





ABSTRACT

This study assessed the implementation of the National Curriculum Statement (NCS)
in the History curriculum | the Fort Beaufort District of Education in Grade 11. The
study arose as a result of the dawn of the democracy, in South Africa in 1994 which
necessitated innovations in the education sector. An educational approach known as
the Outcomes Based Education (OBE) was introduced in 1998. As such many
changes were eventually made in the History classroom (Schoeman & Manyane,
2002). History in a sc »ol curriculum is often understandably used by the
government education a1 orities to present and promote a particular world view.

History curriculum documents in South Africa have long been under fire for being

content-heavy. The new Further Ec ning History Subject Statement
has dealt with these challenges and |eable subject content (Bertram,
2006).

This study is located in the post positivIiigm and adopted a mixed methods
approach to research thi nqqfpeeiat fqgfufr@flp@facr@es in the collection of
data. It employed a triangulati@yeiired methwe tosign to collect data that gave
useful information about the implementation of NCS History in Grade 11 in the Fort
Beaufort District. Seven high schools in the rural area of the Fort Beaufort District of
Education, in the Nkonkobe municipality in the Eastern Cape were purposively
selected for the sample 1 this study. Questionnaires were used to collect the
quantitative data, while the qualitative data were collected using interviews, focus

group discussions, document analysis and classroom observations.

Questionnaires were adr listered to 33 respondents in the Fort Beaufort District in
schools where History was offered at Grade 11. Face to face interviews were carried
out with three Grade 11 NCS History teachers and 3 focus groups with, 6 from each
with a total of 18 learners; lassroom observations and document analysis were also
carried out in in the same schools. Another interview was carried out with the
History Subject Advisor, based in the Fort Beaufort District Education Office. Fullan’s
Model of Change and Rogan and Grayson’s Implementation of Change Theory were
used to discuss and analy the data.
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that this was not the case with the former history syllabus in South Africa. Many
people during the aparthe | era perceived the history curriculum as a tool used by
the apartheid government to instil the views of the past (Husbands, Kitson & Pendry,
2003). In this regard history lessons were viewed as a tool for the mental

enslavement of the people.

1.2 Curriculum changes after 1994

1.2.1 The traditional approach to education in South Africa

During the apartheid era, education for the blacks, from kindergarten to tertiary as

well as vocational education was the responsibility of the central governme . The

organisation of the schools was ¢ a plan of social development.
According to Chisholm, Motala & Vi iculum is seen as a process of
cultural transitions, then curriculum «election from the culture which
is presented to the learner in the sc n is made at different levels by

a variety of people in a wide range ofvhich includes activities generated

by the school or by a hlgﬂeﬁﬁy&%ﬁ }obth(QﬁhPT‘l aiué process includes the
inculcation of knowledge as weth@s HrSeREFAHYT ehekills and attitudes which are

communicated through teachers, by materials, by other children, through direct
teaching, individual learning, informal contact and examples. This definition by
Chisholm et al (2003) fits the Bantu Education Act No 47 of 1953 (Smith, 1993). This
Act dealt with the principles and aims of education together with its inherent racial
inequalities, distinctive ch: acteristics, aptitudes and needs. This was an essential
component of the over. policy of separate development for racial groups

propagated and implemented by the National Party from 1948 onwards.

The decline in the quality of education for blacks in 1950s was almost entirely a
result of inadequate finani 1l provisions made for it. Lodge (1985) posits that, under
the apartheid government it became clear that quality education was only for the
chosen few and that the majority group remained poor and illiterate as a result of the
low quality of education they received. Pretorius (1999) describes education under
the ¢ rartheid regime in the >llowing way:




















































































curriculum in 2006, 2007 ¢ 1 2008. Teachers will continue to receive targeted subject-

specific training which will  dress content areas (pp. 5).

It is clear from the above plan that the national DoE planned to have an intensive
training of the staff for the 1plementation of OBE and the NCS in schools, but the
time that was allocated 1 the training of teachers was seemingly insufficient.
Chisholm (2004) has this to say about what she calls ‘OBE training’:

Given the very short time | tween finalisation of the curriculum and its implementation,
the National Department of Education and its various counterparts had no choice but

to provide crash-course training for teachers. The model adopted was one that sought

to cascade the training down througt ).
The cascade model which Chisho about implies that a group of
people are trained, who in turn are ¢ others. Chisholm (2004) further

says that the cascade model itself ha' since many of the teachers who
were trained at the top of tfgfﬁ%:é%we@ft}smeﬂlaf@ipped to replicate the
training within their districts and fghettse The dagedleheeis concerned whether new
History teachers have received any training considering the above situation, or
whether the serving teachers were prepared for the implementation of the new
curriculum. u Plessis et al. (2007) posit that there is always a problem with the
cascade model of training newly qualified teachers. Ramphasard (2000) concurs
with Du Plessis et al. (200° when he states that the cascade training model resulted
in information being diluted as it was transmitted from the National to the school
level. This resulted in co usion, lack of adequate information and the selective

inter etation of information.

From the National DoE [ in, it is evident that there would be short courses
conducted to train educ ors to implement the new curriculum, which were
insufficient for deeper knov :dge of such a complex policy. This short-course type of
training is what Le Grange and Reddy (2000) cited in Malada (2005) refers to as the
‘hit and run’ strategy. Such courses do not allow for follow-up meetings or training to
make sure that what was i liated is implemented as well as the problems that the
implementers may have in 1e course. A study conducted by De Feiter and Ncube
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The textbook is still a valuable resource used in the class since the apartheid era in
South Africa; the difference with the NCS is that teachers have to choose which
textbook they would like their learners to use, and are not given the textbook by an
authority. Glatthorn et al. (2006), however, suggests that teachers be guided to
review and select materials, they suggest that this should be done by a task team.
They call such a committee the ‘adoption committee’, which should be trained in the
following skills: (i) understanding the broad policy and district procedures; (ii)
maintaining an ethical and professional relationship with the publishers; (iii)
understanding current research in the field and teacher needs; (iv) evaluating
materials and (v) monitoring the implementation and use of instructional material. Du
Plessis et al. (2007) suggest the follpwinn ~actinne 95 g checklist to consider when

selecting and evaluating LTSM:

Is there evidence in the 1 aterial th Jrriculum Statement has been
used to guide and design the materi iblisher changed the cover and
made some cosmetic changes? How do.ﬁ help you to achieve the teaching
and learning outcomes? Does the material offer up-to-date information, accepted
theory and relevant methodsf? W4t adtivilesteanyour lefihdids Zio when they use the
material? What skills will thesd agtitiies help.deetterscao develop? How will the
material help to make your learner's school experience enjoyable and challenging? Is
there teacher support material available? Is the language level of the material suitable
for your learners? In what way is the material relevant to your learners’ lives? Could
you adapt it to be more relevant? (p. 170)

Furthermore the DoE had ¢ ;o issue out some guidelines on how the LTSM was to
be selected. These were the guiding principles for choosing textbooks as provided
by the DoE (2003).
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e Methodology focuses on the best means for acquiring knowledge about the
world.

In line with varying ontological and epistemological orientations, a number of
paradigms of inquiry have emerged over time. They can be broadly classified as the
positivist, interpretivist and post-positivist paradigms (Walliman, 2006).

3.2.1 The Positivist Paradigm
Positivist paradigm, associated closely in meaning with the scientific approach,

claims one objective ‘truth’ with verifiable patterns that can be predicted with
certainty. It assumes a ‘priory tru :overable through methodical,
rigorous, careful observation that c: ‘ough testable and repeatable
methodologies (Maree, 2007:213).

Positivists use a naive realism, assum#€ctive external reality upon which
inquiry can converge. If thewarﬁ y@l@iﬁyt jT‘eFQf"FHQﬁFChy according to the
positivists must not influence tha¥ orglerhbrtmust =léontiee nature to take its course.
O’Leary (2004) proclaims that positivists aim to test a theory or describe an
experience through observation and measurement in order to predict and control
forces around us. Nieuwenhuis (2007) shares the same view with O’'Leary (2004) as
he concedes that, positivist approach emphasises ‘experimentation, observation,
measurement, reliability and validity in various processes of research’. As Guba
(1990), states:

The inquirer so to speak, stands behind a thick wall of one-way glass,
observing nature as ‘she does her thing’. Objectivity is the main point that
permits the inquirer to wrest with nature’s secrets without altering them (p.
21).

The positivism paradigm has been criticised for its technicist element that seeks to
control and predict relationships within and between variables and its view that
knowledge is absolute (Best and Kellner, 2001). According to Denzin and Lincoln
(2005), researchers who use this paradigm have been criticised for their single view

of reality that is measurable through objective and value-free scientific and

56
























inform the other method. ™ iis stance is supported by Tashakkori & Teddlie, (2003)
who extrapolate that one ethod can be nested within another method to provide

insight into different levels or units of analysis.

Finally, the concurrent mixed methods approach assisted the researcher in the
reduction of time used for data collection. It also enabled the researcher to complete

the study within the design: 2d period of time.

3.5 Population and Sampling Procedures

3.5.1 Population

Singh (2007) defines a population & ividuals, objects or items from
which samples are taken ft measul Strydom Fousche and Delport
(2007) add that a population is a s m which all measurements of

interest to the practitioner or researclvresented. A population in other

words, is the totality of persg]ﬁﬁvefjﬁ, ?“BTIT@&QHS Tﬁtfecase records or other

sampling units with which the rggRatt)- ProRigm ieneencerned. This study was
conducted in the Eastern Cape Province, in the Fort Beaufort District high schools.

The population consisted of 26 high schools which offer History, 480 learners, 26
teachers, 26 HoDs and 1 District Subject Advisor.

3.5.2 Sample and samplin: techniques

The researcher purposively  i0se the Fort Beaufort District of Education from the six
districts of the Central Re )n of the Eastern Cape Department of Education,
because although it is rural, it has a diversity of schools, which may be a reflection of
rural schools. According to Creswell (2009), in purposive sampling the researcher
purposively selects individuals who will best help them understand the research
problem and the research q 3stions. In purposive sampling, researchers handpick
the cases to be included on 1e basis of their judgement of their typicality (Cohen,
Manion & Morrison, 2000). This type of sampling was chosen for it was found to be
rich in the information relevant to the study.
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alluded to by Krueger & Casey (2009) who write that focus group interviewing is

about:

Paying attention to what ople have to say and being non-judgmental. It is about
creating a comfortable en onment for people to share. It is about being careful and
systematic with the things eople tell you. And people go away feeling good about

having been heard (pp.xiii).

Hence Krueger & Casey (2009) define a focus group discussion as a carefully
planned series of discussions designed to obtain the perceptions on a defined area

of interest in a permissive a 1 non threatening environment.

The group interactions were prod ng the range of responses,
activating forgotten details of experie ) inhibitions that may otherwise
discourage participants from disclc about how NCS History is

implemented in the Fort Beaufort Distric*SliJi#®Chools (Maree 2007). This yielded
data that gave insights into qjmp@mﬂgyt@m droyebscdfgdm@NCS History in terms
of time allocation; how the teache¢s lfttplamdnk 3¢ ®aching methods used during
lessons; as well as the support History teachers receive from both the District Office
and within the school in order to implement the NCS in the History curriculum.
However, although focus g wups are advantageous as a data collecting tool as
shown above, they have a limitation of getting biased information as some members
dominate the discussions (Maree 2007). The researcher overcame this by
encouraging discussion from every member and maintaining focus on topic under

discussion.

3.6.1.4 Observation

Observation is a method of recording conditions, events and activities through the
non-inquisitional involvement f the researcher (Bryman, 2001). According to Maree
(2007) observation is the systematic process of recording the behavioural patterns of
participants, objects and occurrences without necessarily questioning or
communicating with them. This means that the researcher does not have to ask any

questions from the participants, but is able to gather information through their
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4.4 In-service training programmes for teachers (Continuous Professional
Development of Tea« iers)

In-service Education for Teachers (INSET) is a term widely used to refer to planned
activities practised both within and outside schools primarily to develop knowledge,
skills, attitudes and performance of professional staff in schools (Lloyd & Hall, 1988).
This is sometimes referre to as continuous professional teacher development
(CPTD).

In-service training programmes are important aspects of any school development

programme as they are meant to build the capacity of the organization’s personnel.

They are primarily meant to increase etence of teachers, in syllabus
interpretation, instructional delivery presentation (Rhodes et al.,
2004). These programmes can either ernally or externally, that is, by
the school HoDs, Deputy Principals , or outside school agencies

(District Subject Advisors, Education (S{jjJ#nt Officers and other Education
Advisors from the Provinciat@i»ﬁelémil}pe%’ Fsdﬁ" AWEeO’s) respectively. In-
service trainine programmes in sdfopd¢are sohdueédrogethe Deputy Principals and
HoDs. Outside agencies like Subject Advisers, district education officers and other
interested stakeholders can also conduct these in-service training programmes at
school level. They are meant to improve teachers’ Instructional competence. At the
school level I' 3ET is primarily the responsibility of the deputy school head and head
of department.

4.5.1. Training of History teac 3rs

One of the aspects which detc mine the quality of education is the teachers’ training.
Teachers need to constantly | grade their knowledge of the subject (Ross, 2001). It
has to be noted that majority of history teachers were given initial training to update
their knowledge on the new History curriculum. Teachers were given the initial
training at the beginning of the implementation of the NCS History and they were
promised other workshops were to follow within the district. These courses were to
range from two to three days a week at the most. The table below reveals the
frequency in the in-service training of History Grade 11 teachers since the
introduction of the NCS in 2007
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Table 4.11:: Training of Histt y HoDs

Frequency of the | I 1mber of Schools %

workshops

None 7 100

Weekly 0 0

Monthly 0 0

Quarterly 0 0

Once yearly 0 0

Total 7 100

(Key: n=7)

Table 4.12 above reveals that none HoD respondents were ever
trained on how to go about monitorir port on the implementation of
changes in History, under the new ar vs with History HoDs revealed

that, it was only after some schools wer @l in the Matriculation Intervention
Programme (MIP) that supdryigqss Wﬁya{lﬁd TpetdHsksd how they would go
about monitoring the work. Even frogastemeetngy (B8 were no specifications for
subjects, and the questions\ re general. A comment made by HoD1 confirmed this
when she said: The Department of Education does not give training before the
implementation, then when t  re is a crisis it will call in people and want answers as

to why there is a high failure rate.

HoD6 also voiced her frustr ion at the silence shown by the government on the
training of HoDs, saying: The government wants the school supervisors to be
puppets who, although they . 2= leaders are blind. It wants us to read all the files it

gives us without giving us a clue where we have to feature.

It was further revealed that the number of learners determines the number of
teachers in a school, and this also affects the History HoDs.. The fewer the number
of teachers the fewer the number of HoDs, but the number of subjects remain the
same for each learner. It becomes difficult for a HoD to master all the contents of the
subjects s/he has to monitori the implementation of the new curriculum. Interviews

also revealed that what the | s are doing in the moderation of Grade 12 work, is
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the teachers of History in Grade 11 use them as instructional aides during teaching

and learning. The table below shows the results.

Table 4.13: Availability of audio-visuals aids in schools

Type of audio-visual | Number of Schools %

aids

Television sets 7 100

OHP 3 43

Computers 5 71

DVD’s and cassettes 7 100

(Key: n=7)

Table 4.14 shows that all schools whi the study had TV sets as well
as cassettes and DVDs. 5 (71%) of t .omputers. This means that all

the schools could allocate time to view t'"jj#¥ctional aides, if the cassettes and

DVD's ordered were relevan inthedeRitp J}h@tfhﬁ‘@ltp P$speered in History Grade
11. The data in Table 4.14 further indiettes thattherd evare few-3 (43%) schools with

OHP. The researcher further inquired as to how often the teachers used these audio

visual aids. The results are shown in Table 4.15:

Table 4.14: Regularity on the use of audio-visual aids by teachers

Frequency Number of schools %
Weekly 1 14
Fortnightly 0 0
Monthly 0 0
Quarterly 0 0
Never 6 86
TOTAL 7 100

Table 4.15 indicates that although television sets are present in schools they are not
fully utilised by History teachers and learners as the majority, 6 (86%) of teacher
respondents indicated that they never used them. Only one teacher respondent used

them once a week. Interviews with teacher respondents revealed that there was not

116









































































































6.2.3.1 Monitoring at school level (HoD and Deputy Principal)

The majority of HoDs did not execute some of the duties stipulated in the Manual for
School Management (2000). listory teachers did not receive any assistance from
the HoDs in terms of content; neither did the HoDs pay them any class visits nor
monitor learners’ progress by examining their exercise books. This study further
revealed that the failure to execute the duties and roles HoDs could be blamed on a

lack of training, as well as ignorance, on the part of the HoDs.

6.2.3.2 Monitoring and support by the Subject Advisor

The History Subject Advisor did not lies as indicated in the PCG
(2009-2010) to the Grade 11NCS F These included guiding and
supporting teachers, organising on-sit | as monitoring and evaluating

all the curriculum programmes for the s\t was revealed that the Subject
Advisor had neglected the G@iiﬁ }‘1:, Rqﬁp@ [a%cﬁnﬁrﬁlizaégd only on Grade 12
teachers. It was also revealed th&t tetBebjectAcwlten would not carry on with his
duties properly because of the time constraints as well as the size of the district.
Schools lack quality assurance inspection from the district officers due to a lack of
finance and transport problems. All teachers who participated in the study agreed
that they did not receive sufficient support from the department of education to assist
them in implementing the new curriculum in 2006 when the DoE was training

teachers for the implementation of NCS.

6.3 Conclusions

The study found that teachers were not adequately trained to implement the new
NCS History syllabus. It is not clear whether teachers understand and interpret the
syllabus well enough to imparl nowledge to students. It can also be argued that the
support system offered to teachers is rather weak indicating that the subject advisors
are also incapacitated in terms of interpreting and guiding teachers to ensure the

successful implementation of e subject. This call for rigorous and continuous
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APPENDIX J: Observation Sheet

The researcher will observe:

e The availability of classrooms and their condition

e Presence of educator in class. (Periodic attendance).

e Check on sitting arrangement.

e How many learners are there in the class?

¢ How the teacher is managing his/her class.?

e What teaching methods and strategies are used by teachers?
e Are the teachers acquainted with the content of the subject?

e How do learners respond?

e Are learners actively involved duri ind learning process?
e How learners interact with the teau raching process?
o Is the teacher able to include or a ry learner in his/her teaching?

¢ Auvailability of teaching and learning L 4

e Are all learners using theﬁﬁlﬁ}@}lgfwsa

« Distribution of teaching and leairgiesquescaianglearners.

e Reaction of learners who have to share or those without resources or learning
materials (Are they listening attentively/ are they busy with something else not
related to what is being taught?)

¢ Inthe absence of adequate teaching and learning materials, what do teachers

do in terms of teaching strategies and management of classes?
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