
Shiel (1997, p. 222) explain that the shortcomings in any of these areas might be
expected to undermine teachers’ interpretations of the profiling system and hence, its
value as an assessment and reporting framework. According to Gipps (1995, p. 28) in
O’Leary and Shiel (1997, p. 224) the NCA in England and Wales has given teachers a
better understanding of the curriculum, has improved their understanding of what
children can do, has raised expectations for students achievement and broadened
teachers’ classroom practices. Too often staff members only receive feedback when

something goes wrong, but when things go well, there are no comments.

As a prelude to introducing the findings of this study, as well as to provide some context
within which to interpret these data, it is useful to report that the data clearly show that
the programme was moderately successful. The programme is structured by
representative from Department who admitted that there are some problems and
challenges the schools are experiencing. According to Lichtenberg and Ogle (2006, p.
235) emphasis that even if the results of an evaluation are less than ideal, at least the
problem areas are exposed and plans can be developed or altered to accordingly deal
with those deficits. They further state that it is a far better situation for correctional
education when programme deficits or weaknesses are exposed as a result of an internal
evaluation, than to have outside agencies or evaluators with an influence on funding
informally evaluate correctional education. The school managers and educators
indicated that the curriculum delivery intervention is delivered to schools may not be

successful, because the support Department is giving to schools is not up to standard.
In the end, this programme had measurable impact on the curriculum delivery in the

school. However, this impact varied from large to small, depending on the type of a

curriculum delivery needed in the school.
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Chapter 5

Main findings, recommendations and implications

51 Introduction

This chapter highlights the compiled results of the data gathered and analysed in terms
of educators and school management team’s responses on a Curriculum Delivery
Interventions Programme (CDIP). The focus of this dissertation is on the opinions of
staff on the support and implementation of curriculum delivery interventions. As such,
this chapter is strongly informed by the earlier interventions such as departmental
support, classroom practices and professional development. The above mentioned

interventions refer to:

e Departmental support - the delivery of all necessary resources the school should
have, such as learning materials, furniture, funds, human resource and enough
classrooms.

e Classroom practices- the provision of three level of planning such as learning
programme, work schedule and lesson plan and relevant policy documents for
curriculum.

e Professional development - the development of educators through workshops

and skills development entrenched in the constitution of this country.

5.2  Summary of the problem to the study

The main problem with regard to the academic performance of learners in Mpumalanga
Department of Education applies to the Foundation and Intermediate phase. Through the
research conducted by commissions instituted in the Department of Education it become
clear that the reason for poor performance in schools is the lack of effective management
of curriculum and poor delivery of curriculum by both school managers and

departmental officials. According to the results of a progression analysis the results
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clearly showed that the academic performance of learners from the Foundation to
Intermediate phase is very poor due to poor curriculum management by the school
managers. The school managers feel that they are not well supported by the Department
in terms of departmental support, classroom practices and professional development.
Research instituted commission by the Department indicated that not all school
managers have been trained on the National Curriculum Statement and how to manage

its implementation.

5.3  Summary of the research question and sub-question

The key research question that guided this investigation reads:

“How do educators and School management team members respond to the
curriculum delivery intervention programme in township schools in terms of
departmental support, professional development and classroom practices?”

The main question a researcher wanted to know was how educators and the school
management team members respond to the intervention programme and the delivery of
curriculum in the school. A researcher explores and/or explains the main topic according
to the interventions where the following sub-questions are formulated out:

How were educators informed about the implementation of the curriculum

delivery intervention programme?

What training have they received regarding the implementation of the curriculum

delivery programme?

What support did they get from Mpumalanga Department of Education?

How did they implement the curriculum delivery intervention programme?

How was the implementation monitored?

How often did they receive feedback from programme evaluation?

How was the curriculum delivery intervention programme integration into the

daily programme of the educators?
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54  Summary of the aim and objective of the study

The aims and objectives of the study was to explore and / or explain how educators and
school management team members responded to a curriculum delivery intervention
programme in terms of departmental support, professional development and classroom
practices in order to improve the quality of teaching and learning in township schools. It
aimed also to provide the researcher with a list of the intended outcomes for the

curriculum delivery intervention programme. The following outcomes were envisaged:

e To establish how educators are informed about the implementation of the
Curriculum Delivery Intervention Programme (CDIP).

e To determine what training educators have received regarding the
implementation of the curriculum delivery intervention programme.

e To determine what support educators received.

e To establish how the implementation of the Curriculum Delivery Intervention
Programme was achieved.

e To establish how the implementation is monitored.

e To establish how often educators receive feedback from programme evaluation.

e To determine how the Curriculum Delivery Intervention Programme is

integrated into the daily programme of the educators.

55 Findings of the literature review

Curriculum delivery intervention has an extensive and emerging knowledge base. These
researchers e.g. Meyer (2002, p. 149), Carl (1997, p. 47), Clarke (2007, p. 18) Orstein
and Hunkins (2004, p. 322) have written and shared the sentiment on the curriculum
development and program implementation in terms of CDIP, a curriculum needs to be
planned in such a way that it delivers a related learning programme within the structured
workplace. It also emphasised that curriculum development lends itself to different
interpretations and identifies six authoritative phases. This happened in order to show
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how curriculum development progresses (e.g. curriculum design, curriculum
dissemination or dissemination of information, curriculum implementation). It was also
found for implementation of interventions should be a plan to develop the intervention

itself and a strategy to ensure commitment throughout the interventions.

Hall (1998, p. 49), Lee, Moore and Taylor (1998, p. 708), Wheelen and Hunger (1987,
p. 209), Carl (1997, p. 167), Ornstein and Hunkin (1993, p. 304) have emphasised that
the support or delivery contains in the programme is dissemination of information,
wherein communication plays an important role. It is almost an axiom that whenever a
new programme is being designed, communication channels must be kept open so that

the new programme comes not as a surprise to the customers.

Adam (1997, p. 4), Clarke (2007, p. 95), Kruger (2003, p. 220), Gillmer, Pienaar, Van
Dyk and White (1998, p. 60), Combrinck (2003, p. 60), Monteith, Van der westhuizen
and Nieuwoudt (2002, p. 22) and DOE (2000, P. 16) have also identified that
professional development covers a variety of activities, all of which are designed to
enhance the growth and professional competence of staff members. It was also find that
the experience teachers could benefit from being reminded of the range of strategies that
are available to them. They further explain that their participation in professional
development can enhance the success and effectiveness of the professional development
programme. It was also found that focus must be on professional development for staff
during a particular period for classroom management and lesson presentation and the
visiting teacher should be asked to note how the teacher manages a particular aspect of

learner behavior or phases of lesson in order to develop a teacher.

Clarke (2007, p. 75 & 173), Department of Education (2007, p. 3), The Department of
Education (2010, p. 3), Sigh (1997, p. 31) and Woolfork (1998, p. 392) have also
identified that in terms of departmental support, the district is responsible for
supporting, monitoring and evaluating the school on an ongoing basis. It was also found
that it is essential for all school principals, deputy principals and education specialists

undergo an intensive management and leadership training programme.
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Kaplan and Owings in Clarke (2007, p. 223), Popham (2005, p. 52) Scheerens, Glass
and Thomas (2003, p. 100), Department of Education (in NCS, 2003, P. 13), Meyer
(2002, p. 74), Mestry and Globbler (2004, p. 238), Department of Education (2008, p.
19), Piaget in Orstein and Hunkins (2004, p. 110), Clarke (2007, p. 132), Moloi (2009,
p. 135), Welch (1993, p. 267), O’Leary and Shiel (1997, p. 224) Gipp (1999, p. 363),
Meisels (2001, P.75), Schafer, Swanson, Bene and Newberry (2001, p. 152) and
Willoughby, Wood, McDermott and McLaren (2000, p. 20) have also stressed that in the
classroom practices or integration of interventions, there is a need to create a positive
learning climate. They further explain that for educators to select appropriate instruction
goals and assessment, using the curriculum effectively and employing those teaching
behavior that can help learners to learn at the high level. It is found that education is
about a team-work and organizational processes that requires new and innovative ways
of learning and managing performance improvement. The Department of Education
should produce documents providing detailed information on how learning area teams
and teachers should approach this planning, and the kind of information that their

planning material should include.

James and Donald (2004, p. 231), Orstein and Hunkins (2004, p. 322), Clarke (2007, p.
252), Meyer (2002, p. 32), Wholey (2001, p. 344), Gipps (1999, p. 363) Black (2000, p.
408), Husen and Postlewaite (1989, p. 2985), O’Leary and Shiel (1997, p. 222)
Lichtenberg and Ogle (2006, p. 235) and Schmidt and Housang (2003, p. 979) advised
in terms of monitoring and giving feedback that monitoring is an actual running of the
programme on a day to day basis, monitoring progress, and making changes as
necessary. The Department should ensure that it keeps on track for delivering its final
objectives and also practiced in classroom situation by an educator. It is also found that
strategic intervention should be monitored on the continuous basis in order to identify
successes, shortcomings and areas for improvement. The authors stressed that a key
benefit of the learner portfolio is that it allows the learners to present his or her whole
person and for the teacher to judge him and give feedback. It was also confirmed to that

one possibility is to ask learning area heads to gather feedback from learning area
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meetings and then for the issues identified to be discussed by the senior management

team members.

5.6  Findings of the empirical investigation on both qualitative and quantitative study

5.6.1 Introduction

The findings indicate that the Curriculum Delivery Intervention Programme (CDIP) as
implemented in the underperforming schools is not a problem as such. The problem
arises when some of the departmental officials start to misuse it while the goals and
objectives of the programme (CDIP) are clear. The departmental officials visit or give
support to schools to ascertain reasons for the poor performances and devise effective
strategies to improve results at the under-performing schools. The principals felt that
they are not clearly informed of the implementation of the programme. Quantitatively,
most of the respondents indicated “Uncertain” or “Disagree” that they were informed of
the implementation of the programme. The findings of both the qualitative and
guantitative study are being integrated to each sub-question. In both the qualitative and
quantitative analysis of the programme, the findings per research-questions are based on
the following: dissemination of information, departmental support, and professional
development, implementation of programme, monitoring and evaluation and classroom

practices/integration of interventions.

5.6.2 Dissemination of information

e On the statement whether to establish how educators are informed about the
implementation of the curriculum delivery intervention programme, educators
complained about the way the Department handled the communication to the
schools. The researcher found that educators and principal felt imposed by the
programme. The principal did not even know the goals and objectives of the
programme implemented in the school. The departmental officials instead of

supporting the school with relevant resources turned to be the witch-hunters and
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started to target some of the principals and start to harass them. According to the
participants, the Department of Education ignored that dissemination of
information as one of the elements of communication plays a vital role in
curriculum delivery interventions. Through my observations as a researcher, it
was found that the circulars are there inviting teachers to attend workshops. The
Department is also mentioned what is intended to do to improve the results of the
schools in the province and indicate what contained in the documents and how
they are going to do in the schools in terms of departmental support. The
guestion asked by the researcher is that what contained in the documents “Are
they implementing it?” If all involved and informed therefore, they should able
to exercise a meaningful influence during the implementation of the programme.
The level of the preparedness prevails in the school. Quantitatively, majority of
the respondents indicate “Uncertain” or “Disagree” that they are informed of the

implementation of programme.

If there is a poor process involved during the dissemination phase (for example
poor communication) then makes the challenge of successful implementation
4becomes a complex challenge. There will also be no meaningful curriculum
renewal or implementation if there is no active involvement and dynamic
leadership and significant change in the curriculum. The dissemination of
information will not occur through wishful thinking, but through physically and
mentally preparedness. Hard working and diligent application happens through

actions.

Departmental support

On the statement to determine what support educators and SMT members
received, it was found that all staff members complained of the poor support
received from the departmental officials. When the data are qualitatively
analysised explore that there are good considered suggestions as far as this

delivery intervention in the school is concerned. The most important element that
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was realised is that, the workshops organised by the department were not
effective. The reason is that, the facilitators were not experts on the learning
areas they facilitating in the workshops. There is a lack of support in terms of
resources such as learner support materials and shortage of educators in
Mathematics and Science. Learners study without text-books and without extra
learning materials (study guides). It also emerged during the investigation that
there is not enough furniture in the classroom and that the teacher-learner ratio is
above what is stipulated in the regulation. The facilities such as science
laboratory, school library and technical workshops are not in a good standing to
provide effective teaching and learning in the school.

During my observations it was found that the copies of the top-up form (a form
used to order school furniture and textbooks from the department) are completed,
but the schools have not received any learning support materials or furniture.
School management team members were not in possession of the school
development plan, the school improvement plan and other relevant policy
documents in their school files that need to receive attention at the school. There
were evidence of circulars for invitation to workshop training sessions and
workshop attendance register of teachers. The analysis quantitative data revealed
that the, majority of respondents disagreed that there was enough learning
materials or text-books, as well as furniture in the schools. In terms of the
teacher-learner ratio, most of the respondents indicate disagreed that the teacher-
learner ratio is larger than what is stipulated in the regulation. They also disagree

all workshops ran by the Department were effective.

The most effective facilitating factors that one may expect are a pleasant and
positive climate of renewal, thorough planning, good communication, high level
of curriculum expertise from the facilitators and consumers. A support with all
relevant resources by the Department of Education is necessary to schools to

improve the mediocre performance that comes as a result of poorly resourced
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schools. The worst part is when educators find themselves addressed by a person
that is not an expert and they find themselves losing interest in such workshops.

Professional development

On the statement whether to determine what training educators and SMT
members have received regarding the implementation of the curriculum delivery
intervention programme. Qualitatively, the skill development is not covering
everybody in the school. The workshops organised by the departmental officials
were not effective due to a lack of expertise. Most of the educators experience
heavy workloads and too little time to achieve the standards they would like to.
Educators are turning to be more stressed in performing their duties because
educators, who are there, are not enough and there is no incoming of new
educators. A very important aspect the Department is not aware of is that a
effective programme to staff professional development is a critical element of

good teaching and learning.

A tool Department of Education aiming to promote is that the Integrated Quality
Management System (IQMS). The beauty of this model is that everybody
understands it, but currently it is no longer serving its purpose, because of the
lack of good monitoring by the Department of Education. Educators do as they
wish with this programme; they take it as a way of increasing their salaries
without a proper implementation. During my observation the documentation
with regard to the IQMS was requested. It was found that some of the educators
do not have files or portfolios for this IQMS programme. Quantitatively,
majority of respondents indicate “Disagree” that the skill development covers
everybody in the school. With regard to a tool the Department aims at promoting
i.e. IQMS, most of the respondents show “Uncertain” that IQMS is being used

properly to improve the performance of educators in the school.
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Another tool the Department regards as useful is the workshops. The Department
organises workshops to help educators to improve or advance their knowledge so
as to take education to a higher level. Department fail to retain competent staff
members in various schools. Many educators leave teaching and join private
sector. There is a serious competition concerning salaries between the private
sector and the Department of Education. This is one of the inhibiting factors lie

within the educational system.

Implementation of programme

On the statement whether to establish how the implementation of the curriculum
delivery intervention programme is achieved, it was found that the approach was
to correct. Qualitatively, the staff had not been prepared the curriculum delivery
intervention programme. The process of curriculum implementation needs a very
serious an ongoing interactive process with the people involved in the
programme and this had not been done by the Department of Education. The task
of implementation is never finished for there are always new ideas to bring to the
new programme; new materials and methods that educators might wish to try
out. The departmental officials think that as long as the process has kicked in,

everything stops. The following is of importance:

Clarifying lines of authority
- Involving affected parties in goal setting, staff selection and evaluation
- Specifying roles and responsibilities of educators
Training personnel in change strategies and conflict-resolution
techniques

- Furnishing impacted parties with the necessary support

Quantitatively, majority of the respondents indicate “Uncertain” whether the

implementation of Curriculum delivery intervention was effective in the school.
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Monitoring and evaluation (giving feedback) of the programme

On both statements is to establish how the implementation was monitored and
how often they receive feedback from the programme. Qualitatively, it was
found that the programme was not well monitored. The Department of Education
did not do a need analysis. Monitoring and reporting results is a key element of
the good teaching and learning and the department must not underestimate its
value. Another important key word that needs to be looked into is feedback. The
feedback is there and given to the principals. Whatever the shortcomings the
Department found concerning the running of the school (i.e. the school does not
have school improvement plan and other relevant documentations) and the
Department does not help to develop the school managers. The departmental
officials lambasted the principals during the visit to the schools. Staff members
received feedback when something went wrong and when things go well, there

were no comments.

Quantitatively, most of the respondents presented “Uncertain” and “disagree”
that monitoring was effective. The respondents indicated “Uncertain” that the

feedback was given to the school principal by the Departmental officials.

The positive feedback is necessary emolument; this shows clearly that one must

ensure a sufficient positive feedback.
Classroom practices and integration of interventions

On the statement to establish how the curriculum delivery intervention
programme was integrated into the daily programme of the educators, it was
found that with regard to the integration of interventions, there was no class
visits or classroom observation. The Department of Education did not do
anything to empower the school managers with regard to the class observation.

Most of the school managers could not see what is happening in the classroom
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situation by the teachers. The unions did take control and not allow the school
managers to have that due to organise the classroom support to the educators.
The lack of the classroom support/ visits affects the core business of the school.
The core business refers to the daily planning such as the three phases of
planning which are, learning programmes, work-schedules and lesson planning.
Another problem I have encountered is that departmental officials were actually
not experts in the learning area the facilitating. They were not in good standing
to be able to clarify some of the new terminologies in the NCS. Some educators
did not even controlling the books of learners. It was found that educators were
still behind as far as arrangement of educators’ portfolios is concerned. The
Department did not have a way to deal with the IQMS. Educators take advantage

that their principals do not know NCS policies.

Quantitatively, the respondents indicated “Strongly agree” that the programme helped

them to be able to integrate all components within CDIP with that of daily programme

of educators. Majority of respondents showed “Uncertain” that the programme helped

them to improve teaching performance in the school. It was found that

5.7 The findings of both the quantitative and qualitative section of the investigation.

The findings of departmental support and professional development in both
quantitative and qualitative analysis informed everybody on understand the
support the Department of Education provided to the school. Quantitatively, the
respondents illustrated in on figures 4.1, 4.8 and 4.9 that they were neither sure
nor uncertain as to whether the programme was helpful to them. This meant that
for those who indicated that they were “Uncertain,” it could have meant that they
were not sure whether there have been any changes since the programme started
in the school. Qualitatively, the participants reported that they were not satisfied
with the way the department deal with the curriculum delivery in their school.
The schools were for example not supplied with necessary resource to

successfully implement the programme. In terms of professional development
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that was brought to light by both approaches, it showed that workshops were not
effective, the reason being that the facilitators appeared not be competent enough
to handle those trainings sessions. The information based on the variable
qualification was quantitatively analysed. The respondents were also either
uncertain or disagree as to whether the support that the Department of Education
was supposed to provide to them had actually taken place. Qualitatively, all
participants reported that they did not see any changes as far as the curriculum
delivery was concerned. Both male and female educators were still experiencing

the same challenges as experienced by gender as before.

The data reported in Figure 4.3 and Figure 4.6 were analysed quantitatively. As
illustrated in figure 4.3 respondents were uncertain whether the information with
regard to the integration of interventions had taken place in the classroom
situation. Learners were still without learner support materials, no clear direction
on the usage of the national curriculum statement was given, classes were not
visited in the school and overcrowding still remained a challenge to the school.
Participants replied that they were still having the same challenge as illustrated
by the quantitative application. They still experienced problems of interpreting

the policy in terms of the three level of planning.

In figure 4.2, 4.4 and 4.7, the data quantitative analysis of data using box-plot,
showed that the majority respondents disagree that departmental support and
professional development happened in the school. The reason being what there

were according to them still shortages in the school.

The data reported in figure 4.5 were quantitatively analysed. The respondents
indicated that they were uncertain or not sure whether the curriculum
development and implementation of the programme as well as the dissemination
of information happened or were done in the school by the Department. When
data were analysed qualitatively, the participants revealed that they were not
properly informed of the programme or how it works. This allowed one to
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conclude that, indeed, in terms of both the quantitative and qualitative
investigation, the participants all agreed that they were not well informed of the

programme. Information dissemination had not been done properly.

The data reported in figure 4.3 were quantitatively analysed of data using box-
plot, indicated that they disagree that the Departmental officials were able to give
principals a comprehensive feedback immediately after school had been visited
or after evaluation had taken place. When data were analysied qualitatively, the
participant revealed that they disagree that a feedback was given to the principals

immediately after evaluation is done in the school.

Recommendations and implications

Dissemination of information to schools should be a corner-stone to be offered to
customers by ensuring that schools receive information on time. In terms of the
curriculum dissemination, a regular communication on curriculum issues in the

form of circulars should be circulated on a regular basis.

In terms of the departmental support and professional development in the
schools, the Departmental officials should ensure that all schools have all
curriculum policies, necessary resources and the requisite documents for the
implementation of effective teaching and learning. The Departmental officials
should ensure that all workshops contacted by them are always effective.

In terms of classroom practices a curriculum delivery interventions programme
should be integrated into that of the daily programme of the educators in the
classroom practices by educators. The Departmental officials should engage
educators’ unions on the issue of classroom observation or class visits by SMT
members. The Departmental officials should make sure that learners receive a
learner support materials and there is a clear direction and interpretation on the

usage of the national curriculum statement is given.

132



-

&

ﬂ UNIVERSITEIT VAN PRETORIA
. UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

N

e The Departmental officials should know that feedback is an important tool the
Department of Education need to take it seriously and could help SMT members

to improve the performance.

5.9 Limitations

The researcher acknowledges that there may be some limitations with regard to this
study. In the first place, access to school could have been limited because of time
restrictions placed by the Department of Education. The second limitation is related to
the sample of teachers which was confined to one school in one province in South
Africa, in this case Mpumalanga, and therefore the generalisation of the findings would
be with unlikely. Additionally, the present study does not take into consideration the
opinions of learners or school governing body about their involvement in curriculum
delivery. Another study could be conducted to investigate the responses of learners.
Another observation is that this research is limited to the evaluation of a curriculum
delivery intervention programme; it should therefore be expanded into other research

topics that had not yet been explored.

5.10 Suggestions for future study

e In order to contribute to the expanding knowledge based about the curriculum
delivery intervention programme, there should be a collaborative effort to
present the information about this curriculum delivery. Its evaluation at the
scholarly conference and to publish a scholarly article addressing its
implementation in a specific school.

e The sustained effects of this curriculum delivery on the three interventions
(departmental support, professional development and classroom practices)

should continue to be studied. Every effort should be made to collect data
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periodically from schools to determine the long term impact of the curriculum
delivery interventions.

The Department of Education should continue to conduct research on the extent
to which the principals in the province practice the characteristics of effective
and cohesive school management team members as identified in the scholarly
literature.

This last comment does not relate directly to an extension of this investigation
into another field o specialization, but the immediate advantage of the outcomes
of the study is that it could be used in the internal staff development programme
of the educators who participated in the study.

Closing comments

The closing comments about this investigation are that the curriculum delivery
interventions are inaction on the part of the Department to support the school
with relevant resources. More specifically, the study suggests that the
Department of Education should ensure that there is an extensive support in the

form of resources to avoid a mediocre performance in the school.

The Departmental officials should have a way to ensure that schools receive
information on time. Dissemination of information to schools should be a corner

stone to be disseminated to staff.

The classroom observations or class visits are still a problem in many schools.
School management team members are no longer allowed to conduct class visits
in the schools, because the teacher unions are often the obstacle in this regard.
The Department should make sure that they engage unions so that teacher

development is possible in the school.

The distribution of the policy documents that are well clarified so that all

educators in different schools in the vicinity of the province or district are able to
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practice or interact it, in the classroom situation. The Department of Education
should ensure that all schools have all curriculum policies.

The feedback should always be provided to the principals of the school.
Feedback is an important tool the Departmental officials need to take it seriously
and make sure that a comprehensive feedback is given immediately after school

had been visited.
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Department of Science, Mathematics and Technology Education
William.fraser@up.ac.za

012 420 2207

8 October 2009

The Principal

Mabande Comprehensive High School
Box 1010

Ogies

2232

Dear Sir

APPLICATION TO CONDUCT RESEARCH IN YOUR SCHOOL

I hereby request permission to undertake research in your school.

The title of my research project is “The response of educators and school management
teams on a curriculum delivery intervention programme: a programme evaluation
study”. The research is conducted to meet the requirements pertaining to my studies at
the University of Pretoria. The details of the project have been included in Annexure A.

I wish to seek permission to conduct interviews with the school management team, as
well as with all educators who are currently involved in the curriculum delivery
intervention programme managed by the Department of Education. I also wish to have
access to educators’ curriculum documents, preparation files and assessment documents.

Thanking you in anticipation

Yours faithfully

Mr MS Nkwana
Cell: 0725195053
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Department of Science, Mathematics and Technology Education
William.fraser@up.ac.za

012 420 2207
8 October 2009
Ms MI Bashele
The Circuit Manager
Witbank 11
1035

Dear Ms Bashele
APPLICATION TO CONDUCT RESEARCH IN YOUR CIRCUIT

I hereby request permission to undertake research in Mabande Comprehensive High
School.

The title of my research project is “The response of educators and school management
teams on a curriculum delivery intervention programme: a programme evaluation
study”. The research is conducted to meet the requirements pertaining to my studies at
the University of Pretoria. The details of the project have been included in Annexure A.

I wish to seek permission to conduct interviews with the school management team, as
well as with all educators who are currently involved in the curriculum delivery
intervention programme managed by our Department of Education. | also wish to have
access to educators’ curriculum documents, preparation files and assessment documents.
The Department, the School Management Team as well as all educators will have access
to the transcribed interviews and documented observations prior to the finalisation of my
report.

Thanking you in anticipation

Yours faithfully

Mr MS Nkwana Prof WJ Fraser
Cell: 0725195053 Supervisor
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Department of Science, Mathematics and Technology Education
William.fraser@up.ac.za

012 420 2207

8 October 2009

Dear participant

I am a masters student with the University of Pretoria researching the topic “The response of
educators and school management teams on a curriculum delivery intervention programme: a
programme evaluation study” and request your kind participation in the study.

You will be free to participate or to withdraw at any time from the interview. This will not affect
your relationship with the researcher.

The purpose of this study is to explore educators’ and school management team members’
responses to a curriculum delivery intervention programme in terms of departmental support,
professional development and classroom practices in order to improve the quality of teaching
and learning in the school who are part of the programme. The items contained in the
questionnaire, as well as the interview questions will focus on the impact the curriculum delivery
intervention programme has had on your classroom teaching.

Data will be collected using a questionnaire and structured interviews (face-to-face interviews)
at your school. 1 will also be using an observation checklist to observe your assessment file, your
lesson preparation, your curriculum file and score sheets.

Do not hesitate to contact me should you wish to have more information on the study before or
during the visit to your school. You will be given access to the transcribed interviews and
findings before they are captured in my report. Your name, or the name of your school, will not
be linked to findings in any way. Your identity will also be protected by the researcher. All
activities that you participate in will remain confidential and anonymous.

You will not be subjected to any risks. The information and findings to be shared with you
should contribute towards and enhance your classroom teaching practices. You will receive full
recognition should this be required, in any publication that might flow from the study.

You will be requested to sign the consent form during my visit to your school. You are signing it
with full knowledge of the nature and purpose of the procedures. You will receive a copy of the
signed consent form.

Regards

Mr. MS Nkwana Prof WJ Fraser (Supervisor)

144



i

UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
W YUNIBESITHI YA PRETORIA

CONSENT AND APPROVAL TO PARTICIPATE IN THE INVESTIGATION

P have read the information contained in the
accompanying letter. I understand the reasons for participating in the study and | therefore agree
to participate.

I understand that that my name and personal details will remain confidential and anonymous.

Signed: ..o Date: ...
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