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Abstract and Key Concepts

Schootbased intervention in a pesblonial context forms part of a transformational process

to address equity and the right to quality education. Interventions have had limited effect
reducing the disparity between the haves andh#wvenots thereby perpetuating the cycle of
intergenerational poverty amkquality. Quality Talk, a classroom discourse intervention, was
used as a case study to explore the broader issues of-balsedlintervention. Using a mixed
methods integratedegign the data collected was used to identify potential enablers and
constraints of schoddased intervention research in a rural context. Building on active
intervention implementation models in health and education research | propose an integrated
appro&h to schocbased intervention that focuses on a multilevel process of implementation.
The implementation process emphasises the interrelationship between the intervention,
participantsand context. The role of researcher, as an active ingredient amaptation, is

to assess and align the intervention within its contextual setting with the participants as they
reflect on the intervention implementation process. ifdementatiorof the intervention is

linked to developing a multilevel support systeotusing on professional development,
leadership, and perceptions and attitudes towards the intervention. Together these factors aim
at facilitating the transitioning of schoohnd individual readiness to intervention
implementationthereby developng teacler competene in providing quality education to

students in thelassroom

Keywords: Classroom discourse. critical thinking, enablers and constraints, literacy, South
African rural school, schodlased intervention research, Quality Talk
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CHAPTER 1 - GENERAL ORIENTATION

Education is a human right with immense power to transform. On its foundation rest the

cornerstones ofreedom democracy and sustainable human developmérifofi Annan

1.1 INTRODUCTION

Schootbased intervention in a pesblonial context forms part of a transformational process
to address equity and the right to quaktyucation. Interventions have had limited effect
reducing the disparity between the haves and the-hates thereby perpetuating the cycle of
intergenerational poverty and inequality. Quality Talk as a classroom discourse model for
developing critical timking was adapted to implement in rural school contexthis study, |
use the instrumental case of the implementation of Inkhuiyran adaptation of the Quality
Talk intervention, in a rural school context in South Africa to investigate methoddlogica
enablers and constraints of schbaked intervention research (SBIR)amed in pragmatism,
| use integratethixedmethod data (i.e., interview, observation, and document analysis) with
purposefully sampled teachems £ two femaleGrade 8 and 9 Firstaalitional language
teachers), student leadefs = 51 female and 43 male), and a Head of Department (HOD) to
investigate the case.

In this chapterl present the backgrourfdr implementing schoebased intervention
research as part of a transformatigmalcess to address equity and the right to basic education.
| draw from research on inclusive education as the overarching belief system to providing
guality education to all students amékethe case for theesearclpurposeTo ensure quality
educatio, it is important to understand what enables and constrains docased intervention
in challenging contextdn this waythe study hopes to provide insight that extends beyond
what worksin the context ofinequality, to how it works, for whom and whei@®udley-
Marling, 2012 Humphrey Lendrum, Ashworth, Frearson, Buck, & Ke2016. Then | discuss

theconceptual and theoretical framework to orientagéstudy.l used mplementation science

1 Inkhulumo is an adaptation of the Quality Talk intervention for use in a rural high school in South Africa and
is the product of collaboration between the Centre for the Study of Resilience (Funke Omidire, Liesel Ebersdhn,
Marisa Leask, Sheila Sefhedi, Sipikelelo Mugari) and The Pennsylvania State Unirikidygh Murphy).


https://everydaypowerblog.com/freedom-quotes/

astheconceptual framework as it provila useful model that focusen the implementation

process of evidenedegased research in professional pract{€é&sen, Naoom, Blase, &

Friedman, 2005Nilsen, 2015. Bronfenbrenner § ssthe thebetcabl ogi c
framework helped toprovide anunderstanohg of the school context as system thatan

support or inhibit intervention implementation. Pragmatisrthasnetatheoretical paradigm
situatedthe study philosophically andllowed a mixedmethods approachlhe research

purpose determined the use of an integrated mixethods methodology arnbte choice of
instrumental casdesign.Next, | present a summary tie quality criteria | used to guide the

study and thethical consideration3.he chapter conclas$ bypresenting the structure of the

thesis.

1.2 BACKGROUND

Interventions also referred to collectively as innovations, are a set of intentional and planned
strategies to change or introduce evidelbased practices, technologies, approaches, methods,
programmes or policies in practicéCentury & Cassata, 2018litchell, 201]). The use of
psychologically oriente®BIR can be traced back to the early"2@ntury(Pressley, Graham,

& Harris, 200§. However, it is only with the introdu
from UNESCO and the commitment froemergingeconomies and donor organisations to a
universal primary education that there was greater reliance on evidence to inform educationa
practice and policyNieuwenhuis, 1997)

The UNESCO campaign together with globalisation, economic, and political pressure
initiated education reform initiatives that focused on clearly defined standards and
accountability to improve the quality of ection both in how schools are run andstodent
achievemen(Barrett, ChawleDuggan, Lowe, Nikel, & Ukpo, 2006The standards used to
define quality education were based on the assumption of implementing an inclusive
curriculum and on the capacity in sdts, governments and international development
community(Le Fanu, 2013Taylor, 2007.

In parallel with the global inclusion paradigm in education, the new democratic
government in South Africa implemented interventjgasticularly in educatiorto overcome
the inequalities of the apartheid regirffMaarman & LamontMbawuli, 2017. Legal and

regulatoryini i ati ves were introduced tFKoregsamplgher t c hi



Childrends Act No. 35 of 2005 (South Africa,
and underpins the constitutional rights of the child by prohibiting any umfailscriminatory
practices when admittirgfudentgo schoolgMarishane, 2016 The White Paper 6 on Special
Needs Education and the South African Schools Act (1996) were created as a social model for
inclusion of students with diverse educational nemodl$ to provide a framework on how
schools should operafEngelbrecht, Nel, Smit, & Van Deventer, 20Mabasa, 201)3
In spite of these changes, economic growtluding to most countries witemerging
economies and academic performansdower in stalents from disadvantaged backgrounds
(OECD, 2017. Similarly, in South Africathe increase of educational opportunities has not
markedly reduced income inequality, improved academic achievement or grown the economy
(Tikly & Barrett, 2011). Overt inequaiés persist, and the education system is seen to be split
by wealth, socieeconomic status, geographical location, ethnicity, gender and language
(Engelbrecht et al., 2016; Spaull, 2013). Students that fall in this demographic tend to drop out
of school, grform lower and not achieve in key subjects (Africa, 2017; Marishane, 2016).
Moreover, English proficiency has been identified as a determinant of academic success
without which students struggle to learn and have limited access to the job (D&Ee2008;
Howie, Van Staden, Tshele, Dowse, & Zimmerman, 2012%0uath Africa the results of the
2015 Diagnostic Report i dent sighificensconsillutind e nt s 6
factor to undemachievement in the exams BB, 2015). Furthermorestudents lack a basic
understanding of concepts and dAprofici-ency i
sol vi ng qBE 2015 p 6).sThis hadcalled for changes in implementing school
based intervention and redefining quality as a meagsf inclusive education.
Locally and internationallythe relianceon systematic and standarbdased approaches
as indicators of quality educatitwas been seen as inadequéf@jda, 2013 Achievement on
standardised assessments places teacherspmedsure to mak&udens perform and creates
a narrow and simplified curriculum to boost res(if®nteiro, 201%. Quality in this approach
is based on the product, overlooking the processes and other factors that influence learning
making assessment meass onedimensional(Zajda, 2013 A multi-dimensional approach
focusing on quality indicators at an individual, social, cultural, economic and politicaidevel
needed as an alternative measure of the quality of inclusive edu@sdjda, 2013 The rde

of education shouldhereforefulfil an economic and social need enabling students to convert



educational resources into meaningful capabilities (Tikly & Barrett, 2013). Therefore,
education must be relevant to the seetmnomic context and to soetaltural groups within
which it functions.

Consequentlythe implementation of schoblased research has to move away from a
linear, causal approadi® measuring achievementhe currentdiscourse on schodlased
research acknowledges that determining twiarks is subjective and needs to take into
account the methodological approaches, theories, measure, evidence and (Buutiext
Marling, 2011; Pressley et al., 2006Researchpriorities have started to emphasise
implementation and disseminatiaather than justefficacy (Century & Cassata, 2016).

Thereforeschodb ased research i nt er v eauthentic ansnushlbev e t

sensitive to both contextual realities and context a n s ¢ e n d éLe Fanur 20E8|piSL i e s O

Tothisendt he i mpl ementati on of SBIR has become
practitioner s, (Damitbvicp, @dladhaw Poduska,eHoagwood, Buckley,
Olin, & lalongo,2008, p. 1)

1.3 STATEMENT OF THE PROBLEM

Schootbased intervention research has to include the dynamic and complex process of
implementation(Century & Cassata, 20L6Therefore contextual factors are imparit and

need to be taken into accoyagts peci al ly when fAexportingo r
(Miranda & Zaman, 2010)There is also a call for schelehsed research to inclubeoacer
socicpolitical issues such as implementing western ideologreslifgstudentgPressley et al.,
2006. In addition to these factors, the challenge in South Africa is compounded by high
poverty and unemployment rates, limited resources and unsupportive home envirgWanents
Staden, 2010)Research on schebhlsed inteventions has shown that interventions in the
lowest group of performing schools have been largely ineffective at improving student
performancgTaylor, 2007. Against this background presenthe purpose ahestudy.

1.4 PURPOSE ANDRESEARCH QUESTIONS
The purpose othe study is to enhance knowledge @rhat enables and constrains the
implementation ofSBIR in a rural South African contexto inform methodological

considerations in educational research | chose Bronfenbr entheer 6 s

o

a

es

b



theoretical framework to describe the relationshigisveen the individuals, the school and the

broader contexas it shapes the beliefs, knowledge and experiences @rdme 8 and 9

teachers and the studdatders to implement an intervention. Togethwth this mode] |

integrated quantitative and qualitative methods and lrdddilumoas an instrumental case

study to identify the factors that enable or constrain the intervention implementation process

based onthe conceptual frameworkand implementabn science. | also included the

characteristics of the intervention as an enabler or constraint to intervention implementation.

In this way | addressed the call for moving away from intervention research that focuses on

knowi ng fAwhat worakuwmderstanding@fdwhcyadt iaonnd tAhowo it

Awhomo and @ unde (Dudieyvarding, Qelh ldumphrep et salg 2016 |

answeed the questions below to providen enhanced understandifigm a theoretical and

methodological perspective dmeimplementation of SBIR:

Primary Question: How can knowledge on what enables and constrains the implementation

of schoolbased invention in a rural South African context inform methodological

considerations in educational research?

Secondary Questions:

1. What are the individual factors that enable and constrain the implementation of school
based intervention research in a rural context?

2. What are the contextual factors that enable and constrain the implementation of a school
based intervention researchamural context?

3. Which intervention factors enable and constrain the implementation of a sbhsetl

intervention research in a rural context?

1.5 THEORETICAL FRAMEWORK

Bronfenbrenner 6s (rdder o ehaptér @,gJeaianl2.pyavmes elseful

starting pointto understand thé&arning contexias it represents a nereductionist model

(Tikly, 2015). It recognises the complexity of studeeacher interaction during intervention
researclas it is influenced in a classroom and is influehog the schoglwhich forms part of

a broader social context. Thefaut e ment s of Br o AFersomContextiime r 6 s P
(PPCT) model, form part of an interactive sysidmdge Payi r , Mer - on Var ga
Li, & O'Brien, 2016) In the PPCT mode proximal processes (interactionsyhich



Bronfenbrenner descri bed as the ARengi nes
(Bronfenbrenner & Evans, 2000, p. }18he proximal processes aredirectional influences
that occur during interactions ahdve an influence on immediate and ldagn development
(Swart & Pettipher, 2006 The person is seen as an active participant in their development who
is not only influenced by interactions but can also influence the interactions. In Chapter 5, |
used tle model to discusthe findings by identifying the enablers and constraints across the
five systems of the model.

I n Br onf e n b rthe contexrcansistsmofdivk syistems namelicro-, meseo,
exo-, macra, and chronosystelfdwart & Pettipher, 20)6 Themicrosystemis the immediate
environment and directly influences development through activities, societal roles, and
interpersonal relations experienced by the stu@lékly, 2015). The microsystem ithe study
includedthe intervention roleplayers:students, teachers, the school aadearchersThe
mesosystendepictsthe links between the microsystems and the interrelationships that exist
between the microsysten{Bronfenbrenner & Evans, 2000e.g. the teacher and school;
teacher and studés, and researcher and teachers. &tmsystemrepresents a larger social
system which exerts a unidirectional influence on the developing pglsbnson, 2008)n
the researchthis included for examplethe Department oBasic Education, teacher skes,
educational policies (includinipe inclusive educational polizyhigh unemployment,ral dl
exosystem factormfluencing what happerat a school. Themacrosystemdiffers fromthe
other systems as it encompasses the other systems in an overbatl@hgystem(Rosa &
Tudge, 2018 The belief system consists of the sepaitical and cultural values that embody
the nation as a whol€Johnson, 2008)l foregrounded gality education(Bank, 2018
UNESCO, 201Y to redress inequality as covered inlusive education policies in South
Africa as the overarching belief system. Theonosystemrefers to time and was represented
in thestudy by both the daio-day, yearto-yearand historicddevelopmental changes that occur

across systems and impacts ia&tion research in a school.

1.6 CONCEPTUAL FRAMEWORK
Implementation science in education resedrefer to Chapter 2, SectiorB}, also referred to
as implementation research, is generally defined as the implementation of exnedeade

research into practicunst, Trivette, & Raab, 201Fixsen et al., 2005 It recognises the

0



complex and dynamic nature of bridging the gap betwiatervention implementation and
practice by providing an understanding of how and why implementation succeeds iardail

given context(Humphrey et al., 2006 | chose implementation science as it focuses on
evaluating the process of implementatiod #re intended outcomes of the interven{auer,
Damschroder, Hagedorn, Smith, & Kilbourne, 2p1%urthermore, it allows for the
incorporation of numerous theories and methods, such as bioecological systems theory and
organisational theory, and incluldifferent research desig(ditchell, 2011). As suchit can

be used to inform the methodological considerations of implemeaBitig, which is the crux

of thestudy.

Theoretical approaches used in implementation science

Describing the process of Understanding and/or
implementing research into explaining what influences Evaluating implementation
practice implementation outcomes

Evaluation
frameworks

Determinant
frameworks

Process models

Classic theories

Implementation
theories

Figure 1-1. Theoretical approaches in implementation sciéfroen Nilsen, 201%

The methodological insight gained can be broadly divided into three areas; formative,
summative and knowledge generat{plumphrey et al., 20)6Formative knowledge provide
feedback during the different stages of implementation to improve the quahtgientions
(Nilsen, 2015). Summative knowledge provides a deeper understanding of the context and
helps to explain the variability of the intervention outcori@ssen et al., 2005 Knowledge
generated arguments develop a greater understanding gémtiens and the interactions that

occur at an individual and collective level with the intervention (Durlak & DuPre, 2008). In



thestudy; | applied summative knowledge to identify the determinates that enable or constrain
the implementation of schoblsel interventions. To guidehe theoretical approach to
evaluate intervention implementatidrused Nilsen taxonomyas presented iRigurel-1.

As can be seen in tHgure, Nilsen (2015)presentdive categories of theory used to
achieve three overarching aimismplementation science, name() to describe and/or guide
the process aimplementingresearch into practice (process models); (ii) understanding what
factors influence implementation variability (determinant frameworks, classic theories, and
implementation theories); and (iii) informing the evaluation of implementation (evaluation
frameworks).

The second theoretical approachthe figure(Understanding and/or explaining what
influences implementation outcopés the focus of the stugyand | drew from all three
categorieshown Century and Cassata (201plain that determinates are the variables that
can either enable or constrain (hengthe implementation process and are useful for designing
and implementing interventions. Determinant frameworks propose that sl
interventiors form part of a bioecologicahodel with influences at different levels that interact
with one anotherClasscal theories focus on change acrasghe individual, organisational
and broader contextual leg€Humphrey et al., 2016)mplementation theories look at specific
aspects of the implementation prockggsaking into consideration competencedirass and
motivation(Nilsen, 2015)Together the three theoribslp to clarify the relationship between
the intervention and the implementation process by providing a deeper understanding of the
context and individual factors that influence intervenbaicomes (Humphrey et al., 2016).

1.7 CONCEPT CLARIFICATION
This section describgbe terms used ithe study to provide clarity on the different concepts

as they relate tthestudy.

1.7.1  ClassroomDiscourse

Learning and language developmemé not directly casal and require active intervention
through mediatior{Thorne & Tasker, 2001 Eun and Lim (2009gxplain mediation as the
process whereby socially meaningful activities transform behaviour into higher mental
processes which are internalised as developmegresses. Productive classroom discourse

is an example of socially meaningful activity. Classroom talk is used as a tdgthifdsing



and interthinking (Mercer, 2000, forming the theoretical model on which the study was
based.Interthinking refers specifically to collaborative problsolving activities where
students are encouraged to work and talk together on a joint a(ti\atger & Howe, 201
Evidence from liteature shows that student engagement and critical thinking about theeext
influenced by the quality of classroom tafkurphy, Wilkinson, Soter, Hennessey, &
Alexander, 2009Wilkinson, Soter, & Murphy, 2010

Classroom discourse was indicated indlaga documented as an observation schedule
(refer to Appendix A).The observation data could indicatiee quality of discussion in the
classroom and how talk was used to facilitate learning. During the classroom observations
noted who initiated questisrabout the text being read and what type of questions were being
asked.The classroom discussion data collected was used to support the qualitative interview
data (teachers, HOD and studédders in Appendix E, F and Qhedatainformed insights
regading English literacy challenges the teachers had identified in stuftefes to Chapter
4, Subtheme 1.1)and to describethe compatibility ofInkhulumo with current teaching

practices used by the teachers (refer to Chapteunldthemes.1).

1.7.2  Critical th inking
Critical thinking is referred to in some textstagherorder thinking, critical literacy, literate
thinking orhigh-level comprehensiofWilkinson et al., 201 Critical thinking in the context
of reading comprehension or classroom discussioblenthe student to question and evaluate
what was read or heai@Richards, Platt, Platt, & Candlin, 1992t is a process of active
engagement with language, enabling the student to think independently andatesigithe
text (Murphy, Wilkinson, SoterHennessey, & Alexander, 2009ritical thinkingforms part
of how | define literacyin Section 1.%. The literature on teacher efficacy has shown that
teachers who create opportunities for their students to think critically are perceived as more
competent(TschannesMoran & Hoy, 200). Furthermore, the quality of studesetcher
classroom interactionsiisfluenced by how much the teacher encourages their students to think
critically (Martin & Rimm-Kaufman, 201k

This studymeasuredritical thinking qualitativelywith interviewdata collectedrom
teachergrefer to Appendix EF and G and fieldnotes oParticipatory Rural Approadii®RA)
sessiongrefer to Appendix B)Critical thinkingwas indicated in these data sources as student



related challenges thaégatively influenced assessment outcormesbservation dat&ritical

thinking was indicated aspportunities created by teachers to facilitate critical thinking in
students. In the observation schedule (refer to Appendix|Ahcluded indicators of
instructional practices that facilitate critical thinkigh i ¢ h | used to desc
instrudional practices during the literature lessons observed.

1.7.3  Enablers and constraints

The concept of enablers and constraints can be found in determinant frameworks of
implementation science theories as they describe what influences the implemeantdtion
sugainability at a systems levéNilsen, 2015%. These types oframeworkspostulate that
interventions form part agibioecological system with influences at different levels that interact
with one anothefHumphrey et al., 20)6Factorsat themacrolevelthat can indirectly enable

or constrain intervention implementation include educational policies as well as socio
economic and politicafactors Pomitrovich, Bradshaw, Greenberg, Embry, Poduska, &
lalongo,2010). The enablers and constraints attiextual leveihclude factors that directly

and indirectly influence chang®urlak & DuPre, 2008; Weiner, 20Q9t the school level,

the organisational climate, a culture that supports change, and providing teachers with access
to resources will enable intervention implementation indirectly influenogdéementation
(Dyssegaard, Egelund, & Sommersel, 20IThe school lso directly influences the process

by the support it gives to teachers implementing the interventamer, 200%. In the study
micro-level factors includedteachers, students and the intervention. Enablers and
constraints are thergfessional angbsychological characteristics of the teacher such as skills,
gualificatiors, experience and stress, influencing what motivates teachers to change and
implementan intervention (Domitrovich et al., 2010 Background and literacy skills are
student enablers and constraimtsaddition, the literature further includes the characteristics
of the intervention being i mpl emented, as
intervention as an enabler or coastt (Century & Cassata, 2016Teachers are reluctant to
implement an intervention that is complicated or that requires additional ({Domkak &

DuPre, 2008 Interventions that address an identified neeareseen to be beneficial to their
students @& more likely to be implementexhd tobe sustained by teachdiumphrey et al.,

2016. In the study| have used the factors that were identified in my literature review as
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intervention implementation enablers or constraints @gori codes to analysthe qualitative

data and to describe how individual, contextual and intervention characteristics interact with
each other within and across system levels during the implementation of -besed|
intervention researchThe data from document analysis anbs@rvations was used to
complement findings on what enabled and constrained the implementation of Inkhulumo to

answer the research questions in Chapter 5.

1.7.4  Literacy
Literacy is fione of the critical outucteemes of
| anguage acquisitiono (Bouwer, 2004, p . 86)
competence but also includes thinking and how knowledge is constructed within a specific
context (Hedgcock & Ferris, 2009). Therefore, literacy is not just anithdilprocess but the
product of culturally situated forms of social interaction (Mercer & Howe, 2012). Literacy as
a sociecultural phenomenon has to be studied in an integrated way, taking into account
historical and institutional contexts (Gee, 2015espite the implementation of numerous
interventions, students are still performing poorly in matric, a phenomenon attributed to the
low literacy skills of students (DBE, 2014; Taylor, 2016).

In this studythe English literacy skills of studentserealsoidentified as the problem
that needed to be addressed. The quantitative data collected from the comprehension tests
completed by students (refer to Appendix D) was usedssess the literacy skills of the
students individually and collectivebn the diferent texts readuring the observations (refer
to Chapter 4, Section 4.3). In addition, the student responses were used to support findings
from the comprehension results (refer to Chapter 4, Sedtidn). The results provided
additional information onthe constraints that needl to be addressed during the
implementation ofnkhuluma To support intervention implementation, developing the literacy
skills of students requires a collective commitment from teachers and the school. The
gualitative data, (irerviews and bservation as context of interactimnAppendixE, F and G)
informed insights regardinigow literacy development is supported at a strategic level in the

schooland in the classroom (refer to Chapter 4, Th@me
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1.7.5  South African rural school

In this studythe South African rural school context denotes a high school in the Gert Sibanda
districtin Mpumalangawhich | describe in Chapter 3 (refer to Section)3heschool is the

case sample in the study and included two teachers, onead@2 studentswhich included

13 studenteaders. All the participants were black, did not have English as their home language
and came from similar socieconomic backgrounds. While the participants may not be
representative of the overall school systensSauth Africa, they share similar characteristics

as the populations in other rural schools.

The selection of the rural school in Mpumalaragit is situated within a postcolonial
educational context, was used as a case in the study to confirm or refute patterns that emerged
from a priori codesn the literatur¢Teddlie & Tashakkori, 200%n what enables or constrains
SBIR. The factors dissis ed in Section 3.4.3 thiawhee®scrib
intervention implementation create an enabling contex$BIR (Duda & Wilson, 201}

In this study, the term rural is used according to the Department of Basic Education's
definition, whch includes specific environmental features as identified by Statistics South
Africa that challenge the delivery of schooling and the provision of quality education to
studentdDBE, 2005). The features used to determine if a school is situated in aamniet
include; location, topography, access to seryitkee socieeconomical statysand social

conditions of the communit{DBE, 2005 Hlalele, 2012 as can be seén Figure 1-2 below.

Figure 1-2. Rural area where the school is situated\.google.com/maps

In the study, rural denotes a school context where there is limited access to

communications and information technology (telephones and internef)esdhookerves a
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community with high illiteracy levels, low employment téod insecurity, limited access

to learning opportunities, and poor seeiconomic conditiog(many of the students live with

their grandparentss part ofthe literature review in Chapter 2, | present the effects of the
continued exclusion of opportunities present in rural schoatdidve beenarried ovefrom

their colonial past and the challenges associatedthgtimplementing ofSBIR. In Chapter 3,

| report specifically on the school context and how it influenced the implementation process of

Inkhuluma

1.7.6  Schootbased interventon research

In this study, schodbased intervention research (SBIR) denotes the implementation of
Inkhulumoin a South African context, which | describe in Chapter 3 (Section 3.4). The role of
using evidencédased research has grown in popularity torimf@rofessional best practice
since the early 1990s in various disciplines (Biesta, B01Guided by medical and health
research, educational research focused on introducing evilesed practices to identify

what works in a classrooffudleyMarling, 201). The underlying assumptions being that

interventions an be implemented and replicated in different context and conditions to benefit

studentgCentury & Cassata, 20)6Against this backdrop, large scale systemic school reform

programs gained momentum to address the academic gap between students in terms of literacy
and numeracy skills.

However, applying a linear approach to implementing SBIR limiltecapplicability of
findings as it does not take student diversity in classsmmddifferent schookontexts into
consideration(Hipsky, 2011 Nel & Nel, 2012 Miranda & Zaman, 201)0 Researchers ka

begun to acknowledge the complexity of litey development and that being prescriptive about

what method teachers should use will lead students to not acquiring sufficient skills to

communicate in English and meet the curriculum requiremétswn, 2007 Larsen

Freeman, 2001 Interventions therefore have to be adapted to be contextually relevant

(Dearing, 200® An understanding of implementation process in SBIR provides deeper

awarenessf how the intervention, conteand individual factors interact with eaother and

influence intervention outcomes (Humphrey et al., 2016).
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1.7.7  Quality Talk

Quality Talk(QTpsy) as a model of classroom discussion that has been empirically validated
in the United States as a method for depwlg critical thinking in students across the grades
(Murphy etal., 2009 Wilkinson et al., 2010)Quality Talk was adapted tmkhulumo be
contextually relevant (Dearing, 2009 the study, | used the adaption of Quality Talk to
explore thebroader theoretical issues of what the enablers and constraints of SBIR in a rural
school context aradfer toSection3.5.2on how QTpsywas adapted).

Quality Talkis a classroonbased discussion model that looks at-teaded learning
and comprehensiofCroninger, Li, Murphy, & Cameron, 2018). Cognitive and sociocultural
theory forns the theoretical framework that underpithe Quality Talk model (Murphy &
Firetto, 2018). The central aspects of sacidtural theory are language, thinking and social
context. These three aspects are not seen as separate entities in learning but are interrelated and
affect each other.

Language, influenced by social context, is both a tool for communication and thinking
(Donald, Lazarus, & Lolwana, 2010; Thorne & Tasl28]1). The student, the teacher and the
sociocultural context all form part of the learning process and contribute towards it (Tsui,
2011). According to sociocultural thegigarning is constructed through social activity (Hall,
2011). The theory influems instructional practice in the classrqavhich addresses the role
of the teacher and the student for productive talk (Murphy & Firetto, 2018). Critical thinking
in students is determined by how certain characteristics of classroom discussions aatedegoti
(Soter Wilkinson, Murphy, Rudge, Reninger, & Edwards, 2008).

The perceived characteristics of an intervention vary between participants across
context and require an active engagement process to ¢nsappropriateness of fit (Century
& Cassata, @16; Damschroder et al., 2009). To assess the appropriateness of fit of the
intervention | used the interviews with the teachers and students, the observation schedules and
fieldnotes, to describe how Inkhulumo aligned with the current instructional gaaaif the
teachers (refer to Subthen81). The observation schedule, fieldnotasd transcribed
interviews have been included in Appendix ABBF and Gyrespectively.

| then quantified the qualitative data from the interviews with the stidadersto
describe what enabled and constrained the implementation of Inkhulumo. | discussed the
enablers by describing the perceived benefits from the stlebddrs inSubtheme 3.2,
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Category 3.2.19f the implementing process of Inkhulumdhile | describedtte constraints in
Subtheme 3.2, Category 3.2t8; outlining what the studetgaders found challenging. The
attributes and perceptions of the intervention by the participants and their perceived ability to
implement an intervention influence their willimgss and commitment to the process
(Domitrovich et al., 2008; Kitson & Harvey, 2015).

1.8 RESEARCH METHODOLOGY: OVERVIEW

1.8.1 Introduction

A comprehensive description justifying the choice om&edmethods methodology is
discussed in more detail in Chapter 3tHrs section, | will provide a brief overview of the
research methodology used in the study. | used pragmatism for the metatheoretical paradigm
andintegrated mixedanethods design for the methodological paradigm. | used Inkhulumo as

an instrumental caseusty for the research design for a deeper understanding of what enables
and constrains SBIR. | concurrently collected both qualitative and quantitative data,
transforming the data for the integrated analysis to answer the research questions presented in
Chapter 5.

1.8.2 Meta-theoretical paradigm

My choice of pragmatism as the maieeoretical paradigm was guided by the purpose of the

study rather than by the philosophical stance (Mertens, 2009). According to Biesta),(2010
pragmatism provides a set of philosophical tools that can be used to address pRddearsh

therefore should provide both a means to an end and understanding (Burch & Heinrich, 2016)

as will be explaired in more detail in Chapter 3 (Section 3.2). he tstudy pragmatism

provided an understanding of the factors that influence sdias@d intervention
implementation by using both quantitative and qualitative data collection and analysis methods.
Inthiswayl was abl e to go bienydoinndg sfi ctaou sbee tatnedr euf nf dee
and Ahowo of i mpl ementati on, a necessary
implementation process (Burch & Heinrich, 2016). My methodplegsanintegratednixed
approach,and | used amultilevel research dg&gn. Pragmatisinas the metaheoretical
philosophyused to guide the studwill be explained in more detail in Chapter 3 (Section

3.22).
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1.8.3 Methodological paradigm: Integrated mixed methods

An integrated mixed methods methodology (refer to Chapter 3jo8e812.3) is seen as
appropriate to understand complex phenomena such as culture and context (Nastasi &
Schensul, 2005) These authors explain further that it allows for multiple perspectives by
incorporating both qualitative and quantitative data cotbecand analysis strategiego a

single study. During data collection and analyaisombination of action and reflection from

the knowledge acquired during the research process can be used to integrate objective and

socialy constructed knowledge (Biest201@).

1.8.4 Research design: Instrumental case study

I chose an instrument al case study as it
phenomenon beyon(@utnéyh2010,cpa $)&As isucls ¢hé tage plays a
supportive role that facibtted understanding of what enables or constrains the implementation
process (refer to Chapter 3, Section 3.3). In this way, | was able to measure the intervention
implementation process by taking the intervention, participants and context into account. As
such | was able to determine the individual and contextual factors that influence
implementation between the students, and across the grades in the 3tieoalesign
acknowledges theonlinear and recursive nature of the implementation proegsthemwith
different contextual variables that come into play at different points in@eetury & Cassata,
2016.

1.8.5 Sampling

The research participants were purposively selected and indludéelachers, 97 students, 13
studentleaders and the English Head ogfartment (HOD). In Section .| discuss the
sampling methodsed toaddress the research purpose of the stulbich is also presented in
Table 1.1.

1.9 DATA COLLECTION
| present a summary of the data collection methods (observations, interviews and
documatation analysis) together with the sampling type and how the data was documented in

Table 1.1. Also included is where each document can be found in the Appendix together with
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the strengths and limitation for each data collection methddscribe the press in more
detail in Chapter 3 (Sections, 3.7 and 3.8).

1.10 DATA ANALYSIS

The data sets collected from the interviews and observations (qualitative) and the
comprehension tests (quantitative data) were analysed independently. The qualitative data was
first inductively and then deductivenalysedising categories identified in the literature on

what enables and constrains SBIR. Descriptive statisicswged to analyse the quantitative

data. The results from the parallel analyses of the qualitative and quantitative data were
compared through data transformation to provide overlapping information on the literacy skills
of the students, teacher professiot@mpetence as well as perceptions of Inkhulumo and the

factors that influenced the initial implementation process.
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Table1-1: Data Collection methods

Data Collection Method

Observations
Type Documentation| Appendix| Strengths Limitations
. Observation Firsthand Observer
Classroom observationg . .
schedule. experience. | influence.
(semrstrl_Jctured _ Audloylsual A Observer bias.
observation sessions of| recordings.
hour each,a total of 8 . .
Photographs. Timeconsuming.
hours).
Observation as contex Fieldnotes Depth and
of interaction (1) ' detailed
(48 hours of total schog Reflective B collection.
observations consistin{ journal.
of four hours of 12| Photographs.
school visits, 10 hours ¢ Flexibility.
total other observations
consisting oftwo hours
of training, four of PRA,
four of PD).
Interviews
Type Documentation| Appendix| Strengths Limitations
Semistructured (2)| Verbatim Deeper Procedurally
interviews with: transcriptions of understanding| factors:
Grade 8 and 9 teachel audio- E &G of  research| Interviewer
(n=2 interviews) recordings. topic. effect, social
Head of Departmen]| Reflective desirability,
(n=1 interview) journal. wording of
guestiors,
format effects,
English
proficiency, and
unequal power.
Timeconsuming.
Small sample.
Structured  interviews _
with: Consistent
' Lacks flexibility.
Grade 8 and 9 teachel Verbatim SS‘? — 7] LB Sl
(n=2 interviews) transcriptions of] F parnng
. acrossseveral
Grade 8 Studeneaders| audio- -
. : . participants.
(n=6 interviews) recordings. Lacking in detail
Grade 9 Studenleaders . 9 '
. . Take less time
(n=7 interviews)
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Table 1 1: Data Collection methods continued

Data collection Method

Document analysis

Grade 9 registers

attendances four|
periods.

Type Documentation| Appendix| Strengths Limitations
CohMetrix analysis: _ Computer Multilevel Flesch Kincai
Grade 8 comprehension tex generated theoretical scale not normed
(4 texts) _ Coh-Metrix C framework on SA students.
Grade 9 comprehension tex report. which  takes
(4 texts) into
consideration
the linguistic,
semantic and
discourse
characteristics
of the text.
Objective
measure.
Comprehension testy Students test Students may hav{
analysis: scores calculated Time effective. | been coached by
using average Easily peers during the
Grade 81(= 168) for group and D accessible. tests.
Grade 91(= 171) class
comparisons. Only one
performance
measure of the
a0dzRSy i a
comprehension
skills wasused.
Complexity of the
texts varied ovel
the four periods.
Analysis  proces
was time
consuming.
Class registers: Calculation  of Obijective. Misinterpretation.
Grade 8 registers student H
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1.11

QUALITY CRITERIA
In addressing the quality of the studyappied separate quality criteria for each data type

namely quantitative qualitaive and integrated. To ensure theality criteriaof the mixed

methodsdesign eachstep of the research process is validated (Johnson & Onwuegbuzie,

2004).The table below is a summary of the quality criteria | ysduich | discussn detail in

Chapter3, Section 3.0.

Table1-2: Quality Criteria

Method

Strategy

Criteria ‘ Description

Different data sources to assess t
- Achievement of the intende( individual and contextual factor
Validity :
o purpose of the research that may influence the
2 implementation
-g The comprehension test we
z Replicability of the findings b Marked by twandependent people
o4 Reliability | other researchers and th{ @nd then I moderated the results
consistency of results | used a Latin square design
address marker fatigue
Member checking
- Peer debriefing
Credibility Accuracy of the findings , _
Triangulation
Prolonged engagement
- Methodological rigour |n.orde Thick Description
Dependability | to promote confidence in the . :
Audit Trail
o results
I Degree to which the findings g
E Transferability a s_tudy can be applied tThickdescriptions
o similar settings, context, an
people
Thick descriptions
Member checking
Confirmability | Objectivity of the data Audit trail
Positionality
Reflexivity
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Table1-3: Quality CriteriaContinued

Method Criteria ‘ Description Strategy

Validating how | situated thg
Design Planning study, research question an Theoretical rationale
purpose and design method

Appropriateness of  the
Inferential methodology used to colleg
consistency | andinterpret data to meet the
purpose of the study

Validated my decisions and t
choicesduring all the steps of the
research process

Mixed Methods

Took steps to minimise th
potential threats tovalidity during
data collection, analysis an
interpretation  specific to the
different mixedmethod typologies

Inferential Design quality and interpretivi
quality rigour

The strategies | used to ensure the validity of the quantitativeveéagdo use multiple
sources to assess enablers and constraints at the individual and contextual levels. | used two
independent markers to assess the comprehension tests and sequence the marking process using
a Latinmatrix for interrater reliability. | thermoderated the scores to finalise the results. For
the qualitative datd included thick descriptions and provided an audit trail of the findings
throughout the thesis. In addition, | set out my position in the study and used reflexive
strategiesThe quaity assurancetrategies for the integrated mixed metha@seto ensure
that all my decisions addressed fhapose of the study and that the inferences made were
based on accurate data.

1.12  ETHICAL CONSIDERATIONS

The ethical considerations consisted of two processes, procedural and moral. The procedural
process required that approval be obtained from The Pennsylvania State University, the
Department of Education, University of Pretoria and from the Mpumalanga tDeparof
Education. Included in this process was obtaining informed consent from the teachers, School
Governing Board (SGB), thérincipal and the Head of Department. The students and
parents/caregivers were provided with an optingform. The moral padf the ethical process

was to include how the Aresearch purposes,
by ethical principlea n d p r & ohen, Blanien & Norrison2011, p. 51). The process
followed is discussed in more detail in Chapter 3.
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1.13 LIMITATIONS

The focus of the study was narrow as it only included one schuaieby limiting the
transferability of the findings (Flick, 2009; Nieuwenhuis, 2010). The inclusion of vignettes to
provide thick, narrative descriptions of what was beingsuesl help to ensure trustworthiness
(Rule & John, 2011, p. §7This technique may help readergmeralse the findings to other
contexts. The role of the communitpe inclusion of other teachers and the representatives
from the Department of Educati would have added more depth to the research findings.
Another limitation was that the intervention was not fully implemernitéé.enablers of SBIR
vary across the different implementation stadmsiting the focus of the study tthe pre
implementationnitial stage.The implementation process of interventions is influenced by the
role of the researcher as facilitatgtarvey & Kitson, 2015 | felt thatthe socic-cultural
background anthe experience as a researcher and facilitatight have influenced the study

in terms of construct validity (Dellinger & Leech, 2007).

1.14  THESIS OUTLINE
Chapter 1 provided an overview of the study by describing the background, problem statement
and purpose of the study. The conceptual and theoretical fraksethat guidedthe study
were dacribed followed by research paradigms and an explanation of the key concepts of the
study.Theethical consideratiorsndlimitations ofthe studyconclude the chapter.

In Chapter 2, | focus on what enables and congraitervention implementation by
first presenting a case for a systematic approach to implementation. | outline how
implementation science is alignedthBr onf enbr enner 6s bioecol ogi
what creates an enabling context for interventimplementation. This is followed by a
description of the South African conteand specific enablereidentified as relevant to a
rural school within a postcolonial educational system. To provide the background for using
implementation science dlse conceptual framewotk briefly describe the implementation
methods in education as they influenced educational change. | then present the implementation
science framework and identifiddve enablers to facilitate the implementation process in
South Africa

The research paradigm and methodology used to collect, analyse and interpret the data

are discussed in Chapter 3. The intervention implementation prodegsolumois outlined.
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| then describéhe data collection and integrated data analysis methodstail The chapter
conclude with the quality criteria used to inform the research processes the ethical
considerations that guided the research are also addressed in this chapter.

In Chapter 41 present the results dihe data analysiso set thebackgroundor the
methodological enablers and constraints of schaskd intervention research (SBIRuse
both quantitative and qualitative analysis to describe the characteristics of the partanpants
the contextQualitative analysiss used todescribe the interventigand the implementation
process resultarepresented by integrating the two types of data.

In Chapter 5 the findings dhe studyarediscussed as | answireresearch questions
and presentraintegrated framework to guide SBIRplementation. | conclude the chapter by
discussing the possible contribution of the study, limitations, and make recommendations for

further research.
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CHAPTER 2 - LITERATURE REVIEW

2.1 INTRODUCTION

In this chapterl useimplementation sciencasthe conceptual model anBr onf enbr enn e
bioecological modelas the theoretical framework to discuss what creates an enabling
environment for schodbased intervention implementation research in a rural high school. The
bioecologcal frameworksupports anultilevel model,acknowleding personal and contextual
determinantshat interactith one anothertthat may influencéhe implementation of school

based intervention research (SBIR) in the classr@@amitrovich et al., 2008 It is also a

useful framework to guide intervention implementation as well as for the analysis and
interpretation of datéHumphrey et al., 20)6Implementation sciendgas emerged out of an
interest to address the challenges associated with the implementation of ebiasede
research in professional practice, particularly in educdfyssegaard et al., 201 Nilsen,

2015. As a change modeit helps to identify the reladnshis between enabling contexts,
interventions and expected outcomésag, Chiat, Torgerson, & Snowling, 2014
Implementation science allows for the incorporation of numerous theories and methods such
as bioecological systems thedMitchell, 2017).

This chapter is divided into four sections. In the firstsectionpr esent Br onf en
bioecological model to identify possible enablers and consdraio intervention
implementatioras they pertain to the studyhe second part of the chapter isesctiption of
the educational context in South Africa to situtite study. In the third partl provide the
background for using a multilevel implementation approach by explaining the shortcomings of
previous systematic approaches to educational chargjeasuthe bottorp, topdown or
combined methods. The final section is a more detailed description of implementation science
as a conceptual model for intervention implementation. | then present a framework for school
based intervention to investigate whemables andonstrairs interventionimplementation
research. | conclude this section by suggesting six theoretical implementation dimensions for

creating an environment for full intervention implementation and sustainability.
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2.2 THEORETICAL MODEL: BRONFENB R E N N E B&O&ECOLOGICAL
MODEL

2.2.1 Introduction

This section provides a brief historical OV €
as it developed from an ecological to a bioecological m(Rieta & Tudge, 20)3The five

systems of the bioecologicatodel are then discussed in detail as it forms the theoretical
framework tothe study. Each system is discussed separately to include research findings from
implementation science as to what creates an enabling environment for the intervention
implementaibn process and how these relatéhestudy. The bioecological model was used

as it recognises the complexity of the stueteather interaction during the intervention
implementation process thatinfluenced at the micro, meso and macro leprelferto Section

2.2.5) In addition, it also recognises thediectional influences of the microsystems within

the school context. These interactions fall

and are the crux on whighe studyis based.

2.2.2  Historical overview of the bioecological model
Bronfenbrennerds theory of human d(Rosed& op men:
Tudge,2013 I n t he f

work highlighting the importance of the interaction between the persothaedvironment

i rst phase, Bronfenbrenneros

(Johnson, 2008)rhe model explains how the context, consisting of five systemnestigiand
indirectly,i nf l uences a p ¢SwartckrPéttpphed 2096énithe gecoadmphase,
Bronfenbrenner included the role of person characteristics and thajpobcess in the context
to influence development outcomes by introducingReesorProcessContext mode(Rosa
& Tudge, 2013 The third phase and final version o
ecological model to a bioecological modehich includes the concept of time and is presented
as Proces®ersorContextTime (PRCT). It is this version of the model that was used as the
adaptions are relevant tioe studyin that it emphasises the importance of proximal processes,
recognises the filirectional influence ofinteractions andthe impacts of thecurrent
developmenon long-term development.

In the PPCT modeproximal processes (interactiopsghich Bronfenbrenner described

as the fnengines of devel dBganfenbrenmer & Evans,@d00, en g
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p. 118. The person is seen as an active participartignor herdevelopmentand a bi

directional relationship exists between the individual and their environment. Not only is the
person influenced by interactidouthe or shean also influencthesenteractions. The person
interactions are basedonthedinvi dual 6s f or ce, reso@wat& and ¢
Pettipher, 2016 which form part of an interactive systewhose elements, directly and

indirectly, influence each otheandin turn determine current and future developn{@nidge

et al., 201%. The four elements of the model, as they can be applied in intervention research,

will be discussed belowinking it to the studyto describe what factors create an enabling

implementation context.

2.23 Process
Proximal processes are the reciprocal interactions between the individual and the environment
or context which can either prompt, facilitate or constrain development (Taylor). 2010
interactions are between the person and significant other people, objects or symbols in the
immediate environmer{Bronfenbrenner, 1995which inthe studyincluded the interactions
between the participantstudents, other teachers, schaold the researchers. The significant
peopl e i n proxi mal processes change at di f
(Bronfenbrenner, 1995As a young childthe interaction with a caregiver is important for
development while as an aduttmight be the riationship with a lifelong partner. In a school
environment, the interactions are with teachers and other students. Interactions can also occur
with objects and symbols such as solitary activities and include things like playing with toys,
reading and holbies (Bronfenbrenner & Morris, 2006 These experiences can either be
facilitated or ar e Adispbsitiimedtcleachctensyiad edineng, foe r s o n 6
exampleif prior to schook student does not have accesge#&aling materight home thg may
not have the basic literacy skills to read. Learnihgreforepccurs both at a school on a formal
level, and at home informally to develop the studacagnitive, social, cultural and linguistic
capital (Tikly, 2015 These interactions help thengon to understartuis or hercontext and
their place in i{Tudge, Mokrova, Hatfield, & Karnik, 2009).

The reciprocal interactions emphasise thalilectional nature of the interaction
indicating that the individual development is not just how the renment affects the

individual but also how the individual influences these interactions. For the interactions to be
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a mechanism for developmetwo propositions must be m&ronfenbrenner and Ceci (1994)
suggest that for interactiots be effectivehey must occur regularly over extended periods of
time and increase in complexity. I n additi
influenced by the quality of the proximptocesses which vary in form, power, content, and
directional influence accordinto the characteristics of the person and the environment.
Bronfenbrenner and Evans (2000, p. 1&8plain developmental outcomes as a competency
and/ or dysf un ct-iinelectualnphyBicln motivdtionamdicemotional or
art i st iddines a cavhpatent development varies accorditigetsituation orculturat
specific pressurefTudge et al., 2006 Competent development as it relates¢bootbased
intervention implementation researatequires a threpronged approachprofessional
development, intervention training and reflectiontlominterventionimplementatiorprocess

Professional development training supplements the professional knowleggehers
to meet the required skill level @n intervention(Albers & Mildon, 2015. However, as
professional knowledge varies among teacghkis may need to be assessed during the training
to ensure that the teachers have the prerequisite professional abilities to implement the
intervention. For example, interventions thatus on studententred strategies may be
particularly difficult for teachers to implemers &85% of mainstream teachers do not have a
formal initial teacher education qualification to support diverse student needs in the classroom
(Dreyer, Engelbrecht &wart, 2012).

Intervention training addresses the implementation capaftigachersas determined
by the demands of the task, resources needed and situational infl(\fecesr, 2009. The
intervention training is to ensure that the teacher has theredgcompetencies to correctly
implement the core components of the intervention in terms of frequency, duration, timing, and
delivery mode(Domitrovich et al.,, 2008 The training should include a combination of
resourcegCarroll, Patterson, Wood, BogtRick, & Balain,2007)andtechniques using role
plays, modelling, and prasing the skills and techniques of the interventighoé¢nse,
Boendermaker, & van Yperen, 2Q1@swell as ®aching, iRservicetraining, instruction, or
any other kind of evidenegased professional development pracfieanst et al., 2013 The
training should be implemented over an extended péfedker & Domitrovich, 2011

Teacher reflections around the implementation is an extremely important part of the

implementation process. Reflections are a deliberate and conscious iKatsess& Harvey,
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2019t o facilitate the teacher 0s |ityfolfeedbgck e s s
on the implementation process and the possible adaptions necessary in the current context and
other contextgWolery, 201). This approach speaks to than-linear and recursive nature of

the implementation process to accommodate foredfit contextual variables over time
(Century & Cassata, 20)@ailoring the implementation process to specifically address the
factors that influence the teach&ecemmitment to change and their sefficacy.

The development outcomes necessary for thEementation process as addressed by
the competency training are influenced by the quality of interactions thatlmbwturing the
training andthrough interactions in the classroom, within the school contextdandg the
intervention. Bronfenbrenneoompares the quality of proximal processes interactidgtisa
force-resource model where the nature and the power of the proximal peseastuenced
by each person in the dyad influencing the development out(Rosa & Tudge, 20)3The
person charderistics, disposition or force, resources and demand, as they determine the quality
of the interactiongTudge et al., 2016will be discussed below as they influence form, power,

content and direction of interaction within and outside the classroom.

224 Peron
The person is the second element in the model and refers to the individual entities in the
microsystem(Rosa & Tudge, 2093 The mainpersonsn the study arethe Grade 8 and 9
teaches as the intervention is aimed at changing their instructional pracBecestenbrenner
(1995)ascribes three types of characteristitthe person which plag dual role in the PPCT
model(force, resource and demandhe first role is its influence orestelopmental outcomes
while the second role is how the person characteristics influence development at a later stage.
In other words, person characteristics influence developmest¢at, which, in turn, become
the developmental means for future developtrequirementgTaylor, 2010).In terms of
SBIR, not onlycanindividual behavioursitiate and sustain implementatidnytthey can also
impede implementation, as well as influence the quality and sustainability of the
implementation proceg8ecker & Domitrovich, 201). Research evidence has identified the
individual as the most common barrier to implementation su¢édissrs & Mildon, 2015.

Force characteristicsalso sometimes referred to as dispositions, are individual traits

or temperaments thatag either initiate and sustain or impede and interrupt interactions, for
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example; motivation, aggressiveness, impulsivity, shyness and oea & Tudge, 2013

This explains how two children from the same famwiyh access to equal resources develop
differently as the one child may be more motivated to succeed than th€Tattige, Mokrova,
Hatfield, & Karnik, 2009. In the teaching context, job satisfaction and engagement have been
positively associated with teacher autonomy andedétfacy and negavely influenced by
emotional exhaustiofSkaalvik & Skaalvik, 201¥ Force characteristics can also influence the
direction and power of proximal proces¢8svart & Pettipher, 2016

Other force characteristics such as sociability, extroversion, agreeableness,
conscientiousness, anehdividualisation are associated with positive implementation
outcomes, fidelity and sustainabilifiyochman et al., 20)5Research on aggressive behawiou
in schoolbased interventions showed that conscientiousness is a higher indicator of reliable
sustainabilityandquality implementation than other personality characteristics. Conscientious
practitioners arergansed, thorough, planful, and more likely be seHdisciplined and to pay
close attention to detaild.ochman et al., 2095 On the other hand, cynicisi inversely
related to implementation qualifizochman et al., 2035

From an intervention implementation perspectiveice characterist& strongly
influence whether and how the schaalsed intervention will be implementédomitrovich
etal., 2008 They influencethe ar t i ci pant 6s perceptions and a
Research findings demonst regperierdtes tdunirattrainm@ un s e |l
coupled with high levels of conscientiousnessaerged as particularly important in predicting
sustained use of a specific schbaked interventiofLochman, Powell, Boxmeyer, Qu, Sallee,

Wells, & Windle 2015. However,negdive attitudes towards schebhlsed intervention may
influence the implementation of effective interventions, particularly if the intervention is
perceived as highly structurésllitchell, 201J).

Resource characteristiaae not always immediately apparanid include mental and
emotional resources such as past experiences, intelligence, and skills as well as material
resources such as access to housing, caring parents, and educational oppdfudgeset
al., 2009. These factors ltuslyeedcatignal and socig) epjtalloch 6 s c u
influence the per s on 0 stheprdximal pracgsseBronfealmegreerg e e f f
1995. Resource characteristics are essential for healthy development as they provide the

individual with the necessary support to achieve developmental tasks. The resource
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characteristics that could potentially influentdee ability to engage in a schebhsed
intervention inthe studyincludedthe professional knowledge of the teachers and the physical
resources available in the school to promote learning.

Demand characteristia®fer to the physical characteristics and observable personality
traits that desdoe a persoiiTudge et al., 2009 Demand characteristics may influence initial
interactions and act as a stimulus to elicit responses from the envirgtimeesiy influencing
the initial interaction(Rosa & Tudge, 2013Swart & Pettipher, 2006 A friendly, bubbly
person may interact easier with strangers and will elicit a positive response from people.
However, a shperson may struggle to initiate a conversation with a stranger who may respond
negatively to the interaction. Demand characteristics mgesf race, gender and ethnicity
were seen during the study as significant in influencing the stiel@cher and researcher
teacher relationships.

In summary, force and resource characteristics are important in intervention research
(Albers & Mildon, 205; Century & Cassata, 2016} they can either initiate and sustain, or
impede and interrupt the intervention implementation process. Resource characteristics such
as skills and abilt influence the way the environment changBse extent of the change is
determined by force characteristics I|inked
(Tudge et al., 2009)Demand characteristics are usually seen as passive change agents as
interactions are initiated simply because they are present in the §€wsige et al., 2009)
However, in the South African contexhey can play more of an active role because of
historical inequalities, particularly in terms of race. Although the pecbaracteristics of the
teacher have a strong influence on schiased intervention implementation, the interaction
between individual characteristics and broader contextual factors play a role in determining the
success and sustainability of schbakel interventions. The contextual factors create an
enabling learning environment that will facilitate the implementation of SBIR.

2.2.5 Context

According to Tikly (2015), a contextual understanding represents-eedoictionist model and
non-deterministic approducto learning. The inclusion of the context in which the intervention
will be implemented emphasises the nature of the multidimensional interactions that occur and

how the implementation process is influenced by different syqtieomitrovich et al., 2008)
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Therefore, an assessment of the-iptplementation context in terms of general intervention
readiness and readinessr a specific interventionis a significant contributor to the
implementation process aitd sustainability(Han & Weiss, 2005, Domitragh et al., 2015)
Furthermore, it acknowledges contextual influences on development and allowse for
individual as well as collective agency to shape and changanthnment \Veiner, 200%.
Thecontexi n Bronfenbrenner 6s mmdnelythemiocrosmeset s o f
exo-, macro; and chronosystd@wart & Pettipher, 2016Yime (chronosystem) is represented
separatelymaking it the final element of the PPCT mo(fiebsa & Tudeg, 2013) Each of these
contexts influences the implementation process of sdbased interventions directly and
indirectly.

The microsystemis the immediate environment and directly influences development
through activities, societal roles, and interpea relations experienced by the students and
teacherg(Tikly, 2015) The interactions in this environment are with people, objects and
symbols that have a potenti al i, mmdlyuparantse af f e
teachers, life partners driends (Bronfenbrenner, 1995)These roleplayers within the
microsystem play an important part in the successful functioning of the support structures (Nel,
Nel, Engelbrecht, & Tlale, 2016) influencing willingness to implemenhootbased
interventions The microsystems in the study included students, teacherthargthoal |
included the school collectively as a microsystem as well.

The mesosysten represents thelinks between the microsystems and the
interrelationships that exist between the micrtamys, for examplethe family and school,
family and peegroup; school and pegroup (Bronfenbrenner & Evans, 2000)he
mesosystem is not a layer outside the microsystem but represents the relationships that exist
between or among microsystems thatuafice the development of the perg@nsa & Tudge,

2013) Effective interactions between these microsystems are essentiatHootbased
intervention implementationIn intervention research, person characteristics such as
competence and sedfficacy iffluence both the quality of interaction and stuekestcher
engagement in the classroom (Martin & Ris@ufman, 2015; Skaalvik & Skaalvik, 2014;
TschannerMoran & Johnson, 2011). In the stydiis included classroom interaction that
focused on timgasks, content exposure, curriculum coverage, teacher expectation and use of

textbools. The interactions teachers have with the organisation (school) and among
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themselvesare also important in intervention implementat{burlak & DuPre, 2008)It also
includedthe role of school leadership in creating a learning environment and supporting
intervention implementation.

Theexosystenrepresents a larger social system which exerts a unidirectional influence
on the developing person (Johnson, 2008). The develpeirspn is not directly active in this
system but the system may influendgs or herdevelopmentSwart & Pettipher, 2016)
Structuresvithin the ecosystem play an important role in supporting the successful functioning
of the schoo(Nel, Nel,Engelbrecht, & Tlale, 201@hat inturn will influence the intervention
implementation procesContinuing with the study as an example, cutbacks from the
Department of Basic Education, teacher strikes, the inclusive educational policy, and high
unemploynent influences the interactions that occur at the school.

The macrosystemdiffers from the other systems as it encompasses the other systems
in an overarching belief systefRosa & Tudge, 2013Y he belief system consists of the secio
political and cultual values that embody the nation as a whole (Johnson, 2008), influencing
interactions of all the other levels in a cascading mafiings. system generallgxerts a
unidirectional influence on the other elements of the model that can change the chaegacter of
given society. Quality education to redress inequality as covered in inclusive education policies
and education for all in South Africa was used as the overarching belief syrstiEnventions
outcomes that aligwith these belief systems are more rgadnplementedHan & Weiss,

2009.

2.2.6  Chronosystem

Time in the PPCT model includes a longitudinal component to development allowing fer cross
generational relationship influences, sh@amd longterm developmental consequences and
environmental changes aswohistorical timegBronfenbrenner, 1995Tudge et al., 2016
Learning thereforepccurs in the now and over a lifetime where the present influences what
happers in the future. In the school context, time refers to theto@ay, yeaito-yearperiods

or the number of years in operation, as it influences changes that ocaarthétkeaching staff

and studentgDomitrovich et al., 2008 Time inSBIR is situational. Not only must it be the

right time to implement an interventig§hea, Jacobs, EssermBnyce, & Weiner, 2014 but
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the researcher must also take into consideration that behaviour change is a process influenced

by individual, contextual and intervention characterigfiisson & Harvey, 201k

2.3 SOUTH AFRICAN EDUCATIONAL SYSTEM

2.3.1 Introduction

It is important to understand the broader context of the educational system in South Africa to
create the backdrop f or Brlo8duth Affica thkescheok 6 s b i
based intervention must be viewed against the background of a traatéoah process to
address equity and the right to basic education. Intervention, as defined in Chapter 1, is a
collective term that includes eviderbased practices, technologies, approaches, methods,
programmes or policies in practi@@entury & Cassat&2016; Mitchell, 2011)In this section,

| draw specifically fromthe literature on inclusive education in South Africa, within the
framework of sustainable development (UNESCO, 2016), to show that despite these
interventions quality education still elummany studeni@ikly, 2011). Then | will discuss the
contextual factors that the literatuh@aveidentified as enablers or constraints to a literacy

intervention implementation process.

2.3.2  Addressing inequality in education
The South African Constitutioguarantees the right to basic educatemd schooling is
compulsory for all students between the ages of seven and fifteen or up to the completion of
Grade 9 (Gilimani, Marevhula, & Schmidt, 2016)Aligned with the Constitution, the
Department of Basic Edation developed and implemented policies for students to learn in a
safe and secure school environment, have access to learning and teaching support material,
address health and nutritional needs, and exempt poor parents from payment of school fees
(Marishane, 2016; Sayed & Ahmed, 2013)

Quantitative findings show that there has been huge progress in the implementation of
these initiativegparticularly in primary schools with enrolment figures showing a reduofion
race disparity in South Africa. The tds of the General Household Survey conducted in 2015,
focusing on the schooling system in South Africa, indicate that the legislative framework
ensuring the right to education has been successful with student enrolment in primary school

at 99%(StatsSA 2016). Across both primary and secondary schools, tHeespolicy has
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benefited 65% of students attending schaont over 70% of students receive a meal at school
every day (StatsSA015). However, overt inequalities in education persistinByrrogaing
thethree criteria of quality education; high school dropstudent performance arstudent
achievement in key subjects, it becomes apparent that quality education still eludes many
students in South Afric@Marishane, 2016)

Retention rates statd lower in secondary school with just over half of the students
completing their schoolin¢DBE, 2019) More alarming is that 15% of bla8outhAfricans
and 17% of coloureds drop out of school with only some primary education (Sta@5#,
Poor academic performance has been linked low sociceconomic status, gender, family
structure, rurality, different home language to the language of learning and-panpaey
education(Mlachila & Moeletsi, 2019; Monteiro, 2015; Tikly & Barte2011) Many students
proceed to higher grades without acquiring the necessary literacy and numera¢gskuls
2013b) As presented irFigure2 1, against the national average of 12ly 9% of black
Africansin the total populatiotnave some postecondaryschoolqualification compared to
38% of Whites (StatsSA&015).

100,0 |
90,0
o 800
é’ 70,0
g 60,0 -
K 50,0
40,0 -
30,0
20,0 4
10,0
0,0
Black African Coloured Indian/Asian White
'mPost-secondary | 9,1 21,0 38,3 12 1
mSecondary 68,7 71,9 711 591 68,2
'mPrimary ' 15,1 171 55 1.0 136
mPre-school 01 0.1 0,0 0,0 01
No schooling 71 28 25 16 6,0

Figure 2-1. Educational attainment among individuals ageé2%y population group, 2016
(StatsSA, 2017).

In both primary and secondary school, student outcom8&silzSahara countrieare

found to belower in international studie®espite a steady improvement between 2002 and
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2015(DBE, 2019, South African students in primary school consistently achievéotest
scores in international reading tests (PIRLBata collectedby the Southern and Eastern
African Consortium for Monitoring Educational Quality found 25,6% to 43,3% of Grade 6
students in South African poor schoolsre functionally illiterate copared to only 4,1% in
the wealthier schoolSpaull, 2013 The unintentional consequences of the inclusion policy
have created additional challenges to providing students with quality education.

The noefees policy introduced to help the finangratlisadvantaged studeriisiccess
schools has resulted in growing inequality betwieercharging and noffee charging schools.
The teachestudent ratios are much higher in Aee charging schools ardwve caused an
influx of second language studeriayed & Amed, 2013 Teachers in these schools are
overstretched by the high number of studelnsited resources and latke skills to provide
guality education for diverse, multilingual classrodirs Fanu, 2013Sayed & Ahmed, 2013
The situation is furtherexasperated by low accountability, poor motivation and high
absenteeisnthat have been identified as significant constrait teachers providing quality
education to studen{Mlachila & Moeletsi, 2018 Many teachers are often late at school, are
frequently absent oMondays andrridays, and sperldtle time on-site(Van der Berg, Taylor,
Gustafsson, Spaull, & Armstrong, 2011

Fleisch (2008)assertsthat disadvantaged students are not being provided with the
opportunity to achieve because of health problems, poverty, and inadequate access to and use
of resources. The resources supplied to schools do not take into consideration the contexts
within which they source and fall short of redressing current inequalities. For example, the
health services provided are restricted only totegés and initiatives to reduce poverty in
schools consists only of providing students with a meal at s¢(Bagéd & Ahmed, @13). The
other costs of sending students to schsakh as transport, stationery and school uniforms
remain burdensome for parents with low incormegwith education expendituren 2015, the
average expenditure on education by white households wastiimes the national average
while in Black householdst wasthe lowest average annual expendifiMéchila & Moeletsi,
2019.

Inter-generational mobility, as indicator of educatiomahsformation, is not evident in
South Africa.The inequalities irducation are perpetuated by social capital from the home and

school environment (Monteiro, 2015; Tikly & Barrett, 2011), which implicitly includes
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language capitdLemmer & Manyike, 201R English proficiency is a determinant of academic
success withoutvhich students struggle to learn and have limited access to the job market
(DBE, 2008 Howie, Van Staden, Tshele, Dowse, & Zimmerman, 20C»nfirmation that
studentswith educated parents do better than students with parents who are less educated
indicaiesthat the structural inequalities of the past still influence educational molStys

2017).

2.3.3 Schoolbased intervention researchenablers and constraints

Against this backgroundl will describe the enablers and constraints of schaskd
intervention implementation by focusing particularly on the rural context. The implementation
of classroorrbased interventions iBouth African schools is compleand researchers haiee

be cognizant of the influence of both systemic and specific contextual factors that may
influence the implementation proces6u r phy (2015, p . 1) makes th
the challenges inherent in schdmgsed interventions requires considerable ressur@hich
include: physical, human, and time. In addition to resources, the implementation process is
constrained byoverty, badly managed apdorly supported schools, the lack of participation

of parents and community, and English as the languageroing(Pather & Nxumalo, 2013
Taylor, 2007 Tikly, 2011). Eachof these challenges witlediscutssed in more detail below.

2.3.3.1 PhysicalResources

Physical resources ithe study refer tothe basic school resources such as sanitation, safe
buildings, access to electricity, water and bodatiier & Nxumalo, 203 Statistics from the
DBE confirm the continued inequality of physical resourcing of schools (DBE, 2018). While
public spendingon education has increased since 201®as increased slightly iprimary
schools and stagnated in secondary sch@dlstin, 2013. Infrastructure backlogs persist

despite initiatives from the government.
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Figure 2-2. Physical conditions in South African schools (DBE, 2018)

In Figure 2-2 data collected in 2015 shows that of the 23,88Blic schools in South
Africa, 77% do not have stocked libraries, 86% have no laboraeiities, and 22% either
havean unreliable water supply or none at all, 4% have no electricity andha2&anreliable
electricity.A 2018 DBE repdrstated thaB7% of schools lsha combination of a pit toilet and
other systems, while almost 19%dhanly a pittoilet or no sanitation facilities (DBE, 2018).

There is a shortage of textbooks making teaching and learning difficult. Students often
have to share textbooks. The situation is worse in rural schools where access to other types of
booksfor readngis also limited particularly in the poorer provinces such as Limpopo, Kwa
Zulu Natal and the Eastern Cape (Moloi, 2014). The shortage of books is also the main reason
why teachers do not allow students to take books hihetin, 2013) Malnutrition is a
significant barrier to achievement in mathematics and literacy for the poorest 25% of the
population (Fleisch, 2008; Tikly, 2011).

2.3.3.2 Human Resources

The human resources that enable interventions are the teachers, administrative and support staff
at the shool, parents and researché&tesearch on school interventiamports extensively on

teacher competencandicating poor subject knowledge, as well as limited professional skills

for inclusive instructional practicéblel et al., 2016Tikly, 2011). Teachers with weak content
knowl edge and pedagogi cal knowl edge are u
performance(Mlachila & Moeletsi, 2019 Spaull, 2013p and adjust their instructional
practices to address the needs of the stugéritdeara,2017).
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Furthermore, fom a capacity perspective, although the curriculum supports student
centred instruction, resources are limited, and schools inadequately equipped to provide quality
education. The large number of students in a class makes it diffictéachers to monitor and
assess the work of studerite Fanu, 2018 Teachers often experience high work demands
and work in schools with low levels of organisational commitment making them reluctant to
participate in interventiongs cited by Jacks and Rothmann (200&) Eberséhn, 2015)
Therefore, intervention research in this context may require more flexible approaches to the
implementation process.

As a profession, teaching is not well remunerategking it particularly unattractive as
a carer choice especially indifficult subjectgMlachila & Moeletsi, 2018 This contributes
to the shortage of teachemshich accounts for the high teackstudent ratio of above 40
studentsper teachemparticularly in areas such a Mpumalanga, Limpopolkand-Zulu Natal
(Murtin, 2013. Although teacher remuneration is loMurtin (2013) makes an interesting
point that lowskilled teachers are financially better off tr@herlow-skilled South Africans,
but highskilled teachers are worse off thatherhigh-skilled South Africans. This has resulted
in a large numberof mediocre and poorly motivated teachev&an der Berg, Taylor,
Gustafsson, Spaull, and Armstrong (2Pdelcommend changes in the pay structure for teachers
and suggest that pay should be édkto performance to attract and retain teacheran
incentive programme to improve teacher content knowledge.

From a professional training perspectiValton (2015, p. 175)Jrawsattention to the
challenges that academic institutions fage providing iconceptual ly c ohe
pedagogically appropriateo courses in teache
with researctbased practices. Professional development training given to teachers is not
always contextually applicabl@Mukhopadhyay,2015, thereby reinforcing the need for
teachetraining,both at preservice and irservice levels.

In-service teachers do not always have the skills to implement inclusive practices such
as applying flexible teaching and learning skills that suppbstadlentsEngelbrecht et al.,

2016. Research byle Jager (2013)n secondary schools across the nine providence draws
attention to teacher readiness. Teastramedin differentiated instruction foundahallenging
to share their knowledge and skillsth other teachers due to a lack of interest and other

internal constraints.
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In addition to not being open to change, the current instructional practices used in the
classroom pose a challenge wiudenicentred based interventions. Teachers apply
authaitative teaching styles in the classroom and need to be guided by researchers to transition
into a facilitaion role, especially when participative collaborations are required in the
classroom and with other people as part of the interve(fatner, 200).

According toPather (2007)the most significant barrier to intervention implementation
and sustainability in rural schools is the lack of voice from parents, students, teachers and the
community.Literacy interventiomesearch byimmerman (208) identified alack of parental
involvementboth at the school and at hoyas a constraint in implementation. Research shows
t hat parents feel t hat 1t i sstuderiMukhopmadhgall,er 6 s
2015)

The researchéusually forms part of a tearytmayalsohave other roless internally
or externally appointed to the ro{Kitson & Harvey, 2015hnd plays an active role in the
implementation process. My primary role was as a student doing ressaatdrassisteth the
implementation process. In the study, the facilitation team consisted of the supervisors and
other students at the school. Research has shown that support from universities in relation to
training, coordination, and evaluation positively influendbe implementation process
(Dyssegaard et al., 2017)

Additionally, the researcher is skilled in the intervention, should be able to work with
the school principal and have the confidence of the teadbsrssegaard et al., 2017)
Furthermore, the resedrer must be able to enable systematic behavioural change through
enabling, negotiating and supporting charigarvey & Kitson, 2015a)In agreement with
Murphy (2015,p.2) i ntervention i mplementation requi
evaluate theiresources and risks so as to reframe their interventions in response to teacher and
student needs, school contexts, social dynamics, and sound theoretical and empirical
under st &Kitsoni andyHkadvey (2015attribute implementatiorsuccess to how the
researchexr activate implementation through assessing, aligning and integrating their

understanding and knowledge of the interverfiparticipants and context.

2 Facilitators and researchers arersas fulfilling the same function in nsgudy.
3 The terms innovation and recipients used by Harvey & Kitson (2015) were replihédtervention and
participants
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Research has shown that there is a direct relationship between implementa#ike up
and the researcher as well as the facilitation pro¢Psslak & DuPre, 2008; Dyssegaard et al.,
2017; Kitson, Harvey, & McCormack, 1998n South Africa, the identity culture of the
researcher and implementation team often diffem that of the schoolintems of Al angu.
race, geographical S p a c e (Ebersohny 2015 p. AFwhichd uc at i

influences the power dynamics of the relationship with the school during implementation.

2.3.3.3 Time and financial resources
Intervention implementation cde influenced by factors within the school or from a broader
social, political level requiring additional time and financial resources. The complexity of the
intervention, context, geographical area, and number of sites all influence the time and financia
resources needed. The main activities that need to be considered when implementing an
intervention areneeds assessment, readiness assessment, training, and feedback.

Time is also needed to build trusting relationships with the teachers, studemipaprin
and other school staff, for the school to understand and implement the intervention and to
support the school after the interventi@berséhn, 2015; Murphy, 2015)he investment of
time to implement an intervention is at a very high cost for aelp#rticipants as the teachers,
schools and researchers have other roles and responsibilities that also need their attention
(Murphy, 2015) Excluding the development time of an interventiois generally estimated
that an intervention process takesnmsn two and four yeaend haseveraktagegAlbers &
Mildon, 2015) However, in certain contexthe implementation time may need to be extended
as identified byEbers6hn(2015) when researchingrural schoolsto achieveoutcomes
comparable with urbaschools. Funding during the implementation process must include

travelling costs, accommodation and the like (Murphy, 2015).

2.3.3.4 School Management and leadership

The leadership challenges that face principals in South Afrabadeperforming various roles

in the school and being accountable for the academic achievements of their tdiddsits,
2012) The administrative duties of principals often distract tifiem their instructional role

in the school(Mlachila & Moeletsi, 209). In rural schools, the challenge of academic
achievement is exarbatedy their locationthe poor working conditions of teachers, lack of

resources andesource constrairfommunity involvement (du Plessis, Z01Principals are
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faced with difficulties in recruiting teachers, particularly those qualifieglnysical science

and mathematicMoloi, 2014) Working conditions may not be goadhd theremuneration

low, with limited social and cultural opportuniti@dlalele, 2012)Contrary to these conditis,

Hlalele (2012)points out that not all rural schools leaders experience challenges and explains
that the surrounding communities often possess positive attributes that are not present in urban
schools. Research evidence in rural schools indicates¢habls tend to be smaller which
enables better student achievement, student participation is higher in extracurricular activities
and there are fewer discipline challeng@lettle, 2008; Malhoitas citedn Hlalele, 2012)

In research on rural principais Limpopg du Plessis (201) identified ten effective
leadership practices for effective schools. These practices centred egtatiotshipbuilding,
encouraging professional development, classroom management and discipline, teacher
motivation and upgading the school infrastructure. Rural school principals have a great deal
more autonomy andreseen as taking responsibility for their decisions. Taerespected
and can be trusted. The principals praetd anfi o p e n d o pmaking phenmsehes/
available to students, teachers and parents. In addition, they were actively involved in
curriculum structuring and planning, meeting national requirements, the needs of the school
and those of the students. Principals made use of opportunities for prudéskEoelopment
and encouraged collaborations within and outside the school. High teacher absenteeism had to
be controllechotto affect classroom management and disciptiegatively For the delivery
of quality education, principals tried to create aifpges working environment that kept
teachers motivated and reddataff turnover.

Without effective school managememitervention implementation and sustainability
areplaced at riskTherefore Jleadership plays a vital role in creating an environment that is
open to change and supportive of the intervention implementation priRatber, 2007
Zimmerman, 208). Some of the school management and leadership behaviours that influence
SBIR are assnated with the school culture and complex contextual fa¢iargelbrecht et al.,

2016) Pather (2007has identified school cultures that do not promote participative and
collaborative decision making as a barrier to implementatiam.the other handsdool
cultures that emphasise solutiotused and assbased approaches to instruction are better
able to help students overcome barriers to leariivigiton, 2015)and are an enabler to the

implementationprocess Principals from less advantaged schoadse to deal with social
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challenges above their usual dutie$ich may include robbery, violence, gang activity and
drugs(Kubow, 2018 Tikly, 2011).

Using the PIRLS006 dataZimmerman (208) looked at the characteristics of schools
that were associade with higher literacy achievement and successful intervention
implementation. Her findings supported the literature on the importartbe ofganisational
climate for successful implementation across different resourced schools. What distinguished
schoots with higher literacy levels was the active role of the principal during the
implementation process, stakeholder involvement, teachers taking responsibility for
monitoring each phase of the i mplementation
globd overview of what was happening. The head of departments served as mentors and
advisos to teachers and performance was monitored with monthly meetings to ensure quality
implementation. Several strategies were used to develop litaraopg students. All these
factors influenced higher student achievement on literacy assessments and successful
intervention implementatioZimmerman, 208).

Principals are primarily responsibfer providing students with a safe schofur
effective learmg (Mabasa, 2013)Schools with student discipline challenges are less likely to
implement interventiongPas, Waasdorp, & Bradshaw, 201Bactors that can make schools
unsafe in South Africa include being located in black residential areas, espbosdsituated
in and around informal settlemer{tdabasa, 2013; Prinsloo, 2008)/hile in the classroom,
teachers are not sufficiently prepared to deal with behaliguoblems(de Jager, 2013)
Schools who experience challenges in managing student behae less successful at

implementing intervention@vlaarman & LamontMbawuli, 2017; Pas et al., 2015)

2.3.4 Postcolonial education

When implementing schootbased intervention in emerging economresearchers have to
balance meeting the challenges of overcoming postcolonial education systems and perpetuating
policies of the Wes{Mukhopadhyay, 2015 their efforts to address social inequality by
providing all students access to quality educafiokly & Barrett, 2011) Therefore, special
attention must bpaidto each of the five systems within the PPCT model. In the section below,

| present some of the challenges to address social inequality using the implementation of

inclusive education as axample.
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In the microsystem the socieeconomic status influences the level and quality of
education student receive in South Afriddlachila & Moeletsi, 2019)@and internationally
(Monteiro, 2015).The differentiated achievement of privileged groups ioietg rewards
students with cultural and economic capital who are familiar with dominant ideo(dgies,
2014) Students in South Africa who speak English at home achieve bettgernational
reading assessmentand arealso positively influenag regarding their numeracy skills
(Mlachila & Moeletsi, 2019) The schoqlas part of the microsystem in many postcolonial
countriesare characterised by inadequate infrastructures, are-tegtmrrced andavelimited
professional developmefEberséhn & Loat, 2017) In South Africa, dysfunctional schools
are often located in black townships and in rural a(stiachila & Moeletsi, 2019)Le Fanu
(2013)challenges the ability of schools in emerging economies to implens&undentcentred
curriculumwith limited physical resources, increased student numbers, lack of stakeholder
commitment and teachewsho arenot trained on these practices. The situation is further
exacerbatetly the role of the unions in South Africa creating difficulties for the school system
to enforce accountability amtojecttheir influencgMlachila & Moeletsi, 2019)

The studenteacher, familyschool, teacheschool interactions within theesosystem
encourage studefentred instructional practices, parental involvement at schools and moral
leadership. Implementing interventions based on student agency where the teacher facilitates
learning using cognitive and social strategies to regulate theiringaf@rtega 2011) is
ineffective. Additionally, there is a strong hierarchical and authoritarian tradition in African
culture that is transferred into the school environment left by colonial powers that makes
participation and joint decision making diffik, both in and outside the classro¢Rather,
2007)

The influences of inclusive education in tegosystemshow that inadhering to
inclusion policiesnet enrolment in primary schools has increabkxavever, the 2017 statistics
on outof-school rateshow that in lowearning countries the drajut rate in primary schools
is 1% compared with3% in high-income countrieUNESCO, 2017)The 2016 data on
secondangchoolattendance shows a drop to less than half in the majority of countries in sub
SaharanAfrica, and more than 80 in Angola, the Central African Republic ardiger
(UNICEF, 2016§. The dropout rate is attributed to soecgronomic grouping and
differentiationbetween urban and rural areksrthermore, less thasnethird of adolescents
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from themost deprivedjuintile areasattend secondary school comparedhi@equarters of
those from thevealthiest quintile.

The implementation of inclusive education on a national level as determined by
educational policies is represented onracrosystem.According toBaahBoateng (2013)
not only is the quality of education in African countries pduut it alsodoes not provide
students with the skills needed for employment. These audixptain that the emphasis in
many African countries is on academic qualification rather than marketable skills. Politically,
in many lowincome countries, a tegpown approach has been used to change the education
system which continues to reflect the pojyi hegemony of the WeéMukhopadhyay, 2015)

By adopting human development and rights models in educatmordriven agendaare
reinforced to secure financial incentiviesm development bank®runer, 2012)Participation

in policy decisions and theimplementation has excluded the voices of students, teachers and
the community(Tikly & Barrett, 2011) Instead, policy decisions are made by administrators
and financial managers, and teacher autonomy is undermined by providing theiscwjitts

on hawv to teach $ayed& Ahmed 2013)

Consequently, in many emerging econonties implementation of inclusive education
has not addressed social inequality economically and politicaliyhas it improved academic
achievemen(Tikly & Barrett, 2011) Incorre distribution in emerging economies has become
more unequa(Hillman, 2008) Singapore, Taiwan, Hong Kong, Japan and South Korea are
exceptions tahe rule. Theirsuccess has been attributed to investing in techndBggh
Boateng, 2013)in Brazil and Mexica educational goals have been alignath programmes
that reduce poverty, improve health and increase ind@maer, 2012) The Bolsa Familia
programme was implemented ofig low-earning families a cash grant if their children had an
85% attendanceate and were vaccinated. The programme increased school attendance, but the
guality of education and health did not contribute to economic growth or reduce inequality and
created a dependency on the government grant.

To this endthe definition of inclupn has been extendéd the right to education as
means of reducing social inequality as it acts as an enabler, facilitating other rights to include
education within the framework of sustainable developfi¢dNESCO, 2016)Le Fanu (2013)
suggests that thenplementation of inclusive education policissfeasible and authentic,

taking contextual factors into accouand developing capabilities that enable students to
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transcend contextual influences. To address social inequality in providing studentsaitth g

education, interventions should not only focus on academic performance but also on the

Amotivation and personal commi t ment of stud:

the overall enhancement of quality in education in the teaching/lgarnm r o(£ajeles 2004,
p. 6. Moving away from the South African context, in the next sectidnok at SBIR

implementation strategies from a more global perspeotiveforming education.

2.4 INTERVENTION RESEARCH IN EDUCATION

With the backdrop of theSouth African educational system a historical overview of
schootbased research intervention implementation provétdggort to the development of a
multidimensional approach of this studyhe role of schoebased research intervention

implementation sttegies at a systematic level forms the focus of the discudR&geluth

(1994) defines systemic SBIR as a more comprehensive approach to educational change,

pervading all the levels of the system replacing the whole system. The influence of school
basednterventions in education occurs in three ways: botigmtopdown or a combination
of the two approaches. In this section, | will provide an overview of the three ways of

educational change and describe hovdate these approaches have failed to predbeir

intended outcomes. This overview forms the basis of the argument for a systemic, combined

approach to intervention implementation that is contextually relevant. The three approaches

will be discussed in terms of the purpose of education, studeigvament and its influence

on instructional practices.

2.4.1 Bottom-up approach

The bottomup approach to instructional change is describaddrgreavesindShirley(2009)

as the AFirst Wayo of educational chamge
from teachers who hazbnsiderabl@utonomy to teach students what they felt was important.
The dissemination of schebhsed intervention, as a form of best practice, was often left to
enthusiastic teachers or local municipalittesimplement(Hargreaves & Shirley, 2009)
Changes in classroom practiogere used by teachers who adhered to specific schools of
thoughts(Fraser & Galinsky, 2010)Implementation fidelity was inconsistent with some
teachers effectively implementing the intervention whiletimer casest ran the risk of not
being implemented correctly (Ogden & Fixsen, 2014). bbitomup approach to educational
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change was studenentred but the instructional practices lacked consistency, accountability
and standardisatidfHargreaves &hirley, 2009)

24.2 Top-down approach

The collapse of the welfare system, the economic slump, and globalisation called for a change
in education initiating t h(Hargie8ves&sShinkty, 2089 ¢ o f
the topdown approach to educatial change. The lack of standardisation present in education
and economic pressures called for more consistency and accountability to improve the quality
of education both in how schoalgererun and in student achievemdBarrett et al., 2006)

To corret the inconsistencies in the education system and prepare students for work in a global
economy, large scale metaalysis studies were initiated to search for eviddrased
practices to support literacy development. Guided by medical and health resdacational
research focused on introducing evidebesed practices in literacy instruction to meet the
criteria of fidelity, replication and specified outcon{€entury & Cassata, 2016)

Reports based on mesmalysis research were used to inform maticeducational
policies on best practices for literacy instructiPnessley et al., 2006)letaanalysis research
methods are a useful summative tool to answer theory, policy and practice questions
(Spaulding, 2009)In the USA the National Reading Panel (NRP) was tasked to assess
research findings on readingnd theNo Child Left Behindegislation was promulgated
(NICHD, 2000).At the same timethe National Literacy and Numeracy Strategy (NLNS) was
launched to improve litecy and numeracy levels across the (@sted, 2003)

However, asSpaulding (2009¢autions the validity of the results are dependent on the
expertise of the angdt and should not be seen larited. Furthermore, the studies in a
systematic review usuallgccur within a specific context, namely in developed economies,
thus limiting the applicability of the findings in emerging economies (Miranda & Zaman,
2010). Formulating educational policies using rreatalysis research methods assumes a one
sizefits-all appr oach. tgtdao doefalltwithin the middiesange are not met
(Hipsky, 2011; Nel & Nel, 2012) resulting in education performance outcomes widening and
the overall achievement in literacy and mathematics scarcely chghtirgyeaves & Shey,

2009)
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The consequence of applying a 4@vn approach to educational reform was
narrowing the curriculum, reinforcing a culture of standardised testing and limiting the
professional autonomy of teachéiRobinson, 2011)Locally and globallythis has resulted in
comparative data analysis and global models of academic performance being used to inform
policy (Zajda, 2014)Performance standards and achievement targets enforced political control
of outcomes in the public sector and the purpose ofatituncshifted from meeting the needs
of the individual to the needs of the global econdqiyiman, 2008) Instructional practices
were based on teaching for results on standardises| testing education to testased
accountability (Hargreaves & Shirlg 2009) and schocbased interventions were being
Aexportedod to emerging economies without tak
Zaman, 2010).

2.4.3 Combined approach

The AThird Wayo was an attempt to brtondge t h

change by introducing datiiven decisions to inform practices. This approach isftva,

firstly the data is used to hold school leaders and teachers accountable for quality education

based on student performance scoaesl secondly, the data isad to inform teachers and

school | eaders on studentsd needs to adapt

school management decisiofven Geel, Visscher, & Teunis, 20171y this way SBIR was

contextspecific and included the diverse neeaafsstudents. The purpose of intervention

research shifted from informing educational policies as a means of developing human capital

for a global economyHillman, 2008)to intervention research addressing inequalities in

society by providing all studenégcess to quality educati¢Bngelbrecht et al., 2016)
Acknowledging the complexity of education research to make education better for

diverse classrooms in different contexts called for a paradigm shift. The Education for All

Declaration from UNESCO ih990 was one such initiative to prompt a global paradigm shift

in education by introducing the concept of inclusion in educdtienFanu, 2013; Wagner,

2011) Inclusive education talks to democratic rights and the constructs of social {Gstexe

& Petipher, 2016) The role of education is seen as both a fundamental humaranidtan

enabling right, as it facilitates other rights within the framework of sustainable development

(Edujesuit, 2016)Locally and globallythis has resulted in increased w$estandardised test
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scores for comparative data analysis and global models of academic perfo(@ajee
2014) Data was used to drive decisions and discussabout student learning and
achievementparticularlyin literacy and mathemati¢slargreave & Shirley, 2009)

Providing students withquality education is intended to reduce the influence of social,
familial and economic background, thereby promoting mobility and a just soDespite
these changes, education is failing the students whi ihn@eost, perpetuating the cycle of
inequality and poverty and continues to disenfranchise. Standardised testing, such as the
Programme for International AssessmefiSA) 2015, shows that socEconomically
disadvantaged students are more likely to perfltower than advantaged studeatsoss the
participating countrieswith immigrant students performing lower than their 4fomigrant
counterpart$OECD, 2017)An analysis of poor performance identified that low performance
wasnot due to a single risk factor, but a combination of factors including low-scoimomic
groups, gender, family structure, rurality, immigrant status, different home language to the
language of learning, no pmimary education and grade repetit{dmonteiro, 2015)

The goal of educational research to bridge the gap between theory, research and
application in the classroohas not always beeralised. This calls for a better undenstiag
of the implementation of SBIR by assessing the potential value of the intervention in meeting
the intended outcomes. According Durlak and DuPre (2008) this is impossible without
attending to the process of intervention implementation. It is sighils background that | shift
the focus of the chapter to implementation science. There is growing recognition that
intervention research has to take fAall aspec
into consideration@entury & Cassata, 2016. 173) Implementation science is a conceptual

model to help facilitate the process.

2.5 IMPLEMENTATION SCIENCE

2.5.1 Introduction

Bronfenbrennerds model along with the cont ex
the oveview of intervention research prinles the building blocks fapplying implementation

science athe conceptual frameworkhe conceptual framework givgsidance on identifying

enablers and constraints to SBI&hd its applicability ina school context| chose

implementation science asfocuses on evaluating the process of implementation and the
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intended outcomes of the intervention (Bauer, Damschroder, Hagedorn, Smith, & Kilbourne,
2015). Furthermore, it allows for the incorporation of numerous theories and methods, such as
bioecologcal systems theory and organisational theory, and includes different research designs
(Mitchell, 2011). As such, it can be used to inform the methodological considerations of
implementing SBIR, which is the crux of the study.

Unlike intervention research, implementation science is the systematic research of
purposive change in practice (Fraser & Galinsky, 2010). It draws from numerous theories,
models and frameworks to guide the content and process of implemeifkitsam, 2A.5),
addressing individual change, the quality of the interaction with the environment, and broader
contextual factors by which interventions are put into prac¢fmemitrovich et al., 2010)
Successful implementation requigdencebased practices whethe context is receptive to
change and where the intervention implementation is supported by appropriate facilitation
(Dyssegaard et al., 2017; Harvey & Kitson, 201%#)derstanding how interventions can be
included in educational practices serve andngnt function for scaling up (bringing the
intervention to droaler audience) and sustainabilfiyumphrey et al., 2016Yhe premise of
the study ido creae an enabling environment for sustainability rather than scaipg

In this sectionl will outline the main theoretical approaches used in implementation
science. Then | present a schbaked model to guide intervention implementation in schools.

In the modelthe intervention and support strategies form the foundation for systemic change
using a bioecological approach. | conclude the section by putting six theoretical
implementation dimensiorferward for creating an enabling context for SBIR that addresses

both the implementation process and the initial implementation stage.

2.5.2 Implementation science theoretical framework

Interventions at schools tend to be implemented in an isolated, uncoordinated ,manner
influencing uptake and sustainabilitDomitrovich et al., 2010)The research insights are
fragmented, regional and provide limited insightrdrat enables quality educational outcomes
(Ebersodhn, 2016)The consensus in the literature is that for educational interventions to be
successfyla systematic approach is needé&tlis should be accomplishéy developing a
learning culture, creating epling school environments, building supportive communities and

implementing evidenebased policie{Bank, 2018; OECD, 2017)Furthermore, political
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rights as well as power, economic, social and cultural capitahest to be considered to
address inedlities in educationMthethwaSommers, 2014)Scholastic achievement no
longer rests solely on the ability of the student to fit into the system but on how the system can
enable the stude®wart & Pettipher, 2016)

Implementation science provides a conceptual model to help facilitate the process of
Atransl ating research to practice (@reethe,t hen
2015, p. 112) It allows for an integrated model of implementation that incutlee
intervention, participants, context and the relationship between these elements as they address
individual and contextual factors to achieve the intended and sustainable outcome
(Domitrovich et al., 2008; Harvey & Kitson, 20154 this way implemetation science
enhances our understanding of how contextual factors influence the implementation process
and distinguishes between the differentical intervention components (core components) to
achieve the intended outcosend those that can be adaghor changed (Century & Cassata,
2016; Humphrey et al., 2018Jumerous models incorporating one or more of the theoretical
categoriesre used in implementation researalidcilitate the intervention implementation.

In Chapter 1) describel the implematation framework presented INilsen (2015)
incorporaing five theoretical categoriedo address the three overarching aims of
implementation science. Tages on process models guide the first part of describing the
implementation proces Determinant rameworks, classic theories, and implementation
theories areemployed to address the second aim of understanding what influences
implementation variabilityandtheevaluation framework facilitasghe third aim of evaluating
implementation! will descrike thefive categories briefly as they form the foundations of the
proposed schoddased model. Although these theories are described sepatatedyis some
overlap across the different categories. The five theoretical categories are process models
deteminant frameworksclassic theorigsmplementation theories and evaluation frameworks.

Processmodelsas r e t hteoofihnoowlel s t hat speci fy the
implementation proces@-ixsen et al., 2005)Also referred to as action framerks, these
models set out implementation concepts and procedures that are assbeiagbortant when
planning, preparing, facilitating and evaluating an implementation pro@dbers &
Pattuwage, 2017 he evidence confirms that assessment of theveri&on, participantsand

contextual factors to guide the implementation procesa lp@werful impact on the intended
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outcomeg(Durlak & DuPre, 2008)The assessment will help guide the knowledge transfer
process to ensure sustainabilifyxsen et al.2005)

Determinant modelsuse a systems approach that adsisesnablers and constresno
the intervention implementatioNilsen, 2015) These types of models postulate that
interventions form part aibioecological system with influences that intéraith one another
at different levels(Humphrey et al., 2016)Intervention implementation is an interactive
process that is nested in multiple levatsa micro, mesoand macreystemandwhich are
separated by individual, physical, cultural and political boundétasvey & Kitson, 2015a)

The integrated model ensures that the fdinter
whole, which build on and reinforce the importance o€ thi ndi vi dual C 0 My
(Domitrovich et al., 2010, p. 6)

The classical theoriesof implementation science centre on change at the individual,
organisational and broader contextual level. The classic theories fall into three psychological
paradigmsnamdy systems theory, social learning theory and behaviouititumphrey et al.,

2016) System theories focusn the relationships within a social system consisting of the
individual, team and organisation that influence the implementation process and tmeesutc

of the interventior(Harvey & Kitson, 2015a)The implementation context is seen as critical

to a successful implementation and requires an understarditige roles, norms, values,
culture and climate of the social systen{dumphrey et al., 2016 Humphrey et al. (2016)
furtherexplain that behaviourism offers an understanding of what triggers behaviour change,
taking into consideration the real and perceived benefits of implementing an interyention
which are key drivers for sustainability. Diffoa theory, cognitive behaviour, social network
theories, communities of practice, amgianisationatheories are some of the theories that are
usedto focus on behaviour chang@lilsen, 2015) Change behaviour theories take into
consideration what influees behaviour, strategies on behaviour chasage how these can

be addressed during implementation challerfg€sa n e O6Connor, & Michi e

Implementation theoriesaim tofi a ¢ h enleancd understandingur understanding
and explanation of certairagects of implementatian(Nilsen, 2015 p7). This category
examines thesnablersand constraints that may influence implementation and the process
within a systenfAlbers & Pattuwage, 2017T hey take behaviour change models a step further
by incorporatingparticipant commitment, intervention fit, and efficacy to the change process
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(Harvey & Kitson, 2015a)Readiness, participant values, skills and resources have to be
addressed to create a strong infrastructure for the development of competenciesjpeattrsh
organisational suppofAlbers & Pattuwage, 2017)

As the term suggestsyaluation frameworks provide a structure for evaluating the
implementation. The quality of the intervention implementation, fidelity, is a multidimensional
construct(Bishop, Hansen, Albritton, Albritton, Strack, & Pankrat2014) From the pre
fidelity perspective, the intervention and process of implementation determine fidelity
(Domitrovich et al., 2008; Dunst et al., 2013ligh fidelity is when intervention is
implemented the way it was intend@darroll et al., 2007)From apro-adaption perceptive,
positive outcomesre important across different contex@entury & Cassata, 201,6and
interventions must be adapted to be contextually reldizadring, 2009) Theymay require
changes in strategy dhe establisiment of different core component®urlak and DuPre
(2008) suggest a blended approach between fidelity and adaptation to achieve the intended
outcome. High fidelity from the blended perspective includes the quality and sustainability of
an intervention in meeting thetended outcome@Albers & Mildon, 2015) This category
allows for the implementation to be contextually adapted butsdbepcore elements of the
intervention to ensure relevant outcomes that are sustaij@daury & Cassata, 2016)

The numerous the@s, approaches and models presented above confirm the increasing
acceptance that the implementation afschootbased intervention is variable and that
numerous factors influence the achievement of the intended outcomes as well as the
implementation procafHumphrey et al., 2016 herefore, in agreement witfomitrovich et
al. (2010)andFixsen et al. (2003he first step of intervention implementation is not to justify
the use of different theoretical approaches but to articulate the theories thdinanither
intervention implementation process as this will influence the assumptions, aims, and
evaluations measures used. The school implementation model presented below will address

this step and its applicability in the South African context.

2.5.3 Schootbasd intervention implementation
The implementation o& schootbased intervention is influenced by ideas of how and why
behaviour change occurs which take the form of a logical model and/or a theory of change

(Humphrey et al., 2016} ogical models are bagen a chain of reasoning that descsitie
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inputs, processes and outcomes needed for behaviour change t¢Geaaury & Cassata,
2016) However theories of change see behaviour change as complex and stress the importance
of context as it influences Hothe implementation process and the intended intervention
outcomegDomitrovich et al., 2008; Weiner, Belden, Bergmire, & Johnston, 201l the
second approach to behaviour change that | have fose®BIR in the model presented in
Figure2-3.

The model represents an integrated, multilevel approaetstirootbased intervention
implementation that enables change horizontally and verticallycllides all the factors that
can influence implementation variability to provide insight on what will enable the
sustainability of SBIR to achieve the intended outcomes. An integrated model allows for a
dynamic, multidirectional process of knowledge trangfetween the participants, researcher
and context during the implementation process at different points if@ergury & Cassata,
2016; Dyssegaard et al., 201The different elements that make up the model and the theories
of change on which thegre based are described belaamelytheindividual, context, support

system, intervention and time.

2.5.3.1 Individual

The individual in the framework represents
model. As previously stated, not only can individuahdagours initiate and sustain
implementationputthey can also impede implementation, as well as influence the quality and
sustainability of the implementation procéBgcker & Domitrovich, 2011 The Grade 8 and

9 teachers, with the help of the studka@ders from the corresponding grades, were involved

in the implementation process of Inkhulumo. The factors that influence implementation at the
individual systemare professional characteristics (e.g. education, skills and experience)
perceptions and @tudes towards the intervention (flexibility and wogatibility), and
psychological factors (e.g. motivation and sficacy) (Durlak & DuPre, 2008)
Psychological theories on behaviour change look at the relationship of these three factors as
they influence the willingness and ability to make the change at both an individual (teachers)
and collective (schoolkystem (Weiner, 2009) From a bioecological perspective, the
horizontal influences of behaviour change, witiystemfactors, are represented hiyet
individual entities and the links between the microsystems as they interact with each other, for
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examplethe teacher and the researcher; researcher and students; student and school and so on.
The interactions form part of tireesosystenwhich is not dayer outside the microsystem but
represents the relationships that exist between or among microsystems that influence the

development of the pers¢Rosa & Tudge, 2013)

2.5.3.2 Context

Determinate and bi oecol ogisygsterns of nrdlebeceand A poi n
acknowl edge that there are relationships w
implementation(Nilsen, 2015, p. 5)The context accordingly is seen as influencing the
implementation process both horizontally and vertically. The mysteminfluences the
implementation process horizontally and vertically. On the horizontal, l#viecludes the
people who directly interact with the individual in a given environment including people of
different characteristics and systems of bglRbdsa & Tude, 2013) The microsystem thus
defines who the teacher intersatith that will directly influence the implementation process
which is shown inFigure 2-3 as the students, other teachers, researchers and the school.
Effective interactions between these microsystem® essential for intervention
implementation as evidenced during classroom instruction and form part of the support
structures that will influence the intervention implementation pro¢&sisnson, Pas, Loh,
Debnam, & Bradshaw, 2017; Nel et al., 201®he ineractions are determined through
leadership practices, culture and available resoytdesphrey et al., 2016; Weiner, 2009)
which can actively enable or constrain schbated intervention. A positive school climate
makes teachers feel supported and cot@uk especially in contexts where collaboration
among ceworkers is encouraged (Johnson, 2017). In addition, the school and the broader
contextual environment influence the implementation process vertically afDweiitrovich

et al., 2010) The schooldrms part of the exosystem where the intervention takes place with
its own physical characteristics such as size, geographical location, student population,
infrastructure, and so on which provides the direct context that supports the implementation
proces (Lehman, Greener, & Simpson, 200R)structional leadership practicasdeffective
management of resources enable the implementation of interventions in gthlaclsla &
Moeletsi, 2019) Theexosystemas part of the outer system in the study inatuttes role of

the Department of Basic Education in supporting teacher training, the influence of union
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activity on instructional time, education policy and high unemployment levels in the area. The
macrosystemis an overarching belief systefRosa & Tudge2013)that forms part of the
sociapolitical and cultural values that influence interactions of all the other levels (Johnson,
2008). In the South African contexte macrosystem includes a further dimension that informs

the purpose of the interventionm @achieve social justiqgEbersohn, 2015; Tikly, 2011)

Exosystem

Individua

@mentation PTD

Core components
Intervention

System Support

Day-to-day and year-to-year '

Figure 2-3. Multilevel implementation framework adapted fr@wmitrovich et al(2008

2.5.3.3 Support System

The support system has a dual function, it enhances implementation quality on the horizontal
level (Domitrovich et al., 2010) and creates a vertical supportive infrastructure for an enabling
context (Duda & Wilson, 2015)A systematic assessment of theemention, individual,
classroom, school and broader contextual factors is required to develop an implementation
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strategy that will support the achievement of the intended outcomes (Harvey & Kitson, 2015a).
Intervention that includes individualised, repzhtraining associated with a specific task of
methods is more effective (Evans & Popova, 2016). Therefore, interveatearch in this
context may require more flexibdgproaches to the implementation process.

The training can develop the professioaatl intervention knowledge of the teacher.
Intervention researdim South Africaoften takes place in schools with high needs and risks in
resourceconstraied environmentgEberséhn, 2015 As part of the implementation process
the strategies can includa variety of methods and practices to support effective
implementationof schootbased interventions horizontally and vertically throughout the
different implementation stages with additional resources, training and coachintheand

development ofan impkementation climatéHumphrey et al., 2016Veiner et al., 2011

2.5.3.4 Intervention

Evaluationand behaviour change theorias they inform implementation fidelity in terms of
the implementation process, sustainahilityd adapting the interventipguide the assessing

of the intervention and the implementation proddsen, 2015)The researchexssesssthe
interventionto determine if the intervention will achieve the intended outcome, is empirically
valid, as well as what competencies and resouns=reeded for sustainable implementation
(Harvey & Kitson, 2015h Interventions that change instructional techniques have been shown
to be more effective at improving student learniBgans & Popova, 20}6In addition to the
researcher assessing theesmention while the participantsperceptions andttributes about

the intervention aralso importan{Century & Cassata, 2016T'he adaptability or flexibility

of the intervention and its compatibility with the participants and the coatextimportant
factors that influencehe implementation procesurlak & DuPre, 2008 As part of the
assessment process opportunities for continued reflection should be created to adapt the
intervention duringheimplementatiorprocessand for sustainability to adess the individual

and contextudiactors(Dyssegaard et al., 20l Quality Talk was used as a case sty for

the studyand will be discussed in detail in Chapser

2.5.3.5 Time
Time is a multidimensional concepihat includeshistorical, current and futuractorsand is

influenced by kowledge transfemprocess models, psychologicahd diffusiontheories to
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explain behaviour change mechanigiNgsen, 201%. The historical influence of time on the
model reflects the social, economic and cultural influence on the implementation context and
individual developmen(Bronfenbrenner & Morris, 2006 This is particularly significant in
South Africa with its postcohial past as it impacts on education initiatives to redress
inequality and the systemic factors that may influence individual development. Current factors
during the implementation process, the dailglannual eventsas well as health issues of the
paricipants, high levels of absenteeism and social commitments like attending funerals and
collecting grant paymentsnust be taken into account when implementing interventions
(Ebersbhn, 2015 Time is avital resourcerequiredto build trusting and collabative
relationships at the school, provide training and feedlackgain an understanding of the
context and instructional practicésbersohn, 2015urphy, 2015. In this way the insights
gained can be used to inform future intervention initiativetsebmterpret outcomepromote
fidelity and develop our understanding of the implementation prgeessphrey et al., 2016

The adoption of schoddased interventions into practice is a process consisting of
numerous stagestarting with the preadopton stage tdhe full implementtionin practice
(Fixsen et al., 2005 Baseline data and continual assessments of the intervention and the
implementation process are needed to reflect on practice, make appropriate adctelop
strategies to addredst specific constrata and reinforce enablers at the different system levels
(Albers & Mildon, 2015 Kitson & Harvey, 201k In schools that are experiencing chronic and
cumulative diversitymoretime is neededor implementatior{Ebersohn, 2005 The focus of
the study was understanding the-pmplementation contexdnda s sessi ng the tea
school readiness, their commitment and ability to implemetikiguluma

In summary, thenultilevel implementation moderesented shows that implementation
of SBIR is a complex and dynamic process that is influenced by variables within and across
the different bioecological systems. For sustainable implement#imnesearch team plays a
pivotal rolein facilitating the process to create an enabling context that supports individual and
collective change that is sustainable to achieve meaningful outcomes in addressing equity in
education. In the next sectidnpresent six theoretical dimepsis that influence intervention

implementation.

57



254 Implementation dimensions ofa schootbased intervention

The six dimensions for implementing SBIRhich were determined through systematic
reviewof international literaturby Dyssegaard et a2017) are presented iRigure2-4. The

dimensions presented enable the implementation process of(BBtRegaard et al., 2017
The dynamic and mutdlirecional influence of each enableill be briefly explained below

as it relates to the South African context

2.5.4.1 The role of management and leadership
Leadership literature, implementation theories and school effectiveness models all agree that
leadership playsan essential role in any change process and emphasise its importance in
supporting schoebased intervention implementatiq@arons, Ehrhart, Toes, Finn,&
Roesch, 2016Dyssegaard et al., 2017; Han & Weiss, 2005). In particular, the principal has
been identified as a key resource supporting the intervention implementation, particularly in
the initial stage (Albers & Pattuwage, 2017). The rolenahagement and leadership in the
study is based on organisational theory and leadership behaviours that suggest leadership is
crucial for creating school readiness for intervention implementation (Weiner, 2009) and that
certain leadership behaviours aresseciated with intervention implementation and
sustainability (Aarons, Ehrhart, Torres, Firfa,Roesch, 2016)In agreement with Moral,
MartinrRomera, Martine¥aldivia, and OlmeExtremera (2018), although the role of
leadership is to direct and lead tlbhgol to achieve its vision, this should not be adop/n
approach of supervision but rather be achieved through theodiay interactions between
teachers using various strategi&be role of leadership will, therefore, be described in its
broader fuition in creating a learningentred environment in both the preplementation
and implementation context (Durlak & DuPre, 2008; Hoadley, Christie, & Ward, 2009).
Although limited, research in South Africa confirms the international findings on the
preimplementation and implementation context (Sailddgffman, & Matthee,2007).
Research byHoadley et al. (2009pbn leadership factors in South Africa include the
management of the instructionaogramme, social relations and school resources as positive
influences on student outcomes. Specific researcirbgnerman (2018pn high performing
schools and literacy found that successful implementation required school leaders to be actively
involved in goal setting, monitoring and implementation, supportingr@roring teachers.
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Figure 2-4. Implementation enablers adapted frDyssegaard et al., 2017)

Leadership has eultilevel influence and is enacted by different people across the
different levels leading to positive outcomes across and within the system that ultimately
determine student achieveme(Asirons, Green, et al., 2018@herefore, leadershaffects the
quality of he school context andfluencesstudent learningLeithwood, Harris, & Hopkins,

2008) It addressesrganisational readiness and competence to support the implementation
process \(Veiner, 2009 as refletedby t he school 6s cul tur e, cl i
community and institution partnershif@omitrovich et al., 2008¥urthermore, the underlying

premise of leadership behaviour practidgesthat they need to be contextually relevant
(Leithwood etal., 2008)and are seen as inherénit can be taught through coachi@garons

& Sommerfeld, 2012) Leadership behaviours based on the Implementation Leadership

Assessment Scale yarons, Ehrhart, et al. (2016pgether with other research findings
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idertify four main leadership behaviours as important in intervention implementation and for
school managememamelybeingknowledgeable, proactive, supportive and perseverant.

Knowledgeable leadersn the literature refer teeaders havingoth instructioal and
intervention knowledgéAarons, Ehrhart, et al., 2016; Leithwood et al., 2008; Leithwood &
Riehl, 2003) Knowledge of the intervention is a key enabler for developmmplementation
climate(Reichenpfader, Carlfjord, & Nilsen, 201&0d provides clear understanding of what
resources are needed, what systems have to be set whatadiministrative supporteeds to
be securedAlbers & Mildon, 2015; Murphy, 2015)This also includes setting procedures in
place to provide teachers with time ofirftraining and collaboration as well as making
resources availabl®yssegaard et al., 2017)

In addition to intervention knowledgethe findings on SBIR have identified
instructional knowledge of the current curriculunstructional and assessment practices based
on the needs of students as extremely important in leadership beh@yssegaard et al.,
2017) Research findings have confirmed thaervention implementation is low in schools
where teachers perceive the leadership as not playing an active role in instructional
maintenance antheimprovement of instructional qualifyan Geel et al., 2017\When school
leadership understands the regments of the students and the curriculum demands, leaders
canguide teacherm their instructional practices and implement interventions to support the
needs of their studen{®oral et al., 2018) Through managing the teaching and learning
programme,leadership creaseproductive working conditions for teachers by providing
teaching support and monitoring effectiven@ssthwood et al., 2008)Research in emerging
economies confirms that intervention implementation is more effective in a culture where
accountability is seen amportant and the implementation process incentivigegdans &
Popova, 2016; Mlachila & Moeletsi, 2019)

Proactive leadershipaddresses the degree to which the leader establishes clear goals
and take preventative actions to remove potential challenges to the implementation process
(Aarons, Ehrhart, et al., 201@8uilding a shared vision and fostering acceptafdbe goals
amory the teachers act as a motivator of pginformancéLeithwood et al., 2008)n addition
to creating a shared vision, the vision has to be supported with the appropriate processes and
structures to manage the school for the goals to be reéfisedns,Green, et al., 2016 he

factors that will influence organisational readiness, providing teachers with the capacity to
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change, is affected by its internal culture, climate, innovativeness, structure and employee
capacities, as well as the way it usesueseqAlbers & Mildon, 2015) Organisational climate
studies, in services for children and youth, showed that schools with a positive climate are not
only more willing to implement intervention but also experience improved outc@aesns
& Sommerfeld,2012) In South Africa, readiness should include an instructional focus for
maximum learning opportunities that cover the curriculum and awaked out plan to
improve student resultsipadley,et al, 2009.

| have included the leadership use of data to inform instructional practices as part of
proactive leadership behaviour. As Leithwood and Riehl (2003) point tbet use of
appropriate data helps to maintain a consistent focus on improving gactdiearning. In
addition, without meaningful datd is impossible to monitor and evaluate the effectiveness of
schootbased intervention resear(®tronge, Richard, & Catano, 2008)

Supportive leadershig refers to how leadership suppagcogniseand acknowledge
the efforts of the organisation membgkarons, Ehrhart, et al., 2018)hile the primary goal
of supportive leadership is to build knowledge and skillalso addresses the psychological
factors such as commitment capacity and resiigiheithwood et al., 2008)Supportive
leadership creates a positive school cultin@acterisetly openness, learning, flexibility, risk
tolerance and external orientation which comes across as being more receptive to change and
intervention implementation which ultimatdgads tdetterperforming student@yssegaard
et al., 2017)Included in theculture should be a sense of accountability. Implementations are
more likely to be successful if the teacherseivefeedback about their performance and the
intervention outcome@lbers & Mildon, 2015)

| haveincluded teacher training and developmiensupportive leadership behavipur
which the research showare the strongest indicator that influences student outcomes
(Leithwood et al., 2008)leachers, in a supportive context, are more willing to try interventions
andare moreopen to discuss the alenges they may face when implementing interventions
(Domitrovich et al., 2008). Domitrovich et al. (2008), explain further that teathendeel
more empowered and hakiggher efficacy, which in turn positively affects the quality of the

implementatio and their commitment to the process. Supporting teachers through academic

4 Some of the supportive leadership traits presented in this section are behavioimseasaith what authors
refer to as moral leadership
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coaching and mentoring is key to the intervention implementation process and for
sustainabilityespecially when intervention outcomes are deldipgdsegaard et al., 2017; van
Ged et al., 2017)

Perseverant leadershigs the degree to which the leader moves forward persevering
through the ups and downs of the implementation process. Leaders who are involved in the
intervention show commitment to the implementation prqoéesgeaing intervention fidelity
(Dyssegaard et al., 2017hey mustact as a role model in realising the goals of the school

(Albers & Pattuwage, 201 Andbeperseverant to solving problertidoral et al., 2018)

2.5.4.2 Intervention perceptions and attributes

Irrespective of the effectiveness of an intervention, the uptake and the quality of the

i mpl ementation process ar e i nftHeattebuteseofitheby t h ¢
intervention(Domitrovich et al., 2008)and how it willmeet the needs of thestudentgProctor

et al., 2011) The teacher evaluates the intervention on its objective characteristics and their
subjective perceptions of the interventidime objective characteristics of an intervention are
attributed to how it will influence their wkload and the perceived complexity and adaptability

of the intervention. The willingness of the teacher to implement an intervention is determined

by the additional work required to implement it and if it vedimpete with their other duties
(Domitrovich et al., 2008; Dyssegaard et al., 201Therefore, it is important that the
implementation of the intervention fit in with the teaché&&nd school 6s i nstruc
notbeseen as an extra task placed on them.

The teacher may have a negative atéttmlvards the intervention if it is perceived as
highly structured(Mitchell, 2011) Very complexinterventionswill not be adopted and
implementedeasilyin practice(Aarons, Ehrhart, et al., 2016)herefore,interventions must
be compatiblewith the teachetsnstructional practice¢Durlak & DuPre, 2008)Greene,
Caracelli and Graham (1988pnfirm that participants may be more inclined to implement
complex interventions when they are provided with practical experiencesnhbdola into
manageable parts areto adopt the intervention incrementally.

Subjective perceptions of the intervention will also influence intervention
implementationCentury & Cassata, 201df teachers do not see the perceived value of the

interventian, they may be more inclined to skip activities, even the core elements of the
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programme&Domitrovich et al., 2008)Research findings confirm that when participants have
successful experiences during trainiigncreases sustained implementat{bochman et al.,
2015; TschanneMoran & Johnson, 2011Pastexperiences can either facilitate or inhibit the
teachersdé willingnédglSkly, 2016 | earn somet hing new
With regards to the implementation process, giving teachers the autonomy and allowing
them sme flexibility has been evidenced as facilitating the implementation process
(Dyssegaard et al., 201Active collaboration in the implementation process and establishing
shared goals also contribute to a more positive attitude to uptake and intervention
implementation(Dyssegaard et al., 2017owever, the perceptions and attitude that the
teachers have about the intervention will not guarantee adppist@adt is the interaction of
these perceptions with the participants and the context that etéirdine implementation
(Greenhalgh, Robert, Macfarlane, Bate, & Kyriakidou, 2004)

2.5.4.3 Professional development

Professional development refers to the characteristics of the participants at an individual and
collective level, independent of the interventitirat facilitates behaviour change to enable the
implementation process. Behaviour change is an important driver for sustainable
implementation(Albers & Mildon, 2015)and addresses the motivation to change taed

ability to changgHarvey & Kitson, 2015a)However, before individual and organisational
readiness can be determinttk need for the interventianusthave been identifie(Albers &

Mildon, 2015)

Motivation to change refers to the willingness of the participants to try new things.
Readiness ta@s into account both the psychological and behavioural factors that influence
preparedness to take actiMveiner, 2009) Teacher readiness is determined by the culture of
the organisation anehdividualsTeacher s must f eel i clchanget t ed |
process and confident in their collective ab
school climate makes teachers feel supported and connesteetially in contexts where
collaboration among eworkers is encouraged (Johnson]l 2 Theories on behaviour change
and implementation frameworks present strategies on how commitment can be changed to
efficacy (Weiner, 2009hrough enabling, negotiating and supporting change in the teachers
(Harvey & Kitson, 2015a)
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Transitioning fronreadiness tthe ability to change requires that teachers believe that
the intervention will achieve the intended outcomes, presergffiekicy and have the required
competencies to implement the interventi@urlak & DuPre, 2008) Teacher agency is
influenced by past, present and future experie(€ksrsohn & Loots, 20170f interventions.
Positive behaviour changes in students motivate teachers to continue with the intervention
(Lochman et al., 2015)Teachers mustherefore be seen as active participants during the
implementation process as they interpret and make decisions about the intervention based on
their prior belief and experiencéSentury & Cassata, 2016)

Enabling teachers requires providing them with sufficient ame targeted training to
implement the interventiofDyssegaard et al., 2017)ncluded in the enabling process is
devel opi ng-efficacy giving thesn@onfsdentefin their ability to do what is expected
(Durlak & DuPre, 2008)Initial and contimed assessment together with feedback on the
teacher sdé cl| as s r sthetypep of strateégiescandsactidns neededtd ahge and
integrate the teachersé understanding and Kk
(Dyssegaard et al., 20; Nilsen, 2015)Reflecting on the implementation process and using
collaborative techniques to adapt the intervention enables teachers to move interventions into
practice(Kitson & Harvey, 2015) Allowing teachers to contribute to the adaption process
recognises that they are knowledgeable and gives them a voice (Ebersdhn, 2015;
Mukhopadhyay, 2015)

Collaborating with the teachers enables the researcher to accurately identify and
understand the problem situation within a specific context. Together widbation,
empirical data should be collected to initiate and substantiate changes to be culturally relevant
(Satterfield, 2015; Tee & Kazantzis, 201A)though teachers may see the benefit of making
datadriven decisions, the extra time it takes cardémotivating and frustratin@yssegaard
et al., 2017)Elements of the intervention that do not meet the desired outcomes of the teacher

can be revised or discarded after empirical testing.

2.5.4.4 Support System
Support strategies are often considered kealabes to create change in schools and to ensure
implementation fidelity and sustainabili§omitrovich et al., 2008unst,et al, 2013 Fixsen

et al.,, 2005 The support can include a wide range of functions from planning, resource
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provision, professical development, and coachirtg name a few. The implementation of a
support system is determined by the underlying theory or best practices for facilitating
individual or organisational chang€entury & Cassata, 2016)n terms of schoedbased
researchn a resourceonstrained environment, | agree wkitson and Harvey (201%hat
facilitation is a core construct to successful intervention.

Sustainable implementation by researsheachieved through assessing, aligning and
integrating their understding and knowledge of the interventtpmparticipants and context.

The approach the researcher uses for the implementation process varies according to the
intervention, the context, participants and their level of expefigson & Harvey, 2015)
Research in the medical field on the interplay of the intervention, context and facilitation
confirmed that strong, appropriate facilitation was key to successful implementation even when
the context was not receptive to chaitigson et al., 1998)Theresearcher plays an active

role in the implementation process, must be skilled in the intervention, be able to work with
the school principal and have the confidence of the teafbgssegaard et al., 2017)

Ultimately the support system is a facilitatiggmocess to move evidenbased
interventions into practice and usually consists of a teamishaiternally or externally
appointed or is a collaboration with learning institutiqistson & Harvey, 201p The
different team members may have additiomdés to facilitation such as student, academic or
teacher. In the study, the facilitation team consisted of the supervisors and other research
students at the school. Research has shown that support from univiersgi@on totraining,
coordinationand evaluation positively influenséhe implementation proce¢gdyssegaard et
al., 2017.

2.5.4.5 Fidelity

Fidelity is a multidimensional constryend it is therefore important to know which features
of fidelity measure intervention implementation to understama interventions achieve or

fail in their goals (Bishop et al., 2014). The quality and sustainability of an intervention and

the results it achieves for students will largely depend on whether the intervention meets a need

5The terms innovation and recipients used by Harvey & Kitson (2015) were replaced with intervention and
participants
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identified through previous wkiand experience (Albers & Mildon, 2015). Irrespective of how
good the intervention is if it does not meet the intended outcahoesnot be successful.

There is very little research on gh practice approaches may help or hinder
intervention implemeittion (Mitchell, 201)). What is known, in terms of the study, is that
numerous factors can influence the interactions that occur in the mesqsstaras support
from the principal and the studetgiacher interactions. As the support of the principabkas
discussed under the other enablers, this section will only deal with factors that can influence
fidelity during studenteacher interactions.

The quality of studerteacher interaction can be grouped into three areasely,
emotional support, classom organisation, and instructional supg@iry, Rimm-Kaufman,
Larsen,& Brewer, 2013 There is growing evidence that emotional support is important for
engagemenfMartin & Rimm-Kaufman, 2015) Classroom organisation supiriteraction
throughordetty classroom environmentsharacterisedby clear expectations and productive
learning(Martin & Rimm-Kaufman, 2015)Well-organisedclassrooms arassociated with
selfregulatory skills, engagement, motivation, literacy and language @ity et al., 213).
Instructional support occurs through giving students clear feedback, creating opportunities for
critical thinking, and modelling new vocabulgiMartin & Rimm-Kaufman, 2015)The effect
of the three quality areas in teaclmtieractions may individuby or in combination influence
engagementMartin & Rimm-Kaufman, 2015)

Furthermore, the studetgacher interaction is influenced by person and contextual
factors as discussed in the bioecological model above. Past experiences and the subject taught
will also influence engagement in the clé8krtin & Rimm-Kaufman, 2015 for example
some students may prefer thesaribjects to science subjects. Quality interactions between the
teachers and studerttevebeen linked to positive development and outcoddsy et al.,

2013. In addition, students with low sedfficacy may need to rely on external support in the
classroom to compensate for their lack of agdMartin & Rimm-Kaufman, 2015)

Therefore, an understanding of the stugeathesinteractions is useful in intervention
design and implementation as it may influence intervention fidelity and sustain@hlirty et
al., 2013) It is also beneficial in determining if the interventiordahe instructional practice
are a good fit as this may help withe adoption and implementation of the intervention

(Mitchell, 2011) Research findings suggest that the implementation process and

66



responsiveness to the interventeme stronger predict@ of achieving the intended outcomes

than adhering to procedural fidelidumphrey, Barlow, & Lendrum, 2018; Wolery, 2011)

2.5.4.6 Sustainability
Sustainability refers to the intervention continuing in practice after the research project ends
(Beidas, Mehta, Aiins, Solomon, & Merz, 2013%tudies on sustainability help to understand
what worked for whom and under what conditions and to identify the strategies that best
support implementatiof(Century & Cassata, 2016)herefore, sustainability is not linkeddo
specific variable but is the interaction of numerous variables such as the five enablers presented
above(Dyssegaard et al., 201 %)V/hen sustainability is linked to intervention and the context
it emphasises a multilevel ecological perspective to ietgron implementation which implies
that the sustainability unfolds during the implementation prof&kers & Mildon, 2015;
Beidas et al., 2013; Durlak & DuPre, 2008)sing multiple strategies simultaneously to
implement an intervention supports implertegion and sustainabilityProctor, Powell, &
McMillen, 2013)

A single strategy will not be sufficient to enable sustainability and requires continued
professional development of all the st@fibers & Mildon, 2015) In addition,Durlak and
DuPre (2008)recommend that as part of the implementation process a teawlstrbe
devel oped i nto an 0 ibarecegnised astaivaluablecescarocepa help 6 ar
facilitate implementation process and sustainabilitiis implementation approach also
ensues that when staff leave the intervention can contifDemitrovich et al., 2010)
Continued collaboration and prolonged engagement between the researcher and participants
also ensure sustainabiligplbers & Mildon, 2015; Ebersohn, 2015)

2.6 CONCLUSION

In this chapterl presented an overview of the South African education system as it aims to
provide inclusive quality education to address inequality. The challenges of systemic change
were addressed to build a case for a multilevel research framework by oiratorg

i mpl ementati on sci en cwmlogaal thodd into 8EIRethnkingeThe e r 6 s
multilevel framework was used to determine what potentially enables or constsminsot

based intervention implementation. Then | put forward six theoretroplementation

dimensions for creatingn SBIR enabling context in a rural South African school, namely
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management and leadership, professional development, sustainability, attitudes and
perceptions, system support and fidelity. In Chaptermp®sition e study by setting out the
metatheoretical and methodological paradigms used to guide the study. | then describe how |
applied these paradigms to justify using an integrate@dmethod approach to answer the
research questions. Following this, | expléie strategies | used to address the limitations of

the research design and conclude withetinécal considerations of the study.
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CHAPTER 3 - RESEARCH DESIGN AND METHODOLOGY

3.1 INTRODUCTION
The previous twahapters have set the background for the paradigmatic and methodological
approach to guide the study. In Chapter 1, the purpose and rationale for research to enhance
knowledge on enahble and constraintef schootbased interventianresearch (SBIRWwas
outlined. Using implementation science as the conceptual framework and Bronfenbrenner
bioecological model for the theoretical frameworlkput forward a model for intervention
research implementation as part of the literature review.

In this chapter guidely the study purposé used pragmatism as the metiaeoretical
paradigm which called for an integrated mixedethods methodological approach. | discuss
the choice of an instrumental case study as the research design to better understand the
implementatio of schoolbased intervention research. Included in the chapfeovide the
background to Quality Talk, a classrodmased discourse intervention, and describe the
implementation process up to the initial implementation stage as the intervention Waly not
implemented at the school. As part of the methodological discys$siescribe the selection
of participants, data collection methods and analysis strategies that | used. To conclude the

chapter | explain the quality criteria and the ethical caesations applied during the study.

3.2 PARADIGMATIC PERSPECTIVE

3.2.1 Introduction

There are numerous paradigms and worldviews used in educational research which can be
divided broadly nto severalareas namely positivism, interpretivism, critical theory and
feminism (Ferreira, 2012)According to some researchetse paradigmatic stance influences

the methodological research choices made by the resedidigéas, 2009)based on the
different ontological and epistemological assumptions of each pard@ighen,Manion, &
Morrison, 2011) Contrary to this approach, other researchers have argued that even if there
are differences in philosophical assumpticsalitative and quantitative methodologies are

not mutually exclusiveand the use of paradigms in social research is inapprofiBigtaan,

2006; Niglas, 2009)Instead they argue against the dualism of quantitative and qualitative
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worldviews to reseatlcdesign and look towards fully integrated designs across all the research
stages to address research questions compreher(§aetynons, 2010My study approach is

based on an integrated worldview. | applied pragmatism as a single paradigm as itskeg)itimi

the use of both qualitative and quantitative methods to answer different aspects of the same
research question (Mertens, 2012), rather than to compensate for the limitations of using

gualitative and quantitative methods on their own (Creswell, 2008).

3.2.2 Meta-theoretical Paradigm: Pragmatism

Unlike other world views, pragmatism rejects the-tlgpvn approach that states that
epistemology and ontology are what guides research and recommends instead that researchers
consider the connection between methodpland epistemology as well as between
methodology and metho@slorgan, 2007)The choice of methodology is therefore not aligned

with the philosophical stance but rather to the purpose of the research (Mertensh26e9),

on a philosophy of applying whatorks in research (Creswell, 2011). Pragmatigocording

to Biesta (2016), provides a set of philosophical tools that can be used to address practical
problems. Creswell (2009) elaborates that pragmatism arises out of actions, situations and
consequencerather than antecedent conditions.

In defining pragmatism according to the worldview paradigm approach, pragmatism
avoids concepts such as truth and reality and instead accepts that there are single and multiple
realities (Mertens, 2009) and that trighboth objective and subjecti@@hnson & Christensen,
2012).In pragmatismtruth as existing independently of people is seen as impractical and
unrealistic. Truth is acquired through the collective processes of inquiry. KnowleetipHie
and Tashakka(2009)explain, is centred on what works and solving practical problems rather
than on assumptions about what knowledggHsll, 2012). It can therefore,be both
constructed and based on how we experiendaltnson & Christensen, 201Rnowledge is
seen as acquired through a combination of action and refléatiioi a resolution to a problem
(Feilzer, 2009; Mertens, 2009).

The purpose of researdherefore, is not to represent reabtycuratelyput to provide
knowledge that is usefulFeilzer, 2009 Pragmatism is concerned with the relationship
between research and practice that leads to a(Biesta, 2018). Research should provide
both a means to an end and understandBwych & Heinrich, 216). Furthermore, by
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i ntegrating qualitative and quantitative met
understand t he Awhy Bureh&deinfidnoc201f a mwetessary dtance me s
for understanding schodblased intervention reseh.

The challenges of using pragmatism as the metatheoretical paradigm lie in the rationale
behind the choice, epistemological relevance, methodological appropriateness and the
proficiency of the researchdCameron, 2011 Pragmatism has been criticised being
eclectic, drawing on the strengths of qualitative and quantitative methods, minimising the
weakness of both designs (Johnson & Onwuegbuzie, 2004). The choice of pragmatism to guide
the study was based on the research dimensions and their iefloertbhe study and not to
address the weakness of qualitative and quantitative methods. Guided by the process set out by
Schoonenboom and Johnson (2Q1Was able to identify how the qualitative and quantitative
data interact to answer the study questibereby justifying the methodological paradigm
which inturn determined the metheoretical paradigm. The process is described in detail in
Section3.2.3

Epistemological pragmatism has been criticised as being relativist anesigjed
(Cameron, 2011 The inclusion of interviews, observations and document analysis data
collection methods combined with strategies of action and reflection praddeper and more
comprehensive understanding of the phenomenon beingdt{Rlano Clark & Ivankova,

2016) namely the implementation of SBIR. This whypth objective and sociglconstructed
knowledge is included during the analysis prod@issta,201(). Against this, | hope to
provide research evidence that is specific and useful in the field of intervention research by
using both deductive and inductive analysis methods and through data transformation (Johnson
& Onwuegbuzie, 2004). The methodoicg) appropriateness of using a method design and
proficiency of analysing qualitative and quantitative data will be discussed in detail in the next

section.

3.2.3 Methodological Paradigm: Integrated Mixed Methods

The justification for using mixed methods igelenined by the research purpose and its goals
(Teddlie & Tashakkori, 20Q9In Chapter 1, | described the purpose of the study to enhance
knowledge on what enables and constrains the implementation of SBIR in a rural South African

context to inform methaalogical considerations in educational research. As the design aimed
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to enhance knowledge on schialsed intervention implementation, the purpose of the study
calls for a fully integrated mixed method. Unlike mutttethod designs, in an integrated design
integration occurs across all the stage of the stlidgidlie & Tashakkori, 2009The purpose
of integrating the data was complementarity jrggveach data set equal priority. Greene et al.
(1989) explain that complementary designs are used to measteppuey but different facets
of the same phenomenon. In addition, complementargthodsc an be wused to A
di fferent | evels within a system to develop
(Plano Clark & Ivankova, 2016, p. B5

The benets of using amixedmethods desigrare that it allows for contextual
interpretation and flexibility in choosing the best strategies to address the research questions
(Ivankova et al., 2010). Aixed-methods methodology is recommended for studying complex
social and health problems (Johnson & Christensen, 2012; Mertens, 2009). It also produces
well-validated conclusions that are enhanced by supplementary information (lvankova et al.,
2010). A mixedmethods methodology haseenshown to be beneficial in meetj the
challenges of understanding complex phenomena such as culture and {Nattasi &
Schensul, 20051t is a preferred methodology for schdmased intervention implementation
researclfHumphrey et al., 20)6Collecting botlquantitative and qualitative data study builds
a comprehensive understanding of a case (Fetters, Curry, & Creswell, 2013).

The three data sources (observation data, interview data, and document analysis data)
assisted in identifying the factors that enatdi€onstrain the implementation of SBIR. | used
the observational data for a filsand experience diteracy instruction in the classroom and
how this is supported by the school contesttich will influence how the intervention will be
implemented. Thenterview data provided a deeper understanding of literacy instruction from
the Grade 8 and 9 teachers, studeader s and HODOGSs perspective,
of implementing Inkhulumo. From this datawas able to identify the perceived defor
implementing an intervention and its value for the students. The data | collected from analysing
the documents provides objective information on how English literature is taught as well as the
language proficiency skills of the students. This infdroma describes how current
instructional practices Afito within the 1nk
considered when implementing the intervention. Together, the data collected helped to identify

what enables and constrains the impletagon process of SBIR at an individual and
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contextuakystem In addition, it provided information on the attributes and perceptions of the
intervention that could also enable or constrain the implementation process. The
conceptualising of anixedmethod study begins with the research purpose that is further
refined by the research questiofi@ano Clark & Ivankova, 2036 The purpose and the
research questisnwereoutlined in Section 1.4 in the first Chapter.

Each methodological paradigm has #pecifc methods of conducting research,
identifying the research questions, strategies for collecting data, analysing the data and
interpreting the results to ensure scientific riggAnguera, BlanceVillasefor, Losada,
S8nchezAlgarra, & Onwuegbuzie, 20)8In addition the criteria for selecting mixed
met hods design include the Atiming or sequen
and analysis, integration or mixing of quantitative and qualitative data sets and subsequent
results, and priot or wei ghting that e a c(Rlanom@larkh& d c ar
Ivankova, 2016, p. 39 These crited, as they were applied to the researcélled for an
integrated mixednethods design.

| collected the data concurrently for practical reasons anddaesources effectively.

The physical location of the school was a fbour drive away each wawhich required that

most of the dathad tobe collected on the specific days on which the Grade 8 and 9 classes
were observed. Except for the interviewal the data was collected during school hours. Data
dependency only occurred when teachers and stletaers were provided coaching feedback
on the previous observations. The rest of the data was collected independently.

Integration is seen as the madrk of a mixed methods methodology which happens at
the different stages of the research pro¢@sguera et al., 20t8lano Clark & Ivankova,

2016. Schoonenboom and Johnson (20&Xplain further that integration can occur at any
point from conceptuaation, through to methodology, results and analysis to answer the
research question. What differentiates integrated mimethods from other mixeghethods is

that integration occurs throughout the research process while in othermetiedds designs
thequantitative and qualitative data is used in parallel or sequentially and only integrated when
inferences are mad@nguera et al., 2018

The integration in the resear@hinitiated intheoryand extendethrough to analysis.

Both the conceptual and thetical frame draw from different theories that take into

consideration the individual and contextual factors that influence the implementation of SBIR.
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| also integrated most of the data collection and analysis methods. In the classroom observation
schedlg, | included a section for extra information to be recorded that | thought was potentially
relevant to help describe instructional practiC&shnson & Christensen, 2012 quantified

the structured interviews to measure the perception of the GradeBtaachers and student
leaders of Inkhulumo and the implementation processmtBgrating the different data sources

| was better able to understand the factors that influenced the implementation process to
enhance the answgRlano Clark & Ivankova, 2016)

Tashakkori and Teddlie (2003dvocate that integrated mixed designs are the most
complete manifestation of mixadethods research designs as both types of data are given
equal priority. In the studyoth data types were given equal status. Furthermore, the choice of
pragmatism as the metheoretical framework provides further justification for using an
integratedmixed methods approach as it accepts the mixed methods as a third paradigm for
research (Johnson, Onwuegbuzie, & Turner, 2007).

However, despite the benefits of usinghxedmethods methodologyhere are also
challenges. One such challenge is selectimg appropriate research desigflmankova,
Creswell, & Plano Clark, 20)0To ensure that | selected the most appropriate mixed methods
design | carefully considered the seven design dimensions of mixed methods research by
following the process set out b§choonenboom and Johnson (2Qld@amely; purpose,
theoretical drive, timing (simultaneity and dependency), point of integration, typological or
interactive design approaches, planned versus emergent design, and design complexity.

Another challenge of usirgmixed-methods design is quality assurance during the data
collection and analysis process (Ingrah&n®©ka, 2017; Nastasi & Schensul, 2005). During
the data collection process, | combined both action and reflection techniques throughout the
research pragss as Biesta (20&0recommends by being flexible to the teacheesedsand |
used a reflective journal for reflexivity. | included other methods of ensuring quality by probing
the Grade 8 and 9 teachers and HOD in interviews to try and prevent thestegiaries being
shallow and uninformativgCastro, Kellison, Boyd, & Kopak, 20101 tried to remain
cognizantof the interpersonal skills and any cultural factors that may have influenced how the
data was collected and meaning negotiated between naysktithe participants (Nastasi &
Schensul, 2005) through member checking and debriefing sessions with the supervisors and

co-researchers.
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Anguera et al(2018) further stress that data analysis is keynoxad-method design
but can be complex and challémg. Ideally, the researcher should have extensive knowledge
of both qualitative and quantitative data analysis (Johnson & Christensen, 2012). As | am not
an expert in either data typlerelied on the expertise of the supervisors for guidance on the
datacollection and analysis processes.

In addition,what | found particularly challenging was the time it took to collate and
analyse the data despite usspgcific predefined categories (McMillan & Schumacher, 2010;
Rule & John, 2011). A possible reasontfas is that SBIR is enultileveland multidimensional
construct (Domitrovich et al., 2010; Humphrey et al., 2016). Also, the different elements of the
intervention influence each other and the implementation pr¢Pessitrovich et al., 2010;
Durlak & DuPre, 2008; Dyssegaard et al., 2017)

3.3 RESEARCH DESIGN: INSTRUMENTAL CASE STUDY
The research design provides the plan for the researcher to follow ensuring that scientific rigour
is maintained in the study (Johnson & Christensen, 2012). In this study,dnugestrumental
case design, where the case is that of enablers and constraints of the implementation of
Inkhulumoin a rural South African schodh thisway,thece ase st udy hel ps exp
and o6whydéd of a study and supports an under st
study is situated, according to Yin (cited in Sharp et al., 2012). In applying it within a-mixed
methods methodological paradigiam case study is undertaken where both guantitative and
gualitative data is collected to build a comprehensive understanding of theotlasgon, as
stated by Stake (in Fetters, Curry, & Creswell, 2013).

Furthermore, the flexible methodologies in casedies are beneficial in that they
provide the researcher with tools for capturing the different elements that contrilib&e to
peculiarities of the phenomenon under investigatidatney, 2010) This also allows for
different and unplanned elementsaophenomenon to be investigat@dmmons & Cairns,
2010) In addition, the case study offers a means of investigating complex social units and
multiple variables of potential importance within the phenomena being studied (Mertens,
2009). Multiple sourcesra techniques can be applied to gather,ddlawing the researcher
during the analysido be as specific or as gene@s requiredwhen capturing the data
(Nieuwenhuis, 200; Timmons & Cairns, 2010)
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The school, teachers, students and intervention cedilgerately selected for the study
as part of a collaboration between the Centre for the Study of Resilience and The Pennsylvania
State University to adapt the Quality Talk intervention for use in a rural high school in South
Africa. The request to impleemt an intervention was prompted from an existing partnership
between teachers and other staff members of the school with the University (Ebersohn,
forthcoming; Ferreira & Ebetdin, 2012). The Quality Talk programme was identified as an
appropriate interention to be adapted in a rural context during a PRA session (refer to
Section3.4.4).

I chose an instrumental case study as it
phenomenon beyon(@utnéyh2010,cpa $1&)As isuclstieel chse lays a
supportive role that facilitated the understanding of what enables or constrains the
implementation procesgligning to the research desigrwas able to collect both quantitative
and qualitative data from different sources (teachers, studehttoanments). | was also able
to include unplanned information when the teachers went on strike during the research and how
the change in leadership influenced the implementation process when the principle resigned in
2017. The qualitativelata provided adeeper understanding of the implementation process
(Creswell, 2014pnd the quantitative data helped to assess the relevant theoretical constructs
from the participants and to validate the interpretations about théRtase Clark & Ivankova,

2016)

The main criticism of a casstudy design is limited generalisability as it focuses on a
single case or phenomenon (Flick, 2009). Although the aim was not to generalise the findings,
it is hoped that the depth of the study will help the reader to identifycapf@d information
that can be used in similar settings. Csisgly designs have also been criticised for their lack
of scientific rigour (Crowe, Cresswell, Robertson, Huby, Avery, & Shei@911) The
strategies | used to ensure scientific rigour wemeetating results from the Grade 8 and 9
teachers, Grade 8 and 9 studemiders and HOD and includ) three data sources
(observations, interviews and document analyajgplyingmembercheckingto the dataand
providing an audit trail. | also set out nppsition as a researcher and provided a detailed
description of the process | followed in each stage of the study, justifying the decisions made
in the case selection, data collection, data analysis methods to ensure validisatémter

reliability andtrustworthiness of the findings. The nature of a «sdady raises ethical concerns
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about anonymity and informed consdéWallace, 201Q)| haveobtained casent from the
participants and the caregivers of the students to use the data that can idemtiignthe
purposely excluded data that could identify the school. Another limitation is the additional time
to collect and analyse the data, and the extra financial resources (iBat®dns & Cairns,

2010) The analysis of the data was a lengthy pro@sll had to continuously remind myself

of the relevance of the information in addressing the purpose of the study. The viability of the
extra time to collect the data and financial resources neeeextansidered at the beginning

of the study.

3.4 BACKGROUND TO THE CASE: IMPLEMENTATION OF QUALITY
TALK SOUTH AFRICA

3.4.1 Introduction
In the literaturethere are numerous methods on how to implement evidwassd practice.
Irrespective of the process followed, there is agreement that implementationshepgtaiges
over some time and it cannot be a single eveflbers & Pattuwage, 2017)The
implementation process presented-igure 3-1 by Duda and Wson (2015)is an integrated
Formula for Success and Active Implementation Framewankhich the study details have
been included. The elements used in the Formula for Suaeess

Effective Interventions X Effective Implementation Method&xabling Context

= Intended Outcomes

Jackson, Fixsen, and Ward (201&jicate that missing one element will compromise
the intended outcome. Based on research findings, the Active Implementation Framework
developed byFixsen et al. (20053uggest that fa interventions to be sustainable a fully
integrated approach is needed areeds to bapplied across all the levels of the education
system(Duda & Wilson, 201k The Awhato el ement ,whdethei nked
other elements are linked tcetimplementation methodshe combination oflathe elements
the Awhoo, Awheno, Awhat o, and Ahowaoe creat
sustainability of the intervention in practif@uda & Wilson, 2015Jackson et al., 2018In
addition,Homer, Sugai, and Fixsen (20X@commend a culturally responsive approach as part
of creating an enabling context to ensunplementatiorfidelity and equitable implementation

relevance. In the next section, the elements as set &igune 3-1 will be discussed as they
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pertain to the study. The discussion will start with the intended outcome to address quality

education through inequality.

Intended Effective Effective Enabling

) Implementation
Outcome Interventions X pMethod X Contexts

WHO WHAT WHEN
e Teachers * Student-centred small ¢ 2015-2018

e Student- group discussion
leaders  Student-initiated questions
* Researchers * Elaborated responses

HOW HOW

!

Professional development training
Coaching & feedback
Intervention training

Figure 3-1. Adapted model of implementing for sustaingi(Duda & Wilson, 2015)

3.4.2 Intended Outcome

The first element of the schebbhsed intervention as depicted kigure 3-1 refers to the
intended outcome. The intervention outcomes must be aligitiethe policies and legislative
frameworks that influence the education sys{@®uomitrovich et al., 2008)In addition, the
outcomes should be contextually relevéidé¢aring, 2009; Horner et al., 201 As part of the
implementation procesmitial demonstrations as to how the intervention addresses the desired
outcome ensures more commitment towards the process and intervention fidelity (Horner et
al., 2017).

The literacy levels of students in South Africa is a huge concern and has begrede
through policy implementation by the Department of Basic Education (DBE), research on
literacy, and the economic drive to develop a skilled labour force to compete glolly (D
2008; Howie et al., 2012). Despitas initiative, students are stiperforming poorly in matric,

a phenomenon attributed to poor language skills and difficulty thinking criti@Bye, 2014;
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Taylor, 2016) The school also identified the needdtvelop literacy in students, as reflected
by the DBE, and contacted the Maisity of Pretoria for assistance (Appendix F1).

Globally, discoursédased (also referred to as tévesed) approaches have been
successfully implemented to develop literacy at different levels of schadiglg& Theron,
2008) These approaches are soppd nationally and included in the curriculum. According
to the Curriculum Assessment Policy Statement (CAPS), for English as a First Additional
Language (FAL), language instruction must be -teaded, communicative, integrated and
include language prossing skills(DBE, 2011a) Furthermore, the CAPS curriculum was
Afdesigned to provide a more structured and
explicitly articulating paci @(Petoriust& Kiapwilkpn t as
2016, p. 1)ofacilitate teachers of FAL to meet the educational outcomes set by the DBE. The
curriculum among others i s based on the pri
approach to |l earning, rat her t h¢BE 200lb,¢. and u
4). The policy document further stipulates that the @it produce students who can make
decisiors based on critical and creative thinking and the students should be abbektorw

their own as well as in a group.

3.4.3 Quality Talk South Africa: A Schootbased Intervention Research
The second element in the implementation mddglre 3-1 is the interventiorapproach.
Quality Talk (QT), the intevention is ued as a case to explore the broader issues of what
enables and constraints SBIR in a rural confeixirphy & Firetto, 2018)It is an intervention
that uses a classroebased discussion model that looks at -teaged learning and
comprehensin (Croninger, Li, Murphy, & Cameron, 2018}ognitive and socigonstructive
theory form the theoretical framework that undesgire model. For cognitivists, interactions
activate the internal cognitive processes for learning to occur, while for cdivsstaclearning
is constructed through social activifiiall, 2011) The active process requires integrating
existing knowledge with new knowled@learsenFreeman, 2011y performing tastbased or
meaningbased activitie§Ortega 2011)

The theory influences instructional practice in the classroom by addressing the role of
the teacher and the student in productive (@Honinger et al., 2018phrough incorporating the

four components of the intervention into literacy instructional prestiThe four components
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of the model enable the teacher to i mplement
and contento for tal k -tthoi nok€ronagyénet a.,2018,9.d6) t hi n
The components for classroom discussiduring literacy instruction includen ideal
instructional frame, specific discourse elements, teacher modelling and scaffolding, and the
pedagogical principles which will be discussed in more detail below.

3.4.3.1 Instructional Frame

Theinstructional frame in QT creates a purposeful discussion space that is characterised by
an operparticipation pattern ofurn-taking and where the student assurthesinterpretive
authority of the texfMurphy & Firetto, 2018)In Figure3-2 an illustration of a studestdirected
turntaking pattern in QT shows how the students initiate and respond to questions without

being prompted only by the teacher.

EE )

Figure 3-2. Turn-taking pattern (Murphy, 2018)

The purpose of the discussion is influenced by the stance of th@\f#xinson et al.,
2010)and consigtof efferent,expressive and criticalnalyticstances. Thprimary purpose of
the discussion is to Al ocAntefererst stathcesrusedwhich par t
requires explicit understanding of the texteapressive standeoks for the student to connect
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on a personal and emotilevel with the text, while the purpose a€ritical-analytic stances
to Apcovbkeal , analytic thinking about and a

Aarguments, assumpt i(Murpky& Ficetto, 2018,Ipi2é)f s o i n t he

3.4.3.2 Discussion Elements

The discussion elementsletermine the nature of the talk through the type of questions and
responses to the text. The two main types of questions are authentic and text questions.
Authentic questions are ope&mded and test questions prgguose a specific answer
(Wilkinson et al., 2010)Authentic questions are made up of uptake, Hagkel thinking and
connecting question@Murphy & Firetto, 2018) The response the student elicits determines

the type of question.

3.4.3.3 Teacher Modeling and Scafiding
Teacher modelling and scaffoldingefers to five specific teacher moves that enhance high
level comprehension and critieahalytic thinking about the text. The teacher moves are
summarising, modelling, marking, prompting, and challengMgrphy and Wei (2018)
explain the moves as follows:

1 Summarising provides the student with an overview,

1 Modelling is explicitly enacting what the teacher wants the student to do,

1 Marking is used to draw attenti@xplicitly to something,

1 Prompting is to encouragdke student to justify their response,

1 Challenging helps a studenteenstruct their understanding of the text.
3.4.3.4 Pedagogical Principles
Thepedagogical principless n QT refer to the five principl
on learning and teachingf languageg(Murphy & Firetto, 2018 The first principle is that
language is aool for thinking and interthinkingThe second principleyormative discourse
expectations and dialogic responsivenass the ground rules for productive classroom discussion
and acceptable behaviour from the students. The third principle helps the teacher to facilitate
discussions througbalance responsiveness and structuvhich allows students to deviate from
talking about the text and share personal experiences without the discussion losing focus. The

fourth principle ensures that the teacherd@msent clarityby having a good understanding of the
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text and the context before the discussibme fifth principle isto embrace space and diversity
which shows respect for all students irrespective of their backgrounds.

3.44 Schootbased intervention implementation of Quality Talk South Africa

3.4.4.1 Introduction
The implementation method, the third element of the model Figore3-1, will be described

as it focuses on the Awhoo, i wh e Rixsenamnad

(2005)e x pl ai n t he fenabcountabke $or delivezing phe implementation. The

ihow

Awheno are the stages of the i mplementation

enable implementation.

3.4.4.2 The Who: Intervention implementors

The intervention implementors are the people wieadiectly involved in the implementation

process to ensure that the intervention is implemented as intended to achieve the desired

outcomegDuda & Wilson, 201}k In the stug, the intervention implementors were the Grade

8 and 9 English First Additiondanguage teachers, Grade 8 and Grade 9 stlelmh¢rs,
principal, English HOD, and QT researcheémsFigure3-3, | show some of these role players

aganst the backdrop of the school. The person characteristics of the implemeatogdy;

force, resource and demand as identified in Chapter 2 play an important role to enable the

implementation process.

Figure 3-3. Inkhulumo participants English Teachers, studeletaders and QT searchers

6 Permission to use visual data was included in the consent forms
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The force characteristics that | included were readiness/willingness to change and self
efficacy. The influential resource characteristics in the stutlyluded; professional
characteristics, resources, organisational culture and organisational chdie{€his gender

and ages of the students were seen as important demand characteristics.

3.4.4.3 The When: Implementation stages
The implementation process was a collaboration with the Quality Talk project centre from
Pennsylvania State Universii®Tpsy). As developers of the QT model, @duplayed a pivotal
role in providing resources and guidance on the implementation process. Appendix G16
presents a detailed outline of the implementation proedssh covered four years.

According toFixsen et al. (2005jhe implementation process consists of four stages of
implementation, namely exploration and adoption, programme installation, initial

implementation, full operation and sustainability (refeFigure3-4).

Exploration

Initial Full

and Installation Implementation Implementation

adaption

Figure 3-4. Intervention implementation stages

The exploration stage is when a need has been idenéfiddnterventions are assessed
to detemine which would best address the intended outcome. Program installation is the stage
preparing for the implementation of the identified intervention. The change of behaviour that
is needed for the intervention implementation begins during the initiaenmggitation stage.
The full operation stage is when the intervention has been successfully integrated into practice.
During the innovation stagéhe intervention is refined and implemented more extensively.
The sustainability stage refers to the resouatekprocesses set in place to ensure the use and
continued effectiveness of the intervention. Only the first three stqpdiedto the study. In
this sectionl will describe the first two stages as applied to the study and the third stage will
be explaned in SectiorB.5 under Classroom ImplementatioThe timeline inFigure 3-5

preserd the different implementation stages and evemds dccurred during these stages.
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11 Mar 21 Aug 19 Mar
* Feedback

18 Jul Teacher training + Member checking
2 1 15 Aug 22 Aug

10 Feb Video-Recorded | Video-Recorded
* Principal meeting IObser\.rations IObservations
2015 2017 2018
1 11
5 May 13-15 Sept
Video-Recorded Video-Recorded
Observations Observations
5 May 11-15 Sep 28uly
. . * Professional
* Interviews * Interviews Develooment
* Student-leader training * Student-leader training P
Workshop
| ]\ )
Y |
Exploration Program Initial
and installation implementation
adoption stage stage stage

Figure 3-5. Final implementation schedule

Exploration and adoption stag&he exploration stage started wRhrticipatory Rural
Approach(PRA). The school contacted the University of Pretoria and put forward two teachers
for potential collaboration to develop English literacy in their classroom. The PRA exercise
was used to ascertain the needs of the teachers, available resources, etadhtioel their
pedagogical principles during instruction. This was then matched to the requirements of the
QT intervention model to determine the suitability of the school in implementing the
intervention. The implementation of QT requires that the pedegqminciples of the teachers
include a culture that values classroom discussion and where students are encouraged to take
responsibility for ceconstructing meaning from te¢oter et al., 2008

At the end of the exercisthe willingness of the telers to partner in the research was
immediately apparent (Appendix F1). The resources available at the school wereg borited
the pedagogical principles necessary for QT seemed apparent in their instructional culture. It
was agreed that the interventimould be implemented the next year with both teachers with
its aim to develop literacy skills in the students to better understand text. How the
implementation would take place would be negotiated with the principal of the school.

In February 2016 (refefigure 3-5) | met with the principalyice-principal, Head of

Department (HOD) and teachers. It was agreed at the meeting that the implementatibn woul
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consist of three phases that would caeee years, namelyaseline data collection, adaption

and intervention implementation and dissemination at the school. | was also informed of staff
changes for the new academic yeaud the Grade 9 teacher frahe PRA had been appointed

to teach Grade 10 that year. In addition, she had decided to withdraw her commitment to be
part of the intervention. As the new Grade 9 teacher had not been part of the PRA firecess
principal was reluctant to include the n@sade 9 teacher in the intervention (Appendix F.1).
Only the Grade 8 teacher wouttiereforepe part of the intervention implementation process.

Program installation The stage consisted of determining the baseline and adapting the
intervention for implenentation. In 2016four observations took place to collect data for a
baseline of the Grade 8 teacherds current
data collected and are not reflected in the timeline. The observations took place on:

1 26 Juy 2016

1 16 August 2016

1 05 September 2016
1 20 September 2016

After the observations were coded, the principal, HOD and teacher were presented with
a summary of the findings. The adaption and process woulaststdrch 2017 as agreed by
all the parties with the professional development workshop.

In the second yeathe intervention adaption process was supptisied a collaboration
on how to adapt QT to be contextually relevant in a rural South African school. During this
stagethe teacher would be trained on the interventmd the QT model would be adapted in
consultation with the Qdsuandinkhulumoteams. The exact dates for the implementation
process were to be confirmed at a professional development workshop whichemad be
provisionally set up for March 201&s shown irFigure3-5.

Prior to the professional development workshop, we were informed that the second
teader had been reassigned to the Grade 9 classes and had agreed to take part in the
intervention. The two teachers, principal and HQizre all invited to participate in a
professional development workshop (refer to Appendix G.2) on QT. Only the two teachers
implementing the interventioattended the workshop. Instead of starting with the adaption, it
was agreed for consistency that the first observation in 2017 at the school would be the baseline

for both teachers. The programme installation stage was xtemded to include the baseline
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data collected from both the Grade 8 and Grade 9 teachers. Only after this data was collected
could the initial implementation process stage start. The data collected the previous year would
be used for another research pobj

It was estimatedhat the initial implementation stagevould take place over ten to
twelve visits to the school and conclude in September. Although the dates were confirmed by
everyone the scheduling had to be revised several times and the bassmatain eventually
only happened in Mayand the first observatiarccurredon 15 August 2017 (refer to Appendix
G16). Two more observations took place on August the 22 and 29. Unfortutiztedd of
August observation had to be excluded as the Gfadeacher was not available. The
implementation process had to be reasskssel the Qbsuteam intervened to set out a new
programme. September was the last opportunity to collect data.

Full implementation and Innovatiomhe constant rescheduling aodanges to the
implementation process meant that enough data could not be collected to adapt QT. Instead of
rolling out the adapted programme in 2018, all the teachers in the school, HOD and principal
were invited to a workshop to introduce them to ther@del. The workshop took plade
July 2018.

3.4.4.4 The How: Support system

The support systems provide the means and establish the context for the implementation
procesgDomitrovich et al., 2008 This stage establishes the drivers of the implementation
process which, according to Fixen (2008) consists of three categories; staff competencies,
organisation and leadership drivers. The drivers can be equated to the enablers -dfasstbol
interventions.

Staff competenciesThe competency development process set out pggdnsists of
teacher professional development training, teacher coaching sessions, student explicit lesson
plan training and concludes with feedback from the teachers and students on the intervention
(Murphy & Firetto, 2018 A comparison of the training between &3¢ and Inkhulumo is
presented ifrigure 3-6.

The implementation process, as presenteHigure 3-6, started with a Professional
Development Training (PDT) workshop, which was conducted in March 2017. The long gaps
between training and inlgmentation called for two extra refresher workshiopgo over what
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had previously been presented in the initial PDT workshop as can be seen from

Figure3-5.

Initial ¥2-Day Professional

Initial 2-Day Professional >l
Development Training

Development Training

2-Refresher training sessions
Monthly coaching sessions

1-Lesson plan

12-Lesson plans

>
vy
o
==
L
-
>
=
©
S
g

1-Coaching session

Feedback on QT from teachers, Feedback on QT from HOD,
and students teacher, and students

Figure 3-6. Staff competency training comparison

The first refresher course was in May and the second in Septehob@ccommodate
the instructional practices in South Afrig@g.class size and limited resourgdswas agreed
that in the classsstudentleaders would help facilitate the intervention implementatidter
the refresher training with the teachers, the selected stledetdrs attended a workshop to
introduce themo QT and explain their role in the classrodrhis training was an additional
implementation strategy the QTpsuprogramme and also covered theestion types and how
to operate the video cameras and awdarders. The responsibility of the studksatders was
to make sure the group discussion was video recorded, audio recorded, the rules of QT adhered
to and a discussion around the text read in the class initieltedigure below is a collage of

student training.
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Figure 3-7. Photographsf student training on QT and equipmeit September 2017

Only one short coaching session was done with the teachers at the school while QT
calls for this to be done monthly. Of the twelve lessons tleatehchersvere topresent to
studentsonly two were covered in trainingf which only one was presented to the students.
The researchers had to assist with the lesson presentation that took prec29mf August.

This lesson had to be excludednréhe data collection process as the teachers were supposed
to present the lesson themselves. The Grade 9 teacher was not at schoo| dinalt tti@yGrade

8 teacher kept on leaving the cladpgendix F1: Fieldnotes}eedback on QT was received

from theGrade 8 teacher, studdetders and HOD in the form of a sestiuctured interview
(despite numerous attempts the Grade 9 teacher could not be interviewed). The interview
guestions and transcribed interviews have been included in Agesid®.1 and E.1Q. The
teachers were also interviewed as part of the feedback process as well as with the HOD (refer
to Appendix E.3).

7 Permission to use visual data was included in the consent forms
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Table3-1: Professional Development Training

Implementation Process ‘ QTesu ‘ LIS
Training Training

Professional Development Training 2 days % day

Four elements:

Instructional Frame X X

Discourse Elements X X

Teacher Modelling and Scaffolding X X

Pedagogical Principles X X

Lesson 1:

Lesson plan on Qualiffalk in the classroom using road trip as

example

Discussion Rules X X

Lesson 2:

Authentic questions, test questions and uptake questions \ X ] X

Observe video recordings

Classroom observations of Quality Talk in action | X ] -

Worksheets

Coding of talk patterns & discourse elements \ X \ -

The staff competency training sessions were different to accommodate the skills level
of the teachers, and the content was ameadedrdingly. A comparison of the professional
development training between glUand Inkhulumas presented iTable3-1. The workshop
offered by QBsuis presented over three days but was reduced to one day for the South African
teachers. The day training had to be reduced to only a morning session as the teachers had other
engagements.

The training covered the four componentbe ideal instructional frame for
implementing quality QTthe specific discourse elements identified for critical thinking
teacher moves to facilitate the discussion and the pedagogical principles to guide instruction
(Murphy & Firetto, 2018 The first lesson isbout a trip @ the Smithsonian museum in
Washingtorto which the South African students would not be able to rétafBogether with
the teacherghe lesson was adapted with references and images more siaitalslegral South

African contextas seen below iRigure3-8.
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Figure 3-8. Adapting QT with teachets

The aim of developing a lesson plan with thachers was to provide them with an
example of how to introduce QT to their students. The lesson plan provides students with
explicit instruction and prack examples on how to haweproductive quality classroom
di scussion f or Ahcirniktiincga |la baonudt ,a nég@rboyuperdt aal n dt = wi
2018, p. 2% The road trip changed to a taxi trip in December to Nelspruit. Most of the students
live with their grandparents and during the holidays visit their parents in urban areas like
Nelspruit The lesson plan developed with@tompanyingole for the teachers to use can be
seen in Appendix G. Unfortunately, the teachers did not present the lesson plan until the
researchers helped them in Augugte workshop concluded with a lesson aboutadrtrip
for the teachers to use in the classroom to introduce QT to the students and the rules for
discussion. The videos and teacher worksheets that the teachers used to code talk patterns and
classroom discourse elements were excluded to reduce traming

Organisational drivesThe school, its geographical location, and resources are some
of the factors that play a role in supporting the implementation prdaeds & Wilson, 201h
The intervention was implemented in a rural secondary school Mplenalanga province.
Mpumalanga is the second smallest province witifdbeh-largest economy in South Africa
( AMpumal an ghe arepa is2kAow® fpr its magnificent scenandfauna and flora,
attracting many local and international tourists. The area where the school is situated falls

outside of the business area and is more rural. Close to the Swaziland border, it is surrounded

8 Permission to use visual data was included in the consent forms
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by mountains and a small informal settlemémtimage from google maps Figure3-9 shows

wheretheschool is situated in relation to Pretoria.
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Figure 3-9. Locaton of the school (Maps, 2018)

Initially, visits to the area were difficult with access limited to sand roads, sparse rural
settlements, and few resources in the nearest town, anhamtyte drive away. Theoad near
the school novorms part of the MapotCorridor, linking Gauteng in South Africa to Maputo
in Mozambiqueand this hasincreagd the economic development and growth in the region
(Photo 1 inFigure 3-10). Since then the area has developed into a commercial centre with
tarred roads, numerous business initiatives, shopping malls, and a growing residential
community with increased access to servagxan be seen in Photdl&hages, 2018 The
school is duated in the residential area as can be seen in Photo 3. Photos 4 and 5 show the type

of housing that surrounds the school
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Figure 3-10. Photo collage of the aréa

As in other areas of South Africa, theare huge disparities that exist in Mpumalanga.
Despite the growing economy in the province, 73% of students do not pay scho@lBégs (
2017. The students at this school form part of a-fempaying group. The school has a feeding
scheme for all stughts, which according to the Head of Department is the only meal some of
the students will have that day (Appendix E7: Interview HOD). Some students walk to school,
and others rely on transport made available by the Department of Basic Education
(AppendixE1).

The organisational structure of the school at the start of the intervention consisted of 34
teachersfour administrators and around 1200 studeltts well-resourced for a rural school
with solid structures, toilet facilities, a computemtre(refer toFigure 3-11) and has access
to water and electricity on most dayghysically the school ground is split with the Senior
Phase classes on the leftdathe grades for Further Education and Training on the right.
Between the two areas is a parking lot for the teachers and at the bottom half the toilet facilities.

9 Permission to use visual data was included in the consent forms
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Figure 3-11. Photo of school

The school offers a wide range of subjects and is seen by the staff as stronger in its
commercial subjectsnamely:accountancy, business studies and economics. Although the
school also offers biology, students who want to choose more scientific subjeefeaszto
other high schools in the area where science is also available. It has a proud history of winning
awards in choir and soccer competitioBsSwati is the home language of the school and
English is the Language of Learning and Teaching (AppeRtl)xThere is no library at the
schoo] only a few of the students had a dictionary and textbooks had to be shared during the
lessons (Appendix F1).

Leadership drivers The school is managed by the principal and an executive
committee, consisting of pareand teacher representatives. After numerous emails to the
school in February 2017, we were informed that the principal had resigned, and no successor
has been appointed. The deputy principal stood in as a substitute until 2018 when a new
principal was apointed. Luckily, he had been included in all the discussions with the principal
and assured us that the intervention would continue as previously agreed.

The scheduling of school visits had to be arranged with the acting principal, HOD and

teachers. Howear, the initial implementation process posed several challenges. Setting up data
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collection dates was extremely difficult as the acting principal and HOD often did not respond
to emails. When dates were confirmed, data collection and implementationexctuiild not
take place delaying the process further.

Although data collection datesind times would be confirmed in advance and
reconfirmed a few days before, we would arrive at the school to find out that a teacher was
attending a cultural event, or a staff member was leaving, and a farewell had been organised,
or there was a union mégg and teaching would be suspended from 10:00, or a bereavement
committee meeting had to be attended.

The situation was further complicated with changesth&adagreed observation times
with the teachers (Appendi Fieldnoteks The teachers had suggekte swop the English

lessons with the other subject teachers so that the classes could be observed in the morning.

However, arrangements would only be made with these teachers when we arrived at the school,
delaying the start of the lesso@onsequentlyonly four out of the original 12 data collection
dates actually occurre@omprehensive coaching and professional development traimirey
difficult due to time and resource consttaifThe interventioronly coveredour questiortypes
of QT questionsnamely test, authenticuptakeand connectinguestions.

To conclude this section, the implementation process as it created an enabling or
constraining environment hdseen detailed by discussing the intervention and implementation
method. The implementian dealt with theh wh oo, ,fAilwbwad @ whthe e 0

implementation process: he Awhoo of the i mplementation

F

studertleadersprincipal, HODand researcher. The fiwheno of the rese

three yeardrom 2015 to 2018 Theihowo consi sted of professio

refresher courses, student training and feedback from the Grade 8 teacher, HOD and
studentleaders. The methodological process that guidedttiayresearch will be explained

in thenext section.

3.5 CLASSROOM IMPLEMENTATION

3.5.1 Introduction
Theinitial implementation stages described as it formed part of the classranpiementation
phaseDuring this stagethe implementor has to gain tparticipantsconfidence in applying

the intervenbn in practice, adapting it contextually and test things out to see what works
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(Fixsen et al., 2005 The implementation of QT had to be adaptecaccommodate more
students in thelass instructional practicegnd the resources availabfe comparison of the
intervention model @QTpsy of the classroom implementatioprocess and howt was
implemented in the rural schoglamel in South Africa asnkhulumg is presentedch Table
3-2. The phasesn the classroom implementation have bebwded into three maisections

preparationduring and after the QT discussion.

Table3-2: Differences in QT classroom implementation

Classroom implementation QTpsu  Inkhulumo

Preparation for Quality Talk discussions

Pre-discussion X

Read text & Complete journal exercises X -
Students prepareuestions X

During Quality Talk discussions
Prediscussion -
Read text

Discussion 120

Students discuss prepared questions

Students discuss prepared questions & question
textbook

Students write the answers t@xtbook questions -
After Quality Talk discussions

Students write the answers to prepared questions X

Post discussion X -
Debriefing X

XXX

XX

3.5.2 Preparation for Quality Talk discussions

In the QTrsumodel, the teacher selects a text that willibed for the smaljroup discussions.

The teacher will have a pdiscussion activity with the group to ensure that the students have

a grasp of the content and come prepared for the discussiophy & Firetto, 2018 The
students all have access to tegt and are given a literacy journal. The journal guides the
students through the preluring, and reading tasks to help them understand theMexpliy

& Firetto, 201§. After reading the text, they prepare questions for the next -gmoalp
discussios. In the rural school, there were not enough textbooks for each student to take home,

and the teachers were reluctant to give them homework as it would not be done. Therefore, all
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prereading activities for the discussion had to be done during the lassonot before the

lesson.

3.5.3 During Quality Talk discussions

The implementationaccording to the Qdsumode] is that only one group will have the
discussion while the rest of the class did other work. The teacher is present in the group to
facilitate productive talfMurphy & Wei, 2018. A further distinction is that the teacher is not
seen as responsilier extractingthe meaning of the texor the student$Murphy & Firetto,

2018, although this is a gradual transition from teacher to students.

Figure 3-12. Classroom intervention sep'®

At the school, the classroom desks had to be arranged for the students into their
designated groups, and all the activities of the intervention had to be done during the lesson.
The photos irFigure3-12and 3.13how how the classes were rearranged to accommodate the
group discussions and how the students had to share readers. The teachers would follow the
activities in the textbook, which included a fatiscussion about the text. Students would then
be selected to read the text to the whole class. After this, the group discussions would take

place, and students would complete the comprehension test attbétbe text.

10 permission to use visual data was included in the consent forms
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In Septembera more structured approach was takaesm shown inFigure 3-14, to
address the core elements of the intervention that may influence the quality of the
implementation process. The lesson started with a presentationroininessorto guide the
studentson what types of questions to focus on during the QT discussion. The students then
read the text in pairs in their groups and prepared questions before the discussion started. After
the discussiona whole class wrapp was done, and the students indialthycompleted the
comprehension test. The photosHigure 3-13 show the minlesson that was presented and
then the Quality Talk discussion that took place the next day.

[2. Paired Reading

3. Write Questions

{ 4. Group Discussion

5. Whole Class Wrap-up

Figure 3-14. Sequence of Inkhulum@dapted from Murphy, 2018)
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3.5.4  After Quality Talk discussions

In rural schoolsthe lesson concludes with the students doing the comprehension test. In the
QTpsumodel, after QT discussiojteachers have a debriefing session about the discussion and

set gals for the next sessiofMurphy & Firetto, 2013 In addition, the teacher uses the
debriefing activity as a means tsol i di fy student so under st
mi sconceptions hMuwphy &dFieedon20Edpd1d®k s s e d 0

3.6 RESEARCH METHODOLOGY

3.6.1 Introduction

The research methodology is the process that describes the strategies used for
conceptualisation, miebds of study, and the interpretation of the results to ensure scientific
rigour (Plano Clark & Ivankova, 2036In Section 3.2, | discussed the conceptualisation as it
addressed the purpose of the study in answering the research questions while thiethosus
section is on data collection methods. In this section, | describe the sampling criteria in the
study as they ensured the quality and relevance of the data collected. | discuss the choice of
each sampling method in more detail as it addressesithege of the study and | explain the
strengths and limitations associated with each sampling mefreattilie and Tashakkori
(2009)describe the purpose of sampling as selecting units of analysis to answer the research

guestions.

3.6.2 Teachers

Two female teaatrs were purposively sampled as they were experigeeetiers oEnglish

First Additional Language (FAL) in Senior Phase in a rural high school. They were both
qualified English First Additional Language (FAL) teachers and had taught in the school for
more than five years in the Senior Phase. The one teacher taught all the Grade 8 FAL classes
and the second teacher taught all the Grade 9 FAL classes in the school. The teachers were not
from the aregand the Grade 8 teacher cannot speak SiSippigndixF1: Fieldnotes)l used
semistructured observation, fate-face semistructured and structured interviews to collect

data on their professional characteristics and the context within which they function (refer to
Section 3.6).
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3.6.3 Head ofDepartment

The HOD was purposively selectedcontribute data based on his perspectivenraaagerial
role in the school to support English FAL teacheerd subject specialisation. His whole career
has been in the same schawbrking himself up from beig a teacher to HODAppendix F1.:
Fieldnote$. | conducted asemistructuredinterview with him atthe end ofthe study The
interview with the HOD was tobtainhis perceptions of the implementation proceem a

leadership perspective and to colleciedart the school contexs discussed in Section 3.6.2.1.

3.6.4 StudentLeaders

The large number of students the class and limited time constraints for instruction
necessitated the need for students to help with the implementation process of Inktmlumo.
each Gradgheteachers selected the students with a good command of English to be-student
leadersThe thirteen stuehtleaderssix (threefemale andhreemale) from Grade 8 and 7 (3
female andour male) in the Grade 9 class were purposively selected to contribute data based
on their perspectives as peers trained to conduct Inkhulumo discussitressemistructurel
interviews In Section 3.6.2.2, | describe how sestructured interviews were collected from

the studenteaders to describe the characteristics lmkhulumo as it influenced the

implementation process.

3.6.5 Grade 8 and 9 Students

Of the three classes in dagrade in the Senior Phase, the Grade 8 (27 female and 18 male)
and Grade 9 (24 female and 24 male) classes were randomly assigned to take part in the study.
A total of 94 students took part in the studpd the demographic characteristics of the two
classes are shown ifable3-3. The gender demographic characteristitthe classes across

the grades and groups are also shown in these tables. Thestudendivided into groups of

six to eight studenfsand a student leader was nominated for each group. The number of
students per group ranged from six to nine. There were an equal number of female and male
studentleaders in Grade 8. In the Grade 9 cléssre were more male studdeaders. SiSwati

is the home language of most of the students in these grades and their ages ranged from 13 to

21 (Appendix E: Teacher interviews).
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Table3-3: Grade 8 and Grade 9 demographics

ade 3 ade 9

Students Total StudentLeaders Students Total | Student Leaders
Groups|F |M | F&M F M Groups|F |M | F&M F M
1 3 |4 7 1 0 1 5 |2 7 1 0
2 4 |4 8 0 1 2 5 |3 8 1 0
3 4 |3 7 0 1 3 3 |3 6 1 0
4 6 |1 7 1 0 4 1 |6 7 0 1
5 5 13 8 0 1 5 3 |4 7 0 1
6 5 |3 8 1 0 6 2 |4 6 0 1
7 5 |3 8 1 1
Total 27 ﬂ 45 Total 24 25 4 3

The sampling of the students was used for corspaboth within and across the two
grades. While the students may not be representative of urban schools, they shared
characteristics similar to other rural sclspaamely limited access to resources at the school
theycome from challenging environments and tend to perform lo#gréndix A and B)The
representativity of the sample data allowed for a comparison to be made across other rural
school contexts in &ith Africa. The collection of document analysis data (refer to Section

3.6.3) was used to support the findings from other data sources.

3.6.6  Strengths and Limitations

Purposive sampling suggests that the participants were selected to address a specific purpose
in the study(Cohen et al., 2011)The participants areherefore selected for their expert
knowledge or experience to provide the researcher with deep and rich information to answer
the research questions and the phenomenon being st{ididdlie & Taslakkori, 2009)
Purposive sampling in the study was representative of what is being studied to portray what is
considered typical in a rural school context. The limitations of purposive sampling are that the
data collected is often subjective and not regméegtive, limiting the generalisation of the
research finding@ryman, 2016)It can be prone to researcher buasich can consciously or
unconsciously influence the data collected and may provide false rgoiitsn et al., 2011)

In quantitative analis this may cause difficulties during the data analysis prodegsin
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gualitative analysis, the relevance of the sample to the aims of the research are more important
than to generalise the study (Waterfield,2018).

3.7 INTEGRATED DATA COLLECTION

3.7.1 Introduction

In determining the data collection methods as presented in Table 1.1 in the first chapter, | had
to remaincognizanobf how the data would serve to meet the research purpose and how it would
be used to answer the research quest{feno Clark & Ivankva, 2019. | concurrently
collected the quantitative data (classroom registers for the Grade 8 and 9 soleMg{rix

texts and comprehension tests analysis of the Grade 8 and Grade 9 students) and the qualitative
data (observations as context, facdace semistructured interviews with the Grade 8 and 9
teachers and HODaceto-face structured interviews with the Grade 8 and 9 studener

and Grade 8 teacher) to measure overlapping but different facets of the same pbanomen
(Greene et al.1989) Collecting data concurrently provided an opportunity for contextual
interpretation to address the research questivaskova et al., 2010 The transformed data
(semistructured classroom observations, analysis of the Grade 8 and Grade 9 cosimpmehen
tests, and structured interviews with the Grade 8 and 9 stledeldrs) provided a deeper
understanding of the case study. Each data collection method will be explained in more detalil
below as | discuss the data type, how it was documented, as swiikia strengths and

limitations.

3.7.2  Observation Data

In this study, | made use of both classroom observation and observation as context of
interaction. Observation refers to the systematic process of gathering data about the behaviour
in everyday environnmgs (Rosen& Underwood, 2012)and can be both quantitative or
gualitative(Creswell, 2011 Furthermore, observation data provides the researchetheith
first-hand experience of interactions that occur in a social s¢@wigen, Manion, & Morrison,

2007. It is a flexible method of collecting observation data ranging from highly structured to
completely unstructured and enables the researcher to assumesvales that can extend

from acting asa participant (where the researckerole is conceab) to nonparticipatory

(Cohen et al., 20QCreswell, 2014
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3.7.2.1 Classroom observations (sessiructured)

The purpose of collecting classroom observations was to study how English literature was
being taught by the Grade 8 and 9 teachers. Initialygada non-participative observer, but

later | participated during the classroom discussion activities by preparing the classroom for
observations, handing out and collecting teaching material, and assisting the teacher with
students during group discussions. Howeftgfilling aparticipatverole during the classroom
observations was secondary to thaawbbserver.

The classroom observations included data from four, one hour, classroom observations
of the English literature lessons in the Grade 8 and Grad®l fours in total) on 05 May
2017, 15 August 2017, 22 August 2017, 13 September 2017 and 15 September 2017 (refer to
Figure 3.6). | documented the data using a ssmictured observation scheduad audic
visuallyrecorded all the observations (refeMgpendix A) which | included in the fieldotes,
reflective journal and photographs (refer to Appendix B). Documenting what | observed
formed an integral part of data collection and the auelordingslater helped to verify
observations as | could watahnd listen to them repeatedly.

During the classroom observatiohgollected data on the classroom environment, the
interactions that occurred during the lesson and thevadral behaviour of the students as
narratives to be includeas qualitative datéTeddlie & Tashakkori, 2009 | also used the
schedule as a meanérecording extra information that | thought was potentially relevant to
the study(Johnson & Christensen, 2012). The information from the classroom observations
provided insight on the imediate implementation context (classroom) that could influence the
implementation process which would need to be addressed before and during the
implementation of schodlased intervention resear@@omitrovich et al., 2008Humphrey et
al., 2016.

In addition to the above, | used the classroom observation schedule to record specific
behaviours of interegRosen& Underwood, 2012pamely; the instructional practices used by
the teachers when teaching English literacy, compatibility with Inkhulundocampliance
with the | esson plan of the teachighthefourmanual
elements of QT as discussed in Section 3.4.2 and used this data to provide information on the
compatibility (fit) between QT and the current Englisérature instructional practices of the

102



teachers. After the observatiophsompare the lesson plan as set out in the teacher manual to

what | had observed in the lessons.

3.7.2.2 Observation as context of interaction
The purpose for the observationscasatext of interaction was for a broader amdre indepth
understanding of how the teachers, students and the school management interacted with each
other at the school and during the scHoa$ed intervention implementation. In observation as
context of inteest, the researcher interacts with the participamtéch will influence the
observation but also provide opportunities &rinformal discussion with the participants
(Angrosino & Perez, 2000 My observations were documented on fieldnotes, a reflective
journal and through photographs (refer to Appendix B1, B2 and B3 respectively).

As is apparent in Figure 3.6, owtbree yearsl collected data on the school itself from
twelve school visits wheren averaggeeach school visit was four hours, totalli4g hours. |
also collected observational data from the PRA session held on 18 July 2015, the intervention
training sessions on 11 March and 5 May 2017 and from the Professional Development
Workshop on 28 July 2018 (totalling 10 hours). | used fieldn@e=flective journal and
photographs to record the observations of these events which have all been included in
Appendix B1l, B2 and B3 respectively.also included details of the qualitativehemes
discussed in Chapterahdlooked at the characteristic$ the intervention, participants and

context.

3.7.2.3 Data transformation of Observations

| transformed the data | recorded on instructional practices during the classroom observation
from the observation schedule (refer to Appendix H). | used the data colbgctpdlitising

the result§Combs & Onwuegbuzie, 201t describe the classroom climate for Subtheme 4.2.
The data collected was incorporated intoahwiori codes | used to evidence the professional
competence of the teachers. Teacher competemueasired bythe quality of instruction to
facilitate learningas demonstrated by the instructional strategies, student engagement and

classroom management (Tschanhoran & McMaster, 2009).

3.7.2.4 Strength of observation
The strength of collecting observation datathatit forms part of everyday activities and

provides the researcher with more insight and a deeper understanding of the phenomenon being
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observedNieuwenhuis, 200). It enables the researcher to understand the context better and
discover things that the participants may not feel free to talk about in an intéGaden et

al., 201). Observation data provides multiple perspectives of the type of interactionsmgcurri

in social context§Angrosino, 201} and can be used to complement other data collected
(Creswell, 2014 Greene et al.,, 1939 From a methodological perspective, | used the
observation data collected to complement the results from the interview dad@anmdent

analysis of the comprehension tests of the Grade 8 and Grade 9 students and the prescribed
teachersd manvual. The data also help to pro
the classroom during English literacy instruct{brankova et b, 2010 and tocrosscheck the

results of these data sour¢€seswell, 20131

3.7.2.5 Limitation of observation
The potential limitations of observation can be divided into three broad areas; observer
influence, observer bias and tirffiRosen& Underwood, 201p Observer influence refers to
changes in behaviour in response to being observed (Flick, 2009; Johnson & Christensen,
2012). While observer bias refers to the researcher being highly subjective and selective,
especially if just one time point is used (Mrenhuis, 200). To overcome these limitations
Rosen and Underwood (2012) suggest that researchers immerse themselves in the context
beforec ol | ecting data for the participants to b
which further helps to buildrusting relationships. Teddlie and Tashakkori (2008) further
suggest numerous observations over a prolonged period.

During the study, together with the other researchers, we visited the school throughout
the year ovethree yearand | only included théour observations of each grade in 2017 (refer
to Figure 3.6). In this wayboth the teachers and students became accustomed to us in the
schoolbeforecollecting data which also facilitated time building of rapport with the teachers
and students at tteehool. In addition, to ensure the accuracy of the observation data, | made
use of opportunities to check for misinformation (Onwuegbuzie & Collins, 2007) by clarifying
points with the teachers and used the debriefing sessions with the supervisors and othe
researchers which | then documented in the fieldnotes and journal (refer to Appendix B). In
addition, the vide@and audierecording and photographs allowed for more time to go through
the observations in more detail. Listening to the awdamrdings remved some of the
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selective effects of the researcl®eale, 1990 The prolonged engaged, member checking and
re-watchingof the videos required additional time. Photographs of the school, classroom, and
surrounding area were taken to provide documengmgence of information about the
physical environment of the school and where it is situated (refer to Appendix H). This
information provided visual evidence of the physical enablers or barriers that may influence

the implementation process.
3.7.3 Interview Data

3.7.3.1 Introduction

Interviews are the process whereby data is collected directly from the participant (Johnson &
Christensen, 2012), and can be conducted individually or in a focus group si{Gatewell,

2014). Although it is a flexible tool for collectogndata, it is a constructed process making it
different from having an everyday conversatig@ohen et al., 20)1 The purpose of an
interview is to explore meaning, understanding, and interpretations rather than to collect facts
(Staller, 2012 | used semstructured interviews with the Grade 8 and 9 teachers and the HOD
and structured interviews with the teachamnd the studereaders (refer to Appendix E, F and

G). The ceresearcher at the school assisted with some of these interviews. During the
interviews | made brief observation notewhich | included later in the fieldnotes and
reflective journal (refer té\ppendix Bland B2respectively). All the interviews were aueio
recorded and transcribed verbatim. The awdanrdings were used to verify the accuracy of
the data collecte@Putney, 201D With all the interviewsl took the opportunity for member
checkng and to confirm findings from other data sources collected. During the school visit on
the 19 March 2018 (refer to Figure 3.6), | used this opportunity to member check the data

previously collected.

3.7.3.2 Faceto-Face semistructured interviews

In a faceto-face semstructured interview, the interview chaveboth predefinedandopen
guestionsPredefined questions are designed for a specific line of inquiry while open questions
allow the interviewer to probe participants to clarify responses or to ohtaditional
information(Johnson & Christensen, 2Q13eabi, 201P The purpose of the fa¢e-face semi
structured interviews with the Grade 8 and 9 teachers was to obtain biographical and contextual

information, as well as their perceptions of teachinglish at the school. The purpose of the
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interview with t he HOD was similar t o t hat

feedback questions on the implementation process of Inkhulumo. The interviews served to
confirm data collected from the obserneat.

The faceto-face semistructured interviews with the Grade 8 and 9 teachers were
conducted on 8 May 2017, and with the HOD on 13 September 2017. The interviews were
done during the school day, usually between lessons at times that were convethient. to
Each interview was approximately 30 minutes long (1 ¥z hours in total). The documented pre
determined questions for the teachers have been included in Appendix E.1 and verbatim
transcription in Appendix E.2 and E.Smilar documented information fahe HOD can be
found in Appendix G1 and G2.

| developed the interview guide by aligningwvith the interview purpose. | used closed
guestions for the biographical information and epeded questions in the rest of the
interview. The responses from tbl®sed questions made them easier to code and to compare
the information collectedCohen et al., 20011 included some of this information for the
demographical presentation in Section 4.2.1. The-@peled questions wetkeory-driven to
confirm the inbrmation in the literature about the teaching context in rural schools. The
flexibility of the openended questions provided opportunities to probe for deeper answers and
to confirm understanding. | uséige data collected from the teacher interview¥heme 1 to
describe the individual enabjand the data from the HOD was used in Theme 2 for the school
enablers. Together the data was used to identify the factors that may enable or constrain the

implementation of schoddased intervention research.

3.7.3.3 Faceto-Face structured interviews
This interview method has a fixed structure, consisting of specific questions which are asked
in a predetermined ordéCreswell, 2014 It is a useful method to collect data from a larger
sample group that ensure consisteacyl uniformity (Seabi, 2012 The purpose of these
interviews was to receive specific feedback from the Grade 8 and 9 teachers, and the
studentleaders on the implementation of Inkhulumo. The data collected from the structured
interviews complemented tlodassroom observation and document analysis data.

Together with a coesearchemwe interviewed all the studetdgaders, seven from the
Grade 9 class and six from the Grade 8 class. All the stlekfer interviews were conducted
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over two days (13 and 14 September 2017) after school. The interview questions and verbatim
transcription have been included in AppendixH3. | interviewed the Grade 8 teacher on 28
July 2018 and the Grade 9 teacher tetapcally on 18 October 2018. The teaclh&anscribed
interviews have been documented in Appendix H4 andré#pectively. Each interview was
about 10 minutes long, totalling two aatialf hours.

The structured interview schedule was developed by-eesmarcher. A structured
interview helped to ensure that the data was collected systematically and comprehensively yet
remained fairly conversational and situatiof@bhen et al., 20)1The interview consisted of
six questions that were structured foratgsive and experiential responses to be elicited from

the studenteaders and teachers.

3.7.3.4 Data Transformation of Interviews

The data collected from the structured observations was transformed into quantised data. From
the responses to the questiohgreded an interespondent matrix and quantised data to
measure the perceived benefits and challenges of implementing Inkhulumo. Then | used the
interview data to determine the intensity of the indicators to assess the perceived compatibility
of Inkhulumo. Nwelty refers to ontextual appropriateness and degree of fit with existing
practice and values (Harvey & Kitson, 2015) which will influence the uptake and quality of the

intervention implementation proce@gsfer to Appendix H).

3.7.3.5 Strength of interviews

Interviews are an important and powerful tool for collecting rich and descriptive information
(Cohen et al., 203 Seabi, 201P The semistructured interviews assisted in defining the line

of inquiry, which allows the researcher to probe participants tafglssponses or to obtain

additional information (Johnson & Christensen, 2012). Flick (2009) explains the strength of an
openended question is that it provides the res
of subjective knowledge about the gadi, which includes assumptions that are explicit and
immediate. The strengths of using the structured interarethat it makes it easier to compare
information and facilitates the organisation and analysis of thg@ateen et al., 20)1Both

interview types formed part of the quality criteria requirements and were used to support the

other data | collected.
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3.7.3.6 Limitation of interviews

Procedurally the data collection process may influence the accuracy of the information
provi ded b e c a ueifect, sodial désirabilitye anguesgomn®nding or question

for mat effectso (Bergman, 2008, p 139). Th
influence the quality of the data collected and the responses gen@&ateely, 201) Being

the only wiite researcher in the team on most of the school visits and being associated with the
University may have influenced the power relations during interviews and honesty in
answering the questions. To help counter interviewer bias and social desjriaslityportant

for the researcher to establish trust and build rapport with the participants (Johnson &
Christensen, 2012). Having an established relatiorisdfiprethe intervieve helped to reduce
interviewer effects and bias that may have occurred duramterview proces€ohen et al.,

2011J). Furthermore, the relationship that had developed from the prolonged engagement at the
school made it easier to do the intervigarsd the responses come across as sincefresn et

al. (2011)caution that with thetructured interviewgthe standardised wording of the questions
may limit the naturalness and relevance of questions and ar{€eéen et al., 20)11 beame

quite aware of thisparticularly with our different styles of communicating. Questions that |
thoughtwereclear were sometimes misunderstoand | had to change the wording without
losing the meaning of the questionselit a response. | also struggled to understand what

some of the responses meant and had to use reflective techniquesrto aodérstanding.
3.7.4 Document Analysis

3.7.4.1 Introduction

Documents are a record of events and activities that exist within a context of their creation and
are from the authordéds point of view (Gross,
of what has hgpened that can be used for qualitative or quantitative anésswell, 2009
Document analysis often suppoother data collection methods and can provide the researcher
with information as a way ab sensdhe case or to prompt important questibattcan be
followedup in interviews or observatiorfRule & John, 201l The four document analysis

data sources in this included Gbftetrix analysis of the comprehension stories (refer to
Appendix C.1 and C.2), class registers for the Grade 8 and 9 classes observed, and an analysis

of the studentsd comprehension tests (refer
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collected on05 May 2017, 15 August 2017, 22 August 2017, 13 September 2017 and 15
September 2017 (refer to Figure 3.6).

3.7.4.2 Coh-Metrix analysis of the Grade 8 and Grade 9 comprehension texts

Coh-Metrix is an online weliool (Graesser, McNamara, & Kulikowich, 201tb determine

the complexity of the text used during the observations. TheMgdtix tool is a reliable and

valid measure that analyses the linguistic characteristics of a text on five components that
facilitate reading comprehensi@WcNamara, GraessdyjcCarthy, & Cai, 2011 McNamara

et al.explain the relationship between reader proficiency and prior knowledge influence the
Coh-Metrix components as they enable comprehensiamely; narrativity deep cohesign
referential cohesigrsyntactic simplicityandword concreteness. Included in the edhtrix
analysis is the Flesch Kincaid Grade Level (FK) which represents the USA school grade level
of the text. This rating was used only as a guidelihe. purpose of including this analysis was

to support théindings of the classroom observations and from all the participants interviewed.

Il n addition, as an assessment of the student
comprehension tests from the observation days (refer to Figure 3.6)eatekttltomplexity

scores as an indication of reading proficiency.

3.7.4.3 Class registers for Grade 8 and Grade 9

The class registers supplied by the school administrator were used to c#h@dataographic

profile of the student population. The demographforimation fom the participantshould

be taken into account when implementing a schasled intervention as it may influence the
interactions in the classroom and the learning taking place (Li, 2018). The calculations can be

seen in Appendix H.2 and gpeesented in Section 4.2.2.

3.7.4.4 Analysis of the Grade 8 and Grade 9 comprehensiastge

The students completed a el comprehension test based on the text read during the lesson
(refer to Figure 3.6). The Grade 8 € 168) and Grade (= 171) tests werscanned and
marked according to the answers in the Teacher Manual to provide im@hth e st udent
literacy skills. The tests after each observation in 2017 were Tiedbbservation on 5 May

was a lesson presented the usual way by the teachee tthir observationghe class was

split into groups and discussions around the text introduced. The 14 September observation

was based on the Inkhulumo format presentedrigure 3-14. The comprehension test,
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guestions, and answering template can be s

work.

3.7.4.5 Strengthof document analysis

The benefits of using documents aratlit is an economical, efficient, and generaigsily
accessible form of data collection that can also enable the researcher to study past events and
issues retrospectively (Seabi, 2012). In addition, the first two types of document analysis can
be seeras nonreactive and cannot be influenceckitlyerthe participants or the researcher
(Teddlie & Tashakkori, 2009

3.7.4.6 Limitation of document analysis

The limitations of using documents are that they may not provide a complete picture (Flick,
2009), are comixt andpurposespecific, and may lack sufficient detail to answer the research
guestions (Gross, 2018). In my studye documents that were collected as part of my data
included student writing exercises, teacher manuals, text analysis and fieldnet@sitation

of using the comprehension test is that the scores could have been influenced by contextual
factors,intrapersonal characterises and researchefR@sen% Underwood, 2012; Teddlie &
Tashakkori, 2009) tried to ensurénereliability of myanalysis by creating marking templates

and developed a framework for transforming my data (Appendix G). The tests were marked by
two students independently and then moderated. In addition, a table was created for the
mar ki ng sequence rahénsion tests baseduod a Imatinssguare design. The
Latin design was used to control variations by alternating the sequewtegch the student

exercises were marked.

3.8 INTEGRATED DATA ANALYSIS

3.8.1 Introduction

The analysis of the data sources consiefegix stages. The quantitative data (class registers,
CohMetrix text analysis, and comprehension tests analysis of the Grade 8 and Grade 9
students) and the qualitative data (observations as contextssaotured interviews and
comments from the serstructued classroom observations) were collected concurrently and

analysed independently in Stage 1 and 2 respectively. The quantitative data sets collected were
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analysed using frequency distributions and measures of central tendency as pre&egueel in

3-15, the results of which are presented in Chapter 4, Section 4.2.

Quantitative analysis

Class registers for Grade 8 and Grade 9 > Frequency distributions
Coh-metrix analysis of the Grade 8 and Frequency table
Grade 9 comprehension texts
Analysis of the Grad.e 8 and Grade 9 I Measures of central tendency
comprehension tests

Figure 3-15. Quantitative analysis

| used both inductive and deductive codmgthods to code the qualitative data. The
codes were grouped into categories identified from the conceptual and theoretical framework
discussed in Chapter Rgrouped the categories into three broad themes individual, context

and intervention enablersdonstraints of SBIR (refer teigure3-16).

Qualitative analysis

S——
Individual enablers and constraints
Inductive and
Contextual enablers and constraints — . .
deductive coding
Intervention enablers and constraints _

Figure 3-16. Qualitative analysis themes

| then transformed the qualitative data (refer to Figure 3.19) collected from thface
face semstructured interviews into a frequency table to describe the biographical
characteristics of the Grade 8 antefichers in Stage 3. In Stage 4 of the analysis prdcess
used a frequency scale to compare the perceived benefits and challenges by the student leaders
to implement Inkhulumo using the qualitative data from the-fadace structurewith Grade

8 and 9studentleaders. | used results from the Grade 8 comprehension scores in Stage 5 to
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support quantitative and qualitative results that describe the English literacy skills of the Grade
8 students and the nesdentifiedby the teachers for Inkhulumo to adds. The results of the

transformed data are presented in Chapter 4, Sectipasiti3emes.

Data transformation

Grade 8 & 9 teachers and HOD semi- Qualitative data was transformed into a
Structured interviews and field notes from # biographica| frequencv table to describe the
observation as context of interaction professional characteristics of the FAL English
(Analysis Stage 3) teachers
Qualitative data was transformed into a
Grade 8 & 9 student-leaders structured frequency scale code to compare the perceived
interviews —> benefits and challenges of implementing
(Analysis Stage 4) Inkhulumo across the two Grades.

Quantitative results were used to complement
qualitative results that describe the English
literacy skills of the students and identified

problem that needed to be addressed.

Grade 8 comprehension tests answers
(Analysis Stage 5)

Figure 3-17. Data transformation analysis

The integrated results presented in Chapter 5, Stage 6, answesd¢hech questions
providing an enhanced explanati@@astro et al., 2010)f what enables and constrains the
implementation of SBIR in a rural context. In the next secliovill discuss the six analysis
stages | used as recommendedloynbs and Onwueghie (2010)andCastro et al. (2010)

3.8.2 Stage 1: Quantitative analysis of the Quantitative data
Theclass register$;oh-Metrix andthe comprehensiaest of theGrade 8 and Students were
used to describe the characteristics of the students. The relgisser provided student
demographic information based on age and gender as well as school attendance.-The Coh
Metrix analysis datdetermined thdinguistic complexity ofthe comprehension testsused
the results of the CeNletrix data to complement ¢hdata from Grade 8 and 9 studénts
comprehension test

From the class registerwas able to calculate the gender and age distribution of the
students in the Grade 8 and 9 class. | also used the register to keep a record of student attendance

during tre observations. The analysis results of the classroom register provide contextual
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information of the classroom environment (refer to Chapter 4, Section 4.2). The demographic
analysis of students (demand characteristics in the bioecological model) wadnod the
interaction that occutin the classroom between the students themselves and with the teacher.
The age of the students is an indicator of students repeating grades and the gender distribution
talksto classroom management.
Ideally, an assessmemtf t he studentsd English |iterac
determine a baseline as part of the intervention implementation process as well as to determine
the appropriateness of the intervention to address the identified problem. However, a
standartsed assessment was not practigalen the time and resource consttaithat | faced,
and the school was r el ucibatdonresults.dnstgad osedithbe t he
text analysis fronCohMetrix, an online weliool (Graesser et al., 20110 determine the
complexity of the text used for the comprehension téstsomplement the results from the

comprehension test as an indicator of their literacy skills.

Table3-4: CohMetrix components

CohMetrix

Components Text assessment Influence on reading comprehension
Storv like text using evervds Texts low in narrativity are harder {
Narrativity y g CVEIY92 jecode, making it difficult for the readd

language and familiar words to understand.

The more explicit it is the easier the text]
to understand especially for readers wi
low prior knowledge.

Readers with low prior knowledge a
unable to make the inferences needed
understand the text if there is little overla
between words and ideas.

More complex text place a higher demal
on less skilled readers who then have
read each word separately affecting thé
comprehension.

Explicitness of the text by th

Deep cohesion connecting text and concept.

Extent to which word and

Referential cohesion ideas overlap in the text.

Structure and the number o

Syntactic sImplicity | s in thesentence.

Word concreteness

Use of more concrete word
to make it easier for the
reader to create a menta

picture.

Text that are low on word concretene
have more abstract concepts making
more challenging for lower proficier
readers to understand.
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Reading comprehension is influenced by the complexity of the text, reader proficiency,
and prior knowledgeQfowell, Graesser, & Cai, 20L6The CohMetrix analysis assesses the
linguistic characteristics of a text, determining the difficulty level for reading comprehension
(McNamara et al., 20)4Table3-4 provides a summary of the components (narrativity, deep
cohesion, referential cohesion, syntactic simplicity and word concreteness) of thée@dh
that assesses the linguistic characteristics of altettided in the CotMetrix analysis is the
Flesch Kincaid Grade Level (FK) which represents the USA school grade level of th text.
high score on each of the GMetrix components indicates that the text is easier for the reader
to understand. The four rdwiof the CohMetrix assessment of the Grade 8 and Grade 9
comprehension text used in the comprehension tests are presented in Chapter 4, Section 4.2.

In total, 168 (Grade 8) and 171 (Grade 9) comprehension tests for the stueeats
available.Using thepolicy manual for teaching | created a marking template to answer the
comprehension questions which is included in Appendix D. To ensure confidentiality, the
names of the students were replaced on the answer sheet with a code. | sorted the sheets into
the QT discussion groups and arranged the groups using a Latin square design to minimise

marking variationas shown imrable3-5.

Table3-5: Marking order according to groups

ade 8 ma 0 edule ade 9 ma 0 edule
05-May-17 | 15-Augl7 22-Aug71 13-Sepl7 | 05-May-17 | 15Augl7 | 22-Aug71 | 13-Sepl7

Grpl Grp 2 Grp 6 Grp 3 Grp 1l Grp 2 Grp 7 Grp 4
Grp 2 Grp 3 Grp 1l Grp 4 Grp 2 Grp 3 Grp 1 Grp 5
Grp 3 Grp 4 Grp 2 Grp 5 Grp 3 Grp 4 Grp 2 Grp 6
Grp 4 Grp 5 Grp 3 Grp 6 Grp 4 Grp 5 Grp 3 Grp 7
Grp 5 Grp 6 Grp 4 Grp 1l Grp 5 Grp 6 Grp 4 Grp 1l
Grp 6 Grp 1 Grp 5 Grp 2 Grp 6 Grp 7 Grp 5 Grp 2

Grp 7 Grp1l Grp 6 Grp 3

The comprehension tests were marked by two independent people in the predetermined
order. | then checked the scores for isreger reliability by looking at the number of differences
in mark allocation and then calculated@rerall accuracy level by summing the frequencies
of the differences and dividing this by the number of responses for each question to ensure that
there was an 80% consistency across each question (a summary of the calculations is included
in Appendix D).Where this requirement was not met, | discussed the score allocation together

with each markerand we agreed on a final score. The raw scores were converted into a
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percentage and a frequency distribution calculated for each test according GraaeiThe

same process was followed agdiut this time the scores were converted tes@res to
compare the studentsd score against each o
Christensen, 2012). | describe the results of the comprehension@éstater 4, Section 4.2.6.

3.8.3 Stage 2: Qualitative analysis of Qualitative data
The gqualitative data included 48 hours of observations as context of interactiofhdata
faceto-face semistructured interviewwith the Grade 8eachersthe Grade 9teacher and
HOD, together with the faem-semiface structured interviews with theix Grade 8
studentleaderssevenGrade 9 students leaders and the two Grade 8 and 9 teachers (refer to
Appendices E, F and G for the transcription) were coded. In additiocluded the comments
| made during the classroom observations @lmgervatioras context ofnteractionsrom the
fieldnotes.Using both indictiveand deductive codinghé results from the qualitative analysis
were then grouped into two themes tosaiee the individual and contextual pre
implementation enablers (refer to Chapter 4, Section 4.3). The findings were rutredezd
and collaborated against each other.

| started the qualitative data analysis process by incorporating all the transcribed
gualitative data into an Excel spreadsheet to analyse the data inductively as well as deductively.
A combined approach of using priori categories and emerged categories facilitate
comparisons in the data for a better understanding of the research mpé3eadlie &
Tashakkori, 2009)Working through the spreadsheet, each data set was coded separately and
then combined to compare the coding across the different sources by date collected, data type,
or participant. In some cases, the data waseggmenteé@nd broken down into smaller units
and then recoded to ensure reliability in the method.

In Figure 3-18 an excerpt from the excel spreadsheet is ptede The first column
represents the order of the comments during the intenaed the second column indicates
the data source, while the third column refers to who was speaking. The responses are shown
in the fourth column. The next set of columns wiaea priori codes used and grouped into
categories from the PPCT model and implementation science framework. The presence of a
code in a comment was markedwithXad i n t he spreadsheets I n a

were identified as vignettes to prdeithick, narrative descriptions of what was being measured
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(Burch & Heinrich, 2016). Thick narratives

P

on specificso that help to ensure trustwort

column wa included in the spreadsheet to statements that did not fit the criteriaagiribe
codes. The codes were then grouped to reflect theanmlementation and implementation
process stage. The coding was an extremely-tiomsuming iterative process of constantly
moving between the different documents to confirm the categories and cognipericodes
across the different data sources. | grouped the categories to describeithglgmreentation

individual and contextual enablers and constraints of SBIR (refer to Fighfe320, 321).

Demand characteristics Resources

Order Data Source Speaker

Interpersonal
skills
Training
Physical
resources
characteristics
Students
Teachers

School

| don’t know, about the because nowadays
you know, you are at a University, the

106 Interview HOD
Unive rsity, Universities do not produce, do
not prepare educators for work

107 Interview |Researcher|What would youwant them to do?

They just teach you a subject, youdon't
know what is happening here like the
colleges before, youdon'tknow even the
108 Interview HOD attendance registers for learners, youdon't X
know you are from the University you just
do physics and mathematics course 1and
course 2and there like....

23 Notes Researcher|Home languages - Zulu & Venda X
2 Notes Researcher Home !anguages - Zulu and can't speak ¥
SiSwati

Figure 3-18. Excerpt from excel

3.84  Stage 3: Quantitative (1) analysis of the Qualitative data

Quantisedlata (also referreth as enumerating) is the process of transforming qualitative data
into quantitative dat@Combs & Onwuegbuzie, 20L0The biographicalnformation from the
faceto-face semsstructured interview with the HOD and the fieldnotes from the observation
as context of interaction (qualitative data) were transformed into a frequency table (quantitative
data) to describe their professional chanasties (demand and resource). The professional
characteristics of the teacher can enable or constrain the uptakeitehdmplementation
process of Inkhulumo.
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3.8.5 Stage 4: Quantitative (2) analysis of the Qualitative data

| created a frequency scale cddam the structured interviews with the Grade 8 and 9 student
leaders (qualitative data) by counting the number of responses to specific indicators from the
different studenteaders from implementation benefits and challenge category that described
the stident® perceived benefits of implementing Inkhulumo. The data analysed provided
insightinto the student e ader sé perceptions and att,itude

which | discuss in more detail in Chapter 4, Section 4.5.2 and 4.5.3.

3.8.6 Stage 5: Qualitative analysis of the Quantitative data

The results of the studentsd comprehension t
the interrater reliability scores were calculated on the comprehension tests for the Grade 8
class?, | lookedto determine the questions evhich students achieved the lowest marks. |
calculated the percentage achieved on each question (sum of the actual achievement/over the
maximum that could be achieved x 100). | then looked at the lowest percentages to identify
what types of questions the students struggled to answer. The results were used to support
guantitative and qualitative findings by providing overlapping information on the literacy skills

of the students and the identified problem which | present in GhgpBection 4.3.4. The data

analysed in Stage 2 to Stage/dsused in the themes presented below.

Theme 1

Pre-implementation enablers and constraints of school-based interventionresearch at
the individual system for the Grade 8 and 9 teachers

Change Valence Change Efficacy
Problem identification by the Teacher background, training, and
— teacher and school members | experience
Value of implementing Inkhulumo |__| Teachers previous experiences of
by the teachers and staff members intervention implementation
—— Task demands of Inkhulumo

Figure 3-19. Qualitative analysis Theme 1

11 Grade 9 comprehension results were not used as many of theraisgem to have been copied
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Theme 2

Enablers and constraints of school-based intervention research at the school system

School readiness to implement

el L Inkhulumo (Implementation climate)

Support given to the Grade 8 and 9
— teachersto facilitate the
implementation by the school

Leadership practice to supportive
of change at the school

Organisational culture of the Situational factors that may
—— school to manage the instructional — influence the timing of
programme implementing Inkhulumo

Compatibility of Inkhulumo with
existing teaching practices, culture
and values in the school

Availability of tangible resources
— for English literacy instruction

Figure 3-20. Qualitative analysis Theme 2

Theme 3

Enablers and constraints of school-based intervention research at the school system

Teacher professional characteristics as
enablers or constraints of intervention
implementation

Student-leaders perception of
implementing Inkhulumo

Instructional literacy practices for . . . .
. _V P . Perceived benefits of implementing
. students with English as a first —
L Inkhulumo
additional language
Student engagement during Perceived challenges of
English literature lessons implementing Inkhulumo

Classroom managementto create
an enabling learning environment
for students

Figure 3-21. Qualitative analysis Theme 3

The first theme addresses teacher motivation to implement change (change valence)

and perceived ality (changeefficacy) to make the change. | also included teacher competence
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to identify gaps in the professional competence the teachers demonstrated and what is needed
for Inkhulumo. The second theme provides insight on how ready the school is to enplem
change (receptiveness) and how the school supported (readiness) the initial implementation
process of Inkhulumo. The third theme describes factors that influ¢éne@dplementation

process in the classroom by addressing teacher competence andIstaadieEngtperception of

Inkhulumo asaninfluenceon theimplementation in the classroom.

3.8.7 Stage 6: Integration of the data analysed

In this stagethe data analysed in the above stages was integrated and presented in Chapter 5
to answer the research questions. The primary queékiaw can knowledge on what enables

and constrains the implementation of schbased invention in a rural South Africaontext

inform methodological considerations in educational researgtasanswered by combining

the three secondary questions to identify individual and contextual enablers and constraints and
how these influenced the implementation process of Inkhulumo.

The first secondary question i8Vhat are the individual factors that enable and
constrain the implementation of a schdalsed intervention research in a rural contektiis
guestion addresses the person characteristics from the bioecological modéhand A wh o o i
intervention implementation theory. This question also provides insight into the horizontal
factors of the school implementation model and draws attention to what will influence the
uptake and implementation of an intervention at an indivithwveail.

The second secondary question looks at the contextual factors that influence the
implementation process in terms of ability to changethrdiata analysis method applied is
shown in Figure 2 0 . This question addresmsthenry anie A wh
focuses on the vertical factors that will support the implementation. The second question is:
What are the contextual factors that enable or constrain the implementation of a-saked|
intervention research in a rural context?

The third seondary question isWhich intervention factors enable or constrain the
implementation of a schoblsed intervention research in a rural context?akes into
consideration the intervention and provides guidance on what factors need to be considered
during implementation. This question looks at the factors that influetieedptake of the
intervention and how this camprovethe quality of the implementation process.
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3.9 INTEGRATED MIXED METHODS QUALITY INDICATORS

3.9.1 Introduction

Irrespective of the methodolaigil paradigm of a study, there are two overarching criteria that
determine the quality of a study; design quality and interpretive rigour (Teddlie & Tashakkori,
2009). Design quality and interpretive rigour ensure confidence that the research question has
been answered adequately and that the find
challenge to ensure quality ima@ixed-methods design is greater because of the integration of

the quantitative and qualitative results (Ivankova, 2014). Thereforeetasnmended that the

quality indicators should address the whole design, as well as each stage of the design process
(Johnson & Onwuegbuzie, 2004). The quality indicatmeset outin the Quality Framework

for Mixed Methods (Teddlie & Tashakkori, 200%or the researchpplied to my study aks

address the conceptualisation, design quality and interpretive rigour in Chagelr the

conceptsare explained in more detail in the next section

3.9.2 Quantitative criteria
The criteria that determine quality in antitative research are validity, reliability and
generalisability(O6 Cat h a)i @nly vaiditylafd reliability pply to the studyValidity,
as a unitary construct, focused on the achievement of the intended purpose of the research
(Maree & Pieterser2007; Maul, 2018)Validity is, therefore determined by the theoretical
rationale and empirical evidence provided t
interpretations and avadl 2018 gl77d)al simet o addressthh e f |
theoretical rationaléhrough a comprehensive literature review of which the relevant topics
were included in Chapter 2. As the purpose of the study was to provide a systemic approach to
intervention implementation reseaythised different data sourcesassess the individual and
contextual factors that may influence implementation. As for the consequence of my findings
to inform intervention implementation practices in South Afrideave tried to address this by
putting forward an argument validaginvhat | did in my study.

Reliability is determined byhe replicability of the findings by other researchers and
the consistency of results from the measuring instrument (Maae & Pietersen, 20071
tried to ensurehe reliability of my analysis by creating marking templates and developed a

framework for transforming my data (Appendix G). The tests were marked by two students
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independently and then moderated. In additiotabde was created for the marking sequence
ofthe studentsd comprehension tests based on

to control variations by alternating the sequence by which the student exercises were marked.

3.9.3 Qualitative criteria

In deciding on the criteria for qualitative datancoln and Gubdcited in Dellinger & Leech,
2007 offer trustworthiness as an alternative to the traditional concepts of reliability and
validity. The four criteria to ensure the trustworthiness of qualitative data are credibility,

transferability, depeahability and confirmability.

3.9.3.1 Credibility

Credibility refers to the accuracy of the findin@Rlano Clark & Ivankova, 20}6 The
strategies used to ensutee quality of the qualitative findings are member checking, peer
debriefing, datériangulation, and prolonged engagement. The strategies that ensure credibility
can also be used for dependability as they both address confidence in the results.

Member checking- Member checking is the systematic process of engaging with the
participantsto determine the accuracy of the findings (Morgan & Ravitch, 2018) and the
adequacy of the analygBlano Clark & lvankova, 20)6Throughout the researdhnteracted
with the participantsboth informally and formally. Informal accounts were recoratedy
fieldnotes (refer to Appendix B.1land the formal communications are presented in verbatim
transcribed interviews (refer to Appendices E, F, and G). During the interviewsed
reflections and probed for further explanations to ensure that | stnddrtheir responses
(Nastasi & Schensul, 20p9n the interviews with the Grade 8 and 9 teachers and the HOD, |
alsotook the opportunity to verify previous informatidn addition, on the 19 March 2018, |
member checked the information collected wite Grade 8 and 9 teachers up to datech |
documented in my fieldnotes. Together with myresearchersthe main findings of our
studies were presented at the Professional Development Workshop held on 28 July 2018. This
provided the participants andher members of staff from the school to comment on the
findings and to reflect on their perception of the implementation process which | recorded in
the fieldnotes (Refer to Appendix B.1).

Peer debriefing- The strategy helps to confirm the interpretasioof what occurred

during observations and provided valuable insights to ensure rigour in the study. Peer
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debriefing happened after each observation with the research supervisorsraselacohers.
These sessions not only helped to verify the accurattyealata | collected but to identify my
personal prejudges and biases. In addition to these sessionseghkily hadmeetings with

the supervisor between school \8$d address any methodological issuethe data collection
process. The expertisaf the supervisor in different fields of education research wwas
developingduring the analysis and interpretation of the data | collected. | documented the
salient points of the debriefing sessions in the fieldnotes and reflective journal (refer to
Appendix B).

Triangulation - | used theories, data and methodological triangulation methods to
enhance the credibility of the stud¥lick, 2009. My conceptual model and theoretical
framework included different theories on SBIR. This strategy helped tatalide credibility
of the study as it influenced the study process. Data triangulation incorporates different types
of data from different sources for a comprehensive interpretation of the findings (Morgan &
Ravitch, 2018). | triangulated the data obtdirfeom the transcribed interviews (refer to
Appendix E, F and G), classroom observation schedules (refer to Appendix A), document
analysis findings (refer to Appendix D), fieldnotes and reflective journal (refer to Appendix
B). In addition, | compared theata interview data across all the participants. The strategy |
used to achieve methodological triangulation was by complementing the quantitative with the
gualitative data, and throughe transformation of the da{&efer to Appendix H).

Prolonged engagment - Prolonged engagement is a strategy for the researcher to
develop an irdepth understanding of the phenomenon being stu@@zdswell, 201X
confirming that the more time the researcher engages with the particibantsore credible
the data will be. Prolonged engagement facilitates building trusting relationstiigs will
help to reduce observer bias, interviewer effect and social desirgkibtyen et al., 2011
Johnson & Christensen, 2012 he accuracy of thdata collected imeases when numerous
opportunitiesfor data collection are included in the stu@yashakkori & Teddlie, 2003 In
Section 3.4.3, | outlined the intervention implementation process that caveredthanee
years. Between 2016 and 2018isited the school over 12 times. Some of the visits were only
for a day and some covered several days when training and feedleaekncluded. Visiting
the school so many timéelped to giveneadeeper understanding of the school context and
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Englishinstructional practices in the Senior Phase. It htdpedto build rapport with not just

the participants bulsowith some of the other staff members at the school.

3.9.3.2 Dependability
Dependability is similar to reliability in quantitative studies and resnbn methodological
rigour to promote confidence in the results. a qualitativecriterion for research qualityit
focuses on methodological rigour and coherence towards generating research fRulegs
John, 201} Dependabilitythereforerefersto the credibility of the results as addressed above
and also includethe issue of confirmability in terms of product and prod€xshen et al.,
2017). | used thick descriptions as a strategy to confirm product and created an audit trail to
confirm the pocesghatl followed in the study.

Thick Descriptionsi According toRule and John (2011the role of hick descriptions
is to establish the credibility of the phenomena being investigated through detailed descriptions
of the participantodos reality. 1t also helops
and raises the quality of the study. Repawyton the qualitative data included rich accounts of
the perceptions of the participants from the verbatim transcripts in Appendix E, F and G and
experts from the fieldnotes (refer to Appendix B) to accurately situate the reader in the research.

Audit Tra il - An audit trail is a complete record of the research process that can be
used by other researchers to assess the quality of the (Flicky 2009 Onwuengbuzie &
Leech, 200Y. In this way, key findings and assumptions can be traced back to thedldttan
sources to substantiate the claims m&ide & John, 2011 The audit trail should also include
a record of the methodological decisions matiereby enhancinghe rigour of the study
(Bryman, 201% Throughout the stugy usedthe fieldnotes andeflective journal (refer to
Appendix B) to record the process. The other appendices evidence the data that was collected

andtheanalysis methods | used for the reader to follow and assess.

3.9.3.3 Transferability

Transferability is the alternative criten to generalisability in quantitative research, referring

to the degree to which the findings of a study can be applied to similar settings, context, and
people(Plano Clark & Ivankova, 20)6In qualitative researchjncoln and Gub#1985 argue

that it is nd the role of the researcher to provide an index of transferakilitythe readers and

user of the researchustdetermine transferabilitfCohen et al., 20)1Thick descriptions, as
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discussed above, enables the reader to make judgements about thie passferability of
findings(Bryman, 2018. In assessing the transferability of the findings, the reader should also

be cognizant of other factors that can influence generality as they relate to methodological
issues such as the setting, when the study took place and if the constructs being measured are
specific to a certain grouf@ohen et al., 20)1This requires a comprehensivesdription of

the context in which the study took place so that the reader can determine if the findings can
be transferredSeale, 199p

3.9.3.4 Confirmability

Confirmability refers to the objectivity of the data collected (Flick, 2009). As with
transferability it is not the role of the researcher to establish confirmability but that of the
reader(Bryman, 2018 However, the researcher must provide the reader with sufficient
information to ascertain confirmability. There are several strategies that the resezmch
include to address this, some of which have already been discussed above namely; providing
thick descriptions, member checking and creating an audit(Raile & John, 2011 In
addition, the role of the researcher is to provide full disclosuthefresearch process by
confirming their positionality, outlining the ethical considerations as well as the limitations
the study(Cohen et al., 2031Rule & John, 2011 The paradigmatic choices that | made to
guide the studyas reportedn Section 2 determinghe research position. In this sectidn
describe the study using a pragmatic nibtoretical paradigm and mixedmethods
methodological paradigm. In SectioriB. | explain the ethical considerations that guided the
study; | briefly outlined the limitations of the studyn Chapter 1 (refer t&ection 1.9) and |

discusst in more detail in Chapter 5 (refer to Section 5.5).

3.9.4 Integrated criteria

The quality criteria in mixed methods, shoul
where eal step of the research process is validated (Johnson & Onwuegbuzie, T94).

three strategies | used to ensure the quality of the mixed metter@dsdesign planning,

inferential consistency and inferential quality.

3.9.4.1 Design Planning
This strategyaddressethe conceptualisation of the study amethod of validating how the

researcher situates the study, research question and the research based on the literature review
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(Dellinger & Leech, 2007). The purpose of the study (refer to Section 1.4pparsd by the
literature review in Chapter 2 calls for an integrated research method to understand the
implementation process of SBIBetter Schoolbased intervention has movébm only
focusingonfidelity to includng the implementation process andhiadividual and contextual
factors must be considered to address fwhat
et al., 2016).

3.9.4.2 Inferential quality and inferential consistency
Inferential quality isa combination of design quality (methodological ngpand interpretive
rigour (authenticity of conclusions from theesearch)(Teddlie & Tashakkori, 20Q9 In
meeting the criteria of methodological rigourfollowed the process set out in Chapter 3,
Section 3.2.3 and Section 3.4, and selected an insttahwase study to answer the research
guestions. Although the secondary questions could have been used on their own, it would have
been insufficient to explain the contextual differen@shoonenboom, 2016

Furthermore, methodological rigour is also deti@ed by the participants selected,
sample size and statistical methods udednkova 2014 29). As the participants were
purposivelyselected, they could potentially have influeshtiee quality ofthe studyfindings.
To address this threat, | compatbdfindings with similar research in South Africa and used
a relatively large sampl@hesamplesize included 94 students, 2 teachers and the HOD.

The interpretive rigour of the study was addressed at each stage of the data analysis
process. Thdescrigiive analysis helpto identify patterngcross the groups and gra@Barch
& Heinrich, 2016. | included interviews fronall the studenteaders who participated the
implementation process. The interview with the HOD provided broader contextual
information. In the next section of this chaptieconclude with the ethical considerations of

thestudy.

3.10 ETHICAL CONSIDERATIONS

In this section, the ethical and motaidertakings applied during the different stages of the
researchprocess will be described. Ethics formed a critical part of the research process from
the initial proposal stage tbereportingof the findings(Northway, cited in Flick, 2009Each

stageof the research process has specific ethical issues that extend beyond procedural ethics to
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include howt he fAresearch purposes, content s, me t |

et hical pri nc (CoHereesal.,2201d, p.pX acti ces o

The procedural process required that approval be obtained from The Pennsylvania
University, and the Department of Basic Education, University of Pretoria. Ethics approval
from Pennsylvania University had to be obtaifgdcompleting their CITI trainindpefore
commencing the research so that | could have access to previous data and training on QT. Then
permission from the Mpumalanga Department of Basic Education was obtained. On receiving
permission from the Department of Basic Education and meeting thes etiiteria of the
University of Pretorigapproval was given taesearchhe rural school selected. The next step
in the procedural process was to obtain informed consent from the partiocigaintsincluded
the research purpose and data collection nastho

Informed consentaccording to Diener and Crandédss cited in Cohen et al., 2011is
the procedure in which individuals choose whether to participate in an investigation after being
informed of facts that would be likely to influence their decisidiigese authors explain that
the principle of informed consent protects and respects the participants right to self
determination by addressing four elements; namely competency, voluntarism, full information
and comprehensiofCohen et al., 20)1Competencymplies that the participants have the
maturity and psychological wellness to make a correct decision based on the information given.
Intellectually and psychologidgl all the participants were competent enougliécide on
participation.

Voluntarism ensures that the participants freely choose to participate or not participate
in the research. In cases where the participant has given consent, they are allowed to withdraw
this consent at any time during the research process. Although consesitwere signed at
the beginning of the research, at each phase of the research, participants were reminded of their
right to withdraw their consent at any time to prevent them from feeling coerced into
participating(Dempster, Konza, Robson, Gaffney, Lo&kMcKennariey,2012. To ensure
that participants did not feel coerced to volunteer (e.g. by a school pr)nmie ostracised
for not participating the opgtut forms were made available to students. Students who chose to
opt-out were not physicallyxeluded from their class as this would draw attention to them.

Instead their assessments and exercise books were excluded from the data analysis process.
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The participants were provideflll information in the consent forms with an
explanation of the prodeire and processes that were anticipdigffierent letters of consent
were prepared for the Department of Basic Education representative, School Governing Body
(SGB), principal, parents/guardians, teachers, students and HOD (Appgeralixhe letters
outlined the purpose of the research and the different procedures that were going to be used in
the research. The Department of Education, SGB and principal gave consent to conduct the
research at the school and t osiamamslergigsklihre st u
according to the Curriculum Assessment Policy (CAPS) guidelinespiiiepal met with
parents/guardiarte explain the purpose of the reseaal that by giving consent this allowed
their children to take part in the research émde audio and video recorded. In turn, the
teachers and students also gave their permission to have their lessons audio art¢oided
during classroom observations. Permission to be interviewed and for the interviews to be audio
recorded was soughom the teachers, HOD and students. In addition, the principal, teachers
and studenteaders agreed to make themselves available for collaboratory sessions to train and
adapt the QT programme. The principal and teachers were informed that they woirehbe g
opportunities to verify findings. The participants wedvised that confidentiality and
anonymity would be ensured at all times. All the data collected was converted into an electronic
format and submitted to my supervisor to be stored accordinguit@rsity policy for a
minimum of fifteen years. The data will be used fas thissertation, conference presentations
and publications.

Different letters of consent were prepared for the School Governing Body (SGB),
principal, teachers, guardians, stuideand Departmeat Representatives (Appendix G). All
the letters outlined the purpose of the research and the different predbdtiveeregoing to
be used in the research. The participants g
comprehensiorand writing skills according to the Curriculum Assessment Policy (CAPS)
guidelines. The teacherand students agreed to have the lessons vyemwded during
classroom observations. The participants were informed that confidentiality and anonymity
would be ensured at all times. The principal, teachers and stledetdrs agreed to make
themselves available for collaboratory sessions to train and adapt the QT programme. The
principal and teachers were also informed that they would be given opportunitiesfyo

findings.
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The participants were also made aware of any potential risks and benefits expected.
Although the participants would not be harmed physically during the research, participating in
research by its nature can have an emotional impatiegparticipants. In interacting with the
teachers, the researcher tried to put them at ease, emphasising that she was not assessing their
skills and abilities but observing what was happening in the English lessons. During the
observations, the researcheged not to display any negative ngarbal communication to
prevent the teachers or students from feeling judged. At feedback sessions with the participants,
| focused on the positives and asked the teachers for their input to better understand their
behaviours and actions in the classroom.

Comprehensionefers to participants understanding the research process. The language
used and the research details in the consent letters were pitched at different levels of complexity
to facilitate understanding. Tdughout the process, the school principal, HOD and teachers
were encouraged to ask questions about any aspect of the rgs&zhieh et al., 20)1The
letters also included contact information of the researcher and university representatives. To
overcomdanguage barriershe principal arranged a meeting with the SGB and the guardians
of the students to explain the research to them.

The ethical reporting and outcomes considerations of the research included basing the
interpretation on the data obtainéithe participants were given opportunities to verify the
results throughout the research. During the analysis of the data, | tried to be awgre of
prejudices and bias and how they could have influenced the research. Debriefing sessions and
a reflective jairnal helped to understand my prejudices and biases better. After eachgield tri
a debriefing session was held with the supervisors. This was particularly useful to understand
the contexbetterand receive advice on how to death challenges.

When reorting on the findings, extra care was taken to ensure anonymity and
confidentiality. All the participants were given pseudonyms to protect their anon{Ruils
& John, 2011) The descriptiogiof the schools were presented in such a manner that thely coul
not be identified, thereby ensuring confidentia{ljias & Theron, 2012)During the research

the data was stored on my personal compugngh was password protected. At the end of
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the researchall data collected was stored at the Universatydonly authorised people will

have access to it.

3.11 CONCLUSION

In this chapterl discussed the choice of pragmatism as the #thetaretical paradignwhich
alignswith the purpose of the study and calls for a mixed methods methodology. An integrated
methodolgy was selected after using a systematic processown$idering the different
dimensions of the designs and how these will influencestilngdy. The choice of a multilevel
research design allowed me to incorporate individual, group and contextual iiaesssssing

what enables and constrains intervention implementation. The selection of the data sources was
explained and how these will be analysed in Chapters 4 and 5. The description of the analysis
process showed how the datauld be integrated by quastngthe qualitative data and using

thick descriptions to transform the quantitative data. The quality criteria stubgand the

ethics guidelines that | adheredcancludethe chapter.
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CHAPTER 4 - RESULTS

4.1 INTRODUCTION

In Chapter 3, | justified the choice of a pragmatic ntb&oretical approach and an integrated
mixed methods methodolodyr the study. | outlined thaéatacollection methods and the stages

| followed to analyse the data. In tlulsapter present the rests of the data analysis to set the
background of the methodological enablers and constraints of doased intervention
research (SBIR) to answer my research questions by describing the participants, context,
intervention and relationship between theksments.

The chapter is divided into two broad sections. | start by presenting the quantitative data
to describe the Grade 8 and 9 students. Then | present the qualitative and transformt data in
three themes. The first two themes describe individual and collective readiness to implement
an intervention. In the third themgresent the implementation enablers and constraints within

the classroom context.

4.2 QUANTITATIVE DATA ANALYSIS

4.2.1 Introduction

In this sectionl present the quantitative data analysis of the class registers of the Grade 8 and

9 classeghe CohrMetrix analysis of the four seté comprehension text and the results of the
studentsd6 comprehensi on t &s tegsters ardé presentad asul at
frequency distributions by gender, age and attendance. | then discuss the frequency table of the
CohMetrix text analysis of the comprehension texts from the observations on 5 May 2017, 15
August 2017, 22 August 2017 and 18p8&mber 2017. The descriptive statistics of the
comprehension results are presented first as a table which | then explain in more detail using a
Box and Whisker diagram. The characteristics of the students in this section refer to demand
andresourcesperon char acteri st i cesological mMBdeloTind resnlisofe nner
the quantitative data will provide insighto the interactions in the mesosystemhich inturn

influences the intervention outcomes and the implementation process (Becker &Daoh,

2011).
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42,2 Grade gender comparison

Figure 4-1reflects themale/female comparison valudisat were calculated from the class
registers (refer to Appelix H.1 and H.2) of each grade. In Grade 8 the number ofsr{izB¢
to females (24) is almost equal while in the Grade 9 clélssrewere more females (2Than
males (18).

Gender comparison per Grade

18
crade s | s 27
24
arade o [ s

0 5 10 15 20 25 30

® Famale m Male

Figure 4-1. Gender statistics

4.2.3 Grade age grouping of students

The ages of the students were grouped into three bands across the twoaGead#ing to
their age a®of 31 December 2017. The first and second band represent the usuhbtage
students enter Grade 8 and GragdeeSpectively. The third band is the ages of students who

should be in higher grades.

Table4-1: Student gender and ages

Grade 8 Grade 9
Ages ‘
13yrs- 14yrs 11mths 23 10 33 6 3 9
15yrs- 15yrs 11mths 2 5 7 10 8 18
16yrs- 18yrs 11mths

The ages of the Grade 8 students presented in Table 4 1 show that the majority of the

students are the correct age. In the Grade 8,tlese are more older students in the class who
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arepredominately male students. From the figures present&dble 41 it can be seen that

the youngest student in Grade 8 was thirteed in Grade 9 it was fourteen. In both grades

the oldest student was more than eighteen years old. Comparing the student gender and ages in
the classes in Table 4.1 shows that tiedeuble the number of male (8) to female (4) students

older than 15 in Grade 8. In the Grade 9 ¢lHsye aresix more male students older than 16.
Furthermore, 89% of the Grade 8 clasatthe appropriate age (40 of the 45 students) while

in Grade %he number reduces to 55% (27 of the 49 stiglent

424 Grade age grouping and gender of studereaders

The studenteader demographic information in Table 4.2 shows that they were all the right age
for their grades. However, as studégdders the age disciapcies in the grades may have
contributed to why the studelgaders felt managing the groups was a challenge which

discussed in more detail in Section 4.4 where | discuss the integrated data.

Table4-2: Studentleader demographic information

gde eade ade SA ae eade ade 9B

Group | Code | Age | Female | Male | Group | Code | Age | Female | Male

1 8A-15| 14 X - 1 9B-10| 15 X -
2 8A-23 | 14 - X 2 9B-46 | 15 X -
3 8A-42 | 14 - X 3 9B-40| 14 X -
4 8A-12 | 13 X - 4 9B-1 16 - X
5 8A-20| 14 - X 5 9B-43 | 15 - X
6 8A-35| 13 X - 6 9B-44 | 15 - X

7 9B-19| 15 - X

425 Grade 8 and 9 studentsd attendance

The number of comprehension tests submitted after every observation was used to determine
attendance during the observation time points. The attendance of the students in the Grade 8
class was higher than in the Gr&delass as reflected in Figure 4 2. For the observations of the
Grade 9 class only 60% (30 out of a total 49 students) attended all four sessions. The attendance
of the participants will influence the implementation of the intervention as they mayputiss

on important training.
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Attendance

Grade 8

Grade 9

10 20 30 40 50 60 70 80 90 100
N 05-05-2017 W 15-08-2017 ™ 22-08-2017 W 13-09-2017

o

Figure 4-2. Student Attendance

4.2.6 Coh-Metrix analysis of the Grade 8 and Grade 9 comprehension texts

The linguistic characteristics of the Cbketrix analysis for the Grade 8 and Grade 9
comprehension stories with a brief summary of the text is presented in Table Fabbewi4,
respectively. The higher score indicates that this specific linguistic component makes it easier
to understand the te The Flesch Kincaid Grade Level (FK) was included to provide an
indicator of the Grade level of the text. The results of the-Kgetrix scores are in Appendix

C, and the comprehension stories have been included in Appendix K.

Table4-3: Grade 8: CofMetrix components

Cohmetrix components

Flesch
Deep Referential ~ Syntactic Word Kincaid

Narrativity Cohesion Cohesion Simplicity = Concreteness Grade

Level

45% | 76% | 4% | 75
Summary: Newspaper article about rhino poaching.
87% | 100% | 63% | 100% | 0% | 1

83% 62% 89% 30% 59% 3,8

Summary: Fictional story of the challenges of a deaf boy at school.
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The CohMetrix analysis inTable4-3 of the Grade 8 texts sugge#iat The Snare was
the easiest text to understardllowed by The Door. The Rhino was the most difficult to
understangdscoring the lowest on narrativity and deep cohesion. The Rhino story was written
as a newspaper article and contained words that were unfamiliar to the students. While
checking the maikg, | noticed that the students found it difficult to explain how a syndicate
works, and why it could be more successful than criminals working alone to kill Rhinos (refer
to Section 4.2.2.3). In addition, the Rhino story scored very low on syntactilccsiyngiue to
complex sentence structureSomplex textsmay be challenging fotessskilled readers
making the text more difficult to understamérticularly if the readararenot reading in their

home language.

Table4-4: Grade 9: CofMetrix components

Cohmetrix components

Flesch
Deep Referential  Syntactic Word Kincaid

e Narrativity Cohesion Cohesion  Simplicity Concreteness Grade

Level

Seashore
Summary: Fictional story bby who goes to the beach without permission and then drowns.

90% 46% 88% 52% 88% 5,5

Summary: Fictional story of girl who feeds birds in the city.
Fifteen | 80% | 92% | 37% | 15% [ 98% | 1.2
Summary: Fictional story of girl who feeds birds incibe

87% | 61% | 69% | 14% | 51% | 3,9

Summary: Poem about the being 15 and growing up too quickly.

The CoRMetrix analysisof the Grade 9 comprehension story presentethlrie 4-4
shows that Fifteen was the easiest story to understand and Mossie the most difficult based on
the FK level. The Mossie story also scored the lowest on deep cohiedioating that it was
the least explicit of the stories. Storigghere the connection betwettre text and the concept
are less explicitmake the text difficult to understand, especially if the reader does not have the
prior knowledge to make the text more comprehensible. Mossie (an Afrikaans word for
sparrow) is a story about a girl who livesaigity and feeds the birds she has befriended on top
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of a building where a restaurant is situated in her neighbourfibedsyntactic structure of the
Seashore, Fifteen and the Red Kite was more complich can influence reading
comprehensiortifteen,a poem about the challenges of being a teenager scored the lowest on
referential cohesignndicating the text contained less overlap between words and concepts.

All the texts scored high on narrativity for both Grades (except for the Rhino story).
High narrativity scores indicate that everyday language and words are used that readers are
familiar with, which should then make it easier for students to understand. Except for Fifteen,
all the texts scored high on referential cohesion and word concreteeéserfal cohesion
indicates that there is a high degree of overlap or repetition in all the texts and few abstract
concepts have been included to facilitate comprehension. A high score on word concreteness
suggests that the text has fewer abstract camoegking it easier for students to create a mental
picture of what they are reading. The low FK grade on most of the stories suggest the students
in secondary school should be able to understand the text. An interesting observation made by

the supervisowas that the Grade 9 stories were easier than the Grade 8 stories.

4.2.7 Grade 8 and 9 students comprehension results

The descriptive statistics from the comprehension test results Traée 4-5) indicate that

very few students in the Grade 8 class achieved high scores across the four comprehension tests
and all the test results were slightly skewed. The Door and The Sreskewed to the
extremdy low scoes towards the lefand the Black Eagle is skewed towards the higher scores

to the right. Despite the low FK level and readability of three of the tests, the overall
achievement across the four tests for the Grade 8 students indicates that less tihamclhad
achieved above the 40% pass mM@BE, 2011)
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Table4-5: Descriptive statistics for Grade 8 and 9 comprehension tests

e pllve Sta O omprene O e

Text n E Med | Mo | SD | Kurtosis| Skewness Min | Q3 | Max

Door 42 |52 |53 |53 |14 |1,00 -0,33 13 | 53|80

Rhino 39 (37 |40 |45 |14 | 1,00 -0,52 5 45 | 70
o | Snare 43 |38 |40 |40 |11 |1,00 -0,75 7 47 | 60
% Black Eagle 44 |32 |30 |15 |17 |-0,29 0,57 5 40 | 75
@ | Overall: Grade § 45 |40 |39 |30 |11 |-0,17 0,12 19 |47 | 65

Seashore 42 |70 |73 |77 |17 | 1,09 -1,24 19 | 81|92

Mossie 47 |64 |63 |49 |14 |-0,33 0,47 43 |71 |94
o | Fifteen 46 |68 |67 |78 |17 | 1,79 -1,13 22 |78 | 100
% Red Kite 38 [39 |38 |38 |20 |-0,88 0,37 6 50 | 75
@ | Overall: Grade9 49 |61 |64 |70 |13 |1,37 -1,21 22 |70 |79

The Grade 9 scores on the comprehension tests were higher than the Grade 8 class.
Except for the Red Kite comprehension test, the student median ranged from 63% on the
Mossie test to 73% on Seashore. The Seashore and Fifteen comprehension test results are
skewed towards the extremely high scores on the right. There were more extreme low scores
on the Mossie pulling the distribution to the left. The Graddé&udents scored the lowest on the
Red Kite story with most of the student achieving less than 38% oeshdhe overall score
of the Grade 9 comprehension test indicates that wfofte students achieved above the
minimum 40% pass mark.

The Box and Whisker graphs from the descriptive statistiésgare 4-3 andFigure
4-4 are visual presentations to show how the students performed in the comprehension tests.
The Whiskers indicate the minimum and maximum scores achiamddhe Box indicates the
scores achieved within tHigst to third quartiles withared dashed line indicating the median
score. Based on 40% as the pass mark for English FAL, the Gradae8tstoedian ranges
from 30% on the Black Eagle to 53% on The Door. Although the Rhino was the most difficult
text to read the median was 40@ne explanation for the 40% median on the Rhino is that the
Grade 8 teacher spent extra time on therpagling ativities which may have contributed to

the students understanding the text béppendix B: Field notes, line 52).
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Box and Whisker: Grade 8
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Figure 4-3. Grade 8 Box and Whisker

The Box and Whisker graphs of the GradgulentgFigure 4.4) show that the students
scored above 60% on the median on all the assessments except on the Red Kite comprehension
test. As the linguisticsharacteristics of th&rade 9 tests made them easier to understaed
high scores seem reamble. However, what was not expected was the low scores on the Red
Kite comprehension tesivhich is linguistically similar to the Seashore stddn theday of
the Red Kiteobservationpnly 38 out of 49 students attended the class.
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Box and Whisker: Grade 9
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Figure 4-4. Grade 9 Box and Whisker

42.8 Summary

The interactions in the classroom will be influencedhi®broad age range of the students and

the gender demographics in the classroom. Although the Metnix scoresndicate that the

texts should be easier to understand the student performance in the Grade 8 class indicates that
less than half the class would meet the minimum pass rate. Although the Grade 9 students as a
group scored better on the comprehension, s similarity in some of their answers suggests

that students individually may not have done as well. From the analysis of the Grade 8 answers
to the comprehension questions, students found interpretive questions more difficult to answer.
The descriptiorf the demand and resource characteristics provided contextual information of

a rural school to situate the implementation process of Inkhulumo.
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4.3 THEMATIC RESULTS

4.3.1 Introduction

The qualitative and transformed results drawn on data fameto-face semistructured
interviews with the Grade 8 and 9 teachers and HOD (refer to Appendix E and R)pfesd

from the PRA sessions and observations as context of interaction (refer to Appendix 7.2),
classroom observation (refer to Appendix 8ample descriptia) frequency code analysis

from the Grade 8 and 9 studdnte a d e rtesfdce dtractured interviews (refer to Appendix

H) as well as the comprehension test results of the Grade 8 students (refer to Appendix H).

In this section Theme dnd 2describe the individual and collective characteristics of
the Grade 8 and 9 teachers and the school in terms of their motivation to change and their
ability to change. Motivation as a force characteristic affects the direction and power of
interactions in the mesosyste(Bwart & Pettipher, 2016Ability as a resource characteristic
in Bronfenbrenner s model (Tudgeetad 2@@PYndemalded by ¢
effective engagement during interactigi@onfenbrenner, 1995Motivation and resource
characteristics were seen as independent of the intervention thereby providing insight on how
the intervention may be adapted and the process managed to create an enabling environment
(Albers & Pattuwage, 2017; Harvey & Kitson, 2015&) Thene 3 | describe the classroom
interactions as it represents the mesosystem that could enable or constrain the implementation
of Inkhulumo. In this theme | focus on actual ability to implement SBIR by describing
implementation enablers and constraints. rirgetion implementation is influenced by the
guality of interaction between teacher and students, and the perceived benefits and challenges
of Inkhulumo as it addresses the identified nd2dmitrovich et al., 2008Proctor, Silmere,
Raghavan, Hovmand, Aams, Bunger, Griffey, & Hensleg011) In this way it differentiates
enablers and constraints in the implementation process from the inter\@dé&omrer, 2009)

An understanding of the relationship between theippmementation context and the
intervertion will provide insightinto how and why interventions can be implemented within a
specific situation recognising that school environments are diff¢hifgen, 201%. The
distinction between intervention and the -prgplementation context is not onlynportant
becauseas it has an impact on fidelity and sustainabili&bers & Mildon, 2019, butalso

because itwill assist the researchen developing strategies that may influence the
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organisational context thereby addressing potential barriers tonfflementation process
(Kitson & Harvey, 201k

4.3.2 Theme 1: Preimplementation Individual Enablers and Constraints

4.3.2.1 Introduction

In this theme| describe the characteristics of the teachers as they represent the individual
within the bioecological model that enable or constrain SBHnely motivation to change
andthe perceived ability to make the change. The subthemes include teacher cHange va
(motivation) to implementinkhulumo and teacher chang#ficacy (perceived ability) to
implementinkhulumo.

I n Bronfenbr enner,bhe individualdscpladea aj theccantre antbed e |
model which (in this study) represents the Grade 8%iséchers. The teacher is the primary
person responsible for implementing an intervention into classroom practice. The role of the
teacher in SBIR is seen as both the most common barrier and enabler to intervention
implementation (Albers & Mildon, 2015).

Table4-6: Theme 1: Individual enablers and constraints

Theme 1

Preimplementation enablers and constraints of scheblsed intervention research at the
individual system for the Grade 8 andt@achers.

Inclusion criteria Exclusion criteria

Preimplementation enablers and constraints | Implementation enablers and constraints
the individual system that are independent | the individual system thaare dependenton
the implementation process. the implementation process.

1.1 Subtheme- Teacher change valence to implement Inkhulumo
1.2 Subtheme Teacher changefficacy to implement Inkhulumo

Motivation i nfl uences t he teacher so rea
intervention and ability is the professional competaritbe teachefDomitrovich et al., 2008
Han & Weiss, 200b As presented ifable 4-6, the Grade 8 and 9 tea
implement Inkhulumo s addressed in the first two subt
(change valencejo make the changend implement the intervéion, and their perceived

future ability (changeefficacy)of implementing the interventiofwWeiner, 200%.
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4.3.2.2 Subtheme 1.1 Teacher change valence to implement Inkhulumo

Commitment to change is attributed to the perceived value of making the change
individually and collectively(Weiner, 2009) While the individual commitment to change is
important, the collective commitment must also be considered as this will help to sustain
intervention implementation as it provides the teacher with the support neeaedke¢othe
change(Domitrovich et al., 2010)As presented ifable4-7, | included categories that refer
specifically to motivation and excluded the pereeiability and professional competence of
the teachers to implement Inkhulumbhe @tegories includediescribingteacher change

valence are problem identification and value of the intervention.

Table4-7: Subtheme 1.1: Teacher change valence

1.1 Subtheme Teacher change valence to implement Inkhulumo

Change commitment reflects the teacher's resolve to implement the interventibich is
determined by change valence or by how much the teacher and school staff members
collectively value the change to commit to its implementation.

Inclusion criteria Exclusion criteria

Teacher professional competence and
perceived ability tomplement the change.
1.1.1 Category Problem identification by theteachers and staff members at the school
1.1.2 Category Value of implementing Inkhulumay the teachers and staff members at the

Teacher willingness to make the change.

school

Category 1.1.4Problemidentification by the teachers and staff members at the school.
Although Weiner (2009)does not specifically discuss problem identification in his thdory
included it as a category because it is the first step in any intervention implementation process
and forms part of assessing the-pnplementation context to determine the actual need and
the appropriateness of the intervention in addressing the (Mzgdey & Kitson, 2015a)
Understanding the cause and the attribution of the perceived problem is an important
determinant of the participaiddrive to change behaviour and their perceived expectancy of
succesgCook & Artino Jr, 2016) These authors exgh further that for an intervention to be
implemented the participant must perceive the cause of the problem as something personal,
which can be changed and is within their control to change.

The English literacy skills of students in the scheereidentified as the perceived

problem that needed to be addressed (refératale 4-8). The categories excluded in this
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subtheme were objective student assemts and systemic risk factorsiie English literacy
development of studentEhe Grade 8 and Grade 9 studéntsnprehension assessment results

as an indicator of English literagyerediscussed in Section 4.3d@hd the systemic factors that
influence student literacy were described in Section 2.3. | also excluded the perceived benefit
of implemening Inkhulumg which | discuss in Theme 3.

Table4-8: Category- Problem identification by the teacher amticol members

1.1.1 Category Problem identification by theteachers and staff members at the school
Inclusion criteria Exclusion criteria

Objectiveassessments on students to identif]
need and systemic environmental factors th:
influence literacy development in students.

Identifying the nature of the need, individual
and collective, to implement Inkhulumo.

Collectively the teachers had identified the development of English proficiency in their
students as a problem that had tabdressed.

T1: They try to speak in English, most of them. Although in some classes they group
themselves in such a way that you will find that half of the class, half of the learners
in that particular class they cannot write they cannot read and in glagicular
class you can see that those learners they are silence, they cannot say anything.
Whether homework, no homework. Otherwise one will write the homework and give
it to them. They copy. Even where they have copied you cannot read some of them.
(Appendix E2: Structured Interview, Grade 8 teacher line 88)

The low English literacy skills in students would influence their understanding of content
knowledge in othesubjects across the curriculuthus making it difficult for students to
extract the correct information during assessments. In the PD workbleoi@achers in the

group discussion confirmed the assessment challenges students faced

R1: Students just do the basics questions to pass the tests and struggle with the questions
that require long answers or essay type response. In addition, studegiget to
el aborate on the facts because the donot
(Appendix B: Field notes, Professional development workshopZne

In Table4-9, | show how | analysed student results on the comprehension tests (refer
to Appendix D) to indicate student literacy skills. By comparing student results on the

comprehension testisdentified which type of questions appeared to be easier or nibeeldi
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for students to answer. Trable4-9, there are four sets of comprehension analysis, one for each
story (each story and the corresponding maucation for the questiortsavebeen included

in Appendix K). The top row indicates the name of the story and the comprehension question
numbers in the comprehension test. The second row provides the mark allocation for each
guestion as set out in the teadi. The third row shows the maximum mark that the class could
achieve based on the number of students writing the test. The actual total marks achieved by
the class for each comprehension test questiepresented in the fourth row. The fifth row
presets the class percentage achieved for each question. In the next twdheness an
example of the questiarn whichthe class scored the highest and the lowest
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Table4-9: Analysis ofcomprehension answers

The Door Q1 Q2 Q3 Q4 Q5 Q6 Q7
Mark Allocation for question
Max Marks possible by 42 students| 42 | 42 (252| 42 | 84| 42 | 126
Total Marks achieved by 42 students41 | 10 | 175 21| 24| 8 | 50
Class % per question 98 24 169 50|29 |19 |40

Q1 - What instruction does the poet repeat throughout the poem?
Q6 - Why do you think the poet says the darkness is ticking?

Rhino Ql Q2 Q3 Q4 Q5 Q6 Q7
Mark Allocation for question 32|13 1|2|4]|5
Max Marks possible by 39 students| 117| 78 | 117 39 | 78 | 156| 195
Total Marks achieved by 39 students97 | 19| 16| 28| 25| 34| 73
Class % per question 83|24 |14 |72 (32|22 |37
Q1 - Match the words with the correct meaning.

Q3 - Explain how you think a crime syndicate works, and why it coulc
more successful than criminals alone?

The Snare Grade Ql Q2 Q3 Q4 Q5 Q6 Q7 Q8 Q9
Mark Allocation for question 121|122 |2]2]2

Max Marks possible by 43 students| 43| 86| 43| 43| 86| 86| 86 | 86 | 86
Total Marks achieved by 43 studen{s39| 65| 26| 3 | 12| 41| O | 1 | 59
Class % per question 91 (76 |60 | 7 [14 |48 | 0 | 1 |69

Q1 - The man in the poem is looking for the rabbit. What word from the last line tells you

Q7 - There are regular rhymes in the poem. Work out the rhyme scheme.

Black Eagle Qla Qlb Qlc Q1d Qle QIf Qlg Qlh Q2a Q2b Q2c Q2d
Mark Allocation for question 111211123 |]2|2]S3
Max Marks possible by 44 students| 44 | 44| 44| 88| 44| 44| 44| 88 | 132| 88 | 88 | 132
Total Marks achieved by 44 students20 | 42| 13| 22| 9 | 8 | 5| 8 [ 50| 21| 44| 40
Class % per question 45 (951302520 (18 (11| 9 |38 |24 [50 |30

Q1b - Why did the boy not hear him?
Q1h - How did he feel when he realised that there was nobody behind him?

| used the percentage value to indicate which questions the class found easier or which

the class found more difficult to answer. Based on 40% as the pass mark (DBE, 2011), |
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assumed marks lower than 40% on each question to intheatée class found these questions
to be more difficult to answer (highlighted in pink). | assumed a percentage value of above
40% to indicate that the class found these questions easier to answer (highlighted in blue).
It appeared that the class scohggh on questions that could be answered directly from
the text. Questions that required the class to provide interpretations attracted lower scores. For

example, in the Black Eagle story, 95% of th
nothearh m?0) correctly. The answer comes from t
on Question 1h (AHow did he feel when he real

asks an interpretive question only 9% was achieved by the class. This camfgults in

Subt heme 1, Category 1.1.1, where teachers

answerso to questions which require a more <c
At the PD workshop in Jul ytuderdfindiidifiicilt was ¢

tore¢ rieve individually b (Apperaig B: &ieldgnotesulipg2)t hey g

While looking for examples of questioimswhich students scored the lowest and the highest

marks | be@me aware that several students in the Grade 9 class hadredisneny of the

guestions using the exact wording suggesting thatrthglit have answered as a group rather

than individually. For this reason, | have not included the Grade 9 answieesibove section.

In the classroonstudents are reluctant to spdakglish which was not only a challenge for

the teachers but also for the studiesiders as expressed by teudentieader below.

L2: Eish, being a studeiéader is difficult, you face many challenges in our membpers
because some others can't talk, y&ed to convince them to talk and that is a hard
job.

(Appendix E3: Senstructured interview, Grade 9 teacher, line 290).

The tachers mentioned numerous reasons for students not participating in the claBseoom
teachers expressed tliat some students communicating in English was a challenge because
they wereshy or ha limited language knowledy other students feared being ridiculed by
thar classmates. This makes oral assessments problematic with sol@etstmissing school
rather than having to talk in front of the class, a problem identified by the Grade 8 students and
teachers and again at the PD workshop on 28 July 2018.
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T2. Some itbdés because they shy. Sometaml|ff t hem
what we are talking about on that day. Some of them are just like |that.
(Appendix E3: Senstructured interview, Grade 9 teacher, line 331).

L23: Is that, | thought that they will laugh at me saythat the thing that am
(Appendix F2: Structured interview, Studéedders Grade 8 teacher, line 277).

R1- Students get so scared that they will miss school rather than talk in the| class
(Appendix B: Field notes, Prafsional development, lirs?).

The reasongrovidedfor the poor English literacy skills of the students were seen as errors
within the education system. The Grade 8 teacher attributed the inclusion policy of the
Department of Basic Education as disadaging studentgparticularly as she did not have the

knowledge to assist these students.

T1:. Inclusive school in such a way that even those who are unable to read and write
they are included there and when ®hey go
those particular material that they use to teach them and everything. In other
words we, we lack that particular knowledge to help them in such a way that after
Grade 5 they are able to go and do maths skills development and everything |so we
are having aig challenge in such a way that some of them they cannot understand
English, English in such a way that they understand only SiSwati. That is where
we, we, we ask teachers to come and help them although the help is not thatmuch
because they cannot wriseme of them.
(Appendix E2: Senstructured interview, Grade 8 Teacher, line 54).

The situation is further complicated by the Admission Policy for Ordinary P&olhools
(DBE, 2011)which stipulates that a student who fails any grade in a single phase for the second

time, cannot be retained in that grade, and should be allowed to progress to the next grade

T1: Now this problem with umm, the problem with not, not pasgiegn on marks
(Appendix E2: Senstructured interview, Grade 8 Teacher, line 59).
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The HOD felt that teachers did take their responsibility of educating students seriously:

HOD: Because now you know sometimes to be honest sometimes you know wleen the ar
educators, sometimes, they forget that they're having this constitutional obligation
which is to teach the learners to pass.

(Appendix E2: Senstructured interview, HOD, line 37).

However, depite all the reported challenges regarding student literacy skills, thera was
consensus that teachers felt confident to address literacy development in saspectally in
collaboration with the Inkhulumo teanThe biology teacher in the PD workshop aptly

described theole of the teachers

R1: Motivate students to learn and not withdraw and leave school. Get students tp
crave learning.
(Appendix B: Field notes, Professional development3)e

Or as the teacher committed to after the PRA session on 18 July 2015 from the expert below:

Figure 4-5. Excerptfrom PRA sessin on 18 July 2015

Category 1.1.2 Value of implementing Inkhulumo by the teachers and staff members at

the school

The participants assess the value of the intervention by the extent to which the intervention will
achieve the desired outcome, making tequired changes worthwhifer the participants
(Durlak & DuPre, 2008 Kitson & Harvey, 201k The participantsperceived value for
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implementing an intervention can either facilitate or inhibit the implementation process
(Domitrovich et al., 2008 Furthermore, when participanto not see the value of the
interventionthey may be more inclined to skip activities, even the core elsnwnthe
programme(Domitrovich et al., 2008 | used teacher perceptions of Inkhulumo to describe
their perceived value of the intervention before itin@lementationprocess and excluded

perceptions during and after the implementation process (refabte4-10).

Table4-10: Category- Value of implementing Inkhulumo

1.1.2 Category Value of implementing Inkhulumdy the teachers and staff members at the

school

Inclusion criteria Exclusion criteria

Teacher individual and the collective Teacher and collective perceived value of
perceived benefit of implementing Inkhulumo during the initial implementation
Inkhulumo. phase.

Data showed that the perceived value of the intervention was-fiideeFirstly,
implementing a literacy intervention could directly influence the academic results of students
at the schoolSecondly, teachers hoped that Inkhulumo could facilitate change in the lives of
the students when they left school. Thirdly, unrelated to the intervention itself, having
representatives fromuniversity at the school provided teachers with access to other resources
such as career guidance.

The academic benefit of implementing Inkhulumo is present&igure4-6 from the
PRA session on 18 July 2015. In this figure, the picture on the left, drawn by a member of the
research team, sets out how the intervention works. The second picture on the right indicates
the teacher 606s v i uwddbenefihstubentsvat thenskhboll The stunlents could
be motivated and take ownership of their learning at school. Students could be encouraged to
challenge themselves by thinking about what they read, thereby developing their interpretive

authority ofthe text.
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Figure 4-6. Benefits of implementing Inkhulumo from PRA sessib® July 2015

Implementing Inkhulumo was seen as benefiting students to internalise learning and improve

student assessment skitither than just focusing on passing tests (by teaching students to

become independent thinkers).

fact s

b e c(Appendix Bt Fiekdy

R1: Students just do the basics questions to pass the tests and struggle with the questions
that require long answers or essay type response. In additicatersts struggled t
el aborate on the
notes, Professional development, I58.

donot

The second perceived benefit, particularly for the Grade 8 teacher, was that she hoped

Inkhulumo could fatitate some sort of change in the lives of her students that could provide

them with better opportunities after school. As commeateid my fieldnotes after the PRA

session:

opportunities.
(Appendix B: Field notes, line 1).

R1: By students improving their marks they would have accdss$aries. Improving
their communication skills in English could also help them to secure better wark

Havingrepresentatives of a university at the school meant that the teachers were able to access

other types of information that would benefit the students. This included advice on dealing with

students with learning disabilities and access to career guidamc&rate 8 teacher had raised
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career guidance at the PRA sesonJuly 2015 and again in the meeting with the principal

on 10 February 2016. After the first meeting with the principal during the debriefing session
with my supervisorsve discussed the pgible challenges of doing the study at the school. The
challenge that | had to address was not to commit to things that were beyond the scope of the
study which | included in the field notes.

R1: Perceived challenges from debriefing sesshMare teaches may be needed for the
studyThe data collection process of I he | ea
more problematic than anticipated. Very important was not to create unrealistic
expectations e.g. the career day plus ensuring adherence to thautunric
(Appendix BReflection, June 20}6

4.3.3 Subtheme 1.2 Teacher changeefficacy to implement Inkhulumo

Changeefficacy is similar to seléfficacy but refers specifically to teackebeliefs regarding

thar ability to implement an interventio(Han & Weiss, 200p As such, it is duture

orientated belief about the competence the teacher perceives to have in a specific situation to
achieve a certain outcome in their students (Tschahtwan & Hoy, 2001)Changeefficacy
refers to the Acan doo belief that the teach
Kitson & Harvey, 2015). Efficacy beliefs also influence teacher persistence and resilience in

the face of setbacks (Tschanfdoran & Hoy, 20Q).

The categories includetkscribingchangeefficacy in the Grade 8 and 9 teacherse
theprofessional characteristics of teachers, previous intervention experiences, and teacher task
demands. The inclusion and exclusion criteria present@dbie4-11 show that only factors
that are linked to teacher perception to implement the intervention were included. The
perceived professional competence of the teacher to implement the currithibugeneral
instructional resources available, and -#layglay and warto-year factors that influence

instruction at the school were excluded. These factors are discussed in Subtheme
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Table4-11: Subtheme 1.2: Teacher charefécacy

1.2 Subtheme Teacherchangeefficacy

Changeefficacy is the teacher's belief in the perceived ability to implement Inkhulumo.

Inclusion criteria

Exclusion criteria

The perceived professional competence of
the teacher to implemeninkhulumq
required resources fankhulumoand
appropriate timing to implemeninkhuluma

Professional competence of the teacher to
implement the curriculum, instructional
resources availale, and the contextual
implementation factors.

1.2.1 Category Teacher background, training, and experience

1.2.2 Category Teachers previous experiences of intervention implementation
1.2.3 Category Task demands of Inkhulumo

Category 1.2.1 Teacher background, training and experience

Teacher professional characteristics influence the interactions in the clasat@omwill, in

turn, influence the intervention implementation process and intervention outcomes (Becker &
Domitrovich, 2011). The biographical data of teachers provides both a sample description and
data on teachdvased enablers or constraints for implementation of SBIRidrcategoryas
presented iMable4-12, | include teacher background, professional qualification and relevant
English (FAL) teaching experience in sadary school. | excluded instructional practices

which | discuss in the subsequent categories in this subtheme.

Table4-12: Category Teacher background, training and experience

1.2.1 Category Teacher lackground, training and experience

Exclusion criteria
Instructional practices applied in the
classroom teading English (FAL).

Inclusion criteria

Teacher§professional background,
qualification, teaching experience in
secondary school and in English (FAL).

The relationship betweethe professional characteristics of tlieacher and intervention
implementation in international literature is both limited and contradictory (Century & Cassata,
2016; Domitrovich et al., 2008). In South Afrjgaor subject knowledge, limited professional
skills, and extensive teaching expedenhave all been seems barries to intervention
implementation (Nel et al., 2016; Tikly, 2011). In addition, the professional development

training given to teachers is not always contextually applicable (Mukhopadhyay, 2015).
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Therefore, assessing the @sdional characteristics of the teacher to facilitate SBIR will help

the researcher to identify enablers and constraints that may need to be addressed during

intervention implementation training.

Table4-13: Senior Phase English FAL teachers

a O » a a O A ea a

Characteristics Grade 8 English FAl Grade 9 English FA
Demand Gender Female Female

Race African African

Home language Tsonga and Sepedi Sepedi

Proficiency irSiSwati Limited Fluent

Teaching experience at school Across all grades Grade 9 and 10

No of years teaching experience 22 7
Resource No of years teaching at currer 10 7

school

No of years teaching Senior Pha| 3 6

Teaching qualification ngh(elrgligzgoma ngh(elrglig)g))loma

English as a teaching major Yes Yes

Table4-13 shows that both the Grade 8 and 9 teachers were female. Sigs#tie
home language of the students while the Grade 8 teacher was Tsonga and Sepedi, and the Grade
9 teacher Sepedi. The Gra@i¢eacher was fluent in SiSwabut the Grade 8 teacher was not
proficient in SiSwati. All the English FAL Senior Phase teachers had more than sevenf years
FAL English teaching experience by the end of the study and were qualified in this subject.

Teadher competence in emerging economies must include the influence of capacity.
While the results above confirm that teacher competence was not evident in the study, the
results also confirmed research findings that teacher competence is influenced by.ddpacit
inclusive education and the néee charging schools pose challenges to current instructional
practice (Sayed & Ahmed, 2013). The teae$teident ratios are much higher in Aee
charging schools (Sayed & Ahmed, 2013), resources are limited, laoolsareinadequately
equipped to provide quality education. In the study | found the stielaciher ratio to be on
average 1:42 in Grade 8 and 1:47 in Grade 9 (refer to Section &ifited access to literacy
resources meant that students did noelecesso instructional resources to facilitate learning

(refer to Subtheme 2.1, Category 2.118)addition, the large number of students in a class
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makes it difficult for teachers to monitor and assess the work of students (Le Fanu, 2013) and
teacherdack the skills to provide quality education to meet the diverse needs of students (Le
Fanu, 2013; Sayed & Ahmed, 2013).

Category 1.2.2 Teacher previous experiences of intervention implementation.

Intervention experience refers to thebjective perceptions the participants may have about
interventions (Domitrovich et al., 2008). Research evidence indicates that previous success in
intervention implementing enhances teacher-sii€acy beliefs (Holzberger, Philipp, &
Kunter, 2013). Th criteria used in this subthepas presented ifable4-14, focused on the
historical experiences that the participants may have had of interventbm®tatineir actual
perceptions of Inkhulumo. Participargrior beliefs and experiences will influence how they

will interpret and make decisions about the intervention being implemented (Century &
Cassata, 2016; Han & Weiss, 2005).0

Table4-14: Category Teachers previous experiences with intervention implementation

1.2.1 Category Teachers previous experiences of intervention implementation

Inclusion criteria Exclusion criteria

Intervention experiences that may influence
the implementation.

Perceptions of implementing Inkhulumo.

The teachers and other staff members of the school had partnered with the University
on the Supportive Teachers Assets and Resili@fereeira & Ebershn, 2012)and Flourishing
Learning Youth (FLY) studiegEbersohn, forthcoming)rhe STAR partnership investigated
teacher capabilities to promote resilience in schools with high rates of HIV andral&&d
loss. The FLY project involved providing psyeblocial support to students within remote high
schools. Teacher participation these partnerships meant that there was an established
relationship with some of the members of the research team. DuriRthesession in July
2015 the research team and the teachers revisited previous associations with the University of

Pretorig which are depicted in 4.7
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Figure 4-7. Previous interventions witthe University of Pretoria from PRA session

After the PRA sessigithe research team was very positive about implementing Inkhulumo at
theschool.

R1: We were all impressed with the enthusiasm and commitment of the teachers o make
a change in the lives of theirs. There will need to be some adaptions made and it may
not be practical to cover all the questions and response types of QT (ApBendi
Field notes, linet).

Category 1.2.3 Task demands of implementing Inkhulumo

The implementation ofraSBIR is influenced by the perceived requirements of the task and
the participantsability (Durlak & DuPre, 2008 Participants evaluate the practicalities of the
implementation process by taking into account the complexity and structure of the intervention,
as well as their current workload and how the intervention will fit into their daily routine
(Domitrovich et &, 2008 Durlak & DuPre, 2008 Mitchell, 201]). Interventions that are
perceived as highly structuréditchell, 2011, or very complex will not easilgeadopted and
implemented in practicédarons, Ehrhart, et al., 201.8 included only teacher percepis of
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the requirements and excluded instructional challemge associated with Inkhulumo and
teacher competence (referfiable4-15).

Table4-15: Category Task demands

Inclusion criteria Exclusion criteria

Perception how the teachers perceived thg Instructional challenges not linked to
requirements of implementingnkhulumo. | Inkhulumo andhe teacher competence.

The perceivedpecifictask demands associatedh implementingnkhulumo were identified

at the PRA sessionon 18 July 2015, by comparing what was different and similar to
implementing Inkhulumo in the South African context (refethfirst photo inFigure4-8).

The Grade 8 and 9 teachers then drew up a list of things that they would need to change in their
current instructional practices to implemeénkhulumo (refer tothe secondphoto inFigure

4-8). The changes were seendimable and did not require that the teachers learn additional
competencies. The things that the teachers needed to include in their (ass@en ifrigure
4-8)weref c o me t o c |fAatsesa cphr eapnadr eadsoknmoglated studentsands O

to get to know the student$he changes introduced would alldar more participatory
practices during classroom instructitmimprove student engagemenmhich already formed

part of the curriculum implementation proc¢B8E, 2011H.

Figure 4-8. Taskdemands identified during PRA session

However, during the implementation process teaclienfidence in their ability was

not as strong as initially presented. The teachers took longer than expected to implement the
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instructional changes and expressed their reservation as fesfiragd, but we gradually
adapting, bit by ba (AppendixE2: Semistructured interviewGrade8 teacher, linel j1The
teachers did not seem to understand the research process and were alsbo$dazed)
published in South Africa(AppendixE2: Semistructured interviewGrade &eacher, line).

The implementation dihkhulumowas becoming an excessive challenge undermining

their competence. The teachers would not initiate any instructional changes on their own and

the Grade 8teachéc ont i nual |l y asked for as s(Appendx c e
B: Reflection 14 August 201)Y A lack of confidence in ability during the initial stages of
intervention implementation is not uncommon and can be overcome with additional support
and when student achievement gains are obséhssthannerMoran& Johnson, 2011).
To summarise, results indicate that scHomded intervention research esabledat the
individual systemvhen teachers:

1 individually and collectively as teachers identify the probtkat can be addressed by

implementing an intervemdn;

1 individually and collectively as teachers see the value of implementing an intervention
to address the identified problem;
share a home language with students;
are qualified in the subject and grade they teach;
have relevant teachirexperience;

have prior positive experiences of SBIR intervention implementediuah

= =4 4 A -

initially perceive implementation task demands as doabtethat the tasks can be
included in their current instructional practices and workload.
Schootbased intervention researcltcanstrained at the individual system lewdlen teachers:
1 do not share a home language with studemd
9 during the initial inplementation process do not see the task demardizaate and

that the tasks can be included in their current instructional practices and workload.
434 Theme2: School enablersand constraints

4.3.4.1 Introduction
In this themel report on the role of the school iagnables or constrains the implementation

of SBIR. The subthemesf school receptiveness and school readiragssincluded in this
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theme The school represents both the exosystem and micros{Btenfenbrenner & Evans,
2000. As exosystemis where implenentation takes place is nested amidst structural
characteristics such as size, geographical location, student population, infrastamctseon
(Lehman, Greener, & Simpson, 2002). The structural characteristics of the school were
described in Chapté, Section 3.4.4, where | explained the initial implementation process of
Inkhulumo.

The school, however, also forms part of the microsystem as it interacts as a collective
unit with the teacher (Rosa & Tudge, 2013). In this,nble school interacts wWitthe teacher
as it supports a state of collective readiness (Humphrey et al., 2016; Weiner, 2009). Similar to
teacher readiness, organisational readi ness
refers to theorgansationalme mb e r s 6 solent@immedhent aechange and shared belief
in their collective capability to do so0 Wei

The commitment to implement change is influenced by the perceived need which may
be driven by internal or external sources in the organisationttengerceived value of
implementing an intervention by the staff membgmhman et al., 2005hea et al., 2034
However, asNeiner (2009)points out the identified need for change is not a guarantee that
the school will implement an intervention. Therefore, the researcher also has to determine the
readiness of the school to implement a specific intervef@oeenhalgh et al., 200¥Veiner,
2009. In this way, | use the qualitative results to report on school readiness as an enabler or
constraint to receptiveness to change and how it creates an implementation climate to support
the implementation of Inkhulumo.

In this theme | describe the SBIR enabteland constraints associated wétthool
receptivenesso change andeadinessto implement Inkhulumoréfer to Table 4-16). The
school and the closenestfit of the intervention to organisational procedures will make it
easier to incorporate the intervention into current pra¢celak & DuPre, 2008 Categories
included in this themeelate tathe extent to which a school was perceived to be opemaioge
(receptiveness) and how it supported the initial implementation process of Inkhulumo
(readiness). Individual system indicators of readiness for change were excluded in this theme

and were discussed in Theme 1.
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Table4-16: Theme 2: School enablers and constraints
Theme 2

Enablers and constraints of schebhsed intervention research at the school system
Inclusion criteria Exclusion criteria

The extent to which a school is open
change and how the implementation

Inkhulumo was supported by the school.
2.1 Subtheme School receptiveness to change

2.2 Subtheme School readiness to implement Inkhulum@mplementation climate)

Individual readiness to change and interventi
implementation.

4.3.4.2 Subtheme 2.1 School receptiveness to change

School receptiveness to change refers to the openness of the shmplementchange
(Greenhalgh et al., 20D4The categories included in this subtheme presentdalite 4-17
describe thes ¢ h ogenrer@lstate of affairs which are set out in their policies and procedures
and areevidentfrom its leadership practicesulture and available seurcesto implement
change (Humphrey et al., 2026 | excluded categories that specifically influenced the

implementatiomprocesf Inkhulumoas these will be discussed in Subtheme 2.2.

Table4-17: Subtheme.1- School receptiveness to change

2.1 Subtheme School receptiveness to change

A receptive context is the ability of the school to embrace new knowledge and initiates for cl
Inclusion criteria Exclusion criteria

Perceptions of the extent to which the
school embraces change as a collective
unit.

2.1.1 Category Leadership practice to supportive of change at the school

Perceptions of how the school can implement
Inkhulumo

2.1.2Category- Organisational culture of the school to manage the instructional programme
2.1.3 Category Availability of tangible resources for English literacy instruction

Leadership has been shown to be crucial through the alignment of organisational
policies and procedurde supportSBIR (Domitrovich et al., 2008Durlak & DuPre, 2008
The influence of organisational culture on the implementation process, as evidekteskhy
et al. (2005xhowthat the incompatibility of an intervention with organisational culture can
significantly hinder the progresgspecially during the initial implementation stage. The
availability of organisational resources such as time, people and fimgrae important

consideration for the implementation procésgson & Harvey, 2015).
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Category2.2.1 - Leadership practice soportive of change at the school
Leadership practices that focus on school receptiveness are associated with building a shared
vision that all the staff members are committed to and work towAlbers & Pattuwage,
2017 Weiner, 2009 The vision shouldnclude leadership practices that are contextually
sensitive aimed at improving the quality of the school context to positively influence their
st udent sf@eitownddetalm2003hereby creating a learnirgentred environment.
In addition, leadeship practices should be alignadth educational policies and initiatives
which stress a need for developing the English language skills of students and their ability to
think critically (DBE, 2014 Taylor, 2016.

Leithwood et al. (2008, p. 32) describe the influence of leadership on intervention
i mpl ementation as being a fAistrong and positi
commitment and beliefs concerning the supportiveness of their working coedition Teac her
who perceive their environment as supportive are more open to changing their instructional
practices. The strategies through which leadership direct and lead their members are by setting
the direction, developing people, refining and alignihg organisation and improving the
teaching and learning programifizay et al, 2011, Moral et al., 2018

In this subthemgd looked for evidence of school leadership commitment to change and
included categories that described how the school leaderstiiyericed the value and
importance of developing literacy skills in the students, and what support they gave to teachers
to change instructional practices in the school (refefable 4-18). | specifically included
leadership practices supporting change as demonstrated by their commitment to training,
knowledge sharingand creating opportunities for collaboration. Leadership influence on how
the instructimal programmein generalywas managedasexcluded in this category which is

discussed separately under school culture in Subtheme 2.3.2
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Table4-18: Category Perceived leadership practicestgpport English literacy in the Senior
Phase

=1(0[0] " eade D PId - PPO e 0 allge a < OO0
Inclusion criteria Exclusion criteria
Leadership practices supporting English
literacy development in students through
training, knowledge sharing and
collaboration.

Leadership practices as influenceon how the
instructional programmein generalwas
managed.

Leadership practices that focus on scheckptiveness to changee associated with
building a shared vision that all the staff members are committed to and work tgMaets
& Pattuwage, 201;Weiner, 2009. Leadership practices associated with readiness for change
create a learning environment that promotes theldpment of staff members aatkedirected
towards sharing knowledg&reenhalgh et al., 20D4in the school contexthis requires the
school leadership to have instructional knowledge of the current curriculum, instructional and
assessment practicémsed on the needs of studefgssegaard et al., 20LAs discussed in
Section 3.8.3, in understanding the requirements of the students and the curriculum demands,
leaderscan guide teachersn their instructional practices and implement interventions to
support the needs of their stude(oral et al., 2018 Through managing the teaching and
learning programme, leadership creaseproductive working conditions for teachers by
providing teaching support and monitoring effectiverieethwood et al., 208).

The school seemed open to change. To facilitate the implementation provess
fiagreedhat we would leave tablet at the school for the Grade 8 teacher to record observations
and take photos of the studéigsx er ci se books f or t h(Appemdixxt obs
B: Field notes, line 468). However, a shared resolve to implement a chargshamdd belief
in their collective capability to do so was not always apparent. When we arrived at the school
in August the teacher had not used the taldetd throughout the studgnly one short lesson
was recoded. Another example was that the curriculum changes were seen as frivolous and
politically orientated rather than linked to improving student outcomgseaented in the quote

below by the Grade 8 teacher.
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T1: Ja. There are so so so many things. What I'm trying trying to say that teaching's not
a problem, the problem is the the way the department structures things. Whenever
everyone comes to office eaaid everyone comes with his or her own method of
making things at the end and it takes us time to change every time. After 4 years, 5
years, after elections the person who come to office come with his own things| At the
end as a teacher | have to adapthat. | have to go to CAPS | have to go to NCS
every day. That is our problem.

(Appendix E2: Senstructured interview, Grade 8 teacher, line 120).

This suggests that instructional changes were not implemented in the clgss®epimy things
tot he fAiold wayo as described by the Grade 8 t

T1:. Ja. We use the old way to say if ever you have the answer can you raise a hand, so
learners raise their hands then you will pick to say this one that one. Although it is
not a good idea becausesem of t hem t hey dondt raise t he
answers and everything. Usually we ask learners to raise their hands.
(Appendix E1: Interview, Grade 8 teacher, row 24).

However, during the implementation process of InkhulumoGtezle 8 teacher commented
that she could change the way she was doing things.

T1: What you do, to me you have developed me in such a way that | am a changed
person now. | think a different way, not the way | used to.
(Appemrdix F4: Structured interview, Grade 8 teacher, line 932).

In addition, teachers did not see staff development to provide them with required
competencies to implement new initiatives as the responsibility of the school, but rather that of
the Department dBasic Education (DBE), or something that was initiated independently from
the school. According to the Grade 8 teacher, the constrained budget of the DBE meant that
teachers were not receiving the required professional development training neededno suppo
curriculum changes or to keep up to date with current practices. According to the Grade 8
teacherthe training they did receive was irregular with long gaps in between and perceived by

the teachers as inadequate as evidenced in the except below:
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R1: And how often do they do it?
T1: Hai. After a long time. Usually the department does not support teachers in such a
way that they have to, to, to make a fully, fledged training, no. They are complaining
about budget and everything in such a way that thikpmly give you papers to say
go and read go and read papers and everything. That is what they do

T1. I f fact they did not see it as tralining:
after school for 30 minut esoGaygoaddrdad, hey wi
go, and read papers and everythingp
(Appendix E2: Senstructured interview, Grade 8 teacher, line 1280 and 124).

Leadership practices associated with learning environments have been associated with
opportunities created to share knowled@&reenhalgh et al., 2004nd a collaborative
leadership style through shared responsibility and accountalfMral et al., 208).
Collaborative management that shared responsibility and accountadritigveloping English
literacy in their studente/erenot evident at the schqand the HOD explained that unlike
other schoolsthey do not have a School Governing Board. Inst¢laely have a School
Management Team that consists of the HODs, deputy principal and principal. Retrospectively
he thought that it might be a good ideatoafso:nc |l ude t he, the parent
just by advising them what we are doingsothatwc an get supp@ppendiX¥ rom t
G2: Semistructured interview, HOD, line 69&)No mention was made of including student
representatives, parents or the community to develop relationships and create a supportive
l ear ni ng dAppendixB: Fielcenotéspline 77).

Opportunities to share knowledge was not evident across the school. The organisational
structure of the school created a divide between the Senior Phase and Further Education and
Training (FET) gradesboth physically and operanally. At the entrance of the school the
Senior Phase buildings are on the left and the FET on theagbhown irFigure4-9. As can
be seen in the mito the teachers in the Senior Phase parked their cars near the classes rather a
few metersfurther in the covered parking area where the rest of the staff member3 ipayk.

also used the toilets on their side rather than the ones atthi@istration building
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Figure 4-9. School buildings

Operationally the two sections also seemed to function sepaeebflected on by the HOD

during his interview.

HOD: The bands, GET and FHlecause now it seems as if we are having two schoals
The manner those, ... this educatofrs are
Now they are writing control tests they are busy invigilating. The other side we are
teaching we domeddintehaatwith eactootherwrdess we are in a
meeting all of us, you see.
(Appendix G: Senstructured interview, HOD, line 41 and 43).

The Grade8 teacher also commented that the support she received was from other teachers in

the Senior Phagéppendix B: Field notes, line 87) and not from the other staff members.

Category 2.1.2 Organisational culture of the schodb manage thenstructional

programme

The organisational culture of a school influences the way things are routinely done and reflects
the norms, values, and shared expectations (Domitrovich et al., 2008). Schools with a high
performing culture are not only open to menays of doing things, making them more receptive

to implementing interventions (van Geel, Visscher, & Teunis, 2017), but also focus on
curriculum management (Moral et al., 2018). In this category, as presenfatlev-19, |

used the general management of the instructional programme to assess the culture of the school.
Schools where teachers do not consider school leaders as being involved in the managemen
of the instructional programme score low on intervention implementation (Moral et al., 2018).
lincluded categories that reflect how English FAL instruction was managed in the Senior Phase
of the school to describe how things are routinely done. Ircp&ati | looked for examples of
instructional leadership and the dmyday management of the instructional programme. The
data excluded in this category were descriptions referring to administrative leadership and

organisational support.
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Table4-19: Categoryi Organisational culture at the school

2.1.2 Category Organisational culture of the school to manage the instructional programm
Inclusion criteria Exclusion criteria

Categories thatlescribed the day to da
instructional plan for English FAL and h
instruction was generally manaden the
Senior Phase at the school.

Categories referring to administrative leaders}
and organisational support.

Managing the instructional programrieks to the policies and procedures the school
uses to cover the required curriculum (Moral et al., 20¥8}hout a plan to cover the
curriculum and the day being structured for maximum instructional time, learning cannot take
place (Hoadley et al., 20R9The results suggested that instructional leadership was not part of
the culture and instruction planning was done by the teadMen | asked the teachers how
they decided on the lesson contdmith teachers said that they folledwhat wasin the
textbook:

T1: Usually inside this particular textbook there are poems and stories that are here
although in in in this one there are no stories. According to poems there are| other
poems. Those are additional poems. Some of them are straight here insthrg les
(indistinc) today we are doing this according to the Caps docuni@ppendix E2:
Semistructured interview, Grade 8 teacher, linel8).

Al t hough the Grade 8 teacher seemed to follo
this was not the caseith the Grade 9 teacher. Trable 4-20, the lessons presented by the

Grade 9 teacher on the 15 and 22 of August 2018 should have come from term 3 and hot term

Table4-20: Lesson plan from teacher manuals

e O PDla O ed e a a
Observation date | Lesson presented | Grade| Term | Week | Theme

05-May-18 The Door 8 2 1-2 | Hiking in South Africa
05-May-18 Seashore 9 2 1-2 | The circle of life
15-Aug18 Rhino 8 3 3-4 | Look after wild animals
15-Aug18 Chp 17 Mossie 9 1 1-2 | In-between

22 Aug 2018 | The Snare 8 3 3-4 | Look after wild animals

22 Aug 2018 | Fifteen 9 1 3-4 | It's tough to be me
13-Sepl8 Black Eagle 8 3 5-6 | What is your identity
13-Sepl8 Red Kite 9 3 7-8 | Rain and more rain
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In addition, the Grade 8 teacher used the Platinum series to teach Englishaifdb)e Grade

9 teacher used the Via Africa series. When | asked the teachers whaldecitie teaching

series the Grade 9 teacher explained that it was a joint decisiorth&itHOD and subject

teacher:

T2:

Actually i1itds a the Department of

choose. We look at the books then we check, check whe& maybe its good 3
checking the, the topics and what its the contact then we decide to say lets t:
one. It seems to be good. (Appendix
E3: Semistructured interiew, Grade 9 teacher, line 294).

it it os
Department of, of Languages in school. We decide. They give us samples, then you

\h
ake this

In terms of the dayo-day instruction timemy perceptions were that instruction time was not

appropriately managed. Furthermore, the daily routvezgnot sufficiently planned to ensure

optimal use of instructionalrtie. In the lessons | observed:

R1:

students would come in late and the pace of instruction was slow and rep€higy
transitioning from one activity to the next took particularly long, especially in
Grade 8 class, as the Teacher would not htheerequired resources ready for t
students to start the next task both Grades the students were often left alon
the classroom especially when the writing activity started (Appendix
Al: Fieldnotes, lines 19

e.
the

e in

R1:

Despt e the teachersé confirming that
out in the teacher manuals, throughout the observations the teachers were ne
to confirm what lesson would be presented on the scheduled observation daté
we arrivedat the school photocopies of the lesson had to still be made ar
teachers still had to coordinate changes of the lesson times with the other te
(Appendix AlFieldnotes, lines B8

t hey
er able
2. When
d the
achers

Besides observing how the teachers managed their day to day instructional plan, | was

also able to observe how instruction was managed across the Senior Phase. | noticed that

Astudents wouldfba tebhthen wh s({Agpéndiet Fialdif r o m

notes, linel7). The lack of teacher supervision and no instruction taking place in the classroom

was very apparent during the teacher strikes. In dweencluded in this them2017 the

teachens&wemmni on strike to protest aga
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administrative vacancigdlthembu, 201). The strike started a week before the June exams
(refer toFigure4-10) and some schools in the district were closed while in others the teachers
only gave class till 10:00 when they left the school to join the strike.

R1: While the teachers were absent the scinmmhagement did not make any alternative
instructional arrangements and students who attended school stayed in their
classrooms on their own. (Appendix
Al: Fieldnotes line 27).

Sadtu and Nehawu strike enters it's sixth week

The unions are protesting over the placing of a moratorium on the filling of vacant
posts and the reduction of the budget.

June 18, 2017

Figure 4-10. Newspaper clipping of teacher strike
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Category 2.1.3 Availability of tangible resources for English literacy instruction

Tangible resources for English literacy instruction are physical res®wuch as

access to

books, libraries etdn school contexts where infrastructural challenges exst resources are

limited, additional adaptations to the intervention are requyiédon & Harvey, 2015 The

inclusion and exclusion criteria are presentedlable 4-21. Only physical resources for

English literacy development were included in this categdgsources needed for

implementing Inkhulumq structural resources, time and support as forms of intangible

resources were excluded.
Table4-21: Categoryt Available resources for literacy instruction

ategory Avallab OT anglioie reso €S 10 9 Cld O

Inclusion criteria Exclusion criteria

Categories describing the availability of | Structural resources, resources needed to

resources for instructional practices. implement Inkhulumand intangible resources

From interviews with teachers, they expressed numerous challenges to support student learning

in English. The school did not have a library, there were insufficient textpaot®nly a few

students had dicinaries or books to read as described by the Grade 8 and 9 teachers.

Tl: Generally, as for now here in ou

Semistructured interview, Grade 8 teacher, line 4).

r school

in such a way that | wouldn't say they take books, they only use their books that they,
they, ae having to read at home. (Appendix E2:

T2. I n in |literature we donot have
textbook the prescribet@xtbook so all the literature its there in the book

E3: Semustructured interview, Grade 9 teacher, line 274).

the presc
like short

stories. The short stories are there. Poems, drama (indistinct). They are there in the
in that prescribed textbook (Appendix

Semistructured interview, Grade 9 teacher, line 282).

T2: We do have a lot of shortages of short of textbooks in our school. Uhh sometimes
uhh our principal and our head of departments they go and borrow these texibooks
from other schoolsSometimes in other subjects we do and in other we don't get|them.
We make copies. (Appendix E3:
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Without sufficienttextbooks student engagement in the classroom with the text is diffesilt
discussed in Subtheme 1The teachers then havepgbotocopy the relevant sections of the
textbook for the lessons or students have to share whatever textbooks are available among
themselves. When the photocopier is broken for several weeks running, English instruction
becomes challenging as indicatedthy Grade 8 teacher below.

T1: Eish. That is the problem. Why you have to read in your textbook. Sometimes you
have to write on the board. You cannot write a story on the board. You have to read
for them, then you write questions on the board.

(Appendix E2: Senstructured interview, Grade 8 teacher, line 12).

To provide the studentsith access to different reading materjalse teachers rely on the
support of their colleagues who bring newspapers and magazines to the schodttatehts
to read.

T2: Even some we also have support from the other teachers. Those who buy these
papers everyday. They bring the, the, the material the, the, the newspapers, uhh
magazines. So we do have support from other teachers
(Appendix E3: Senstructured interview, Grade 9 teacher, line 280).

4.3.4.3 Subtheme 2.2 School readiness to implement Inkhulumo

Organisations with positive implementation climatere not only more willing to implement
interventions but alsexperience improved outcomésarons & Sommerfeld, 2012Based

on Kl ei n andWeherrerah @611, m &jefimé implementation climate (also
referred to as school readiness) as fia share
of the extent to which an organisation's implementation policies and practices encourage,
cultivate, and reward innovation useo. Schoo
implemented and focuses on the people implementing the interventiomcluon criteria

presented inTable 4-22 were perceptions of how the school supported the Grade 8 and 9
teachers during the initial implementation process of Inkhuldie three categories included

in this subtheme as they describe wére scho
implementatn support given to the teachers, situational factors and the compatibility of
Inkhulumo within the school system. Descriptions of how the school supported general change

initiatives were excluded as this was discussed in the previous subtheme.
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Table4-22: Subtheme 2.2 School readiness to implement Inkhulumo

2.2 Subtheme School readiness to implement Inkhulumo (Implementation climate
Implementation climate is the perception of how the Grade 8 and 9 teecfelt supported to
implement Inkhulumo.

Inclusion criteria Exclusion criteria

Shared perception of the implementation of

Inkhulumo and how the Grade 8 and 9 Receptiveness of the school as they suppor
teachers are suppted by the school to change initiative.

implement Inkhulumo.

2.2.1 Category Support given to the Grade 8 and 9 teachers to facilitate the implementatic
by the school

2.2.2 Category Situational factors that may influence the timing of implementing Inkhulum
2.2.3 Category Compatibility of Inkhulumo with existing teaching practices, culture and
values in the school

Category 2.2.2 Support given to the Grade 8 and 9 teachers to facilitate the

implementation by the school

Leithwood et al. (2008, p. 32) describe the iaflue of leadership and intervention

i mpl ementation as being a fistrong and positi
commi t ment and beliefs concerning the suppo
statement is supported by research BiRSshowing that implementation is influenced by how

active and supportive leadership is during the protems Geel et al., 201 Zimmerman,

2018). As presented ifable4-23, the categories | used to assess supportive leadership were
based on leadership practices that ensured opportunities to develop intervention competence,
provided academic coaching and jtethe Grade 8 and Grade 9 teacher accountable to
implement Inkhulumo. | excluded categories that referred to the professional development of

the Grade 8 and 9 teachers.

Table 4-23. Support given to the Grade 8 and 9 teachers to facilitate the implementation

Inkhulumo

2.2.1 Category Support given to the Grade 8 and 9 teachers to facilitate the implementatior

Inkhulumo

Ensuring opportunities to develop
intervention competenceproviding
academic coaching and keeping the Grag Teacher development for professional competen
8 and Grade 9 teacher accountable to and general performance measures.

facilitate the implementation process of
Inkhuluma
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Supportive leadership practices are demonstrated by the time and resources made
available to develop teacher intervention competence as well as providing teachers with
academic coaching and mentorifigeithwood et al., 2008; Moral et al., 2018)he school
should have policies and procedures in place that evaluate the intervention and the
implementation proceg®uda & Wilson, 201k Supportive leadership practices towards the
Grade 8 and 9 teachexgrenot evident in the data collected.

Training was allaved at the school but despite committing to attending the training
sessiongithere was a marked absence of the acting principal and the HOD at all the training
s e s s (Appensliv F1: Fieldnotes3 March, 2017, 14 August 2017 and 13 September 2017).
The HOD did, howeverattend the PD training with the other school teachers on 28 July 2018.
Without training on Inkhulumghe vice principal and HOD were not able to provide the Grade
8 and 9 teachers with any academic coaching or mentoring.

Leadership suppbmas also not evident during the initial implementation process of

Inkhulumo.

R1: Instruction time changes for observations were left to the teachers and seemed to
happen only on the day that we arrived at the schéthien the vice principal and
HOD wereat the school during observation days we were welcomed but neverjasked
for feedback or information on the progress of the implementation process (Appendix
F1: Fieldnotes Line 49.

The evaluation of Inkhulumo was implicitvhich made it difficult to detmine if the
implementation process was having any impact on student performance astieaeformal

student or teacher assessments. Overall, the perceptions of the teachers, students and HOD
were that student engagement increased during English $emsdim other subjects. However,

there was no quantitative data to confirm this. In the HOD intephieveommented that:

HOD: observations is that it was quite interesting for both the educators and the learners
because | see more improvement especially in the grade 8 learners because | used
to see them daily, the participation, to be active, they're confident when they|came,
they first came from primary school there was no such there was no such.

(Appendix E.3: Interview, HOD, line 8).
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Similarly, the students indicated behaviour changes in the classroom with increased
interactions and more learning taking place as reftedy the studerdeader L40 in the

response below

L40: Quality Talk class people are more active and they are always speaking up a when
they are speaking to teachers they are disciplined even in class you can see them
now they have changed they are not like the first time they were not in Quality Talk
class. o
(Appendix E.7: Interview, L40, line 271).

In addition to not having a formal method to evaluate the effectiveness of Inkhulumo, there
was no procedure to measure how well the teachers implemented Inkhulumo. Despite dates
being confirmed for obseations and feedback sessiptieese were not kept by the teachers.

This made me feel that the teachers were not being held accountable for the implementation
processas demonstrated by the comments below in my field notes.

R1: Classes are ending earlgday for a farewell for a teacher, so we had to leave
without giving the teachers feedback
(Appendix BReflections, August 207
As | suspected last time the teachers have gone on strike. No observations dpne
today and had to driverstight back to Pretoria.
(Appendix B: Field notes, lin&l).
There were lots of interruptions during the lesson, with students coming in late and
other students being call otthe teacher left the clasom often to talk on her cel
phone so we had to take over the QT lesson.
(Appendix B: Field notes, lingl).
We were only informed today that the Grade 9 teacher would be at a speech festival
so R2is going present the agreed to QT lesson to the students.
(Appendix BReflections, August 20}.7

This perceived lack of accountability meant that feedback on the intervention process and
opportunities for collaboration changes to theivention for improved outcoméalbers &

Mildon, 2015 were lost. Furthermore, the teachers also did not receive any formal recognition

by the school for participating in the intervention. Instead, this role was shifted to the research
team and in the[P session on 28 July 20iBe teachers were acknowledged for taking part in

the implementation process.
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Category 2.2.2 Situational factorsthat may influence the timing of implementing

Inkhulumo

Situational factors were considered tothe dayto-day events that influence the running of a
school and as it influenced timeliness of implementing Inkhulumo. Irrespective of how good
an intervention is, it should be implemented when the teacher is tezigyfficient time to
implement the lskange and when the internal political environment supports the implementation
(Weiner, 200%. For thiscategory | included indicators of the dap-day operational factors

of the school that influenced the implementation of Inkhulumo (refEalide4-24). | excluded
historical time influences on the implementation progsbhgh | discussed in Section 2.3 when

| presented an overview of the South Africeducation system.

Table4-24. Category Situational factors influencing the timing of implementing Inkhulumo

1.2.3 Category Situational factors that may influence the timing of implementing Inkhulum
Inclusion criteria Exclusion criteria

Timing factors that may influence the
implementation of Inkhulumo at the school | Historical time influences.
that influence the dayto- day running of the
school.

In resourceconstrained environmensxtra time is needed for change to occur to build
trusting relationships and for the teachers to understand and implement the intervention
(Ebersohn, 2015; Murphy, 2015)he implementation of (Eu requires a minimum of 10
weeks(Murphy & Firetto, 2018)or change in student performance to be observed. It was
against this background that it was agreed the study would cover g ¢aregeriod consisting
of three phases during which a trial adaption of Inkhulwoold be implemented. Ihable
4-25, an outline of the plan is presented from the consent form agreed to and signed by the

principal in February 2016.
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Table4-25: Outline of initial study programme

PHASE 1: March 2016 - May 2016
Understand how English literature is being taught without QT & First changes to QT
Visit the school to understand the English literature classroom discussions
(once a month for two schooldays, total of 6 school days over three months)

PHASE 2: March 2017 - October 2017
Pilot/Trial of adapted Quality Talk for South Africa
The second phase will consist of implementing a pilot/trial of QT for South Africa
over eight months. In this phase the educators implementing QT will be observed
during the English literature lessons of the participating classes.
(once a month for two schooldays, total of 16 school days over eight months)

PHASE 3: Train other educatorson QT
Dates and process to be confirmed

As discussed in Section 3.4iBe reducegrogramme would be implemented over
eight months. This would provide the teachers with extra time to understand and implement
the intervention. While this was agreedimoprinciple the situational factors in the school
meant that the implementation pragrme had to be adjusted several times.
As illustrated below, staff changes, teacher union action and administration challenges
were identified as situational factors that negatively influenced (constrained) the
i mpl ementation of I nkhul umo at the individu:
the Graded teacher was moved to the Grade 10 class and did not want to be included in the
study, while the newGrade 9 teachealso did notwant to partner in the study. After the first
meeting at the schadlwas concerned that | would not be able to do theysatithe school.

R1: My feelings after the meeting was that the research is in jeopéfidy.only one
teacher there will not be enough datdere are numerous challenges that we
needed to overcome that are not part of the implementation e.g. schaokpolit
understanding the dynamics within the school, not creating expectations that
cannot be met.

(Appendix BReflection Feb 2016.

Then in 2017 thg r i nci pal resigned, and | became <co

commitment to the intervention.
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R1: With the resignation of the principal the relationship between the school and
research team has changed. My personal perceptions are that the comimame
the implementation process has reduced. The vice principal does not get invalved
and his absence at the school and training sessions confirms to me his lack of
support to the implementation process.
(Appendix BReflection March 2017).

Then in June 2016, teacher union action (a strike) startetrattto reporfino observations

done, drove all the way @ppdndixB Fedd natas,rfir@d).g ht b a
In addition, a &ck of administrator support posed numerous challenges in the study.

Administrative support during an intervention assists with the planning and increases

accountability for quality implementatiofDomitrovich et al., 2008)Despite the teachers,

HOD and pincipal agreeing to dates for the school visits these were not always adhered to.

This was a challenge for implementation:

R2: The major challenge we have now is that the teachers have stated that our
classroom observations can only stafter the Easteholidays. They are currently
getting ready for tests/examinations. But they did say thereafter, we are free to
observe every week from rdAgbril till end of May; and in June we'll see what ca
be done becaughen again they have to prepare for exams.

(Appendix BReflectionsApril 2017).

=)

The importance of having a schedule to confirm school visits in advance was identified by the

HOD as recommended for future interventions.

HOD: But the problenmow is it is the manner that we are working, we are working as if
we are working on chances when we have op
if we have the schedule it is a programme of some kind | think it can be easily
monitored that's where you canme out you can observe mistakes, you can
observe what we term success and all this and you can also observe challenges
(Appendix E3: Senstructured interview, HOD, line 95).

However, he also suggested that the schedule should be flexible.

HOD: Becausehis will guide us it's not the final, one, two, three..
(Appendix E3: Senstructured interview, Grade 9 teacher, line 103).
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Category 2.2.2 Compatibility of Inkhulumo with existing teaching practices, culture and
values n the school
The compatibility of an intervention refers to the degree of fit with existing practice and values
(Harvey & Kitson, 2015). Research findings confirm that the more compatible an intervention
is to the organisational cultyrdhe more readilytiwill be adoptedDurlak & DuPre, 2008
Greenhalgh et al., 20D4In this category (refer tdable 4-26) | compared the curriculum
instructional requirements and the current instructional practices used by the Grade 8 and 9
teachers to specifically engage with comprehension text during thevetddessons with
Inkhulumo. | excluded literacy instructional practioesich | discussed in Subtheme 1.3.

One of the principles on which the curriculum is based, encourages an active and critical

approach to learnindBE, 2011b). This principle alignseil with components of the Q@§u

model to enable the teacher to i mplement qua
contento (Croninger et al., 2018, p. 16). 1In
on which the curriculum and tl@Tpsumo d e | are based for talk to

cot hi n KMumphy & Firetto, 2018).

Table 4-26. Category 2.2.2 Compatibility of Inkhulumo with existing teaching practices,

culture andrvalues in the school

2.2.2 Category Compatibility of Inkhulumo with existing teaching practices, culture and valt

in the school

Perceptions of the closeness of fit or compatibility of the intervention to instructional prac
and values of thechool.

Inclusion criteria Exclusion criteria
The alignment of Inkhulumo with
curriculum requirements and the Literacy instructional practices observed during

instructional practices used to discuss th| the lessons.
text comprehension text during the
lessons.

As discussed in Chapter 3, Section 3.4.3, the four componentspef €the instructional
frame, discourse elements, teacher modelling and scaffolding and pedagogical principles.
Instructional frame refers to the interaction between the teacher and students during the
discussion which is characterised by an eparticipation patrn of turn-taking where the

student assumes interpretive authority of the (dktirphy & Firetto, 2018) During the
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interviews with the teacherthey confirmedheobservation data that discussions were teacher

directed as can be seen from the teaclsromses below.

T1:

R1:
T1:

Ja. We use the old way to say if ever you have the answer can you raise a I

and, so

learners raise their hands then you will pick to say this one that one. Although it is
not a good i dea because s omadtoeyhatelthem t hey

answers and everything. Usually we ask learners to raise their hands

And i f they dondét raise their handpgs and t
Usually | end up saying what about you? What can you say? You end up maybe
pickinge ver yone. At the end, I f ever all of
start from the first group to say, first line, what about you, what about you? So they

will start talking something. (Appendix
E2: Semistructured interview, Grade 8 teacher, linesZg).

Although the Grade 9 teacher confirmed that she encourages all her students to talk

during the lessons the interaction in the classroom teacherd i r e dhe@rdde 9 tBacher

seemed to make a point of asking as many students as she could in the lesson and alternated

between asking a female and then male studlentt Appendi x B: Fi e

|l d not e

In addition, when the studelgaders were asked what they tkabout Inkhulumo, they

confirmed that they enjoyed the new open pattern of interactions which was different to the

usual lessons as expressed by stutdamter L35 and L19.

L35:

When we ask questions there are some rules in the group that told us that on
person at a time and so we don't need to raise hands, we don't argue about @

e
ther

people's ideas, we argue, oohh.. We donot

ideas so what teaches me is that when someone is talking answer don't discr

iminate

or laugh athim we need to have this patient and love for him/her to talk to us as we

are a group mem..., quality leaders.
(Appendix F2: Structured interview, Studésdders Grade 8, 312).

L19:

Yes and thought, all, all in is my hands as a group leader so now | realised,
time goes on | realised that it's for all of us in the group and yh
(Appendix F3: Structured interview, Studésdders Grade 9 teacher, line 19).

vhen
aa..

Thediscussion elements QTpsudetermine the nature of the talk through the type of

guestions and responses to the text. The two main types of questions are authentic and text

guestions. Authentic questions are oeiledand test questions presupposeecHft answer
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(Wilkinson et al., 2010)The response the student elicits determines the type of question. Only
guestions from the textihodk awleer 68 da sskaecdch.e r BWr (¢
seem very anxious and are struggling to differéenga b e t we e n (Ajp&€ndiaBi EieldA Q 0

notes, line4l). Teacher modelling and scaffoldingefers to five specific teacher moves that

enhance highevel comprehension and critieahalytic thinking about the texMurphy &

Wei, 2018) Modelling was usedt most by the teachers who corrected mispronounced by the
students and tmeanswered the difficult questions for th€éAppendix B: Field notes, lin26).
Thepedagogical principlesn QTpsur e f er t o the five principles
on learning and teaching of langua@durphy & Firetto, 2018) Data was silent on the
pedagogical principles of teachers.

The value of an intervention is determined by the extent to which it addresses the
identified need (refer to Category 1.1.2).

Previous teacher intervention implementation experience (refer to Category 1.2.1) as
an indicator of changefficacy was also an enabler. The positive experience of teacher
participation in the STAR and FLY projects facilitated the willingness of the ¢eado
implement Inkhulumo. The perceived task demands of implementing Inkhulumo into
instructional practice was seen as doable and could be fitted into the current workload of the
teachers.

Situational factors constrained teacher chaseffjeacy (refer o Category 1.2.3). The
timing of implementing Inkhulumo initially seemed appropriate. However, staff changes
before and during the implementation in conjunction with a teacher union strike was not an
ideal time to implement an intervention for the schaul ¢he researchers. In the following
Theme the broader contextual factors that influence implementation readiness will be
discussed.

In summary, n@nablersof schootbased intervention research of #ahool as a microsystem
were evident in the data.
Basal on resultsit is evident that schoddased intervention researchasnstrained at the
microsystemvhen:

1 the school does not include literacy development as a strategic goal;

1 the school does not have a culture of managing the instructional programme;

1 the school does not make tangible resources available for literacy instruction;
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1 the school does not support teachers during the implementation of an intervention;
i situational factors are not conducive to implementing an intervention; and
1 the intervention is1ot compatible with existinghe teaching practices, culture, and

values of the school.
4.3.5 Theme 3: Implementation enablers and constraints of Inkhulumo

4.3.5.1 Introduction
In this themel complement and extend the results presented in the previous sectionsibedesc
teacher competence and intervention perceptions as SBIR implementation enablers and
constraints in the classroom. The subthemes are teacher professional characteristics as enablers
or constraints of intervention implementation and stutkaderéperception of implementing
Inkhulumo (refer toTable 4-27). The classroom in this study represents the mesosystem in
Bronfenbrenner 6s bordngto Brdnferiprermer the chrewadteristics ofAhe
mesosystem are similar to the microsystem except that the interaction occurs across settings
(Rosa & Tudge, 2013Therefore, the quality of interactions within the classroom is influenced
by the charaetristics of the teachers, students, school and intervention enabling or constraining
the implementation of SBIRDomitrovich et al., 2008)

In Section 4.21 used quantitative data results to describe the enablers and constraints
regarding students andusentleaders. In the first two themdsreported on the qualitative
data to describe teacher readiness, school receptiveness, and school readiness (microsystems)
as enablers and constraints to SBIR. In this thdmeesent the qualitative and transfodne
results to describe teacher competence and stisslers perception of Inkhulumo aan
influenceonimplementation in the classroom.

Table4-27: Theme 3: Implementation enablers and constraints

Inclusion criteria Exclusion criteria

Preimplementation enablers at the individual and
collective level that are independent of the
implementation process.

3.1 Subtheme Teacher professional characteristics as enablers or constraints of
intervention implementation

3.2 Subtheme Studentleaders perception of implementing Inkhulumo

Implementation enablers and constraints i
the classroom.
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The inclusion criteria presented able 4-27 are enablers and constraints in the
classroom that influence the implementation of Inkhuluyarad | excludd individual and
collective factors from the pfienplementation stage in this theme. | describe teacher
professional characteristics of the teacheéhefirst subtheme to create an enabling classroom
learning environment to develop English literacy skifi students. In Subthemel2iescribe

the perceived benefits and challenges of implement Inkhulumo.

4.3.5.2 Subtheme 3.1 Teacher professional characteristics that enable or constrain
intervention implementation

An understanding of the professional charast&s of the teacher provides powerful insights

of the relationship between the immediate implementation context (classroom) and
intervention outcomes which can be addressed before and during the implementation of SBIR
(Domitrovich et al., 2008; Humphrey a&l., 2016) The inclusion and exclusion criteria for this
theme are presentedTiable4-28. The inclusion criteria focus on the professional competen

of the teacher to teach English literature to second language students. | exclude general

curriculum instructional practices used by the teachers.

Table 4-28. Subtheme 3:1Teacher professionaharacteristics as enablers or constraints of

intervention implementation

3.1 Subtheme Teacher professional characteristics as enablers or constraints of
intervention implementation

Teacher competence in providing quality literacy instruction therebgtimg a positive learnin
environment to develop literacy skills in students with English as a first additional languag
Inclusion criteria Exclusion criteria

Professional competence of the teacher
teach English literature (FAL). '

3.1.1Category- Instructional literacy practices for students with English as a first additiona
language

3.1.2 Category Student engagement during English literature lessons

3.1.3 Category Classroom management to create an enabling learning environnfent
students

Teacher professional characteristics influence the interactions in the classtuiom
will, in turn, influence the intervention implementation process and intervention outcomes
(Becker & Domitrovich, 2011). For analysis of teacher professional characteristissd
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force, resource and demand characteristicaragfluenceon the interactions betweed
microsystemgTudge et al., 2009In this sectionl specifically included teacher characteristics
that create an enabling learning environment (also referred to as classroom ¢ltaat&)
Weiss, 2005 Weiner et al., 2011 Teacher professional contpace was assessed by the
quality instruction in the classroom as demonstratedidstructional strategies student
engagemengand classroom managemer(schannerMoran & McMaster, 200 Together
thethreecategories describe the implementation climatbé classroorfHan & Weiss, 2005;
Weiner et al., 2011)

Category 3.1.1 Instructional literacy practices for students with English as a first

additional language

As previously stated, English is not the home language of the students but is thedasfguag
teaching and learning. The inclusion criteria for second language literacy instruction as
presented inTable 4-29 includes grammar instruction, vdm#ary development, and
opportunities created for reading, speaking and writing to develop linguistic proficiency
(Grabe, 2009; Rothenberg & Fisher, 2007). In addition, | looked at the use of home language
during classroom instruction. Research on liteta®/ a ¢ h eeffisady byl schahnesMoran

and Johnson (201%howed that teachers with a high sense ofefétfacywould use different
instructional strategies to meet the diverse needs of their stugjggnisignificantly more time

on writing each wek, taught more grammar and spent extra time explaining writing processes.

Table4-29: Category Instructional literacy practices for second language students

3.1.1 Category- Instructional literacy practices for students with English as a first additiol

language.
Inclusion criteria Exclusion criteria

Instructional practices for teaching literature | Content instruction practices for students
for students doing English as a first additiong with English as a first additional language.
include grammar instruction, vocabulary
developmentpractisingall forms of language
and use of home language.

When asked hogrammatris taughithe teachers explained that they do grammar and literature

on separate days but that grammar questions are usually included in the comprehension tests.
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T1:

R1:
T1:
(Appendix E2: Senstructured interview, Grade 8 Teacher, line 46).

| have separate, separate lessons for grammar but every time whenever yc
grammar sometimggou will end up taking some of them because they are ther
me give you an example in comprehension. Whenever they are r¢
comprehension, comprehension, at the end of the comprehension test th
guestions based on the comprehension thereatrld there are questions, grammn
guestions based on the comprehension so at the end they interact all, where

is is short story at the end grammar is there at the end of the short story

And you go through all of that with them?

Yes

u read
e. Let
pading
bre are
nar
whether

R1:

As the teacher explained, there were grammar questions in the comprehensi
which they would discuss during the lesslmnaddtion, the teachers would alg
refer to previous lessons where similar grammar topics were explaifad
example, during the narrative readings the Grade 8 teacher focused on grs
and the Grade 9 teacher spent time discussing the role of the
(Appendix B: Field notes, lin®.

DN tests
0]

\mmar
yriter.

Schoolwork was marked by the students themsgl®sndicated in thexcerpt from an

interview with the Grade 9 teacher below. However, during the observations stuidenft

was not marked in the lesson. No evidence of how grammar was corrected in thesstbident

books was apparent.

T2:

Yesit makes it easier for, for the learners when you mark with them in class
because you even correct them when we do corrections together in class. Ja
makes it easier. At some in in most of the time we mark this activities togethe
the with the lemers in class.

(Appendix E3: Senstructured interview, Grade 9 teacher, line 360).

it
r with

Vocabulary instruction was limited and consisted mainly of the teacher or stuaeimigreut

the definitions of the word in the column next to the text in the book (Appendix F1: Fieldnotes).

In the excerpt below from the interviews, the Grade 8 teacher describes how she assesses

comprehension and teachexabularyto the second reseamh(R2)as follows:
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T2 Yeh some of the some of the lessons under vocabulary are also here in the book
R2 So so do they have dictionaries that they use for that dogou just ask them to
write the new words or do they just say if they have difficult words that they don't
know?
T2 Most of our learners do not have dictionaries. They we do encourage them to have
but there are very few who have dictionaries. Ja we g\&@gs0. Maybe what is
affecting that is also the area, ja.
(Appendix E3: Senstructured interview, Grade 9, line 386, 389 and 390).

T1 You will see if eve rfthechdgs,thdtdswﬁJeteyawwild erstan
go back and try |like in in case of]| poems
figure of speech in such a way that we will go down back to say what are figure of
speech because they end up not understanding parteedtspnd figure of speech,
S0 you go down again and try to explain to them.

(Appendix E2: Senstructured interview, Grade 8 teacher, line 38).

As can also be seen from the excerpt above, the opportunitlesetop linguistic proficiency

were limited. Through reading and listening activities, the students hear the language in
context, gain an understanding of language form (Bernhardt, 2010) and are exposed to grammar
and vocabulary (Judd, Tan, & Walberg, 2p0During the classroom observations | (R1)
noticed that ..

R1: the same few students were asked to read the text out in the Grade 8 and 9 glasses.
The Grade 9 teacher seemed to make a point of asking as many students as|she
could in the lesson and alterteal between asking a female and then male student
(Appendix B: Field notes, line 56).

Writing practse consisted of completing the comprehension test at the end of the
| essons. As can be seen in the examgksips of t

Figure4-11, the answers were made up of emerd or very short responses.
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Date: 15-Aug-17
Grade: 9B

Story: Chp 17 Mossie
Student: 9B-3

1.Sometimes in hge  there (s N happt endfng.

2. the story s narated in the pust person. _—
3. the grerds g (Nunaag  ended yp weing  the victim
©.lhe narrotor  was Munaag’s best  3rend.

4. The school ‘ac///y will conered him and T

wd! step mn +o Fight- on his  behak .From +hat

clcu/ on we wll be /:}rm ;rréde.H/'s /)arenfs go}H

own o Cag€ on 6" Avenu€ and T wdl |we

on (0" Avenue <o will use +o walk fome
toqe-ther -

Date: 22-Aug-17
Grade: 8A
Story:  The Snare
Student: 8A-7
U] C:-)ec'lrcm'r‘(}
®) MO, pecause  €ne  peee  ©ay 1 Cannot [ ind
QA_PIGCe where *"ny pepaw 15 1h Qq Snre -
&IRS)
g) Because ene rpace nas ’00’“'”] oea=d Scared
arcl  oad -

jj’It help Jo 0 saw Q erﬂklnlf\() iiexle
Face -

k) INterest IN. €Ehe ravbit

VPain anc aqga«n

Figure4-11 Ex ampl es of studentsdé writing

Learning English content requires that a studenst beable to interact and construct

meaning from a lesson. The use of home language during instruction addresses two functions.

Firstly, it enables students who struggle with English to understand the content of the lesson
(Hall, 2011). Secondly, the use of home language during instruction develops proficiency in
both languages (Bedore et al., 2010; Grabe & Stoller, 2011). SiSwati waslaodedha the

lessons, and the Grade 9 teacher explained the school policy to be:
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R2: Oh say for instance in maths class now. Would they use SiSwati?

T2: No they not allowed. They only language of teaching its English

R2: And they have tstick to that?

T2: Yes

R2: Or what about outside the class

T2: Outside the class they do, we hear them. But what is being encouraged at our
school to say the the | anguage of tteachin
strictly English.
(Appendix E2: Senstructured interview, Grade 8 teacher, lines 411 to 416).

The Grade 8 teacher (see below), shared in her interview that she adhered to the language
policy despite the fact that some students do not understand Enggikimg it difficult to teach
them. She also mentions that she cannot speak SiSwati and was unable to communicate with

her students in their home language.

T1. Thatis a big problem becauseave Si Swat i | dondt wunder st an
usually try to, to, to, to communicate with them in English but you can see that
some of them they, they, they, they donoét
that sometimes we, we, we, we, we call SiSwathegs to help us in those few
learners who don't understand
(Appendix E2: Senstructured interview, Grade 8 teacher, line 50).

Category 3.1.2 Student engagement during Engliditerature lessons

Based on engagement measures of teacher efficaggdhannesMoran and Hoy (2001)l

looked for examples of how teachers made the literacy lessons more interesting and to see if
creativity and critical thinking were encouraged durihg tessons and excluded general

engagement strategies used by the teachers (réfabte4-30).

Table4-30: Category Student engagement during English literature lessons

3.1.2Category- Student engagement during English literature lessons
Inclusion criteria Exclusion criteria

Instructional practices used by teachers
engage during the literature lesson |
encouraging creativity and critical thinking.
Therewas no evidence of teachers encouraging students to be craasbhewn ifrigure4-12

General classroom engagement strateg
used by the teachers

with the Rhino lessarStudents had to design a placard with statements that express the feelings

of an activist outside a courthouse where poachers are to appear in court.
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Figure 4-12. Student examples to activist poster question

One of the questions in the comprehension test asks students to create an acti

vist placard

against Rhino poaching. Insteadsentence or twaverewritten in a paragiph form with no

attempt to create a poster. The Grade 8 teacher did not use this opportunity to encourage

creativity among the students.

Teachers did not challenge students to think critically about what they read. The

structure of all the lessons obsatweasexactly the same, except for the two lessons when the

students spoke to the game ranger on 15 August 2017 and the QT lessons on 13 September

2017.

R1:

The lesson would start with a pdiscussion on the text, the same students would

be selected to e&l sections of the story out to the class. In Grade 8 the teache
would then read the story again and the Grade 9 the teacher would ask speci
students to read to the class again. Then they would go through the question
then the students would answiee comprehension test. The Grade 8 teacher

usually interacted with the same students and kept to the front of the class wk

’
fic
5 and

nen

teaching. The Grade 9 teacher tried to get other students to interact and made a

point of specifically choosing a female andnthmale student. Open participation
was not encouraged with teachers controlling and initiating the interactions w
the students. When more than one learner responded, the teacher requested
they raise their hand first. Only the questionsinthe studes 6 r eader
limiting opportunities for creativity and critical thinking.

th
that
wer e

(Appendix B: Field notes, ling9).
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As demonstrated in Theme 2, Category 2.1.3, student engagement was further
compromised by classom resources and the external environment. In the Grade 9 lessons the
teacher tried to ensure that lesson material was shared by a maximum of two students as

depicted inFigure4-13 showing the students sharing photocopies of the comprehension tests.

Figure 4-13. Grade 9 students sharing photocopies of the comprehensien te

However, in the Grade 8 classore than two students (refer Eogure 4-14) had to
share a readet.he limited availability of resources meant that not all the students had access
to the text before and during the lesson with sometimes up to four students sharrkgoa b
photocopy of the text. Furthermore, the heat and outside noise in the classroom also made it

difficult to concentrate. Sometimes students would fall asleep during the lesson.
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Figure 4-14. Grade 8 stdents sharing readers

Category 3.1.3 Classroom management to create an enabling learning environment for

students

Classroom management focuses on the practices used by teachers to manage and organise the

class for literacy learning to take place (Louétal., 2005).

Table4-31: Category Classroom management to create an enabling learning environment

3.1.3Category- Student engagement during

English literature lessons

Inclusion criteria

Exclusion criteria

Instructional practices used by teachers
engage during the literature lesson
encouraging creativity and critical thinking.

Generaklassroom engagement strategies us

l by the teachers

As presented ifTable 4-31, | included indicators of how the teachers madageident
behaviour and their instructional practices to influence student outquosaiisely. Indicators

of how student behaviour was managed outside the classroom were excluded. The results from
the data collected during the observations and the inteswvieth the teachers on student

behaviours were inconsisteriitom observation data is apparent that students were well

behaved as reflected in my field notes below.
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R1:

the students were mostly well behaved and made very little noise during thresl¢
despite the classes consisting of over 40 students and some older than 18.
However, as | do not understand SiSwati | may have missed cues indicating {
contraryfrom the students.

(Appendix B: Field notes, link4).

2SS

he

Interview data with teachers on school discipline were contradicibey/ responses from the

teachers on classroom discipline (shown below) indicate that the Grade 9 teacher did not

express any serious conegrabout student behaviour. She explained that behavioural issues

were not commonand when they did occur would first be managed in the classroom. If the

negative behaviour of the student persistadould be escalated up to the principal for further

adion to be takenThe Grade 8 teacher found it difficult having older children in the class

mentioning that the older students bullied their younger classmates:

T2:

R1:

T2:

Ah not not really. Cases in grade 9 are are very rare for but we do have at tim
veryrare. Discipline, exercising discipline its very rare of cases that are of stud
You can find maybe one in grade 8 or 2 maybe in grade 9

And that if anything happens now do you now just do you discipline them your
do you do you refer thern tmnaybe the HOD or the principal or deputy? How d
it work?

We discipline them ourselves as subject teachers and as class teachers. Th
learner is not changing the behaviour or the attitude that he has towards learn
maybe troubling yoin class then you have to take the matter to. Let's say I'n
just a subject teacher, I'm not the class teacher of the class that I'm teaching

day and I'm experiencing programmes with the learner with a certain learner {
have to disciplinehte learner myself [by making the student stand at the back

class]. But | can see if the learner is still getting out of hand | have to refer the le
to the class teacher. Then if still as a subject teacher and the class teacher w
solve tle problem, we are not getting any solution and the situation its not cha
then we have to take the learner to the grade head. We do have a a grade he
the seniors who are heading maybe the whole of grade 8, the whole of grade
you have taake that learner to from the grade head. If still no solution they will

the learner to the principal's office.

es but
ents.

self or
pes

en if the
ng or
ni'm
on that
hen |

of the
arner

e can't
nging
ads like
9, then
take

(Appendix E3: Senstructured interview, Grade 9, lines 436 to 438).
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T1. Very difficult in such a way that you can see that it they are grown ups. Even|if
you talk to the younger learners you can see the way they they will beat them
sometimes. They beat the younger learners in such as way that you will end up talking
about discipline every day, unlike the younger ones 1%tdiey end up abusing
the other ones.

R1: What do they do to them? Just

T1. They beat them. They take pencils, they take pens and everything. Sometimes
whenever they do things, if you come to class and ask to say who did this the learners
will be afraidto tell you. Unlike if it is their age group. Then at the end some| will
come and come to say ma'am we are afraid to say so and so did this.

(Appendix E2: Senstructured interview, Grade 8 teacher, lines7@).

Assessment is important to suppand enhance learning, as welleesnga reflective process

for the teacher to adapt instruction to meet the needs of the students (Lerner & Johns, 2009; N.
Nel, 2011). Blair, Rupley, and Nicholas (2007) describe assessment in Differentiated
Instruction aone of the most effective instructional practices. Assessment should be linked to

the purpose it serves in designing effective instructions (Rothenberg & Fisher, 2007). The
assessment type (as linked to instruction) include; fsemative and summativ@ssessment.
Preassessment activities are used by the teacher to provide a starting point for instruction,
determining individual and whole class support needs (Tomlinson & Edison, 2003). Formative
assessment is duri ng i nuwderstandihgindhe classsoora (Rack uat e
et al., 2008). It provides the teacher with informatidioutwhat students are struggling to
understand in the lesson so that the teaatear adapt their instruction accordingly to ensure

that learning occurs (Omigir, 2009) . Summati ve assessments a
knowledge against a paetermined standard (Murray & Christison, 2Q18@reby confirming

if the curriculum goals have been met (O'Meara, 2011). Only some evidence of formative
assessmemnwas found in the data (as described below from the interview with the Grade 8
teacher). However, there was no evidence of the teachers changing their instruction to ensure

abetter understanding of the lesson content despite students not understanding.
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R1: And how do you find out if they don't understand a word?
T1: How do you?
R1: How do you know they dondt wunderstpnd a w
T1: You can see. If ever you ask the questions. Even if yguigloane by one you wi
see them silenced in such a way that they don't know the answers all of them
(Appendix E: Teacher Interviews row 39 to 42).

4.3.5.3 Subtheme 3.2 StudentLeaders perception of implementing Inkhulumo
Irrespective of the efficacgf an intervention, if the participant does not perceive the
benefit it will not be adopted (Greenhalgh et al., 2004). Therefore, the subjective experiences
of the efficacy of an intervention asleit mee
or constraint to implementing the interventiRyan & Deci, 200Q) In this subthemethe
inclusion criteria are the subjective experiences of Inkhujiand | excluded the objective
attributes of Inkhulumo as presentediable4-32.

Table4-32: Perception bimplementing Inkhulumo

3.2 Subtheme Studentleaders perception of implementing Inkhulumo
Studentleaders subjective experiences of the intervention during the initial implementatiq
process

Inclusion criteria Exclusion criteria

Subijective experiences of the Inkhulumo. | Objective attributes of Inkhulumo.
3.2.1 Category Studentleader perceived benefits of implementing Inkhulumo

3.2.2 Category Studentleader perceivedchallenges of implementing Inkhulumo

Category 3.2.1 Studentleader perceived benefits of implementing Inkhulumo

The likelihood of an intervention being adopted increasben the benefits are easily
observable to the intended ug@reenhalgh et al., 20D4In this categoryl included the
observable bena§ of implementing Inkhulumo as perceived by the stutkaders and

excluded the perceived values of Inkhulumo by the teachers (réfable4-33).

Table4-33: Category Studentleader perceived benefits of implementing Inkhulumo

Inclusion criteria Exclusion criteria
Visible benefits of the intervention ;%rgsé\;ed value before the implementatig

190



| transformed the indicators of the benefit category for the studaders of the
gualitative datacollected from the structured Grade 8 and 9 stutbamterdinterviews (refer
to Appendix F) into a frequency distribution (referRigure 4-15). To crede the frequency
distribution | counted the different indicators that described what students perceived as
benefits. The analysed data identified what the perceived benefits of implementing Inkhulumo
was across Grade 8 and Grade 9. The results preseRigdiie4-15show that shared learning
was seen as a benefit in both the grades. Each grade described five benefits for implementing
Inkhulumo. Both grade described shared learning, improving English literacy, engagement
and selfdirected learning as benefits of implementing Inkhulumo. Individual respect for each
member of the team was identified as a benefit for the Grade 8 staddats and included

personal experiences for the Grade 9 studkanders.

Benefit of Inkhulumo

Shared leaming
Self-directed learning _
Engagement
English literacy T

Sharing personal experiences

ResPect

0 1 2 3 4 5 6 7 8

Grade 9 student-leaders m Grade 8 student-leaders

Figure 4-15. Studentleader perceived benefits of implementing Inkhulumo
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Shared learning is how the students recognised that dialogue forms an important part of the
learning procesgMurphy & Firetto, 2018 All the Grade 8 studetéaders and five of the

Grade 9 studereaders included shared learning as a benefit duringnip&ementation

process of Inkhulumo. The learning, however, was not for critical thinking but to help them

understand the text by discussing it with the other members of the team as can be read in L42

and

Theme 1, Category 1.1.1, that students did not understand subject content knowledge across

L406s responses dwhdt bashers fat identifidd ag a nee

the curriculum and struggled to extract the correct information during assessments.

L44:

What made Quality Talk easy for mehst ehhh is the, the way we communig

eglin sup

ate

with the group members they listen to me and they, they listen to the other people's
ideas and opinions and we argued about the questions not the people.

(Appendk F3: Structured interview, Studelg#aders Grade 9, line 40).

L40:

énow | can understand much stories

was afraid to raise a hand and tell Mam that | don't understand somewhere but

now with my group | can tell thethat guys, help me | don't understand here
(Appendix F3: Structured interview, Studésdders Grade 9, line 293)

t han

Self-directed learning indicators were examples of how students enjoy taking ownership of

their learning. Studereader L47 expressed mnyestrong views that learning can be done

indep

endently of the teacher and teachers may not always know everything.

.As learners we understand each other rather than the tesmche
(Appendix F3: Structured interview, Studésaders Grade 450, line 463).

L47:1' s t hat we get to do something ourpgelves

Engagement as a perceived benefit included descriptions by the Grade 8 andasadgdesnf

actively participating in the learning process to better understand th@eloension text. Six

of the Grade 9 studefgaders and four of the Grade 8 studentiers felt that in Inkhulumo

there were more engagements. Students engaged with the work by actively partiaipeting

concentrating bettenot getting bored.
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L1: whatl appreciate most is that quality talk it make everyone to understand, make
everyone to enjoy and not be bored and to get used to some, with some othey
learners and asking questions and so on.

(Appendix=3: Structured interview, Studelgaders Grade 9, line 7).

In the excerpt beloystudentieader L19 explains that the difference between other lessons and
lessons where QT discussiongre engaged, wathat students actively engabén QT

discussiongo better understand what was in the comprehension story.

L19: Itis different because we.. in quality talk ask certain questions and the other way
that we used to learn is just, we read the story and read the question, go back to the
story wayae uSed tournderstand the story so with quality talk we go deeper,
relate the story with the outside world and yha that's it.

(Appendix F3: Structured interview, Studégdders Grade 9, line 17).

In the Grade 9 group, the studésdders mentioned that they liked QT sessions because they
could include personal and outside experiences in the discussions as expressed below by
studentleader L46. The experiential part of discussions speaks to the third pedagogical rule
which allows students to deviate from talking only about the text and to also include shared

personal experiences without the discussion losing focus (Murphy &d;i2©18).

concentrate on the textbook only.
(Appendix F3: Structured interview, Studésdders Grade 9, line 468).

The development of student English literacy through talking in English was seen as a benefit
by four Grade 9 studesieaders and three of the Grade 8 studieadiers. The perceived benefit

was that discussing the comprehension tiextseir groups helped students to better understand
the text and encouraged the students to speak in Eragisiiated by studelgader L12.

L12: Yes, it helps the other learners who are scared of speaking but as we are working
as a group they can speakd they are not afraid to speak anything and it can help
us to improve English language.

(Appendix F3: Structured interview, Studézdders Grade 8, line 41).
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For the Grade 8 stientleaders the group discussion process provided them with an
opportunity to be respected by theeers and to encourage respect among themselves by

arguing the point and not the person as shown in the quote from sheigert L35 and L42.

L35: | loveabout Quality Talk is that we as a group we talk and discuss the questigns
that we don't understand and the other thing is that when we are talking in a ¢lass
nobody like, nobody disrespects me. We're all respecting each other.
(AppendixF3: Structured interview, Studelgaders Grade 8, line 20).

L42: Yes there is a difference in some other lessons people argue with... people argue each
other but in quality talk we do not argue, we argue with questions and people
thinking about that.

(Appendix F3: Structured interview, Studégdders Grade 8, line 353).

Category 3.2.2 Studentleaders perceived challenged of implementing Inkhulumo

Participants will actively interpret and make decisions about the intervention based on their
general perception and perceivigeg ability to implement the intervention (Century & Cassata,
2016; Durlak & DuPre, 2008; Dyssegaard et al., 2017). The attributes and perceptions of the
intervention by the participants will influence their willingness t@lement and commit to

the process (Domitrovich et al., 2008; Kitson & Harvey, 2015)dhle 4-34 the inclusion
criteria were attributes of the intervemt that studenteaders found difficult. | excluded

compatibility as an attribute of the intervention as | discussed this in previous themes.

Table4-34. Category Studertleaders perceivechallenged of implementing Inkhulumo

3.2.2 Category Studentleaders perceived challenged of implementing Inkhulumo

Inclusion criteria Exclusion criteria
Attributes of the intervention that student | Compatibility of Inkhulumo with classroom
leaders found challenging to implement instruction

Following a similar process as in category 3.2he indicators in the category of what the
studentleaders found challenging in the qualitative data collected from thetddeee
structured Grade 8 and 9 student leader interviews (refer to Appendix F) were transformed into
a frequency distribution (refer tBigure 4-16). The results from the dataere used to

complement findings on the compatibility of Inkhulumo and the competence of the
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studentleaders to assist with the implementation process. ImBorecompatibility and the

competence of the studdetaders address system readiness to implement Inkhulumo.

Inkhulumo Implementation challenges

Self-confidence
Taskdiﬁiculty _
Managing the group

Scared of talking

0 1 2 3 4 5

Grade 9 student-leaders B Grade 8 student-leaders

Figure 4-16. Studentleader perceived challenges to implementing Inkhulumo

The results presésd inFigure4-16 show that across Grade 8 and Grade 9 the same factors
were identified as challenges to the implementation process namelyosftience, task
difficulty, managing the group and scared of talking. However, more Grade 9 skeaiders

than Grade 8 studetgadersexpressed task difficulty as more challenging. Two the student
leaders in Grade 9, and one from the Grade 9 class were somewhat overwhelmed by the task
of being a studerdeader. The caption below from L19, a Grade 9 stulbsder, describes

howthey felt.

L19: I've experienced uhmirardness of being a learner leader because @tdy, okay
when we started Quality Talk it was, look it was quite difficult because it was my first
time doing that and being a learnkrader of Quality Talk, and eish uhmm but now
everything is all right because | am now used to quality talk and | knewitho
operates so now is everything is fine.

(Appendix F3: Structured interview, Studésdders Grade 9, line 212).

195



Four of the six Grade 8 studdetiders cited managing the group as being difficult while only
two studerdeaders from the Grade class experienced this. The difficulty in managing the
group was attributed to behaviour problems from the members and not taking the-student

leaders serious)yas studenteader L12 from the Grade 8 class expain

L12: My group members are not talirthis Quality Talk serious they are losing their
behaviour sometimes they like laughing so it has been difficult for us cos we are
serious about this and some are segrious
difficult for us.

(Appendix F3: 8uctured interview, Studeihtaders Grade 8, line 59).

Another challenge in the Grade 8 class was getting the student group members to
participate. The reluctance to participatasidentified as beingis c ar ed of speakin
andii | ac ki rcgf i de.Sanke dtudedeaders experienced similar difficulties to their
team members as studéne ader L15 confided about overcon
hel ped, but firstly, i1t helped me notleto be

for studendeader L40 it was to become more confident:

L40: when Mam was teaching us because | was afraid to raise a hand and tell Mam that
I don't understand somewhere but now with my group | can tell them that guys,
help me | don't understand here.

(Appendix F3: Structured interview, Studésdders Grade 9, line 293).

The lack of seHconfidence in some of the studdeaders was linked to them being

scared that they woulcedaughed at or ridiculed as elaborated on by stuideder L23:

L23: Is that, | thought that they will laugh at me saying that the thing that am doing is
stupid, all the stuff.
(Appendix E.7: Interview, L28ne 277).

In summary, results show that schbalsed intervention researcteizabled at the mesosystem
when:

1 teachers manage student behaviour in the classroom;
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1 the benefits of implementing the intervention are visually apparent with students
speaking more Englisin their group, increased engagement with the texts and
through shared learning to better understand comprehension texts;

1 studentleaders find it easy to manage their discussion groups; and

1 studentleaderdound intervention tasks doable during the implementation process.

Schootbased intervention researclcmnstrained at the mesosystesnen:

1 literacy instruction practices are not explicit, do not focus on grammar and vocabulary
development, students halumited opportunities to practice all language forms;

1 student engagement is low with little variation in the lesson structure, insufficient
textbooks are available for students, and no opportunities for creative and critical
thinking are included in lesas;

1 students are reluctant to speak in English and do not respect group members;

1 studentleaders are unable to manage their discussion group processes; and

1 studentleaders experience intervention tasks as difficult.

4.4 CONCLUSION

In this chapterl presentedhe results of the quantitative, qualitative and transformed data to
identify what enables and constrains implementation of SBIR in a rural context at the
individual, micre and mesosystems. To conclude this chapter, | summarise results pertaining
to enabérs and constraints to implementing SBIR at the individual, miagreso and

exosystem. In addition, | include in the summary where the data is silent.

4.4.1 Enablers of schoolbased intervention research

Enablers toschoolbased intervention research the stuly were identified within the
individual, mesosystem and exosystéicrosystem enablers¢hool and students) of school
based intervention research were not evident in ttadavidual enablersof SBIR during the
preimplementation stage are when teachsflirsw commitment to changmdividually and
collectively, through identifying the need for change and perceiving implementing the
intervention as worthwhile to address the identified néedches belief in their ability to
implement SBIR enables implemtation when teachelsve: prior positive experiences of

intervention implementation, perceive thgplementation task demands as doable, and that the
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tasks can be included in their current instructional practices and workload. Another individual
enableris teacher professional characteristics which include knowing the home language of
their students and being qualified in the subject and grade that they teach.

The mesosystem enablerare when an enabling learning environment is created
through managing student behaviour in the classroom and allowing students to work in groups
to discuss the comprehension texts. Implementation is further enabled when the benefits of
implementing SBIR @ visually apparent to students, teachers and school leadership with
students speaking more English in their group, increased engagement with the texts, and shared
learning to better understand comprehension texts. Implementing interventions are also
enalled when the implementation tasks are actually doable.

The exosystem enableto SBIR implementation is theharacteristics of a school.
Within the context of rural education in South Afriteeschool was considered we#sourced
due to its size, numbef buildings, toilet facilities, access to water and electricity.

4.4.2 Constraints of schoolbased intervention research
Constraints to schodilased intervention research in the study were identified within the
individual, mese and exosystem. Amdividual constraint to SBIR is when teachers do not
have arunderstandingf the home language of their students. Implementation in the classroom
is further constrained by teachers when the task demands are perceived as not doable and
cannot be included intheteaché s current iinstructional pract
Mesosystem constraintef schootbased intervention research are when: the class
includes a broad age range of students and student attendance at school is not regular.
Intervention implementation in thdassroom is further constrained by certain instructional
practices, such as when literacy instruction practices are not explicit, do not focus on grammar
and vocabulary development, and students have limited opportunities to practice all language
forms. Inaddition, implementation of SBIR is constrained when student engagement during
English lessons is low as reflected by little variation in the lesson structure, insufficient
textbooks are available, and there no opportunities for creative and criti¢ahghimitially,
studentleaders found the implementation tasks challenging especially when students are

reluctant to speak in English and do not always show regpagioup members.

198



During the premplementation stage of SBJRthe exosystem constraintgo
commitment to change at the school were identifiecharnge nobeingevident as a strategic
goal, an absence of a culture of managing the instructional programme, and limited tangible
resources. During the implementation stage an intervention isg&@oest when the school is
not supportive of teachers implementing the intervention and the situational factors are not
conducive. A further constraint is when the intervention is incompatible with existing teaching

practices, culture and values in the saho

4.4.3 Silences in data
Silences to schoddased intervention research identified in the study were within the individual
and mesosystenindividual silencesinclude personality traits of teachers that influence
intervention implementation and werklated psychological factors such as stress, depression,
and professional burnowilences at the mesosysteéhat influence classroom implementation
were intervetion compatibility with pedagogical principles of teachers; and the influence of
teaching experience and intervention implementation.

In Chapter 5, based on literature conttaliscuss findings to answer the secondary and
main research questiorisalso reflect on the research process and set out the recommendation
and limitations of the study.
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CHAPTER 5- RESEARCH FINDINGS

5.1 INTRODUCTION

This study aned to enhance knowledge on enablers and constraints of the implementation of
schootbased intervention research (SBIR) in a rural South African context to inform
methodological considerations in educational research in similar intervention settings. |
addressed the <calll t o move away fromo SBI R
understanding Awhyo and Ahowo SBIR wor ks,
(Dudley-Marling, 2011b; Humphrey et al., 2018he study describes enablers and constraints

to implement SBIR in a rural context at the individual, micro and mesosystemsiryy u
Inkhulumoas an instrumental case of SBIR.

In this chapterl start by presenting a summary of the previous chapters to set the
background to answer my research questiomdlowing literature control, | preserthe
findings of the study to answer the research questions. Based on these findBrgsst the
theoretical and conceptual frameworks. The chapter concludeonthbutions of the study,

limitations andrecommendtionsfor future research.

5.2 CHAPTER SUMMARIES
Arguing for an integrated model to implement SBIR, the purpose of the study as stated in
Chapter 1, Section 1.4, was to describe factors that enable or constrain SBIR to address
challenges associated withintervention implementation in a rural context.
In Chapter 21 explained that the implementation process forms part of a bioecological system
and is influenced by factors within and across the different systems. | then described the South
African contextand put forward an integrated model for SBIR based on implementation
science theory discussed earlier in this Chapter. Followinglteiglained the dynamic and
multi-directional relationship of the six thematic dimensions identified in the literataredte
an enabling context for the implementation of SBIR.

In Chapter 31 presented the purpose of using pragmatism as the-theseetical
paradigm and integrated mixed methods as the research methodology of the study. | described

the background of ursg Inkhulumo as an instrumental case study to explore the broader issues
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of what enables and constrains the implementation process of SBIR in a rural context. As part
of the conceptualisation of the stydydescribed thesampling criteria and explaineldet data
collection and data analysis methods. | also discussed the quality indicators and ethical
considerations used in the study.

In Chapter 4l started with the quantitative results by presenting frequency distributions
using the class registers tosddabethe characteristics osrade 8 and 9 students in terms of
gender, age and school attendance. | then explained student literacy skills from-Met@oh
frequency table of the comprehension texts together with descriptive statistics of the Grade 8
and 9 comprehension tests.

Next, | discussed the thematic results fromgbalitative data namely; observations as
context, semstructured interviews with the Grade 8 and 9 teachers and HODiotaee
structured interviews with the Grade 8 and 9 stitteaders and Grade 8 teach&ygether
with comments from the serstructured classroom observations. In the first theme, | described
teacher readiness as part of individual system enablers and constraints to SBIR. In the second
theme | presented schboreceptiveness to change and school readiness to implement
Inkhulumo as microsystem influences of intervention implementation. The qualitative data and
transformed data (structured interviews with the Grade 8 and 9 sleddpts and teaclser
field notes from the observations as context) was used to complement and support results to
describe teacher competence and stulemta der s6 perception of I n
provided insights on the implementation process of Inkhulumo in the classroom to elescrib
mesosystem enablers and constraints. Together the results diffecethieateplementation
process from the intervention to provide a better understanding of the role of context in SBIR
(Humphrey et al., 2016

53 LITERATURE CONTROL, FINDINGS AND ANSWERING RESEARCH
QUESTIONS

To present findings and answer research questions, | conducted literature control to determine

how this study confirms or contradicts existing knowledge on the enablers and constraints of

SBIR. | also aimed to determine silences in gtigly. Confirmations refer to results that are

similar to existing knowledge from this study on what enables and constrains SBIR.

Contradictions refer to discrepancies between the results from this study and literature. Silences
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refer to enablers and cdrents identified in literature but not evident in the results of this
study. Overall, through literature contrblvanted to determine contributions constituting new
insights on enablers and constraints to consider when implementing SBIR in a rural context.
The different elements of intervention implementation (as explained in Section 2.5.3)
are addressed by thesavers to the secondary questions which set the background for the
primary question. | identify findings on what enabled and constrained implementa88iFof
in a rural school at the individual, mierand mesosystem. In my answer to the primary
guestion] present an integratedultilevel response to guide the implementation of SBIR in a
rural South African context.

5.4 SECONDARY QUESTION 1

What are the individual factors that enable and constrain the implementation of a
school based intervention research in a ruratontext?

To recap, the individual, placed at the centr®8af onf enbr enner 6s bi oecol
study is the teacher. Theoretically, the teacher is directly involved in the implementation of
SBIR and is seen as both the momthmon barrier and success to intervention implementation
(Albers & Mildon, 2015). Results from this study show ttesichers both individually and
collectively provideindividual enablerdor SBIR (refer to Chapter 4, Section 4.3.2) through
identifying the problem that requires intervention, acknowledging the value of implementing

an SBIR intervention, having prior positive experiences of SBIR, and (prior to implementation)
perceiving the SBIR implementation as doable. This study showehdihnatiual canstraints

(refer to Chapter 4, Section 4.3.2) are when teachers do not share a home language with
students, do not see task demands as doable during SBIR implementation, are not able to
include task demands into their current instructional practices arkioad, and are unable to

create an enabling learning environment in the classroom. Teacher personality trais, work
related stress factors, and teacpeofessional characteristiogere silentin the study as
enablers and constraints in SBIR. Individwadtbrs that enable or constrain the implementation

of SBIR in a rural context are grouped into psychological factors and professional

characteristics.
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5.4.1 Psychological enablers and constraints
The psychological factors that motivate change in SBIReadiness to change, personality
traits and workrelated factord.ike otherresearchergPas et al., 2015; Weiner, 2009jound
readinessas anenabler b implement SBIR in a rural conteXReadiness encompasses two
states namelythe participan@will ingness (change valence) and their perceived future ability
(changeefficacy) to make the changKitson & Harvey, 2015%in instructional practices. The
willingness of the teacher to implement SBIR is determined by their perceived need for the
change and ithe change is worthwhile makir{®urlak & DuPre, 2008 Weiner et al., 201)1
| also found thateacher willingness to changmdividually and collectivelyenabledSBIR in
a rural context. In this regardfound that teachers identified English literacy skills of students
as a identifiedneed tdbeaddressd, andtheyalso perceived interventierelated change to be
within their control(Cook & Artino Jr, 201 As othersresearcheréDurlak & DuPre, 208;
Kitson & Harvey, 2015Weiner et al., 2011), | founthat when teacher@ndividually and
collectively) perceived thémplementation to be worthwhilgamely that developingthe
English literacy skills of the studensgo build student confidence ihdir abilities and develop
a passion for learningt enabledSBIR. Improving the English literacy skills of students would
not only improve the studentsd assessment ou
opportunities out of schowlhich motivates tachesto implement instructional changes during
English literature lessons.

| foundthatchangeefficacyenabledSBIR in a rural context. Changficacy refers to
the fican doo belief of the teacher that mot
Harvey, 2015). Changefficacy is influenced by previous intervention experiences and
perceptions of the intervention. Like othe(blolzberger,et al., 2013, | found that prior
positive experiencasnabledSBIR by influencing teacher beliefs in their ability to implement
the intervention. Similar to research on teacher perceptions of an intervébaritrovich et
al., 2008 Durlak & DuPre, 2008Mitchell, 2011, teachers will implement an intervention
more easily if the task demands are perceived as reasonable and can be incluotexirmethie
workload. Initially, teachers perceived the implementation task demands as doable and that the
taskscould be included in their current instructional practices and workload.

| found thatteacherefficacyconstrainedSBIR. Similar to findings on teacher efficacy

(TschannefMoran & Johnson, 2011) teackedoelief in their ability to implement an
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interventon wanedduring the initial stages of implementatidtiowever, like these authors, |
also foundobservablebenefits of implementing an interventionthe studyas an enabler to
SBIR, teacherefficacy increasg when benefits to changes in instructionahqiiceswere

observable (refer to Subtheme 3.2, Category 3.2.1)

5.4.2 Professional characteristics enablers and constraints
As part of teachgrrofessional backgroundincluded teacher home language, gender, relevant
teaching experience angualificatiors to assess the enablers and constraints of teacher
professional characteristics. | foutidhtteacher educational qualifications enabl8BIR in a
rural context. Unlike findings that show limited or mixed results between the relationship of
intervention implementation and educational qualificaig@entury & Cassata, 2016;
Domitrovich et al., 2008)in a South Africanstudy (Dreyer et al, 2012)the relationship
betweenintervention implementation and educational qualificatias been iderfted as an
important contributor to SBIRThese scholars also found tié&% of mainstream teachers do
not have a formal initial teacher qualificatiomaking the professional qualifications of
teachers an important factor to consider when implementingR.S8imilar to research on
implementing inclusive instructional practid@el et al., 2016Tikly, 2011), | foundthatpoor
subject knowledgeonstrainedSBIR despite teachers having a formal qualification

Like Spaull (2013b)l found that teacher competenceconstrains SBIR. A strong
relationship exists between teacher competence and intervention implemeptaticnlarly
in the preimplementation stagé\ strong relationship exists between teacher competence and
intervention implementation, patlarly in the premplementation stageNot only does it
influence intervention uptake and implementation quabtyt, competent teachers will also
persevere longer during challenging periods when implementing an intervention (Johnson et
al., 2017; TschanenMoran & Johnson, 2011). Teacher competence as demonstrated by the
ability to create an enabling environment for literacy instruction was not evident in the quality
of instructional practices, student engagement and classroom management (Holzlaérger et
2013; TschanneMoran & Hoy, 2001; Tschannedoran & Johnson, 2011).

5.4.3 Silenceson individual enablers and constraints
This study wassilent on teachempersonality traits,home language, years of teaching

experience, professional characteristics, @agher gendeResearch has shown that teacher
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personality traits influence intervention implementati@meenhalgh et al., 2004ochman et

al., 2019, asdowork-related psychological factossich as stress, depression, and professional
burnout(Han & Weiss, 200b The silences were due to the selected methodpbaggh did

not focus on workelated psychological factors and teacher personality traits. These silences
require further investigeon. Although the influence of teachers sharing a home language with
students in SBIR was identified as an enabler for the Grade 9 teacher but a constraint for the
Grade 8 teacher in the stydiywas silent in the findings as SiSwati was not spokeneén th
classroom. While international research does not confirm a relationship between intervention
implementation andhe number of years of teaching experierf@®mitrovich et al., 2008
TschannerMoran & Johnson, 2031 it does show that experienced teache®y resist
collaborating with other teachers when implementing an intervefidiypgsegaard et al., 20017
Reporting on aimilar casein South Africade Jager (2013jound in her research on
implementing Differentiated Instruction at schools thasenvice teachers did not showyan
interest in learning new practices from other teachers and were disinclined to implement the
intervention. Both the Grade 8 and 9 teacher
teaching English (FAL) in a secondarghsol. With a small number of participants, the
opportunity to investigatéeacher professional characteristitt® influence of gendeand

years of relevant teaching experience on the implementation of Inkhwenemot possible.

5.5 SECONDARY QUESTION 2

What are the contextual factors that enable and constrain the implementation of a
Schootbased intervention research in a rural context?

In this study contextual factors that influence SBIR form part of the mesosystem in
Bronfenbrenner 6s bi o e ced inChapterad, SeationdZ22l5, theA's e
mesosysterns the links between the microsystems and the interrelationships that exist between
the mcrosystems(Bronfenbrenner & Evans, 20Dp0Microsystem enablers or constraints
influence intervention implementation interactions and form part of the support structures for
the implementation process (Johnson et al., 2017; Nel et al., ZlMi&)characteéstics of

students (Grade 8 and 9 classes) and the school in this study are the microsystems that have a

direct influence on how teachers implement SBIR.
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The results from this study showed teatdentgrefer to Chapter 4, Section 4.2f a
microsystemdid not enablethe implementation of SBIR. The results showed #tatlent
background constraired implementation as defined by academic performancew |
socioeconomic statusurality, and having adifferent home language to the language of
teaching and learningudent absenteeismas anew insigth found in the studyThe results
from the study show that thghysical and structural featurex the schoo| as amicrosystem
interacting with teachers, enabled the implementation of SBIR. Buétsen the study show
that theschool constrainedrefer to Chapter 4, Section343) the implementation process
through: ambsence of literacy development as a strategic gaallture that did not include
managing the instructional programpnlemited access to tangible literacy resources for
instruction not having asystem in placéo measue teacher and student performaniamjted
supportfor teachers during intervention implementatianconducive situational factgrand
intervention incompatibity. The study wasilent (refer to Chapter 4, Section343) onthe
influence of student achievement, race and ger@#rer silences found in the study were
intervention compatibility with pedagogical principléise influence of teaching experience
andintervention implementatiorihe findingson the influence of the students (microsystem)
and the school (micr@and exosystem) to implement SBIR will be described separately below.

5.5.1 Student characteristicsas enablers or constraints
| found that student backgroundsonstrainedSBIR. In the study | included academic
performance, low socioeconomic status, rurality, having a different home language to the
language of teaching and learnimgce, gender and @@s characteristics to describe students
backgrounds. As witlstudies on the factors that influence academic performance and poor
intervention uptake, (Mlachila & Moeletsi, 2019; Tikly & Barrett, 2011), studerttse current
studycame from economicallyisadvantaged homes and formed part offeepaying groug
who are also provided with a meal at the school. Low socioeconomic status, rurality, and the
different home language of students to the language of teaching and learning have been linked
to poorintervention implementation accounting for the continued low academic performance
of students (Monteiro, 2015).

As found by othergMarishane, 201;6Sayed & Ahmed, 20J)3low student academic
performance constraine8BIR. Student academic performancesw#luenced by the quality
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of education that students received as found by others. The low quality of education was
reflected by tk age variance in the gradebich suggested that students had been put into
higher grades without acquiring the necesstayadcy and numeracy skills needed for the grade
(Spaull, 2013h This was demonstrated Hye overall achievement across the four tests for the
Grade 8 studentadicatinglow literacy levels with less than half the class achieving above the
40% pass markAlthough most of the Grade 9 students achieved above the passthigark
score was indicative of group ability rather than individual performance. Furthermore, teachers
and studenteaders identified that students did not have the literacy skills to comate

Similar to Mabasa (2013), | fourtatthe largeage gap between studeimsGrades
constrainedSBIR. Although the students were well behaved during the obserydtien
findings from other data sources suggested that managing the behaviour of students was
problematic with examples of bulhg being given by the teachéefer to Subtheme 3.1,
Category 3.1.3)Studerdeaders commented on the lack of respect from fellow students a
influencing interaction in the classrodnefer to Subtheme 3.2, Category 3.2.1)

An insight in ths study of student characteristics on SBMas the influence of
absenteeisnon the continuity of the implementation procebsthe findings | found high
absenteeism in the Grade 9 class with only 30 of the 49 students present at all the observations.
The implementation of SBIR relies on scaffolding skills during classroom instruetimh
when students are absgtitey miss out on the foundation and swjusmt steps of the

intervention. Highstudent absenteeiscan thereforeconstrainthe implementation process.

5.5.2  School characteristics as enablers or constraintsf SBIR

In this section, | describe the physical and structural features of the sabaskl as the

s ¢ h oreckpfiveness to change and readinessiplement a specific interventidao enable

the implemenation of SBIR The findings from the study show thathe structural
characteristicsof the schooboth enabled and constrained SBARRcording to the criteria set

out by DBE (2018), compared to other rural schools, the school in the study can be considered
well-resourced in terms of its size, number of buildings, toilet facilities and access to water and
electricity. However, like other (Fleisch, 2008; Tikly, 2011, Le Fanu, 201Bjound that

(even though arguably better resourced than other rural schools in South sttcaral
characteristicsof the schookonstrainedSBIR. With its large teachestudent ratio, limited

207



access totextbooks, few literacy resources and the absence of a libteeystructural
characteristics of the school were a constraint to teachers implementing BIRchoaql
where it is situatedand resources are some of the factors that play a role inrsngpthe
implementation procegPuda & Wilson, 201h The characteristics of the school have also
been shown to influence the quality of intervention implementéomitrovich et al., 2008
The immediate school context directly defines the conditohsat enabl e or consH
efforts and motivation to implement an intervent{tan & Weiss, 20056 In this study the
immediate school context was a constraint to intervention implementation.

| found that limited school receptivenest implement changeonstrainedthe
implementation of SBIR. Likather (2007) and Zimmerman (B)tesearching the influence
of school leadership on student English literacy achievement and intervention implementation,
| also found that the school did tnlbave arobservable strategio develop literacy skills in
students. The findings in the study show that SBIR is constrained when the school does not
have a strategy in place to support the implementation of an intervention to address an
identified need.Similar to Evans and Popova (2016) | found that whestructional
leadershipis absent in school culturet®acher trainingis incidental rather than focused on
developing teacher competence to support student development. Creating a-lsamtred)
culture to develop teacher competence in addressing student development was identified as a
constraint in the study.ike research on underperforming students by Mlachila and Moeletsi
(2019), | found thainstructional resources were limited and schdrofen systems were not
evident to ensure accountability in managing the school and teacher perfo(Mutela &
Moeletsi, 2019) The results in the study show that without sufficient instructional resources
and holding teachers accountable for student pedoce the implementation of SBIR is
constrainedLike Hoadley et al(2009) and Moral et a(2018),l also found leadership did not
address the overarching function of schools in South Africa, namely to create a learning
environment for improvedhstruction to address inequality in education regardless of their
studentsd cul tural , eSchoalaultniesnotopen ts ahangeavlllnob a ¢ k g
support the implementatiasf SBIR, thereby constraining implementation.

| found that limitedreadiness to implement SBMas constrainedby leadership
practices in the school. Similar to research by Zimmermar8f20h the implementation of

literacy interventions, | found that where leadership do not support teachers implementing an
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intervention teaches are less motivated to make changes in their instructional practices (refer

to Subtheme 2.1, Category 2.1.2). This was demonstrated by continuing with instructional
practices that were not aligned to the curriculum and often changing the datsoilrvisits.

Also, teachers were often not prepared for SBIR observations. The implementation of SBIR is
constrained when leaders do not show their support to teachers and the implementation process.
Findings by Shea et al. (2014) show tituationalfactorscan either constrain or enable SBIR
implementation. Like research by Domitrovich et al. (2008), | found the operational processes
of managing the school (part of situational factors) influencing intervention implementation.
Findings from the studghow that leadership changes and union activity were situational

constraining factors affecting the implementation process.

5.5.3  Silences on contextual enablers and constraints

The datawas silent on the role odatadriven informationon student achievemetat inform

and improve teaching and learningm8ar to Mlachila and Moeletsi (2019), | found the lack

of data to inform instructional practices at the school a constraint to implementing SBIR.
Information onstudent academic achievemealso in English as subject, was not made
available by the school. The influence of intervention implementation on student outcomes
could thus not be determined. Without data to support the need for change and systems to
measure the effectiveness of interventjoteachersare less motivated to commit to
implementing changes in their instructional practices.

Other dlences in the study were the influence of race, gender, and age on SBIR.
Demographics characteristics such as race and geageeither enable or constrain the
implementatiorof SBIR (Murphy & Wei, 2018; Pas et al., 201Research shows that classes
with a higher perceageof African American students are less motivated to implement SBIR
(Pas et al., 2015Racewas silent irthe study as all the students were African. In South Africa,
research has shown thgender as well asage differencesnfluence classroom instruction.

The sample and data collectegre not sufficient for a causal relationship to be determined

between ace, gender and age as they influence the intervention implementation process.

5.6 SECONDARY QUESTION 3

Which intervention factors enable and constrain the implementation of a schoebased
intervention research in a rural context?
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In this question | address the quality of classroom interactions between teachers and students
before and during the implementation of interventions as they can enable or constrain SBIR.
Teacher, student and studésdder interactions form part of the mesosysaeih represerihe
interrelationships that exist between the microsyst@nsnfenbrenner & Evans, 2000)s
discussed in chapter 2, Section 2.2, teacher and stthikmatcteristics such as competence and
self-efficacy influence both the quality of intetam and engagement in the classradfartin

& Rimm-Kaufman, 2015; Skaalvik & Skaalvik, 2014; TschariMoran & Johnson, 2011)

This in turn influences the intervention implementation pro@@aslak & DuPre, 2008)

As presented in Chapter 4, in Sectior3.4, mesosystem enablers were students
working in groups; teacher and studézader management of student behaviour in the
classroom; observable intervention benefits; and stddader implementation othe
intervention. Mesosystem constraints to SKiBfer to Chapter 4, Section 4.4.2) included:
diverse class composition; irregular student attendance; instructional practices not developing
literacy skills in students; poor student engagement during lessons; limited student confidence
to speak in Englis; mutual respect amongst students; and stedeaders initially finding it
difficult to manage discussion groups. Implementation tasks enabled and constrained SBIR.
The findings in the study were silent on teacher pedagogical practices (refer to @hapter
Section 4.4.2.3) and teacher reflections. The enablers and constraints of implementing SBIR
are grouped into intervention compatibility; observable benefits; perception and attributes of

the intervention.

5.6.1 Intervention Compatibility

Interventions are more readily adopted if they are compatiitet he i ndi vi dual
norms and needs (Rogers, 2003). | found ithgrvention incompatibilitconstrained SBIR.

Like others who implemented studar@ntred interventiongEngelbrechet al., 2016; Pather

& Nxumalo, 2013) I found thatSBIR was initially incompatible with the existing instructional
practices. Except for pedagogical principles, taking the remainder of the four elements of
Inkhulumo (instructional frame,discussion elemés, and teacher modelling) into

consideration, | founthe intervention was not compatible with current instructional practices.
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The instructionaframewas teachedirected rather than based on an eparticipation pattern

of turntaking and where thetsdent assuntkinterpretive authority of the text (Murphy &
Firetto, 2018) it limited quality discussion on, about and with teAuthentic questions
initiate responses that do not presuppose a specific a(\dflieinson et al., 20103s examples

of discussion elementgerenot evident in the findingsleacher modellingo promote high

level comprehension or critical thinkinMurphy & Wei, 2018)did not form part of
instructional practices. Teachers were more reluctant to implement SBIR that were
incompatible to their current instructional practices in the classroom. The findings of the study
show that at the prienplementation contexthe teachestudent interactions (microsystems)

were a constraint to implementing SBIR.

5.6.2 Observable benefits
Like others (Greenhalgh et al., 2004; Roger, 2003), | foundotisgrvable benefitsnabled
SBIR. Similar toGreenhalgh et al. (2004) found intervention benefits not to be a fixed
determinant. These authors confirm that the observable benefits ofrignglag intervention
not only influence implementation but can be negotiated and reframed during the process. |
found (refer to Subtheme 3.1, Category 3.2.1) that both students and the teachers appear to
experiencean observable positive change to SBIR iepentation. Therefore, although the
intervention was not compatible during the -prgplementation context, it appears is
observable benefits made students and teachers open to gradualiggatieptntervention
after the initial implementation processrted.

Like HanandWeiss(2009, | found thatpositive studeneéxperiences enabled SBIR
found that positiveintervention experiences with the intervention (studetgrvention
microsystems) enabled SBIR. This is similar to research by Murphy and2018) with
second |l anguage students and fishyo student s.
more comfortable with speaking English in small groups than in front of the wholgndhéds
facilitates literacy development. Through group dsstons, shared learning facilitates a better

understanding of the comprehension text and the oreatpositive learning experiences.

5.6.3 Intervention perceptions and attributes
Similar to findings by Greenhalgh et al. (2004) on the perceptions of anentenv, | found

positive teacher perceptisrenabledSBIR. Teacher perceptisrof the interventionwere
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positive as implementing SBIR would develop student literacy skills (the identified need)
(Subtheme 1.1, Category 1.1.1). Like others, (Dearing, 2009; Horner et al., 2017), | found that
students perceived SBIR meaningful especially when the initial oukcameee seen as
personally significant, thereby addressing the contextual relevance of outcomes. From the
interviews with studenteaders (refer to Subtheme 3.2, Category 3.2.2) class group
discussions allowed students to be more engaged during lessomsoaitied them with
opportunitiesto take ownership of their learning. Teacheand studenteader$ positive
perceptions of the intervention enabled implementation, even though the value of
implementing the intervention addressed different outcomes.

Teaders initially saw th@nplementation tasksf SBIR as doablevhich was indicated
by their willingness to incorporate changes to their instructional practices (Subtheme 1.1,
Category 1.2.3). However, similar to others, (Domitrovich et al., 2008; Dyssegaa.,

2017), when teachers perceived the implementation as additional work or competing with other
priorities, they were less willing to implement Inkhulum®uring the classroom
implementation process discussed in Chapter 3, Section 3.2.5, the redditieparation
needed by teachers was not implemented. Lessons were notretdeded and the mird

lessons on Inkhulumo were not presented by the teachers (Subtheme 2.1, Category 2.2.1).
Furthermore, the priorities of teachers changed when the te'athikeswas initiated.

For studenteaders, however, initially coordinating group discussions was seen as
difficult (Subtheme 3.1, Category 3.2.2). Students were reluctant to speak Eagishutual
respect for group members was seen as a challenggkementing SBIRLike others, (Han
& Weiss, 2005), | found that positive experience of the intervention reinforced staddat
commitment to implementing the process of Inkhulumo, enabling SBIR. The influence of
implementation tasks of SBIR as it canable or constrain implementation is a dynamic

process anglariesaccording to individual and contextual changes.

5.6.4 Silences on intervention enablers and constraints

The influence of teacher reflections and feedback to make contextual adaptations to SBIR was
silent in the findings. Reflections enable SBIR implementation by consciously facilitating
willingness to changéitson & Harvey, 2015)Feedback on the implementation process acts

as an enabler to SBIR, forming part of the iterative process of intermaniplementation.
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The iterative process ensuree relevance of intervention outcomeshich in turn enforces
teacher commitment to change and builds teachere#alacy (Century & Cassata, 2016)
Performance feedback strengthens teacher commitmenobye interventions into practice
thereby increasing the likelihood of successful implementation of SBIR (Albers & Mildon,
2015). Possible reasons for the silences were situational factors that made it difficult to visit

the school more often, low teaclarangeefficacy, and school readiness.

5.7 PRIMARY QUESTION

How can knowledge on what enables and constrains the implementation of schbalsed
intervention in a rural South African context inform methodological considerations in
educational research?

In Chapter 1 | outling thatthe purpose of the study is to enhance knowledge on what enables
and constrains the implementation of SBIR in a rural South African context to inform
methodological considerations in educational rese&ict, | present théndings of the study

to enhance knowledge on what enables SBIR in a rural South African context and the
relationship between these factdrpresent the knowledge from thesearch findings the

study discussed in the secondary questions and thebketamaledgepresented in Chapter 2.
Then | address how insights fromme studyinform methodological considerations in

educational research by presenting an integrated framework to SBIR implementation.

5.7.1 Intervention implementation enablers in rural South Africa

Earlier in the chapter (Sections 5.4, 5.5 and 5.6) | compared the present findings to existing
knowledge on what individual, contextual and intervention factors enable and constrain SBIR.
Comparing enablers and constraints to intervention implementafound evidence of the

following enablersand constraints a rural school in South Africa.
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Figure 5-1. Schootbased intervention research enablers for a rural South African context

Theenablersaand constraintBom the study are presented in Figure 5.1 in which I illustrate the
following:

1 Intervention implementation enablers identified from the literature (discussed in
Section 1.6, 2.2 and 2.5)
theories and implementation scien@omitrovich et al., 2008Durlak & DuPre,
2008 Humphrey et al., 201Nilsen, 2015 Weiner, 2009

1 Factors that influence the implementation of SBIR in the classroom (indicated in

a r modbl,alassichl 0 n

italics).
1 Enablersand constraint&dentified in the findings as specific to a rural South African
context (indicated in blue)

1 The dynamic and muHiirectional influence of each enabler on implementing SBIR.
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1 The enablerand constraint®f SBIR focus on the stage of implentation after a
school has decided to participate in an intervention study (adoption), but before an

intervention is sustained or formally integrated into a system.

The identified enablers in Figure 5.1 can be used to guide the implementation of SBIR
in gmilar spacego strengthen identified enablers, address noted constraints and consider
silences to facilitate implementatiam the classroonand to create a supportive conteite

enablers and constrainisll be briefly explained below as they influemeach other

5.7.1.1 Teacher readiness

For SBIR to be implemented in the classroom, teachers (individual system) must be motivated
and competent to implement the intervention. Readiness jtaf@plementation stagefers

to teacher willingness to implementBIR and is influenced by their psychological
characteristics, professional characteristics, and theirepegoos of theattributes of the
interventions (refer to Sections 5.4.1, 5.6.3 and 5.6.1 respectively). During the implementation
stage teacher comgence (refer to section 5.4.2) as part of professional characteristics
facilitates the move from motivation into action. Teacher competence in a rural South African
context includes both instructional and intervention knowledge. While these elements are
important to implement SBIR, they are not sufficient to ensure change. The intervention
implementation process is also influenced by contextual enatéenely school receptiveness

and school readiness.

5.7.1.2 School receptiveness to change

School receptivenesso tchange (an exosystem) refers to the openness of schools to
implementing changéGreenhalgh et al., 20D4School$ receptiveness to change (refer to
Section 5.5.2) are characterised by a collective commitment to implementing change through
developing a learningentred culture to improve student performance. Leadership practices
include manaigg the instructional pragmme making resources available, ensgr
accountability, and developy teacher competence to meet the needs of studezashers

who experience their working environment as supportive are more motivated and committed

to implemening interventions(Leithwood et al. 2008)Therefore, contextual factors can
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influence teacher work-related psychological factorsuch as stress, depression, and

professional burnoytefer to section 5.4.3).

5.7.1.3 School readiness to implement an intervention

In addition to schooteceptiveness, the context must also be ready to implement a specific
intervention. School readiness (refer to Section 5.&ag)demonstrated by knowledgeable
leadership practicegnable the implementatioy supporting teachers through a collective
commitment Leadership who hee knowledge of the intervention taa better understanding

of what resources are neededet up systems to support teachers and ensure that procedures
aresetin place to provide teachers with time off for training and collatons.

5.7.1.4 Contextually relevant intervention outcomes

It goes without saying that interventions need to be empirically validated before they can be
implemented in schools. However, equally important is the perception of teachers, students and
other staffmembers of the effectiveness of the programme after the implementation began.
Observable benefits for students and teachers during the implementation process create positive
intervention experiencdslan & Weiss, 200band further teacher and student cornneint to

the implementation process. Furthermore, the benefits of implementing the intervention must
be contextually relevant and meaningful to the individual as was demonstrated in this study.
The findings showed that the perceived benefits were notdiffigrent for the teachers and

students but also varied across the grades.

5.7.1.5 Intervention flexibility and adaptability

The variability of contexts requires flexibility in implementing SBIR and interventions must
be adaptable to ensure contexnedvance. Flexibility in implementing an intervention alfow

for individual and contextual factors to be considered during the implementation process (refer
to Section 3.4.4). In this way the characteristics of students, school, teachers and context (refe
to Section 5.4.2, 5.4.3, 5.5.1 and 5.5.2) must be taken into account when implementing SBIR.

5.7.1.6 Time

Time (refer to Section 2.2) in SBIR is situational, not only must it be the right time to implement
an intervention as shown by Shea et al. (2014), butrésearcher must also take into
consideration that behaviour change is a continual process influenced by individual, contextual

and intervention characteristics (Kitson & Harvey, 2015). Furthernioeénplementation of
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SBIR in a rural context requires ditional time and commitmentime is required tduild

trusting and collaborative relationships at the school to gain an understanding of the context
and instructional practicefEberséhn, 2035Murphy, 2015. In addition, assessing the
preimplementatiorand implementation context, developing strategies to address the specific
constraits and reinforce enablers and adapting the intervention requires(Alimers &

Mildon, 2015 Kitson & Harvey, 201k

5.7.2  Interaction between enablers and constraints across the system

The enablers and constraints of SBIR do not function in isolation but are influence by and
influence each othewithin and across the different levels of the-bmlogical mode{Tudge

et al., 2016) Referring back to the biecological mode(Bronfenbrenner & Morris, 2006)
presented in Section 2.2 | describe the interactions of enablers and constraints within and across

the system&om the study

5.7.2.1 Individual level

The first level of interaction is individual. Teacheadiness during the pmaplementation

stage is related to the identified need for chaiideyeloping the English literacy skills of
students), if the perceiverteds within their control to changandif the change is worthwhile
making (refer to Saion 5.4.1). In evaluating the intervention, teachers perceived the
implementation tasks as doable (refer to Section 5.6.3) and compatible with their current
instructional practices and pedagogical belief system (refer to Section 5.6.1). During the
implement ati on process the teacherdés competenc:¢
benefits of the intervention, and support from the school will influence commitment to the
implementation procesBrom the research findings, teacher willingness to imeidr8BIR is
strengthened when the benefits of the intervention are visible as was apparent by students
speaking more English in the groups, engaging more with the text, and using shared learning
experienceto understand the comprehension texts betteer(tefSection 5.6.20bservable
benefits for students during the implementation prodassitate teacher commitment to
implementing the interventioffGreenhalgh et al., 20D4vhich in turn createdoositive
intervention experiences strengthening teask#efficacy Han & Weiss, 2006 In addition,

teacher commitment to implementing SBIR was constrained by a culture not open to change

or supportive of implementing change (refer to Section 5.5.2).
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5.7.2.2 Mesosystem

The second system in the bioecological masieghe mesosystem. The mesosystemlinks
between the microsystems (teachers, school, students and intervention) and the
interrelationships that exist between the microsystems (Bronfenbrenner & Evans, 2000). The
guality of the interactions in the classro is influencedy teacher competence. In the study
student engagement during English lessons was low as reflected by little variation in the lesson
structure, insufficientwvailabletextbooks, and limited opportunities for creative and critical
thinking. The student characteristics influenced classroom intergotifan to Section 5.5.1)

such as low academic performance, large age gaps, behaviour in the classroom, English literacy
skills and absenteeism. In terms of school characteristics (refer to Section 5.5.2), the limited
instructional resources to develop literacy skills in students influences the quality of instruction.
Intervention characteristics influence implementation wdtadents and teachers experienced

observable positive changes and the implementation tasks were doable.

5.7.2.3 Exosystem

The school, as it forms thexosystemis the third bioecological systemhich determines the
implementation context (refer to Section 5.5.P¢achers are more willing to implement an
intervention in a learningentred culture and whetlee school is receptive to change. In such
culture emphasis is given to developing staff and making tangible resources available. Staff
development influenceseacher competence and belief in the ability to implement an

intervention.

5.7.2.4 Macrosystem

The macrosystem is the last bioecological system and represents the overarching belief system
exerting a unidirectional influence on the other systems (Rosa & Tudd®), B0$outh Africa,

the educational landscape has been influenced by reforms to improve quality education to
redress the inequalities of our postcolonial and the apartheid legacy. This sets the agenda for
the type of intervention and initiatives that amgplemented at schools to support policy
implementation and the implementation of SBIR should align to the objectives of educational
policy (Han & Weiss, 2005).
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5.7.3 Integrated implementation framework in rural South Africa

Earlier | mentioned that the insightmined during the study canform methodological
considerations in educational researthe methodological knowledge gained during the
intervention implementation process supports knowledge not only about what works but why
and how interventions workof whom, and under what conditions (Dudarling, 2011b;
Humphrey et al., 2016). In this way, interventions, the implementation process, and the
relevance of the intended outcomes can be evaluated.

In this sectionl address the methodological purposéhefstudyand provide examples
from the findingsl revise the schodbased intervention model presented in Chapter 2, Section
2.5.3 (presented in Figure 5.2) to provide an integrative framework for SBIR in a rural South
African context In the framework take insights from the bioecological model and draw from
classical theories and implementation science to focus on behaviour change individually and
collectively (refer to Section 1.6) for implementing SBIR. In this way the integrated framework
can be ued to guide the implementation of SBIR in similar spaces to strengthen identified
enablers, address noted constraints and consider silences to facilitate the implementation of
SBIR in the classroom, and to create an enabling supportive environment (Rarhigbal.,

2010; Weiner et al., 2012).

Bronfenbrenner 6s bi oecol ogi cal mo d el pro
relationships between enablers and condsaiacross the different systems influence
intervention outcome@Nilsen, 201%. By understandinghe relationships between enablers and
constraints multiple interventions can be implemented within (horizontal intervention
implementation) and across systems (vertical intervention implementation) for individual and
collective behaviour to facilitate thmplementation of SBIR as presented in Figure 5.2. While
the bioecological model recommends the implementation of multiple interventions across the
systems the implementation process mus¢ done in a coordinated manner to produce
complementary or syneig effects (Domitrovich et al., 2010Weiner, Lewis, Clauser, &
Stitzenberg, 2012 Therefore, understanding the interdependence of the different interventions
being implemented is important (Weiner et al., 2012) to ensure that the intartdeches are
realised. To illustrate the complementary or synergic effédtsok at how implementing
multiple interventions can be integrated within a system (horizontal intervention integration)

and across the different systems (vertical interventitegmation).
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5.7.3.1 Horizontal integrated interventions

Horizontal integrated interventions address change within a specific system
(Domitrovich et al., 2010)The purpose of integrating multiple interventions within the first
bioecological system (individual 9g$n in Figure 5.2) is to develop and sustain teacher
readiness to implement SBIR. The interdependence of implementing multiple interventions
provides ecumulative effect that reinforces teacher readiness in the implementation of SBIR.
In addition, integradd interventions can facilitate other interventions or remove barriers to
develop teacher readiness (Weiner et al., 208@).example, findings in the current study
showed that teachers were motivated to implement Inkhulumo in the classroom. During the
pre-implementation stagepdividually and collectively, teachers identified the need for change
and perceived theeed forchange within their control and worthwhile making (refer to Section
5.4.1). In evaluating the intervention teachers perceived theemgpitation tasks as doable
(refer to Section 5.6.3) and compatible with their current instructional practices and
pedagogical belief system (refer to Section 5.6.1).

However, during the initial implementation stage despite teachers being professionally
qualified to teach English FAL in the senior phase limited competence, not being proficient in
the studentsd home | -affitacy (eetpretg Sectiond 5.4.2a5c4KBiamdg i n
5.4.1 respectively) were constraints preventing the move of teachimation into action for
the SBIR to be implemented. Furthermore, teachers did not see the task demands as doable,
and the intervention was incompatible with their current instructional practices (refer to section
5.6.1). In addition, teacher commitmeatimplementing SBIR was constrained by a culture

not open to change or supportive of implementing change (refer to Section 5.5.2).
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Figure 5-2. Integrated implementation framework adapted from (Domitrovich et al., 2008)

From the research findinggeacher willingness to implement SBIR is strengéten

when the benefits of the intervention are visible (refer to Section 5@b&grvable benefits

for students during the implementation prodesdlitate teacher commitment to implementing

the intervention(Greenhalgh et al., 20D4which in turn createdpositive intervention
experiences strengthening teacher-séitacy (Han & Weiss, 200b

Interventions can be implemented to facilitate other interventions or to remove
constraints to the implementation of SBIR (Weiner et al., 2012). Teaohgretence in both

instructional and intervention knowledge was identified as a constraint to SBIR (refer to

Section 5.4.2)hatcan be addressed through providing feedback and adapting training sessions

to align with

and

i ntegr at e oftheareghiremest® of under

interventions (Dyssegaard et al., 2017; Nilsen, 2015). Providing tsaghikifeedback further

reinforces teacher commitmentttee implementation process and develop teash@gnse of

seltefficacy (Han & Weiss, 2005)

Silences identified in the findings such as woglated psychological factors (refer to

Section 5.4.3)a&n be addressed by ensuring that school leadershipgriactive part in SBIR
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implementation. Leadership who have knowledge of the intervention sassisgmoving
constraints to the implementation process by providing the resources neetlad, uset
systems to support teachers, and engrthat procedures are in place to provide teachers with
time off for training and collaboratior{&lbers & Mildon, 2015 Dyssegaard et al., 20L1n
addition, systems can be set upntenitor and evaluate teacher performance and student
achievement to have accurate datéanform teaching and learning practice. Where principals
actively support teachers in implementing SBIR research findings havenghat teacher
implementation of the intervention increasssstatedby Rohrbach et.ain Han & Weiss,
2009.

5.7.3.2 Vertical integrated interventions
Interventions can also be integrated vertically across the different systesigpport
intervention implenentationDomitrovich et al., 2010Bupport strategies are often considered
key variables to create change in schools and to ensure implementation fidelity and
sustainabilityDomitrovich et al., 2008; Dunst al., 2013; Fixsen, Naoom, Blase, & Friedman,
2005) Support systems fulfil a dual function to support individual and contextual factors. The
first function is at the individual level facilitating the process of moving SBIR into practice by
providing teachers with the required training to develop their intervention skills and enhance
teacher selefficacy (Durlak & DuPre, 2008)

The second function is to create a supportive infrastructure for an enabling
implementation contexDuda & Wilson, 2015)The goal of this support, accordingDarlak
and DuPre (2008)s to maintain motivation and commitment thereby ensuring sustainability
of intervention implementation. As part of the implementation process the strategies can
include a variety of methods and prees to support effective implementation of scHoated
interventions throughout the different implementation stages with additional resources,
training, coaching, and developing an implementation clifitenphrey et al., 2016; Weiner
etal., 2011)

In Figure 5.2the bioecological system regts aninteractive implementation process.
By understanding and assessing individual and contextual system factors, prior to intervention
implementation and during the implementation procefgtegiescan be implemented to
facilitate purposive change in theaskroom in a coordinated manner (Domitrovich et al., 2010;
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Kitson & Harvey, 2015).In addition, the iterative implementation process assists in
consciously facilitating willingness to changéitéon & Harvey, 2015 When meaningful
outcomes are achieved bynplementing SBIR, teachers have positive intervention
experiences. Positive experiences increase teathesicy, which in turn motivates them to
implement the intervention and develop their professional competence. Teacher competence
and experience implementing the intervention can provide insights into what works and what

needs to be adapted to achieve the intended outcomes.

5.8 REVISITING THE THEORETICAL AND CONCEPTUAL FRAMEWORKS

OF THE STUDY
In Chapter 2, Sections 2.2 and 2.5, | presented Bronfemleen 6 s t heor et i c al
implementation science as the conceptual framework to guide the current study which provided
the background of the implementation framework set out to answer the primary question. The
revised framework informs the recommendation | make in Section 5.6
bioecological modetonsiders the contexthen implementing SBIR by identifying the factors
that enable or constrain implementation across the different systems to inform implementation
design(Humphrey et al., 2@). Insights based on the bioecological model help to understand
intervention outcome variability, assuming an interrelationship between people and context
(Nilsen, 2015; Weiner et al., 2018ystems theories justify the multilevel interventidmest
combne behavioural and contextual interventions that work together in complementary or
synergistic wayg¢Domitrovich et al., 2010)

Implementation science consists of numerous theories and approaches to include factors
that explain how behaviour change occindividually and contextually, as well as provides
practical guidelines on the implementation pro¢disen, 2015) In addition (refer to Chapter
2, Section 2.54), | described the dynamic and rditéctional dimensions that influence the
implementaion process of SBIR. Interventions at different levels mutually reinforce each other
by changing interactional patterns between the different dimendyssegaard et al., 2017)

In revisiting the theoretical and conceptual framework, | adapted the SBihielude
the role of the researcher as part of the implementation strategy. Research has shown that there
is a direct relationship between implementation uptakegsearcher (who also acts as a
facilitator), and the facilitation process (Durlak & DuPr@)Q82; Dyssegaard et al., 2017; Kitson
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et al., 1998). Including the role of the researcher in facilitating the implementation process of
SBIR is Ato navigate and negotiate between
and i nt er (Kisdni&WHarvew 20450 p. 20)These authors explain further that the

role of the researcher can vary from explicitly supporting the achievement of a specific goal to
a more general focus on transforming individuals, teamntkrganisations to create a culture

that is more open and receptive to change and improvement. In challenging contexts, the
implementation process calls for transformation strategies to be included in the implementation
process. Where contexts are not ready to implement change at theualdand contextual

level, the role of the researcher starts as being directive, progressively moving towards

collaboration and support (Kitson et al., 1998).

5.9 CONTRIBUTION OF THE STUDY

The present study enhanced knowledge on what enables and constrains the
implementation of SBIR in a rural South African context to inform methodological
considerations in educational research. As stated in chaptesfdite the implementation of
numerous interventions students are still performing poorlfinal year schoolkexams a
phenomenon attributed to the low literacy skills of students (DBE, 2014; Taylor, 2016). The
study provides a practical and theoretical contribution to the body of knowledge on SBIR.

The practical contributioof the studyto the body of knowledge is an implementation
framework to enable SBHrelated change in literacy instruction practice. The adapted
framework by Domitrovich et al. (2008) includes the relationship between the enablers and
constraints within and acrossfeifent levels of the bioecological model. Remaining cognisant
of a rural South Africa context | included the characteristics of students, the intervention, and
situational factors as enablers and constraints to the implementation process. The background
of students and literacy skills determine how the intervention can be implemented in the
classroom. The attributes of the interventinay influence teacher willingness to implement
the intervention. The teachers, students and the school perceptions df dubdveisses the
identified needs influence commitment to the process. Irrespective of the efficacy of the
intervention or the willingness to implement the interventibie, timing must be right. In
addition, in the framework | address individual and caiNecbehaviour change to create an

enabling context for intervention implementation. In this way, as part of intervention
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implementation in the classroomsupport system can be developed to ensure commitment to
the process. In the framework | also inautie role of the researcher to facilitate change by
implementing strategies based on assessments of timmgenentation and implementation
context.

In the present study to understand what enables and constrains SBIR | included
literature from implemetation science. To my knowledge implementation science has not been
used in studies in SBIR to change instructional practices. Including implementation science as
the conceptual model of the study allowed me to incorporate numerous theories and approaches
to intervention implementation. Although the study was based on a systems approach to
intervention implementation, | was able to include classical theories on change and theories on
organisational readiness. In this way implementation science prandemhanced

understanding of how individual and contextual factors influence the implementation process.

5.10 LIMITATIONS

The inclusion of only one rural school in the study limits the transferability
(generalisability) of the study. However, the findings are dstent with literature on
intervention implementation. Regarding the role of the researcher as a limitation in the study,
| think my previous work experience in corporate provided me with a better understanding of
the influence of organisation factors enervention implementation. However, | found being
new to implementation research may have influenced some of the decisions | made. The
support from the research team and debriefing sessions with my supervisors helped me to be
more sensitive to my role asresearcher. Lastly, the location of the school made it difficult to

support teachers during the implementation process.

5.11 RECOMMENDATION SFOR FUTURE RESEARCH

The current study recommends the use of an integrative framework for implementing
SBIR tounderstand and explain what influences intervention implementatismstudy can
be used for further research on methodological considerations on intervention implementation
and guide SBIR implementation in practice.

Further research is needed on whatld@s and constrains intervention implementation

that incorporates other microsystemigch as parents and the commuraty they influence
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intervention implementation and how change occurs. In addition, the silences in the study on
what enables or consing implementation within the individual system require further
investigation to provide a deeper understanding of how change is negotiated by teachers,
namely research on personality traits (e.g. introversion, submissiveness etc.) anelateck
factors(e.g. stress, depression, and professional burnout) in a rural context. Furthermore, while
there is some research on leadership practices in South Africa, more specific research is needed
on the influence of leadership and SBIR

The role of the researchas a facilitator during the implementation process requires
further investigation. In agreement with Harvey and Kitson (2015a), facilitation is an active
ingredient in successful implementation. Their research on intervention implementation in the
medical field has shown how the facilitator negotiates change is influenced by their
understanding of the intervention, participants, and the context. An experienced facilitator can
implement interventions or strategies removing constraints and creating conchitimhgive
to achieving the desired outcomes (Weiner et al., 2012). The findings on how the researcher
influences intervention implementation can be studied in rural school context.

The insights of this study can be further investigated by applying tegrative
framework in SBIR in similar spaces. The six enablers (teacher readiness to implement SBIR,
school receptiveness to change, school readiness to implement an intervention, contextually
relevant outcomes, intervention flexibility and adaptabilityd Eme) can be used to facilitate
intervention implementation. In this way the implementation process can address the
relationship between teachers, students, the school and the intervention to achieve the required

outcomes.
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