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ABSTRACT
The study is about the implementation of a project aimed at upgrading the 1ality of education
in the primary schools of the North West Province (former Bophuthatswana). Specifically, the
study focussed on community participation and in-service teacher education as the main variables
for study. Self-constructed questionnaires were used to establish ways in which PEUP (Primary
Education Upgrading Programme) benefited from community involvement and in-service
training of teachers and vice versa. The investigation covered 216 stakeholders in the primary

education project, consisting of principals, teachers, parents and officials of the Department of

Education.

The study report showed that the administrative posts, which demand high qualifications of
teachers were often occupied by male teachers. In-service teacher education changed from not
being available to its becoming a pre-requisite for getting onto the PEUP. PEUP awakened
teachers’ awareness of the contribution of in-service education to their ability to cope with the
implementation of PEUP, and by implication, to cope with change. In-service training courses
were seen to have re-inforced the managerial skills of principals and the department officials.
Parents and the entire community have developed a disposition to help improve the learning
conditions for their children. The provision of better physical structures and the supply of

teaching materials benefited clearly from the efforts of PEUP as a notable spin-off.

It was concluded that parental participation during the implementation of PEUP did not change
the attitudes of parents regarding parental visits and participation in school activities. Further
research has to be done to identify the most effective way to involve parents and to

institutionalize staff development.
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CHAPTER ONE

INTRODUCTION

1.1

BACKGROUND TO THE STUDY
One of the problems of African countries in the last two or three decades is the need for

school reform, making education relevant to the needs of learners and the society in

general (Sharpes; 1988 : 110).

The South African education scenario has a peculiar history. Bantu Education Act was
passed in 1953 in South Africa, to bring all black schooling directly under government
control. The Bantu Education suffered from neglect, from lack of resources and from the
determination of the South African government to keep it racially segregated. The
backlog that accumulated with 25 years of poor and inferior Bantu Education manifested
itself in overcrowded classrooms, underqualified teachers, poor methods of teaching,
inadequate buildings and equipment and poor academic standards and performance (De

Clercq; 1984 : 17).

Many projects arose because of a concern for the quality of primary school education.
Among these projects was the PEUP (Primary Education Upgrading Programme) which
was introduced in Bophuthatswana in 1979/80. It aimed to bring about physical

improvements to the classroom and to encourage teachers to adopt a pupil-centred

teaching approach.



School projects are usually mounted in the hope that they produce desired results, but
they are not always successful. They are always faced by many constraints such as, lack
of sufficient time; lack of material resources; poor administrative support; lack of teacher
in-service training education and failure to involve the community in the planning,

implementation and the evaluation of the project.

As Pratt (1980 : 430) puts it, time is the teacher’s most valuable resource, and the amount
needed to implement curriculum change is almost always underestimated.
Administrators may also be obliged to spend time explaining the curriculum innovation
to teachers or parents; organizing professional development, trouble-shooting the first

time problems and working in liaison with the curriculum designers.

Material resources present few problems, providing the curriculum designers make a
thorough inventory of what is required and budget accordingly, and necessary funds,
facilities, equipment and materials are provided. However, in the real world these
requirements are often unmet. Unequivocal commitment to the innovation by the
administration is an essential form of support to school personnel. Wholeheartedness
will be shown by provision of resources, moral support, and rewards and by clear
evidence of intention to assess the degree and effects of implementation (Pratt; 1980 :
431).

Regardless of the material and moral support provided, teachers will be unequipped to
implement curriculum change if they lack the necessary expertise. They must have a
competent grasp of the subject matter and of the approach to be adopted in the

curriculum.



1.2

Development of this expertise often requires specially designed inservice
training. Without such training, teachers are likely to continue doing what they have

done in the past with at most a few surface changes (Pratt;1980: 431).

The successful implementation of a project also relies on the involvement of parents and
the community. Many parents are willing and able to give their time and talent to the
educational process and teachers have to devote more time to explaining intsructional
processes and educational goals to parents. Reporting to parents in conferences will, of
necessity, increase in frequency and effectiveness. Teachers can use these parent
conferences as one means of helping parents and themselves understand the unique
characteristics and needs of each child (Morrison; 1980 : 414).

RATIONALE FOR THE STUDY

The rationale of this research stems from the fact that many projects have been launched
on methodology in teaching. The issue of how to teach has no easy solution. The most
dangerous mistake that can be made is to believe and act as though there is one best way
or ‘method of educating. Teachers should take the best from all approaches and apply

them to the needs of children, parents and community.

It has already been stated that not all projects produce the desired results expected of
them because of a number of constraints which face the project implementation. Finding
answers to the questions in this research was regarded as essential and contributory to
curriculum development by determining ways in which these constraints could be dealt

with.



No-one would deny that before any growth and development of curriculum in schools is
possible, it is necessary first for teachers to be physically present in the school they are

employed in and second, for them to be sufficiently interested at least to contemplate

change (Hawes; 1979 : 19).

Hawes (1979 :19) further maintains that in addition to teachers themselves, many other
people make up the human context in which the curriculum operates : supervisors,
inspectors, administrators, managers and many more. All are linked, in their own special
way, with the business of selection and implementation and, in an ideal world, should

have a common interest towards maintaining quality in schools.

The term “parental involvement” has a variety of meanings, ranging from external
support (e.g. fund-raising, attending social events, supplying materials); participation (e.g.
helping in the classroom, listening to pupils read, helping with pupils’ homework, and
attending workshops); through to complete control (e.g. over staff selection, finance and,
curricutum). (Pugh et al; 1987 : 105).

According to Pugh et al (1987 : 105) individualischools have different circumstances
(size, location, cultural and neighbourhood charactersitics, age of children, etc.) and
because parents differ from one another, there can be no ideal blue print for actions that
will meet the needs of all schools and parents. The key feature to any development
towards community involvement is the willingness of the individual school to listen to
parental perspectives and viewpoints, to acquire a more accurate picture of their needs
and wishes, and to use professional skills to evolve a programme that is responsive to its

particular situation.



It is therefore essential to know the ways in which the former Bophuthatswana parents

and community were involved in the planning, implementation and evaluation of PEUP.

It will not be easy, and it is foolish to pretend that a major task of curriculum
development can be undertaken without including a considerable programming of in-
service education for teachers on a regular basis. An effective inscrvice programme can
produce results that will lead to increased competence and ecffectiveness in the

performance of teaching”.

In-service education aims at promoting the professional growth of teachers so that they
may teach more effectively and be exposed and respond to curriculum development.
Better teaching and more effective learning, together with a richer sense of fulfilment for
teachers and learners, are the goals of in-service education. It incorporates an attempt to
improve the competencies of teachers through such means as the presentation of courses,
workshops, conferences, congresses, study groups, inter-school visits, lectures and staff

development programmes (Cawood & Gibbon; 1981:15).

As Cawood & Gibbon (1981:15) maintain, although the educational authorities should
take the initiative in providing in-service educational opportunities, the following also
share responsibility in this vital aspect of education: those in Departments of Education
who are responsible for in-service planning; various Departmental subject study
committees; teacher centres; inspectors of education with schools and regions; teachers’

associations; training institutions such as universities, colleges and schools.

5



1.3

This highlights the necessity to establish the extent to which in-service education
contributed to the implementation of PEUP, and to find out if PEUP helped in the

institutionalization of in-service training education.

Finally, it will be also important to establish whether PEUP could be said to have been
effective. The following are always portrayed as barriers to the success of school project
implementation: lack of sufficient time; failure to involve parents and the community;

lack of resources; finance; administration and lack of proper organization of in-service

education.

THE PROBLEM

The study attempted to establish ways in which Primary Education Upgrading
Programme (PEUP) benefitted from community involvement and in-service training of
teachers. It was hoped to find the extent to which PEUP would change attitudes toward
parental involvement in their children’s education and to examine the role played by in-

service education in providing coping skills for teachers on the new project.

It is assumed that no two groups of stakeholders would have identical conceptions of
PEUP ideals. In this study, the following stakeholders in the curriculum development
were involved : teachers; principals, departmental officials and parents. If teachers
would perceive PEUP differently from the way in which it is perceived by parents,
confusion would reign. It is therefore essential to determine how various stakeholders

in primary education conceptualized PEUP.



1.4

National and local variations in education, training and experience between the teachers
employed to implement school curricula are almost as great as between the children
themselves. An obviously desirable situation is for a country to have a sufficiency of
well educated and trained teachers working for reasonable lengths of time in areas where

they are familiar with the people and their culture (Hawes; 1979 : 16).

Beeby (1966) advances a hypothesis of the stages of the development of primary
education in which he argues that teachers’ competence, flexibility and ability to
innovate, depend largely on their level of education and training. Some research evidence
further suggests that other factors such as personal maturity and the will and opportunity

to keep up to date are even more important.

DELIMITATIONS
Implementation of any project is fraught with a minefield of constraints. For a school
project to be successful constraints such as, administration, parental and community

involvement, in-service training education, physical structures and finance are among

the many problems to be eradicated.

This study focussed particular attention on two constraints to the implementatin of a
project, namely: community involvement and in-service training education in selected

schools and their communities in the erstwhile Bophuthatswana. The schools selected

were predominantly rural.



1.5

BASIC ASSUMPTIONS

This exploratory study on aspects of curriculum ¢/ ge is based on a num!  of

assumptions, a few of which have been identified here:

1.5.1

1.5.2

1.5.3

1.54

1.5.5

1.5.6

1.5.7

This study assumes that different stakeholders in primary education should share
the same ideals of a new project if they should work efficiently towards
achieving the specified goals.

That the involvement of parents and the community at large can contribute to the
planning, implementation and evaluation of a school project.

That an initial effort to involve parents in school activities would extend to the
help their children receive with school work, even after the launching of the
project.

That curriculum development cannot be undertaken without including a
considerable programming of in-service education for teachers, principals and
departmental officials.

That PEUP can influence the institutionalization of in-service education.

That teachers’ competence, flexibility and ability to innovate, depends largely on
their level of education and training.

That In-service Teacher Education improved in the former Bophuthatswana.



1.6 PURPOSE OF THE STUDY
This study intends to answer the following main questions:
1.6.] How was PEUP conceptualized by the various stakeholders in primary education?
Did the various stakeholders perceive PEUP ideals in the same way? If not, what

was the cause, and how could this be prevented from occuring in the school

project implementation?

1.6.2 In what ways were parents and the community involved in the planning,
implementation and evaluation of PEUP? Were they involved at all?
Were they involved through all the phases of the curriculum development or only

during one phase e.g. implementation? How were they involved?

1.6.3 (a) To what extent did In-service Teacher Education contribute to the
implementation of the PEUP? Who arranged these in-service courses?
By whom were they attended? When were they attended and how

frequently? On what specific content were these courses based?

(b) In what ways did the PEUP help in the institutionalization of In-service
Teacher Training? Was In-service Training well established in the
erstwhile Bophuthatswana before the inception of PEUP? If not, what
role could be said to have been played by PEUP in the improvement of In-

service Teacher Education in former Bophuthatswana?



1.7

1.6.4 In what ways could PEUP be said to have been effective? Was PEUP a
successful project? What could be considered as the impact of PEUP on the

primary education in the former Bophuthatswana?

THE THEORETICAL FRAMEWORK GUIDING THE INVESTIGATION

Curriculum development is a complex system in which many factors interplay in the hope
to reach a pre-specified destination. As already stated in paragraph 1.3, the aim of this
study was to establish ways in which PEUP benefitted from community involvement and
in-service training of teachers. This study is related to curriculum development as far as

it is influenced by community participation on the one hand and in-service education on

the other hand.

Curriculum development can be regarded as that process during which curriculum is
designed, disseminated, implemented and evaluated. The development that takes place
within these phases, aims at more effective teaching and therefore the ability to plan is
a strong characteristic of each phase. There is a dynamic interaction between these

phases and there is not necessarily a set pattern of development (Carl; et al; 1988 : 23).

Sometimes curricula innovations, according to Bishop (1985 : 189) invariably flounder
because they are formulated in vacuum by curriculum development experts and then
imposed on schools where unprepared teachers, with neither the inclination nor
knowledge to implement them, make impolite noises concerning these b(;thersome
innovations and proceed with the business of preparing their pupils for public

examinations.

10



Manifestly, educational change can only succeed when teachers are sufficiently impressed
by the validity of the new approach and thoroughly grounded in the techniques necessary

for its implementation. In short, the teacher is the key to educational innovation.

A curriculum is only as good as the quality of its teachers. Positively, a curriculum is
enriched by the creativity and imagination of the best teachers; negatively it is vitiated
by the limitations of poor teachers and poor teacher training. Poorly educated teachers
can teach only what they know, and so they cling to the textbook and depend on the
narrow, formal framework of the system to give them their sense of security. When in

doubt, they fall back on the ways in which they were taught themselves a generation

earlier (Bishop; 1985 : 195).

The more conventional way of introducing teachers to new ideas and techniques and
methodologies in education is by courses ranging from a few days to several weeks. In-
service courses are usually held during the school vacations so that teachers are not
absent during school time. But as Hawes points out: ‘Too many in-service courses are
still very sorry affairs, vague “how-to-be-a-good-teacher” courses, often patronising in
tone and sometimes providing a living example of those didactic methods they so
urgently want teachers to avoid’ (Hawes; 1979 : 124/125).

Bishop (1985 : 198) maintains that all curriculum development must be seen against the
shortage of teachers, the inexperience of teachers, and, in many cases, the isolation of
teachers. One must ensure that curriculum change does not outrun the capabilities of

teachers.

11



1.8

Various persons outside the educational centre also have significant roles to play in

planning a programme of learning opportunities for its students. Curriculum, instruction,

and evaluation specialists from the school district offices, community educators and

resource specialists, parents, and others in the community are needed in the system

(Saylor; et al; 1981 : 48).

DEFINITION OF TERMS

In this study a number of terms have been used that generally conjure a variety of

meanings among curriculum theorists and educationists. The definitions that follow

reflect the senses in which the terms have been used in the study.

1.8.1

In-service Education

In-service education involves those educational and training activities engaged
in by primary and secondary school teachers and principals, following their initial
professional certification, and intended primarily or exclusively to improve their
professional knowledge, skills and attitudes in order that they can educate
children more effectively. (Bolam cited in Hopkins; 1986: 18). In this study in-
service education refers to courses organized to cover all subjects in the primary
school curriculum at any level. Different types of in-service courses on new
teaching methods were given: exposure, briefing, support, enrichment and
convention. These courses were organized for teachers, principals and
departmental officials.

12



1.8.2

1.83

MLty - L 4l

~e 1cett -

Generally child-centred education refers to a theory or practice where the pupit,
not the knowledge to be covered, is the main focus of attention. It places an
emphasis on the learner as the architect of his or her own learning. For this study
child-centred education is seen to include specific aspects such as methods of
teaching and types of grouping. These methods of teaching include: group work,
project method, activity methods and assignment methods. Different types of
groupings such as age grouping, social or interest grouping and ability grouping

are preferred in child-centred education.

Community Involvement

In this study community refers to people who stay in the neighbourhood or
environment of the school. Community involvement has a variety of meanings,
ranging from external support (e.g. fund-raising, attending social events,
supplying materials); participation (e.g. helping in the classroom, listening to
pupils read, helping with pupils’ homework, and attending workshops) through
to complete control over staff selection, finance and curriculum (Pugh et al; 1987:

105).

13



1.9

1.8.4

1.8.5

Curriculum develop -t

Curriculum development involves the planning of learning opportunities intended
to bring about certain desired changes in pupils, and the assessment of the extent
to which these changes have taken place (Nicholls; 1972). In this study the
change was channelled through a project to upgrade primary education in the least
developed rural primary schools in the North West Province (formerly known as

Bophuthatswana).

Bophuthatswana

Bophuthatswana was one of the Homelands in the Republic of South Africa. The
homeland was invented as a result of the unacceptibility of other names that had
been used by Whites of European origin in referring to territory predominantly

occupied by Blacks (Mangope; 1988 : 28)

SUMMARY

This study assumes that the successful implementation of a school project relies on the

involvement of parents and the community at large; it also hinges on proper organization

of in-service education and the availability of human and physical resources, proper

planning, time, administration as well as finance.
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CHAPTER TWO
REVIEW OF RELATED LITERATURE

INTRODUCTION

The purpose of this study was to establish ways in which PEUP benefitted from community

involvement and in-service training of teachers, the latter two being the main variables in the

study.

Explicit in this study was the need to determine how various stake-holders in primary education
conceptualized PEUP; ways in which the parents and community were involved in the planning,
implementation and evaluation of PEUP; the extent to which in-service education contributed
to the implementation of PEUP, and the extent to which PEUP helped in the institutionalization

of in-service training education.

In this Chapter the following sub-headings are discussed: firstly, there is a background
information on PEUP, which constitutes the main ethos of PEUP; secondly, we look at the nature
of Child-Centred Education; Community Participation; and finally In-service Training Education.

A summary of the related literature concludes the chapter.
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2.1

PRIMARY LDUCATION UPGRADING PROGRAMME (PEUP)

2.1.1

BACKGROUND INFORMATION

Among many educational projects established to improve the quality of the
primary school education, was PEUP, which was derived from the Popagano
recommendations to improve the quality of primary school provisions throughout

the former Bophuthatswana.

Through investigations, discussions, meetings, seminars, conferences and
interviews which involved a broad spectrum of people in education, the perceived
need to design a system of education that would be worthy of the self-respecting,
independent Republic of Bophuthatswana was established (Bophuthatswana

Government; 1978 : 18).

PEUP was introduced as a project in selected schools in 1980 with a project team
of two, comprising the project leader and an evaluator. At the time of its
introduction, only six pilot schools from the then Tlhabane Circuit, near
Rustenburg, were involved. In each school, one Grade | class of about fifty

pupils was chosen, thereby involving approximately 300 pupils (Sebego; 1988 :

02).
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2.1.2 AIMS AND OBJECTIVES OF PEUP

The aims and objectives of the PEUP project were stated as follows:-

2.1.2.1 to change the classroom into a stimulating rich environment for children;

2.1.2.2 to divide children into ability groups in order that each child should be

able to learn at his or her own pace, to become an active learner and to

participate in the learning process;

2.1.2.3 to give each child an opportunity of learning from his or her own
experience and of expressing himself/herself and of becoming full

potential as a problem solver;

2.1.2.4 to help the child master new concepts and to explore these concepts fully;

2.1.2.5to make learning a joyful and positive experience and to reduce

harassment and confusion at this early stage of life and learning;

2.1.2.6 to help children build a good self-image, to be independent, self-reliant

and to learn to share and be considerate towards others;

2.1.2.7 to plan the timetable in such a way that learning becomes more child-
centred and to provide a well-balanced personality; (Holderness; 1986
:01).
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EARLY DEVELOPMENTS OF PEUP

In 1980 the pilot scheme was extended to six selected schools in each of the
seventeen (17) circuits. A total of one hundred and fourteen (114) new schools
were thus included as phase Il schools. The following criteria or points were

considered in selecting Phase 1l schools:-

Double sessions or the platoon system was done away with, only schools that
could have single sessions were approved to implement PEUP. The
nomenclature of sub-standard was replaced by grades and children were exposed
to a school readiness programme that was conducted for three months on first
admission. The number of pupils in the project classrooms was reduced from
sixty to fifty. The school admission age was reduced from seven (7) to five and

half (5'%) years. (Bophuthatswana, Department of Education, 1981 : 0)

The schools had to commit themselves to making the following improvements,
in order to make the classrooms conducive for learning. Classroom walls, doors
and window frames had to be painted; open shelves on two sides of the room with
classroom lockers for storing individual children’s books had to be constructed;
the schools had to install a pinboard and a low chalkboard for children;
recommended books and educational material and learning aids were to be
purchased, and finally schools héd to install burglar proofing where deemed

necessary (Sebego; 1988 ; 03).
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In 1981 the hundred and fourteen (114) Phase 1l schools were visited by the
project organizers to determine which of the selected schools could be given the
status and role of “model schools” in their attachment of the above-stated
objectives. An open invitation to join the project was extended to all primary
schools in the seventeen (17) circuits, although schools with major problems (e.g.
double sessions/platoon system; lack of classrooms) were discouraged from

joining (Sebego ; 1988 : 03).

According to Holderness (1986 : 04), it was hoped that all primary schools would
be upgraded within the following few years and that the process would move
further into the middie and secondary schools. Many had come to share the
project’s vision to make the pupil the main focus of attention in education and
had made it their own, and the prospect of contributing to further upgrading was

challenging growing numbers of teachers and principals.

TEACHING AND LEARNING METHODS

The PEUP project acknowledges the individual child’s potential for creativity and
a readiness to explore, to investigate, to discover and to do things on his own. In
principle, the teaching approaches and methods at the PEUP schools were geared
towards the ideal of education for Popagano. Passivity on the part of the learners
was substituted for by active participation, creativity, problem solving and other
individually - based methods (Bophuthatswana; Department of Education;
1981 : 06).
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PEUP could be said to have used child-centred teaching approaches in the sense
that it laid more emphasis on the development of trust; initiative, self-discipline
and a sense of achievement and a spirit of co-operation in the school-beginner.
Among the child-centred methods which were used were : group-work;

assignment method; project method; activity methods and discovery methods.

COMMUNITY PARTICIPATION

The PEUP organizers realised the importance of involving the community in the
launching of this project. From the on-set, parent-committees were involved in
building new classrooms to reduce the classroom-pupil ratio that would facilitate
individualized instruction, and the creation of a fund for the provision of

equipment and teaching.

It was calculated that in order to upgrade or improve any one classroom in the
school, the local community had to raise approximately two-thousand-rand
(R2000.00) through contributions and fund-raising exercises. In the purchasing
of furniture, the Department of Education assisted the schools on a rand-to-rand
basis. For example, once a school managed to raise four-hundred-rand
(R400.00), a cheque for that amount was sent to the Department and an amount
of eight-hundred-rand (R800.00) was then forwarded to the then Bophuthatswana
factory which later delivered to the school concerned project-furniture for a class
of fifty children. Much of the balance of the two-thousand-rand went towards the

purchase of books, educational-material and learning aids (De Clercq : 1984 ; 34).
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From the reports (Holdeness; 1986) tabled by the schools in the then seventeen
circuits, the following community activities in PEUP were also included:
repairing and painting of classrooms; feeding pupils; fundraising activities;
parents’ participation in social activities; attending annual general meetings.
Parents visited schools to: discuss the progress of their children; discuss
children’s problems with the principal and to attend parents’ meetings. Parents
helped teachers regarding their children’s school work such as: listening to their
children read, helping with children’s homework; participating in school outings
and supplementing supplies such as egg cartons, wrapping paper. Finally parents
assisted in guiding children to preserve and protect the best of society’s norms in

order to prepare them for a challenging future.

TEACHER IN-SERVICE EDUCATION

According to Sebego (1988) in-service education played an important role in the
implementation of PEUP project. One-week courses were organized to cover all
the subjects in the primary school curriculum at any level. These courses
included : participant observation of recommended teaching practice in model

school classrooms and “hands-on-coaching” in the new methods for principals

and teachers alike.

Various kinds of in-service courses were given : exposure; briefing; support;
enrichment and convention. Organizers were appointed to assist both education

officers and teachers in helping to ensure that the programme flourished.
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Follow-up visits usually came some time during the year when teachers had
practical questions to ask. They also tried to make sure that the “model” schools

in the various circuits were being maintained at the level at which they were

started.

PEUP brought along the most encouraging and potentially powerful innovation
strategy to in-service education in the erstwhile Bophuthatswana. The strategy
developed out of dire necessity during the last two years to cope with the
explosion in schools numbers. Local programme education officers; principals
and teachers were identified and grouped into Circuit Teams. With varying
degrees of enthusiasm and efficiency, these circuit teams began to shoulder
responsibility for conducting in-service courses in the circuits (usually overseen
by an organizer) and duplicating and distributing course handouts that have been

generated centrally by the PEUP team. (Holderness; 1986 : 07).

CHILD-CENTRED EDUCATION

2.2.1

INTRODUCTION
The methods and strategies of learning and teaching used in the PEUP project,
were believed to be child-centred. Child-centred education grew out of the

progressive movement in education predating John Dewey, known as the father_

of child-centred education himself.

Page and Thomas (1977) define child-centred education as a theory or practice

where the pupil, not knowledge to be covered, is the main focus of attention.
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According to Barrow and Woods (1975 : 111) it is clear that the very least that
the term “child-centred” must be taken to imply, is that the child himself should
be given consideration as a person in his own right. If one treats the child simply
as a means to an end, or as a pawn to be manipulated to somebody else’s
advantage, then by no stretch of the imagination could one claim that the child

himself was at the centre of one’s educational scheme.

Barrow and Woods (1975 : 112), further state that the word “child” has merely
served to refer to the individual who receives attention in education and who

happens, generally, to be a child. The notion of child-centred education also

implies that the child should be treated as a child, and not as a miniature adult.

Dewey, (1959) emphasizes that the old education may be summed up by stating
the centre of gravity is outside the child. It is in the teacher; the textbook: any-
where and everywhere you please except in the immediate instincts and activities
of the child himself. The challenge which is coming into education is the shifting

of the centre of gravity, the child becomes the sun about which they are

organized.
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2.2.2 HISTORICAL BACKGROUND TO CHILD-CENTRED EDUCATIG.«

The recent history of the progressive movement in education is often linked to
John Dewey who, in 1896, in company with colleagues and neighbours. started
their little laboratory school. A thoroughly radical institution it was, with neither
school subjects nor conventional furniture, the first important overt expression of
the growing protest against the formal school. Many ought that their
experiment exemplified only scholastic chaos (Rugg and Shumaker; 1928). For
several years it grew slowly, a true innovation, throwing overboard most of the
established principles of order. Leading educators of the country visiting it went

away determined not to practice that form of educational anarchy in their own

institutions.

Freedom in many child-centred schools (private and country day schools) was
interpreted as a maxim to let the child alone - giving no suggestions as to goals
or learning experiences and providing no guidance or direction. The child was
to make his or her own curriculum. Disciples of child centredness maintained
that children’s immediate interests and urges were certain to generate valuable
educational outcomes, although Dewey warned that such expectations were

foredoomed to disappointment (Tanner & Tanner; 1980 : 346).
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Tanner and Tanner (1980 : 346) maintain that generally, reformers did not
conceive of freedom in terms of the kinds of experiences children should have.
Dewey’s experimentalist theory was subsumed by progressivists whose
undertakings were largely a reaction against a formal and lifeless curriculum,
regimentation, and autocratic methods of teaching. Like many a political party,
progressive education committed the gross error of clinging to a negative
platform long after a new programme should have been developed. Freedom as
child liberation was to re-emerge in the 1960s and to fail, once again, in the
1970s. The child as a source for making his or her own curriculum put educators

on an infinite number of dead-end paths.

Kilpatrick proposed his project method as a complete curriculum theory; he
conceived of the curriculum as a series of projects. Whereas Dewey in his
laboratory school used projects for problem solving, Kilpatrick defined a project
as any activity at all as long as it was “purposed” by the child and done
“wholeheartedly”. Child purposing was simply the doctrine of immediate

interests with a new name. (Tanner and Tanner, 1980 : 346).

According to Tanner and Tanner (1980 : 347), the theoretical difficulties of the
project method as a curriculum theory were essentially the same as those
associated with the doctrine of immediate interests : curriculum fragmentation,
the neglect of systematic treatiment of subject matter, lack of scope and sequence,
and the underlying assumption that the urges of children will release high-level
cognitive outcomes.
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A theoretical difficulty associated with the project method in particular was its
total emphasis on instrumental learning (knowledge for an immediate purpose)
and the implication that knowledge was of value only if it could contribute to the

solution of an immediate problem.

Despite the fact that by the mid-1920s theoristsbwere warning of the pitfalls of
planlessness, educators in many progressive schools could not agree on the need
for curriculum design. Without a design indicating the end points of instruction,
objective evaluation was, of course, impossible. Laissez faire individualism, the
fear of formalism, of slipping back into the old mold (or a new one), and the
fundamental tenet of progressivism - freedom - all contributed to the failure of
experimental schools to conduct systematic research that might have substantiated
their claims to afford students with benefits unattainable in traditional school

(Tanner and Tanner, 1980 : 347).

CHARACTERISTICS OF CHILD-CENTRED EDUCATION

According to Dewey’s theory, the life of the school was to be active, not passive,
the children were to work, not merely to listen. The curriculum was to be
organized around four chief impulses : the social instinct of the children, the
instinct of making - the constructive impulse, the expressive instinct - th¢ art

instinct, and the impulse towards inquiry or finding out things (Dewey; 1959).
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As Rugg and Shumaker (1928) state, Professor JL. Meriam started with this
assumption that education was to draw out the possibilities from within the child,
not to impose from without. He proposed to abolish school subjects and school
furniture. For several years he attempted to develop a curriculum without
compartments, subjects, schedules. The life of the school was a continuing series
of child activities in which excursions, field trips, observation, discussion, and

much constructive activity occupied central roles.

The essence of child-centred education, according to Barrow & Milburn (1986)
is, self-evidently, that the child should be at the centre of our concern. This
emphasis is commonly contrasted with subject-centred education. It is also
characteristic of child-centred educational theory to lay stress on the individuality
of each child, and the importance of individual growth in contrast to social

demands.

Rousseau, in Morrison (1980 : 42 - 47) associates child-centred education with
a number of more specific axioms such as that education should be based on
children’s needs or interests, and that teaching should proceed by reference to
children’s readiness rather than by reference to some, a prior assumption about
the suitability of introducing subject-matter at specified times.

According to Barrow and Milburn (1986), child-centred educationalists tend
towards a view of education being a process of leading out rather than of

imparting knowledge, and favour.
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Metaphors such as that of the gardener cultivating the soil in which flowers can
grow, rather than that of the craftsman making a product (or more unkindly,
filling a bucket with water). Methodologically, child-centred education is

associated with concepts such as learning by discovery and learning how to learn.

IMPLICATIONS FOR TEACHERS

A central point which Luther, Comenius, Pestalozzi, Froebel, Montessori, and
Dewey sought to make about the work of educators, no matter in what context,
parent, classroom teacher, or day care worker, is that educators do it well and act
as though they really care about those whom they have been called to serve. They
cannot expect to be good teachers, good parents, or good community outreach
people unless thegl strive to do their best and care about the people they work
with, the children they teach, and the environment they work in. They cannot

teach a child how to read unless they care for him (Morrison; 1980 : 57).

Awudetsey (1986 : 49), states the implications of child-centredness for the
operations of the teacher as many and varied. The teacher has to create flexible
learning environment for all his pupils at all times. This flexibility easily takes
care of individual differences. Aids that are provided during the teaching-
learning process must be those that maximise learning. There must be free-flow
of information regarding the problems of learners. In other words children must
be seen and heard. They must also be active. There must be a wide range of

curriculum offering so that the interests and abilities of all can be served.
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Learners must be allowed to “participate” in school life. Education in the school
should be regarded as “Life” as well as “preparation for life”.

Finally, every teacher must encourage child-centred education in his school.
Teachers should provide “freedom in learning”. Children often have the courage
to express their views freely when given an amount of liberty in the learning
process. They must have freedom to try things out themselves, to experiment and
ask questions. Teachers’ methods of approach must contribute to child-
centredness. In short pupils should be involved in practical projects which will

aid them in planning their lives, e.g. project method, work study etc.

EXAMPLES OF CHILD-CENTRED APPROACHES IN TEACHING
Among many approaches that are attributed to be child-centred, are the main four
which are: the project method; assignment method; all activity based methods and
programmed learning method. The rationale behind each of the above approaches
or methods will reveal that they aim at helping the learner or child maximise his
gains in the teaching-learner encounter. A caution which can be given is, teachers
must strike a balance between societal and individual needs in the application of
child-centred processes. Scarce resources may limit the maximum use of child-
centredness in the educational endeavour.

Morrison (1980 : 302) lists the project method as a child-centred approach. In
this method each individual learner contributes his part in solving the problem

involving a major theme.
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Today, the project method is but forgotten in the educational literature. Yet the
project method continues to be a viable method of instruction in science,

industrial arts, and various vocational subjects such as vocational agriculture.

Awudetsey (1986 : 50) summarises other child-centred methods as follows: the
assignment method, through which each individual completes specific
assignments programmed for him by the teacher; all activity based methods in
which the operation of the curriculum in the classroom is looked at as activity and
experience and not just as knowledge to be acquired or facts to be stored in one’s
memory; any enquiry or experimental or laboratory approach will come under this

method; programmed learning, Froebel or Montessori methods etc. are all child-

centred methods.

For the PEUP, child-centred methods which were used included the project
method in which each individual learner contributes his part in solving the
problem involving a major theme. The assignment method - through which each
individual completes specific assignments programmed for him by the teacher.
All activity based methods in which the operation of the curriculum in the
classroom is looked at as activity and experience and not just as knowledge to be
acquired or facts to be stored in one’s memory. Any enquiry or experimental or
laboratory approach comes under this method. Finally, group-work method - in

which pupils were grouped according to their intellectual ability, so that each of

them could learn at his/her own pace.
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Action in one sphere ripples through the others. In the best of circumstances.
these realms are complementary and reinforcing - guiding children’s positive
development into informed citizens and economically independent adults.
Schools cannot be made conducive for learning without the involvement of the
community. The community has to help administratively, physically and

financially.

Dinkins (1992:106) states that community support is an important aspect of a
successful school. On the other hand, principals often feel unqualified and
hesitant about organizing, developing and cultivating parent involvement. Such
principals in the schools probably require to attend seminars and workshops to

develop and cultivate community involvement in their schools.

2.3.2.1 RELATIONSHIP BETWEEN PARENTAL INVOLVEMENT AND

SCHOOL ACHIEVEMENT

The importance of parental involvement in chilren’s schooling has been
a persistent theme in the research and school reform efforts of the last
three decades. Studies point out to higher student achievement when
parents participate in school activities, monitor children’s homework. and
otherwise support the extension into the home of the work and values of
the school (Edward and Young; 1992:74). The presence of parents at

school is said to make the environment a comfortable place for learning.
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Berner (1993:18) maintains that parents can influence the educational
system in a variety of ways, from attending school functions, to voting for
a candidate who has certain educational beliefs to withdrawing their
children from the public school system. Because a school building in
poor condition is an obvious indicator of the service that constituent is

receiving, one can expect parents to try to influence the system to improve

the situation.

It is further stated that a student’s academic achievement can be affected
by his or her environment. The factors that influence a student’s learning
environment and his or her learning are multiple. Good nutrition, the
family situation, and the quality of the teaching staff are all important
influences on a student. There is an underlying belief that the student’s
environment at the school has an important impact on the learning
process. Students must have indicators that education is valued in our
society. Does a deteriorating building reflect the value of education in our
society? Students in a run-down school building may experience a
negative effect on their academic performance (Berner, 1993:22).
Wilson (1987:74) suggests that parents no longer run into their children’s
teachers at the local grocery store, says much about the changes that have
taken place in poor urban neighbourhoods and in growing numbers of
poor rural communities. Teacher - black or white, rarely live in the same
economically depressed neighbourhoods as the children they teach. They
hardly share the economic problems with their pupils.
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2.3.2.2 PROBLEMS OF GETTING PARENTS INVOLVED

Most schools have not yet figured out how to facilitate strong parent
involvement, and neither have they adjusted well to new family and
community realities. Teachers are among the first to witness the human
costs of society’s wider failures, but they and other educators have been
slow to question the “one style fits all” pattern of home/school practices
- (Epstein: 1988:58-59). It is still difficult for teachers to fully advise
parents who have problems, be it social or financial problems. Teachers

sometimes refer parents to social workers for help, which the latter rarely

pays attention to.

Walde and Baker (1990: 319-22) state that {amily/school practices are
steeped in assumptions about childhood, family, community, and school
roles. When conceptions of what should be don’t match with what is,
educators often attribute that failure to parent’s irresponsibility, lack of

interest in their children, and lack of skills.

When parents seem to falter with their responsibilities, it is the duty of the
schools to contribute by involving parents in adult education programme;
to deepen their understanding of child development and to develop new

skills for educating and rearing their children
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2.3.2.3 WAYS OF INVOLVING PARENTS IN SCHOOL ACTIVITIES
A recent survey in San Diego, California examined 42 urban schools that
have specifically targeted family-community partnerships as priority
needs. It found that the most successful schools have developed “broad”
or “deep” participation programmes. One such school, the Matthew
Sherman Elementary School helps families become more involved by
providing training and support through parent education workshops, home

visits, after-school day care, and referrals for social services (Heleen:

1992:06).

In reviewing the most recent research on family-community involvement,
Epstein (1988: 58-59) has added three important attributes to successful
broad-based programmes. Firstly, effective partnership practices are
developmental because the interests and needs of families change as
children grow, and because the partnership is itself a relationship with its
own life course. Like any relationship, it must be purposefully nurtured

and sustained.

Secondly, effective partnership practices must be responsive to both
common and unique family needs. There is no such thing as a model
family or community involvement programime. Every successful
programme must be rooted in its own distinctive school community, and
most important operating principle is that of inclussiveness, especially the
traditionally “hard to reach” families.
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Finally, students must be key participants. it is important to keep kids in
the centre of the family involvement programmes. Most principals know
that the best-attended school events are those in which children perform
or show their work. Similarly, making more children more successful

must be the pre-eminent goal of all family programme activity.

Lightfoot in Heleen (1992:6) writes. “The presence of parents can
transform the culture of school.” She is right. In many schools, parent
centres are low cost success stories, making possible a continuing and
positive physical presence of family members, including paid parent co-
ordinators and their young children, unpaid volunteers, parent visitors
simply dropping in for coffee and a chart, and parents enrolled in centre-
sponsored classes. Parents report feeling more involved and more
positive about the school, and more involved in their child’s education,

when they have a welcoming “place of their own™ in the building.

Among many activities that various schools have undertaken in a parent
centre are: referral services; clothing exchanges; lending libraries for
educational toys; games and videos; meetings of community advocacy
groups; immunization services; school registration; computer classes and

health clinics (Heleen;1992:07).
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As White (1988) also insists, a national curriculum should reflect the
common wish “to live in a free, democratic country in which ordinary
people are not puppets of those in government and have each an equal

right to participate in political decision-making” (p.120).

Although there is general acceptance that teachers should be publicly
accountable for their decisions and actions, there is much controversy
about the form which this should take, particularly with respect to parents.
One view is that adopted in the East Sussex Accontability Project (Becher
et al; 1979). This recognised the complexity of the matter by suggesting
that distinctions need to be made between teachers’ contractual
obligations to their employers, their professional responsibility to
themselves and each other, and their moral duty to be answerable to the
parents. The latter was seen to include explaining curricular aims and
methods, reporting on children’s progress and disclosing problems, and
investigating parental complaints. The aim of the Sussex project was to
devise a model of accountability which would facilitate feelings of trust

between those involved, including teachers and parents.

37



2.3.2.4 ACTIVITIES FOR FAMILY AND COMMUNITY INVOLVEMENT
PROGRAMMES
Epstein (1987; 576-80) has categorized six types of activities found to be
most effective in helping schools structure family and community
involvement programmes. The first is, school help for families. Schools
provide assistance to families in meeting the family’s basic obligations:
Children’s health and safety; supervision, discipline and guidance of
children; and positive home conditions that support school learning and

appropriate behaviour.

Secondly, is school-home communication. Schools have a basic
obligation to communicate to the family information about school
programmes and children’s progress by means of letters, memos, phone
calls, report cards, newsletter, conferences and other means. The third
activity is family help for schools. This is the involvement of parent and
community volunteers who assist teachers, administrators and children in
schools, as well as those parents and other who come to school to support

and watch students performances and other activities.
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The fourth activity is involvement in learning activities at home. These
activities include both parent-initiated and child-initiated requests for
help, particularly ideas from teachers to help parents assist their children
in activities co-ordinated with classroom instruction. The fifth one is
involvement in governance, decision making and advocacy. Parents and
other community residents are involved in advisory, decision making, or
advocacy roles in parental associations, advisory committees, schools cite
councils; or advocacy groups that monitor schools or work for school

improvement.

Lastly, is the collaboration and exchanges with the community. This
includes involvement with community institutions that share
responsibility for children’s development and success, particularly those

that provide support services for children and their families.

Edward and Young (1992:80) state that experience shows that teachers
and administrators desperately want to be successful, but, because they
are not adequately prepared to address the range of children’s social and
psychological developmental needs, they are left frustrated. They know

what needs to be done but not how to do 1t.
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2.3.2.5 SOME HOME-SCHOOL STRATEGIES

Edward and Young 1992 suggest five recommendations on how the range
of children’s social and psychological developmental needs can be

addressed. The first recommendation is; the home/school strategies

should be founded on the strengths of families and their understanding of

their children.

Secondly, they maintain that efforts should be organized around
preventive strategies. Thus school personnel must understand the
children and families that they serve - including the wide range of social,
personal, economic and psychological stresses that families may be
encountering. They will need to assess how this information will
facilitate closer relationships with families to support children’s in-school

and out-of -school development.

The third recommendation is, schools should explore multiple models for
reaching out to families and to agencies involved with the families that
they serve. The fourth one is, drawing on community resources should
become part of the school’s daily routine, enabling speedy reponses to
children’s immediate needs. Their last recommendation is, prospective

educators should encounter these issues in their professional preparation

programmes.
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These proposals call for greater inclusion of adults who are important in
children’s lives and in vastly different kinds of ways from our traditional
conception. Time has come to reframe home/school relations diligently
and seriously in the light of the old African saying: “The whole village

educates the child” (Edward and Young; 1992:80).

During the launching of PEUP, the project implementers expected
support from parents and the community. Parents had to show interest in
the education of their children by giving support (e.g. fund-raising,
attending social events, supplying materials); participation (e.g. helping
in the classroom, listening to pupils read, helping with pupils” homework,
and attending workshops); through to complete control (e.g. over staff
selection, finance and curriculum). The project implementers had to keep
the community informed about every step of the innovation. Schools had
to help parents by organizing and offering family and community

involvement programmes.

INSERVICE EDUCATION AND SCHOOL IMPROVEMENT

2.4.1

INTRODUCTION

One of the main questions to be answered in this study is the extent to
which in-service education contributed to the implementation of the
PEUP project and the ways in which PEUP helped in the

institutionalization of in-service education.
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This justifies the discussion of in-service training education és one of the
variables in this study.

Hawes (1979:123) states that the tried and trusted way of introducing new
curricula is by offering a series of specially organized courses for
teachers. The extent and length of such “in-servicing” vary enomously
from one day, one evening, one weekend to longer residential courscs
their length often depending on limitation of money and manpower rather

than on the real needs of the programme.

THE ROLE OF IN-SERVICE EDUCATION

Bolam (cited in Hopkins; 1986:18) regards in-service training education
as those educational and training activities engaged in by primary and
secondary school teachers and principals, following their initial
professional certification, and intended primarily or exclusively to
improve their professional knowledge, skills and attitudes in order that

they can educate children more effectively.

The definition focuses upon teachers and principals but, of course. in-
service training education is a process which can be, and is, engaged in by
other people in the education profession (e.g. university lecturers) and by
people in other jobs (e.g. managers in industry) which raises the

possibility of building and drawing upon a wider stock of experience.

42



There is apparent agreement that the term “in-service education’ should
be restricted to post-initial certification activities, although in some
developing countries, it is often used for courses aimed at providing
secondary or further education for teachers who have only completed the

primary stage (Hopkins: 1986:18).

According to Ashton; et al (1983:13), in-service courses were first offered
to teachers in the United Kingdom, and elsewhere, to compensate for the
inadequacy of initial training. In the early years of this century however,
with these expansions of initial training, the purposes of in-service
training education began to change. The existence of a widening range
of courses designed to update, refresh and improve the competence of the

already trained teachers was noted.
Bolam (1982) concluded that there were three main reasons for the recent

growth in commitment of national governments to in-service training

education.
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Firstly, it was inherently important that teachers, of all people, should
continue with their personal and professional education. Secondly. the
rapid, extensive and fundamental nature of present-day change -
technological, economic, cultural, social, political - made it imperative for
the education system in general and teachers in particular to review and
modify teaching methods and curricula. Finally, for widely prevalent
demographic reasons, the demand for new teachers was dropping sharply
and the in-service training education needs of a stable teaching force

thereby became specially important.

Several countries have had great success with their schemes of ‘master
teachers’ - selected local persons trained especially to conduct in-service
courses and so pass on the message of the new ideas and techniques and
methodologies. These ‘master teachers’ work as links between the
curriculum design team at the center and the teacher in the classroom. In
many cases these key personnel then in turn organize in-service training
for other teachers in their region or state, thus achieving a ‘multiplier

effect’ (Bishop; 1985:98).

Hawes (1976: 63) gives several examples where decentralisation and the
use of the ‘multiplier effect’ have been effectively used by making use of

local ‘curriculum implementers’. In Tanzania they are called ‘itinerant
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teacher educators’, in Northern Nigeria ‘mobile teacher trainers’, in

Ghana ‘local subject organizers’.

In each case they have proved a potentially effective instrument for
channelling productive local suggestions and for achieving sensible
modifications in centrally designed materials. Meetings and feedback

sessions in which they share local experiences have proved valuable.

Hawes, describes how the six states in Northern Nigeria connected with
the Primary Education Improvement Projects have developed a system of
Mobile Teacher Trainers (M. T.T.s.). Each M.T.T. provides on-the-job
training for teachers and also assists in curriculum development and
evaluation. Since he is responsible for a small number of schools he is
able to get to know his teachers very well. Moreover, since he is not an
inspector and has no fixed status in the education hierarchy he can thus

easily gain the confidence of those he works with (Hawes; 1976:127).

Hawes continues ..."central curricula are not only adopted but gradually
adapted to suit local needs through the constant intervention of those
knowledgeable and enthusiastic field workers’ (1976:127). ‘In this way’,
as Hawes points out, ‘implementation of the programme will revolve

around people rather than bits of paper’ (1976:21).

45



2.5

SUMMARY

PEUP was conceived by the then Bophuthatswana Education Department with an aim to

upgrade primary education.

Child-centred approaches such as group-work, assighment method, project method and

aétivity methods were said to have been emphasized by the PEUP project.

According to child-centred education, life of the school was to be active, not passive; the
children were to work not merely to listen. Education was to draw out the possibilities
from within the child not to impose from without. Education is a process of leading out
rather than of imparting. Child-centred education is associated with concepts such as

learning by discovery and learning how to learn. (It caters for individual differences and

freedom in learning).

The involvement of parents and the community at large was perceived to contribute to
the implementation of PEUP. Parents were expected to be involved in activities such as
fund-raisisng, attending social activities of the schools, helping children with their school

work and helping with their own labour in PEUP schools.

Parents are gradually being accepted as co-educators of their children and as an important
source of support for changes in the purposes and management of education. Learning
cannot be successful in schools without the community involvement. The community

has to assist schools administratively, physically and financially.
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It is believed that children perform much better when parents participate in school
activities. Students’ learning can be affected by multiple factors such as good nutrition,
the family situation, the quality of the teaching staff and the physical conditions of thc

schools.

Educationists still have problems of how to involve parents in school activitics, as well
as to assist them with financial and social problems. Parents are always blamed for the

failure of community involvement in schools.

Successful community involvement in schools may be enhanced by schools involving
parents in adult education programmes including: referral services, workshops, home

visits, after school day care and computer classes.

In-service education played a major role in the launching of PEUP project. Various kinds
of in-service courses were given including exposure, briefing, support, enrichment and
convention. The professional knowledge, skills and attitudes of educators can be

improved by in-service education.

Different strategies have been developed by various countries to train people especially
to conduct in-service courses. In Tanzania they are called “itinerant teacher educators”,
in Northern Nigeria “mobile teacher trainers”, in Ghana “local subject organizers™, in the
North West province in South Africa during the launching of PEUP, they were called

“circuit teams” or “organizers’.
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Furthermore, Mobile Teacher Trainers (MTTs) were developed in Northern Nigeria to
provide on-the-job training for teachers and also to assist in curriculum development and

evaluation.

48



CHAPTER THREE

DATA COLLECTION

3.1

3.2

INTRODUCTION

In this chapter the methodological procedures adopted for this study are described. This
covers research methods and techniques for collecting the data necessary to answer the

major questions and techniques for collecting the data (par. 3.2).

TECHNIQUES FOR COLLECTING THE DATA

3.2.1 INSTRUMENTS

Four questionnaires were used as research instruments in this study. The
researcher chose questionnaires over other research instruments because a
questionnaire is considerably less expensive. The major advantage of using a
questionnaire is that, if properly prepared, it can offer a reliably consistent

presentation of items.

The researcher was faced with a number of limitations in using this rescarch
instrument. Firstly, it was not easy to design these questionnaires, because a good
questionnaire is difficult to write. Secondly, the researcher could not get
immediate feedback from the respondents, therefore, was unable to follow up

leads and thus obtain more data and greater clarity.
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Finally, in using these questionnaires, the researcher failed to probe deep enough
to provide a true picture of opinions and feelings, because the questionnaires were
answered in her absence.

THE DATA NECESSARY TO ANSWER THE MAJOR QUESTIONS

The four main questions answered in this study as already stated in Chapter 1, par. 1.6,
to establish ways in which PEUP benefitted from community involvement and in-service

training of teachers are:

3.3.1 How was PEUP conceptualized by the various stakeholders in primary education?

3.3.2 In what ways were parents and the community involved in the planning,

implementation and evaluation of PEUP?

3.3.3 To what extent did in-service training education contribute to the implementation

of PEUP?

3.3.4 What could be considered as the impact of PEUP on primary education in the

former Bophuthatswana?
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3.4

3.5

THE QUESTIONNAIRE
There were five parts of the questionnaire used in the study.
Part one (1) of the questionnaire was concerned with the demographics of the

sample and included such variables as age: sex; academic qualifications and

teaching experience.

Part two (2) of the questionnaire probed the teaching methods used in PEUP.

which are said to be related to child-centred education.

Part three (3) of the questionnaire assessed the physical conditions of the schools;

classrooms and furniture used before and after the inception of PEUP.

Part four (4) of the questionnaire elicited information regarding community

participation in the implementation of PEUP.

Part five (5) of the questionnaire looked at the contribution of in-scrvice training

education in the implementation of PEUP.

THE DEVELOPMENT OF INSTRUMENTS

The first step in carrying out the questionnaires in this study was defining the problems
in listing specific questions to be answered by these questionnaires. This was in a way

stating specifically and in detail what information was needed,

51



what to do with such information after getting it, and how each item on the

questionnaires contributed to meeting the specific objectives of the study.

Once the questions were clearly stated, the target population from which the
sample was selected was identified. The next step was of a careful construction
and administration of the questionnaires. The researcher used the structured-
response questions which produced data which are more easily analysed and
interpreted. These questionnaires were accompanied by a cover letter, as the
main source of information that the subject referred to in deciding whether or not

to complete the questionnaire.

Respondents were not expected to identify themselves, since self-identity could
have threatened the individuals, preventing them f{rom presenting honest
responses. In addition to the preliminary check that was made of questions to

locate ambiquities, a thorough pretest of the questionnaires was carried out.

These questionnaires were tried on the researcher’s colleagues, in the Curriculum
and Exams directorate, and on the principals, the teachers and the members of
PTA’s in the Lehurutshe neighbouring schools. The respondents’ comments

concerning the questionnaires were read, and the necessary improvements were

effected.
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3.6

Telephone contacts were made to the selected district offices and schools, in order
to identify the investigator, discuss the purpose of the study and request co-

operation. The letter of transmittal was written: to give subjects reasons for
completing the questionnaires and sending them back, to assure them of

confidentiality and to explain the purpose of the study.

The researcher had some problems in collecting data such as, questionnaires
being sent back incomplete others not being attempted (e.g. questions 21(b);
35(b); 37; 38). These were open-ended questions, which did not offer
respondents a choice among a limited number of responses, but rather le(t spaces
for respondents to answer in any way they felt was appropriate. The other
problem was created by the absence of respondents {rom their work-place during
the time of collecting the questionnaires. A message was left for them to send the
questionnaires, but they never responded. One teacher refused to complete the
questionnaire, disclaiming that he had nothing to do with PEUP, an approach
which belonged to the homeland system. These problems were solved by

replacing the respondents, which proved to be time-consuming.

VALIDITY AND RELIABILITY

Reliability in these questionnaires was catered for by selecting some of the respondents
and interviewing them and then comparing their interview scores with the scores they
obtained in the questionnaires also there were some built in checks like the promise of

anonymity and the placing of high prestige statements after the low prestige ones.
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3.7

For example in an item like “How would you describe the location of your school?”

1. Urban
2. Rural

3. Suburb

It was hoped that this arrangement would increase the reliability of the
instrument. By placing the low prestige statement in a less prominent position the
embarrassment of the respondent who has to choose this response may be

reduced, thus enabling him or her to respond more truthfully.

Validity is difficult to ascertain and yet some way of rendering the instument
valid had to be found. After the items of the questionnaires were designed they
weré sent to experts in the field of primary education for comments and
improvement. Their suggestions were incorporated in the final draft. It was also
hoped that since most of the questions were factual, if they were properly framed
and responded to honestly, content validity would be assured.

SAMPLE

The size of the sample in this study was two hundred and sixteen respondents. This

number comprised four (4) subgroups: hundred and fifty (150) teachers; thirty (30)

principals; six (6) departmental officials and thirty (30) parents. Six districts in the North

West Province, namely; Zeerust; ™ "chtenburg;
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Mafikeng;, Mabopane; Rustenburg and Mothibistadt were sclected. These
districts were selected because they make a well proportional representation of
the North West population. In each district, five (5) schools were included in the

sample. The method used by researcher is cluster sampling.

The researcher used cluster sampling method because it was less expensive to
distribute the questionnaires to the respondents. It was advantageous to find
groups of respondents at one place (e.g. subject advisor; circuit managers and
district managers were found at the district office); (principals; teachers and
members of PTA’s (parents) were found at different schools). In this way, less

time was required for the administration of the questionnaires.

The main disadvantage the researcher faced in using cluster sampling was, the
method does not break up any of the pre-existing patterns among the sample, and
therefore, the researcher could not discount the possibility that those patterns
might introduce extraneous variables which may make interpretation of the
results of the study difficult. The researcher could not rule out the possibility of
respondents discussing the questionnaire before completing them, thus

influencing the research findings.

Computer print-out system was used for data processing in this study. This
system was used to perform the statistical analyses such as: t - tests - used to

determine whether two means; proportions, or correlation coefficients differ
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3.8

significantly from each other, and also used to determine whether a single mean,
proportion or correlation coefficient differs significantly from a specified
population value; analysis of variance - used to determine whether mean scores
on one or more factors differ significantly from each other: also used to determine
whether sample variances differ significantly from each other; and cross

tabulation

GENERAL REMARKS ABOUT THE SURVEY

Among the factors cited for causing data to be invalid or unreliable or both are delects
in the measuring instruments, circumstances under which data is collected and adequate
sampling methods. Adequate precautions were taken to make sure that the measuring
instruments were as valid and reliable as was possible. Also research ethics demand that
to be valid a response must be freely given. This condition was also fulfilled because all
the data collecting sessions were conducted in a free atmosphere, although the
respondents were not allowed to consult one another during the questionnaire complction

exercise, as it was felt that this would affect the validity and reliability of the data.

The size of the sample was adequate as care had to be taken not to make it so large that

it would become unmanageable.

The researcher is convinced that the data was valid and reliable and sufficient to answer

the questions that were raised and to enable one to provide a new perspective to

curriculum development.
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CHAPTER FOUR

DATA ANALYSIS

4.1

INTRODUCTION

The purpose of this study as mentioned in Chapter 1, paragraph 1.3, was to determine the
extent of community involvement and in-service training of teachers, in the
implementation of PEUP. Responses of teachers, pincipals, departmental ofticials and

parents are compared in this chapter on the basis of the four main questions in the study.

4.1.1 How was PEUP conceptualized by the various stakeholders in primary education?

4.1.2 In what ways were parents and the community involved in the planning,

implementation and evaluation of PEUP?

4.1.3 To what extent did in-service training education contribute to the implementation

of PEUP?

4.1.4 What could be considered as the impact of PEUP on primary education in the

former Bophuthatswana?
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4.2

CATEGORIZATION AND ANA™ ¥SIS " F THE VARIABLES USED IN THE

STUDY

The variables used in this study were divided into two main sections, namely A and B.
Section A required the demographic data of each individual respondent eliciting gender,

age, academic qualifications and teaching experience.

Section B consisted of items constructed on a five-point scale based on Likert’s method.
This section included three subheadings, namely physical conditions of classrooms,
community involvement and in-service training of teachers. Respondents were expected
to choose one of the possibilities indicating whether they strongly agree, uncertain,

disagree or strongly disagree with each statement.

The abbreviations used were as follows: SA denoted strongly agree, and where the
phonomenon was positive it was assigned a value of five (5). A denoted agree and was
assigned a value of four (4). U denoted uncertain and was assigned a value of three (3).
D denoted disagree and was assigned a value of two (2) and SD denoted strongly disagree
and was assigned a value of one (1). Wherever necessary, relevant substitutions were

used to make the scale more precise.

Open-ended items, were provided for respondents to express what they felt about some
aspects on the role of community involvement; teaching methods and strategies and in-
service training of teachers in the implementation of PEUP.
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The researcher employed statistical instruments including the mean, mode, standard

deviation and bar diagrams for the analysis and interpretation of the results.

4.2.1

SECTION A

DEMOGRAPHIC BACKGROUND OF RESPONDENTS

4.2.1.1 Gender distribution for all samples.

Diagram 4.2.1.1 shows 26.7 percent of the teachers were males while73,3 percent
were females. 36.7 percent of principals were males while 63.3 percent were
females. 60 percent of the departmental officials were males while 40 percent
were female. 43.3 percent of the parents were males while 56.7 percent were
females. The overall percentage of male respondents in this study was 41.7

percent, while that of female respondents was 58.3 percent. This suggests that the

sample was female dominated.

The percentage of female teachers (73.3) was higher than that of male tcachers

(26.7). This agreed with primary school reality whereby normally female teachers

outnumbered male teachers.

Since most of the primary school teachers are females, it was expected that the
percentage of female principals (63.3) would be proportionately higher than that
of the male principals (36.7), because the primary school teachers were the same
people who got promoted into principalship posts.
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1t went without saying that if the primary school teachers were female-dominated,
so it would be with the primary school principals. The reality of the situation was
that there were 63.3 percent female principals compared with 36.7 percent male

principals.

On the other hand, the departmental officials’ male percentage (60 percent) was
higher than that of female officials (40 percent). One would have expected the

logical proportion of female officials in management positions.

Similarly it was expected that the percentage of female parents represented in
PTA’s (56.7 percent) could be higher than that of male parents (43.3 percent)

involved in these associations.

4.2.1.2 Age distribution for all samples

An analysis of diagram 4.2.1.2 indicates that 60 percent of the teachers are
between 25 - 40 years of age and 40 percent are above 40 years. 80 percent of the

principals are between 25 - 40 years of age and 20 percent are above 40 years.

The departmental officials are much older with 26.7 percent below 40 years and
73.3 percent above 40 years of age. 3.3 percent of the parents are below 25 years
of age; 56.7 percent are between 25 - 40 years and 40 percent are above 40 years

of age.
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The overall percentage of respondents below 25 years of age was 0.8; 55.8
percent were between 25 - 40 years and 43.4 percent are above 40 years. The

mode of the sample of respondents was between 25 and 40 years.

The bulk of the teachers and principals are between 25 and 40 years. that is 60

percent and 80 percent respectively, which is predominantly young.

A moderate percentage of teachers (40 percent) and principals (20 percent) are

above 40 years.

The high percentage of departmental officials above 40 years of age (73.3
percent) could be related to the requirements for occupying these positions

namely, the length of teaching experience.

4.2.1.3 Academic qualifications of all samples

Basically, the professional teachers’ qualifications expected in the primary school
is a three-year diploma certificate. Diagram 4.2.1.3 indicates that 56.7 percent of
the teachers studied had Primary Teachers’ Diploma (PTC). 40 percent had a
three-year diploma while 3.3 percent had a degree certificate. Of the principals,
26.7 percent had PTC, 43,3 percent had diplomas, 26.7 percent had degrees and

3.3 percent had a higher degree.
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The spread of academic qualifications for departmental officials is apparently
healthy. 70 percent had either a first degree or a higher degree. Only 30 percent
of the officials had either PTC or Diplomas. The overall percentage of
respondents with PTC was 32.2 percent, with diploma was 33.3 percent, degrees
was 17.8 percent and higher degree was 16.7 percent. The mode of the sample

of respondents was a diploma certificate.

A high percentage of teachers (56.7) have PTC. Principals, on the other hand
seemed to have been better qualified than teachers, with a percentage of 43.3

percent of diplomats, 26.7 percent of graduates and 3.3 percent of postgraduates.

The possible explanation for the departmental officials having the highest
percentage of postgraduates (46.7) could be attributed to a demand for higher
qualifications for their positions - as subject - advisors, circuit managers and

district managers.

4.2.1.4 Years of teaching experience of all samples
An analysis of Diagram 4.2:1.4 indicates 16.7 percent of the teachers to have a
teaching experience of below five years; another 16.7 percent had between 5 - 10
years experience while 66.6 percent had above 10 years of teaching experience.
None of the principals had been teaching for less than five years. 10 percent had

taught for between 5 and 10 years, while 90 percent had above 10 ycars of

teaching experience.
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A similar pattern is shown by departmental officials; 16,7 percent of the
department officials had the teaching experience between 5 and 10 years, 83.3

percent had the experience above 10 years.

The overall percentage of years of teaching experience for respondents is 5.6 for
respondents with experience below 5 years 14.4 percent for respondents with
experience between 5 and 10 years, and 80 percent for respondents with

experience above 10 years. The mode of the sample of respondents was above

10 years.

90 percent of principals and 83.3 percent of the departmental officials had the
teaching experience above 10 years. The implication was, they would not have
qualified for their posts had they not been well-experienced. Senior managerial

posts seem to have favoured people who were well-experienced.

The analysis of Section A, i.e. demographic characteristics of respondents showed
that the sample was representative of the primary education stakeholders in
Northwest Province which included teachers, principals, departmental officials

and parents.
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Conceptualization of PEUP

The data on the respondents’ conceptualization of PEUP was based on inferences to their
response selected on relevant indicators of child-centred approaches which formed the
building blocks of PEUP. The indicators included methods of teaching (such as projcct
method, assignment method, activity methods and lecture method); types of grouping (such
as ability groups, social or interest groups, age groups and mixed grouping or whole class

teaching).

4.3.1 Teaching Methods

TABLE : 4.3.1.1 The use of Group Work in the PEUP schools

Respondents SD D U A SA Mean Standard

Deviation
No | % No | % No | % No | % No %
Teachers - - 5 33 |5 33 {10 |67 130 | 86,7 4,77 0,67
Principals 1 3,3 - - 2 6,7 |5 16,7 | 22 73.3 4,37 0,93
Department - - - - - - - - 6 100,0 5,00 0,00

An analysis of table 4.3.1.1 indicates that 93,3 percent of teachers; (at the mean value of
4,77); 90,0 percent of principals (at the mean value of 4,37); and 100 percent of the
department (at the mean value of 5,00) shows that all three sub-samples agreed that group
work was used almost every school day by teachers in the PEUP schools. It has been

adopted as a normal practice in the schools involved in the study.
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The highly positive attitude towards the use of group work in schools is hardly

surprising because group work is a major principle of PEUP. According to PEUP,

pupils were to be grouped in such a way that would allow for differentiated teaching,

i.e. pupils learning at their individual pace. A closer look at the standard deviations

depicts slight differences in the levels of unanimity among the sub-samples. The

department of education showed no variation in their response (0,00) followed by

teachers with the standard deviation of 0,67. With a standard deviation of 0,93,

principals were the least unanimous about the use of group work.

TABLE : 4.3.1.2 The use of Project Method in the PEUP schools

Respondents SD D U A SA Mean Standard
Deviation
No |[% |No |% No | % No | % No Yo
Teachers - - 5 3,3 40 26,7 | 40 26,7 | 65 433 4,10 0,90
Principals 1 3313 10,0 | 7 233 19 30,0 10 333 3,80 111
Department - - 1 16,7 | 2 333 |2 33,3 1 16,7 3,50 0,96

Table 4.3.1.2 shows the responses of {eachers; principals and the department on how often

teachers used the project method in their PEUP schools.

All the respondents perceived the use of the project method in PEUP schools as standard

approach with the mean values for teachers 4,10 (70,0 percent); for principals 3,80 (63

percent) and 3,50 (50,0 percent) for the department.

The interpretation of this positive response could be based on the fact that the project

method was one of the recommended child-centred methods of teaching. Since PEUP laid

emphasis on child-centredness, schools that had implemented PEUP could not escape using

the child-centred approaches. A closer study of the standard deviations reveals minor

differences in the levels of the unanimity among the sub-samples.
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Teachers showed least variation in their response (0,90) followed by the department

of education with a standard deviation of 0,¢ .. Principals were the least unanimous

about the use of the project method with a standard deviation of 1,11.

TABLE : 4.3.1.3 The use of Activity Method in PEUP schools

An analysis of Table 4.3.1.3 indicates that 93,3 percent of teachers (at the mean value of

Respondents | SD D U A SA Mean Standard
Deviation
No % No | % No | % No | % No %
Teachers - - - - 10 ;,7 35 23,3 [ 105 | 70,0 4,63 0,60
Principals - - 4 133 | - - 11 36,7 15 50,0 423 0,99 _
Department - - - - 1 16.7 | 16,7 4 66,6 4,50 0,76

4,63), 86,7 percent of principals (at the mean value of 4,23) and 83,3 percent of the department

(at the mean value of 4,50) strongly agreed that activity methods were often used by teachers

in the PEUP schools.

Seemingly, activity methods through which pupils were actively involved in the lesson agreed

with the PEUP principle of less teacher-talk and more puptl-talk during the lesson presentation.

Slight differences in the levels of unanimity among the sub-samples are revealed by a closer

study of the standard deviations. Teachers showed a minor variation in their response (0,60)

followed by the department of education with the standard deviation of 0,76. Principals were

the least unanimous about the use of activity methods with a standard deviation of 0,99.
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The possible explanation for their negative responses could be based on the fact that the

lecture method is a teacher-centred approach of teaching, and could not have been used in

the PEUP schools in which child-centred teaching approaches were emphasized.

With reference to teaching methods, the respondents’ conceptualization of PEUP teaching

approaches did not differ. They all agreed that child-centred methods including project
method; group work; activity methods and assighment methods were used in the PEUP

schools. There was also a general agreement that the lecture method, which is teacher-

centred, was not favoured in the schools that practiced PEUP.

4.3.2 TYPES OF GROUPING
" TABLE : 4.3.2.1 The use of Ability Groups in PEUP schools

Respondents | SD D U A SA Mean Standard
Deviation
No | % No | % No % No | % No %
Teachers 15 1100 |10 |6,7 25 16,7 | 25 16,7 {75 50,0 3,90 1.35
Principals 1 3,3 4 133 |5 16,7 | 8 26,7 | 12 40,0 3.87 1,18 o
Department - - - - 2 333 | 2 333 2 333 4,00 0.82

An analysis of table 4.3.2.1. indicates that 66,7 percent of teachers; 66,7 percent of

principals and 66,6 percent of the department perceived the frequent use of ability groups in

the PEUP schools.

This positive indication could be based on the fact that PEUP emphasized that pupils be

taught according to their intellectual abilities. Three ability groups were used namely :

gifted learners; average learners and the slow-learners. Ability groups provided learners an

opportunity to learn at their own pace. A closer study of the standard deviations shows

slight differences in the levels of unanimity among the sub-samples. The department of

education showed least variation in their response (0,82) followed by principals with a

standard deviation of 1,18. ,.achers with a standard deviation of 1,35 were the least

unanimous about the use of ability groups in PEUP schools.
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TABLE 4.3.2.2 The use of Social or Interest Groups in the PEUP schools

Respondents | SD U A SA Mean Standard
Deviation
No | % % No % No | % No | % o
Teachers 25 16,7 - 55 36,7 |- - 70 46,7 3,60 1,47
Principals 4 1,3 16,7 | 7 233 3 10,0 | 11 36,7 3,40 1,45
Department - - - 2 333 1 16,7 |3 50,0 4,17 0.86

Table 4.3.2.2. Shows 46,7 percent of teachers (at the mean value of 3.60) 46,7 percent of

principals (at the mena value of 3.40) and 66,7 percent of the department (at the mean value

of 4.17) respectively agree that social or interest groups were frequently used in the PEUP

schools.

Social or interest groups could have been common in the PEUP schools because at the

beginning of Grade 1, pupils were to be grouped according to their interests in order that

learning could be enjoyable to them. Slight differences in the levels of unanimity among

the sub-samples are shown by the study of the standard deviations. The Department of

education showed the least variation in their response (0,86) followed by principals with a

stadard deviation of 1,45 which is closer to that of teachers (1,47) on the use of interest or

social groups in PEUP schools.
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TABLE : 4.3.3.2 The use of Child-centred Approaches int he primary schools after
the implementation of PEUP.

Respondents SD D U A SA Mean Standard
Deviation
No | % No | % No | % No | % No %
Teachers - - - - - - - - 150 | 100,0 5,00 - 0,00 o
-;:incipals - - - - 5 16,7 | - - 25 83.3 4,67 0,75
Department - - - - - - I 16,7 5 83,3 4,83 0,37

With the regard to the use of child-centred approaches in the primary schools after the
implementation of PEUP, highly positive mean values were observed {rom teachers (5,00);
principals (4.67) and the department (4.83). These mean values are rated as highly positive
because they are greater than 4,41 (+1 standard deviation). By implications all the
respondents strongly agreed that child-centred approaches were significantly visible in the

primary schools after the implementation of PEUP.

The respondents’ positive attitude towards the use of child-centred approaches after the
implementation of PEUP in primary schools were apparently based on the PEUP methods
being based on child-centredness. A careful study of the standard deviations reveals a high
level of unanimity among teachers (0,00). Slight differences in the levels of unanimity
among principals and the department of education were shown. The standard deviation for

the department of education was 0,37 followed by the principals with a standard deviation

of 0,75.

A general look at the indicators of the conceptualization of PEUP gives the impression that
the stakeholders in the primary education shared the very similar views on PEUP regarding

teaching methods and types of grouping.
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4.4

COMMUNITY INVOLVENM....\ &

Data on the community involvement during the implementation of PEUP was organized on
inferences from responses by teachers; principals; the department and parents to selected

and relevant indicators of parental and the community activities during the implementation

of PEUP.

Indicators included : Parents’ contribution for implementing PEUP in the schools; the part
played by parents in fundraising activities; parents’ help with labour in repairing or building
classrooms in schools; parents’ help in PEUP schools’ social activities; frequency of
parents’ visit to schools before and after the launching of PEUP; help pupils received from

parents regarding their school work and parents’ use of schools’ premises.

TABLE : 4.4.1 Parents contribution for implementing PEUP in schools

Respondents | SD D U A SA Mean Standard
Deviation
No % No | % N | % No | % No %
0
Teachers 50 33,3 120 | 13,3 55 136,7 |25 J16,7 |- - 2,37 1,05
Principals 1 3.3 1 3,3 9 30,0 |12 |40,0 }7 233 2,97 1,24
Department - - - - 2 333 |3 50,0 1 16,7 3,83 0.69
Parents 2 6,7 3 10,0 |4 133 | 14 | 46,7 |7 233 3,70 1,13

Highly negative mean values were observed from teachers (2,37) and principals (2,97) in

regard to parents’ contribution for implementing PEUP in schools.

Teachers and principals agreed that parents contributed insignificantly towards the

implementation of PEUP.

Mean values for the department (3,83) and parents (3,.J) were positive. These two sub-
that f 1 Up

in schools.

73









—

The standard deviations indicate slight difference in the levels of unanimity among the

subsamples. The department of education showed a minor variation in their response (1,07)
followed by teachers and parents with the same standard deviation of 1,16. Principals were
the least unanimous about the parents’ help with labour in repairing or building classsrooms

in schools with a standard deviation of 1,33.

The need for classrooms’ repair and extension differed from one school to the other,
resulting into principals of different schools becoming the least unanimous about the parents’

help with labour in repairing or building classrooms.
TABLE : 4.4.4 Parents’ help in schools’ social activities

Social activities of the schools could include annual general meetings; parent’s day

functions; school sport organization or training as well as educational tours.

Respondents | SD D U A SA Mean | Standard

Deviation

No | % No | % No | % No | % No | %

Teachers 10 | 6,7 5 33 40 26,7 |50 |333 |45 300 |3.83 0,92

Principals 4 133 |6 20,0 | 6 20,0 | 7 233 |7 23,3 3,22 1,25

Department - - 1 16,7 | 1 16,7 | 2 333 |2 33,3 |3.83 1,07

Parents 5 16,7 | 4 200 |6 20,0 |6 20,0 |9 30,0 | 3,25 1,22

Table 4.4.4 shows high percentages of teachers (63,3) and the department (66,6) agreed that
parents very often helped in schools’ social activities. Principals and parents at 46 percent

and 20 percent respectively agreed that parents occasionally helped in schools’ social

activities.

This positive attitude seems to be in line with the PEUP schools practice whereby parents

and training and attended schools’ annual meetings and parents day functions. Pupils were
reported to have enjoyed these social activities more during the presence of their parents.
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According to Table 4.4.7 on help pupils received from parents regarding their school work,
80 percent of teachers, 43,3 percent of principals, 66,7 percent of the department and 73,3
percent of parents disagreed that parents helped pupils with their schools work. Only 6,7

percent of parents reported to have helped their pupils with their school work.

Although parents were encouraged by teachers practising PEUP to play a major role in their
children’s school work, including listening to their children read, helping with children’s
home work, participating in schools outings and supplementing supplies such as egg cartons,
wrapping paper and other items, this goal was not satisfactorily realised. I’arents seemed to
need some training some training and guidance from teachers in order to make their
involvement more effective. They (parents) had to realise their potential and advantage of

teaching.their own children.

TABLE : 4.4.8 Parents’ use of schools premises
Various uses made of schools premises could include attending adult education courses,
attending church services, attending Parent Teacher Association (PTA) meetings and

organising fundraising activities such as holding a concert or beauty contests.

Respondents SD D U A SA Mean Standard
Deviation
No % No | % No | % No | % No | %
Teachers 15 10,0 | 15 10,0 45 1300 |35 233 |40 | 267 3.43 1,21
Principals 5 16,7 | 4 13,3 8 26,7 | 4 133 |9 30,0 3,27 1,30
Department 1 16,7 |1 16,7 1 16,7 | 1 _1 6,7 |2 333 3,33 1.49
| Parents 6 200 |2 6,7 5 167 | 6 20,0 I i 36,7 3.54 1,10

With reference to the parents’ use of school premises, highly positive mean values that is

greater than three from teachers (3,43; principals (3,27); the department (3,33) and parents

(3,54) have been observed. According to the respondents, parents frequently used schools

premises for attending adult education courses; church services; PTA meetings and beauty
ly. 1

was in total agreement with PEUP’s brief that schools should serve the interestsai 1 ds

of the community in which they were established.
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The question whether the parents and the community have been involved during the
planning, implementation and evaluation of PEUP could be said to have been answered by
the analysis and interpretation of the selected and relevant indicators in 4.4.

4.5 IN-SERVICE TEACHER EDUCATION

With reference to in-service teacher education, data was collected from teachers, principals
and the Department of Education by interview and questionnaire based on selected and
relevant indicators of in-service training for teachers, seen as one of the main variables to

influence the seccessful implementation of PEUP.

These indicators included the number of in-service courses’ teachers and principals attended
in connection with PEUP, content of in-service ourses attended, who organized in-service
courses for teachers, who received most in-service courses before and after the
implementation of PEUP, what could be considered as a major impact of in-service courses

on PEUP and finally, whether in-service courses could still be said to be necessary.

TABLE 4.5.1 Number of in-service courses attended in connection with PEUP
Respondents | Never Seldom Occasionally | Adequate Sufficient Mean Standard
Deviation
No % No % No % No % No %
Teachers 45 30,0 | 5 33 30 20,0 |- - 70 46,7 33 1,74
Principals 11 33,7 | 2 6,7 4 13,3 3 10,0 1 10 333 2,99 0,82
Departments 1 16,7 | 1 16,7 | 16,7 1 16,7 | 2 333 333 1.32

Table 4.5.1 regarding the number of in-service courses attended in connection with PEUP in the

years 1990 to 1995, shows 33,3 percent of teachers never attended PEUP in-service courses, 20

percent of teachers attended the PEUP courses occasionally while 46,7 percent had sufficient in-

service courses.

33,3 percent of the Department of Education are shown to have never attended PEUP in-service

courses, 16,7 percent occasionally attended the course while 50 percent cases sufficently attended

PEUP in-service courses.
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On the other hand 43,3 percent of principals indicated to have never attended PEUP in-
service courses in the years 1990 to 1995, 13,3 percent reported to have occasionally
attended the courses while 43,3 percent of the principals received sufficient PEUP
courses.The three sub-samples reported that they did not attend any PEUP in-service courses
during the years 1994 to 1995. The analysis of table 4.5.1 shows the uneven in-service

facilities on teachers, principals and the Department of Education.

Teachers and the Department officials might have attended more PEUP in-service courses
than the principals because their in-service courses were subject related. The departmental
officials acted as change agents during the implementation of PEUP, therefore, they had to
attend more subjects related courses than principals in order to guide and maintain the

change process

Principals could have received in-service courses related mainly to school management
which limited the number of PEUP courses they attended to a minimum of two courses a

year.

A closer study of the standard deviations reveals large differences among the sub-samples.
All three groups were observed to have a wide spread over the scale suggesting that while
some PEUP schools had sufficient in-service courses others were completely deprived of

these courses.
All the respondents indicated that no in-service courses related to PEUP were attended in

1994 to 1995, seemingly because of the political change in South Africa that affected schools

in these years.
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TABLE 4.5.2 Relevance of content of in-service courses attended

The expected content of in-service courses attended could include PEUP teaching methods,

curricular issues, content of particular subjects, school management and improvement on the job

performance skills.

Respondents | Too general General Mixed Relevant Very Mean Standard
Relevant Deviation
No % No Y% No % No % No %
Teachers 30 20,0 | 15 10,0 | 30 200 125 16,7 | 50 333 3.33 1.51
Principals 3 10,0 | 2 6,7 |7 233 |5 16,7 } 13 433 3.70 1.21 )
‘Departments 1 16,7 | - - I 16,7 | 1 16,7 | 3 50,0 3.83 1.46

According to Table 4.5.2 on the relevance of content of in-service courses attended, 30 percent of
teachers reporied that courses attended were general, 20 percent indicated that they attended mixed
courses while 50 percent reported to have attended courses that were very relevant in content.
Principals did not differ much from the teacher’s report. 16,7 percent cases of general courses were
reported by principals, 23,3 percent indicated courses of mixed content were attended and 60 percent

reported that the courses attended were very relevant in content.

The very same picture is presented by the Department of Education with 16,7 percet for the general
content courses, 16,7 percent for the mixed content of courses and 66,7 percent for very relevant

content of courses attended by the Department of Education.

The content of the in-service courses attended by different respondents, was supposed to be in
accordance with PEUP recommendations that teachers, principals and the Department receive
training in child-centred methods of teaching, and also that the courses on school management be

conducted for change managers such as principals and department officials.

4.5.3 Who conducted the in-service courses?
As expected most of the courses were run by subject specialists for the teachers while educational

management specialists provided tailor - made courses for principals and department officials

respectively. 82



454  Who received most in-service courses before the implementation of PEUP?

Low percentages of teachers (13,3 percent) and the departmental officials (26,7 percent) were
reported to have received a limited number of in-service courses in the region of one in-service
course in a year before the implementation of PEUP. Only principals (60,0 percent) were indicated

to have received more in-service courses, at a rate of three courses in a year before PEUP.

A general impression from their response suggests that most of the in-service training courses before
PEUP were mainly based on management issues rather than teaching methods and content of
particular subjects. Therefore, these courses might have been more relevant to principals than to

other staff members.

Relevant in-service courses for teachers and department officials, based on teaching methods and

content of subjects were never offered before the implementation of PEUP.

4.5.5 Who received most in-service courses for the launching of PEUP?

Responses of teachers (100 percent), principals (96,7 percent) and the department (100 percent)
indicated a drastic change in relation to attendants of in-service training courses after the launching
of PEUP. All groups of sub samples reported very high percentages of both teachers and principals

being involved in the PEUP in-service courses.

It seemed imperative for teachers as well to attend in-service training courses for implementing
PEUP including the maintenance of this change process. Teachers had to be trained in the PEUP
teaching methods, they had to receive courses based on the content of their specific subjects and also
to receive courses on the improvement of the job performance skills. The most relevant in-service
course for principals were those related to school management and to curricular issues. Principals
had to be guided on how to handle change and support teachers during the difficult time of

implementation.
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4.5.6 The major impact of in-service courses on PEUP
Only 3,3 percent of the departmental officials declined to respond to this item. All samples

responded positively with reference to the impact of in-service courses on PEUP.

The major impact of the in-service courses on PEUP, as indicated by the respondents include the
shift of emphasis from teacher-centred to child-centred approaches. Teachers were empowered to
use new teaching approaches in order to improve the standard of education in schools. Emphasis on
knowledge was extended to include skills and attitudes of learners through in-service training

education.

In-service courses were said to have re-inforced the managerial skills of principals and the

departmental officials.

They learned how to become effective change agents and supportive administrators throughout the

implementation of PEUP.

4.5.7 The necessity of in-service training course as a continuous staff development system
With regard to the necessity of in-service training courses, high percentages of positive responses
were received from teachers (100,0 percent), principals (93,3 percent) and the department (96,7

percent). The respondents strongly indicated that in-service training courses were still necessary.

The reason given for the continued necessity of in-service training courses included the following:
that it was important that teachers were made aware of the changes through in-service courses, that

guidance in how to adapt to these educational changes could also be found from these courses.

In-service courses could be a source of information for new methods and strategics of teaching.
Problems encountered by teachers on day to day basis could be shared during the in-service courses.
Finally, respondents believed that these courses could refresh teachers minds and encourge them to

search for more information in relation to their various subject area.

The interpretation and analysis of items under 4,3,3 suggest that PEUP awakened teachers’
awareness of the contribution of in-service training education to their ability to cope with the

implementation of PEUP. 84



4.6  THE IMPACT OF PEUP ON PRIMARY EDUCATION IN THE FORMER
BOPHUTH/. . SWANA

Data on the impact of PEUP on the primary education in the former Bophuthatswana was derived
from responses of teachers, principals, the department and parents to selected and relevant indicators

of the conditions in schools before and after the implementation of PEUP.

The indicators included: state of buildings and classrooms in schools before and after the
implementation of PEUP, the adequacy of classroom furniture in terms of pupils’ numbers before
and after PEUP, conditions of furniture in classrooms before and after PEUP, the pupil - teacher
ratio in schools before and after PEUP as well as adequacy of teaching materials and supplies in

schools before and after the implementation of PEUP.

TABLE 4.6.1 The state of buildings and classrooms in schools before the
implementation of PEUP

Buildings and classrooms in schools were expected to present a conducive physical atmosphere of

learning and teaching.

Respondents | Dilapidated Bad State Indifferent Reasonable Very good Mcan Standard

State State State Deviation

No % No % No % No % No %

Teachers 35 23,3 1 60 40,0 | 55 36,7 | - - - - 2,13 0.76
Principals - - 14 46,7 | 10 333 16 200 1 - - 2.78 0.77
Departments 1 16,7 | 3 50,7 2 333 | - - - - 2,17 0.69
Parents 6 20,0 | 14 46,7 | 10 333 1 - - - - 2,13 0.72

An analysis of TABLE 4.6.1 indicates that teachers (40,0 percent), principals (46,7 percent), the
department (50,0 percent) and parents (46,7 percent) agreed that the state of buildings and

classrooms in schools were in a bad state before PEUP was introduced.
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Great unanimity among the sub-samples has been revealed by the percentages of the respondents
regarding the indifferent state of buildings and classrooms in schools before PEUP. The following
percentages were obtained; teachers (36,7 percent), principals (33,3 percent), departments (33,3

percent) and parents (33,3 percent).

TABLE 4.6.2 The state of buildings and classrooms in schools after the implementation of
PEUP

PEUP methods of teaching required open classrooms to cater for ability groups, free movement for
both learners and teachers, the teaching corner and classroom library. School buildings and

classrooms were expected to be improved for the implementation of PEUP.

Espon;ms Dilaﬁiated Bad State Indifferent Reasonable Very good Mean Standard
State State State Deviation
No % No % No % No % No %
Teachers o - - - - 85 56,7 | 65 433 1 - - 3,43 0.50
Principals - - 2 6,7 | I3 433 | 8 26,7 | 7 23,3 3.67 0.91
Departments | - - - - 2 333 |3 50,0 11 16,7 3,83 0.69
Parents - - - - 12 40,0 | 14 46,7 | 4 13.3 3,73 0,68

TABLE 4.6.2 shows that the teachers (56 percent), principals (43,3 percent), department (33.3
percent) and parents (40,0 percent) agreed that the state of buildings and classrooms in schools
changed from a bad state to an indifferent state after the implementation of PEUP. There was also
an agreement that the indifferent state of buildings before PEUP changed to the reasonable
conditions after the launching of PEUP at the following percentages: teachers (43,3 percent),
principals (26,7 percent), departments (50,0 percent) and parents (46,7 percent).

The implication is all sub-samples reported the conditions of buildings and classrooms in schools to
have greatly improved after the implementation of PEUP. The general impression in comparison is
that the implementation of PEUP in the primary schools brought a great improvement with regard to

the physical conditions of schools’ buildings and classrooms.
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The positive attitude could have been caused by the parents’ contributions towards the renovations
of schools and classrooms. The Department of Education also supported the schools’ improvement

campaign by issuing subsidies to schools that were ready to implement PEUP.

TABLE 4.6.3 The adequacy of classroom furniture for pupils before the implementation of
PEUP

Classroom furniture in this respect could include desks; tables and chairs, cupboards, lockers,

chalkboards, shelves and carpets.

Respondents | Very Inadequate Manageable | Adequate Very Mean Standard
inadequate adequate Deviation
No % | No % No % No % No %
Teachers 10 6,7 | 70 46,7 | 70 46,7 | - - - - 2.40 0.61 |
Principals 2 6,7 114 46,7 | 14 46,7 | - - - - 2,40 0,61
Department - - 4 66,7 |2 333 | - - - - 2,33 0.47
Parents 7 6,7 I 20 h 66,7—- 7 233 |1 33 |- - 2,23 0.61

According to table 4.6.3 given above, 53,4 percent of teachers, 53,4 percent of principals; 66,7
percent of the department and 73,4 percent of parents agreed that classroom furniture in terms of

pupils’ numbers was inadequate before PEUP was implemented.

The discriminatory Bantu Education System could have been accountable for the scarcity of
learning resources in the then homeland schools. The teacher-centred methods practised during that
period could be conducted in these poor conditions.

With the exception of one single respondent, all sub-samples were fully agreeing that there was not

one school that had adequate furniture at the time of the launching of PEUP.
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TABLE 4.6.4 The adequacy of classroom furniture for pupils after the implementation of

PEUP.

In terms of PEUP principles, pupils had to sit according to their ability groups in classrooms. An

open space had to be created in classrooms to allow active participation of pupils throughout the

lessons. The type of furniture recommended included small tables and chairs to cater for free

movement for both the teacher and pupils, therefore schools had to purchase adequate suitable

furniture to qualify for implementing PEUP.

Respondents { Very Inadequate Manageable | Adequate Very Mean Standard
inadeguate adequate Deviation
No % No % No % No % No %

Teachers - - 10 6,7 | 75 50.0 | 45 30.0 120 13,3 3,50 0.81

Principals - - - - 17 56,7 T 26,7 |5 16,7 3,60 0,76

Department - - - - 3 50,0 | 2 333 | 1 16,7 3,66 0,75

Parents - - l { 333 | 14 46,7 | 11 36,7 | 4 133 3,60 0.76

TABLE 4.6.4 shows an improvement with regard to the adequacy of classroom furniture for pupils

after the implementation of PEUP. Teachers (50,0 percent), principals (56,7 percent), the

department (50,0 percent) and parents (46,7 percent) agreed that the adequacy of classroom furniture

for pupils improved from an inadequate state to a manageable state after the implementation of

PEUP.

A few exceptional cases were reported by teachers (6,7 percent) and parents (3,3 percent) to have

remained in an inadequate state even after the launching of PEUP.

88




TABLE 4.6.5 Conditions of furniture in classrooms before the inception of PEUP
Conditions of furniture referred to new, reasonable conditions and very old and sometimes broken
furniture. If schools had very old and sometimes broken furniture that couldn’t be useful, such

schools needed new supplies just as those schools totally without furniture.

Respondents | Mostly in Bad state Indifferent Reasonable Very good Mean -Standard
disrepair state state Deviation
No % No % | No % | No Y No %
Teachers 85 56,7 | 10 6,7 | 50 33315 33 | - - 1.83 1..00
Principals 15 50,0 | 5 16,7 19 30,0 | - - 1 33 1,90 1.04
Department 3 50,0 |1 16,7 | 2 333 ¢} - - - - 1,83 0.90
Tarents 18 60,0 | 4 13316 200 | 1 33 |1 33 1,77 1,08

As indicated in Table 4.6.5 above, conditions of furniture in classrooms before the inception of
PEUP was reported by teachers (56,7 percent), principals (50,0 percent), the department (50,0

percent) and parents (60,0 percent) to have been mostly in disrepair.

Very few cases reported by principals (3,3 percent) and parents (3,3 percent) were said to have been

very good conditions.

TABLE 4.6.6 Conditions of Furniture in classrooms after the inception of PEUP

Respondents | Mostly in Bad State Indifferent Reasonable Very good Mean Standard
disrepair state state Deviation
No’ % No % | No % No % No %
Teachers 40 26,7 { - - 35 233 | 70 46,7 | 5 33 3,00 1.30
Principals 5 16,7 | 1 33 |7 233 | 13 433 | 4 I-;J 33 1,02
Department 1 16,7 | - - 3 50,0 |2 333 1 - - 3.00 1.52
| Parents 4 133 | - - |8 26,7 |14 467 | 4 13,3 3.47 114

An improvement has been indicated on Table 4.6.6 regarding the conditions of furniture in
classrooms after the inception of PEUP. Teachers (46,7 percent), principals (43,3 percent), the
department (33,3 percent) and parents reported conditions of furniture in classrooms had improved
from mostly in disrepair to a reasonable state after the inception of PEUP.
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A few schools about 20 percent were reported to have ramained in a mostly disrepair state even after

the inception of PEUP.

The improvement in the conditions of classrooms furniture could have resulted from the PEUP
recommendation that no school be allowed to implement PEUP unless the relevant furniture, which
would be conducive to child-centred teaching was available. Tables and chairs, which allowed for
group teaching and other activity methods had to be bought to replace dcsks, most of which were in
disrepair. Carpets were also to be purchased to cater for lessons presented at the teaching corner
(e.g. story telling lessons). Shelves and lockers were to be provided for storage of pupils books and
other possessions (e.g. lunch packs). In general it was not repair work that improved the conditions
of furniture, rather new, suitable furniture were purchased to replace old, broken and unsuitable

ones.

TABLE 4.6.7 Pupil - teacher ratio in schools before the implementation of PEUP

Respondents | More than 60-69:1 50-59:1 40-49:1 30-39:1 Mean Standard
70:1 Deviation
No % No % | No % No ) % | No %

Teachers 10 6,7 | 110 73,3 | 30 20,0 - - - 2,13 0.50

Principals 1 33 |12 40,0 | 17 56,7 | - - - - 2,53 0.56

Department 1 16,7 | 3 50,0 | 2 333 | - - - - 2,17 1,28

Parents 7 233 | 6 20,0 | 6 20,0 | 2 6,7 | - - 2,10 0,83

In terms of pupil-teacher ratio in schools before the implementation of PEUP, negative mean values

have been observed from teachers (2,13), principals (2,53), the department (2,17) and parents (2,10).

It was indicated that the teachers (73,3 percent), principals (40,0 percent), the department (50,0
percent) and parents (50,0 percent) agreed that the pupil-teacher ratio in schools before PEUP was

very high in the range of 60 to 69 pupils to 1 teacher.

Generally, the impression presented by the respondents regarding pupil-teacher ratio in schools
before PEUP is that the teacher was always faced with a large number of pupils to be taught in one
classroom, with an exception of two respondents who reported that the pupil-teacher ratio in their
school before PEUP was in the low ratio of 40-49 pupils to 1 teacher.
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TABLE 4.6.8 Pupil-teacher ratio in schools after the implementation of PEUP

more than

Respondents 60-69:1 50-59:1 40-49:1 30-39:1 Mean Standard
. 70:1 Deviation
No % No % | No % | No % | No %
Teachers - - - - 15 10,0 | 55 36,7 | 80 53,3 4,43 0.67
Principals - - - - 5 16,7 | 13 433 | 12 40,0 423 0,72
Department - - - - 2 33313 50,0 {1 16,7 3.83 0,69
Parents - - - - 3 10,0 | 15 50,0 { 12 40,0 4.30 0,64

As indicated in Table 4.6.8 all the respondents were in agreement that the pupil-teacher ratio in

schools improved greatly to the ratio of 40 to 49 pupils to one teacher after the implementation of

PEUP. Cases in which the pupil-teacher ratio improved to the ratio of 30-39 pupils to one teacher

were reported by 53,3 percent of teachers, 40,0 percent of principals, 16,7 percent of the department

officials and 40,0 percent of parents. However, there were some few schools which were still

reported to have the pupil-teacher ratio range of 50-59 pupils to one teacher.

Improvement in pupil-teacher ratio in schools could have been due to the demands of PEUP that

schools which were ready to implement PEUP had not only to increase the size and numbers of

classrooms but also to allow for pupil-teacher ratio of 30-39 pupils to one teacher. It was argued

that with the smaller numbers in classrooms, teachers would be able to group pupils according to

their intellectual abilities, and pay individual attention to the pupils. The smaller numbers allowed

for effective practice of child-centred teaching methods.
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TABLE 4.6.9 The practice of the “platoon system” in schools before the
implementation of PEUP

“Platoon system” referred to schools practising a double session system due to a limited number of
classrooms. Some standards would attend during the early hours of the day while others would start

their lessons after mid-day, to create room for all standards

Respondents | None Few A fair Many Very many Mean Standard
number Deviation
No % No % No % No % No %
Teachers 120 80.0 | 5 33 |- - 10 6,7 15 10,0 1,63 1.35
Principals 14 46,7 | - - 7 233 |3 10,0 | 6 20,0 2,57 1.61
Department 4 66,7 | 1 16,7 | - - - - 1 16,7 1,83 1.46
Parants 22 733 | - - 2 67 |2 6.7 t4 13,3 1,87 1.50

Analysis of Table 4.6.9 regarding the practice of the platoon system in schools before the
implementation of PEUP indicated highly negative mean values from teachers (1,63), principals
(2,57), the department (1,83) and parents (1,87). According to the respondents, very few schools
had double sessions (platoon system) for a minimum of two years before the implementation of

PEUP

Although the pupil-teacher ratio in schools was reported to have been high before the
implementation of PEUP, the situation seemed not to be as bad as to force the practice of platoon
system or double sessions in schools. The teacher-centred methods used might as well have enable

teachers to cope with large numbers of pupils in one session.
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TABLE 4.6.10

The practice of the “platoon system” in schools after the implementation

of PEUP
Respondents | None Few Many Very many Mecan Standard
Deviation
No % | No No No Yo
Teachers 140 933 | - - 10 6,7 1,27 1,00
Principals 29 96,7 | - - - 1,07 1.36
Department 5 833 | - —- 1 1.67 1,67 1,49
Parents 30 100 | - - - - 1,00 0,00

From Table 4.6.10 presented above with reference to the platoon system practice in schools after the

irriplementation of PEUP, highly negative mean values were revealed from teachers (1,27),

principals (1,07), the department (1,67) and parents (1,00). The general impression created by the

respondents is that hardly any schools had double session or practised the platoon system after the

implementation of PEUP.

The absence of double sessions in schools might have been influenced by the recommendations of

PEUP that schools which practised the platoon system should not implement PEUP. Subject

periods according to PEUP were of a maximum of sixty minutes, in order to cater for ability groups

and activity teaching. The method was time consuming and could never have catered for a double

session.




TABLE: 4.6.11

implementation of PEUP.

The adequacy of teaching materials and supplies in schools before the

Teaching materials and supplies expected could include library books, audio visual aids (e.g.

overhead projectors), supplies such as pens, charts and chalks as well as textbooks.

Respondents | Very Inadequate Manageable Adequate -—Vcry Mean Standard
inadequate adequate Deviation
No % | No % | No % | No % No- %

Teachers 35 233 | 75 50,0 | 30 20,0 1 10 6,7 - - 2,10 0,83

Principals 5 16,7 | 13 433 | 10 333 | - - 2 6.7 2,37 0,98

Department 1 16,7 | 3 50,0 | 2 333 | - - - - 2,17 0.69

Parents 4 13,3 | 14 46,7 | 12 40,0 | - - - 2.26 0,68

Table 4.6.11 shows that high percentages of teachers (73,3 percent), principals (60,0 percent), the

department (66,7 percent) and parents (60,0 percent) strongly felt that teaching materials and

supplies were inadequate in schools before the implementation of PEUP.

This finding is probably not surprising coming from black schools in the homelands, during the

Bantu Education System in South Africa. Most of these schools were reported to have been in

hopeless physical conditions.

94




Table 4.6.12 The adequacy of teaching materials and supplies in schools after the

implementation of . ..l.

Respondents | Very Inadequate Manageable | Adequate Very Mean Standard
inadequate adequate Deviation
No % No % | No % | No % | No %

Teachers - - - - 120 13,3 | - - 130 86.7 4,73 0.68

Principals - - - 18 26,7 | 6 20,0 | 16 56,3 427 0.85

Department - - - -1- - i 16,7 | § 833 -4,87 (.37

Parents - - - 13 10,0 | 15 50,0 | 12 40,0 4,30 0,64

Table 4.6.12 indicates a dramatic improvement in the adequacy of teaching materials and supplies in
schools after the implementation of PEUP. High percentages of teachers (86,7 percent), principals
(76,3 percent), the department (100,0 percent) and parents (90,0 percent) agreed that the adequacy of

teaching materials and supplies in schools had greatly improved to very adequate after PEUP was

implemented.

Respondents’ positive attitude could be attributed to the parents and community support of schools
by supplementing supplies such as egg cartons, wrapping paper and other useful materials that could
be used as teaching aids. It was also reported that the government played an important role by
supplying schools with teaching materials including textbooks and reference books. Teachers
involved in PEUP were encouraged to improvise and make use of waste materials, such as shoe

boxes, empty tins and bottles, sticks and old newspapers, as teaching aids.

In general, the four sub-samples’ responses regarding the impact of PEUP on the primary education
in the former Bophuthatswana reveals a great improvement in the state of buildings and classrooms,
adequacy of classroom furniture in terms of pupils’ numbers, conditions of furniture in classrooms,

pupil-teacher ratio, removal of the platoon system practice and the adequacy of teaching materials

and supplies in schools after the implementation of PEUP.

The analysis and interpretation of items in 4.6 can be said to have adequately addressed the question
on what could be considered as the impact of PEUP on the primary education in the former

Bophuthatswana.
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4.7

SUMMARY OF FINDINGS

The main findings of this study are summarized below. They are organized according to

the major questions which the study attempted to answer.

4.7.1 Demographic background of respondents

4.7.1.1 Gender distribution for all samples

The sample of this study was female dominated but predominantly

administered by males.

4.7.1.2 Age distribution for all samples

The mode of the sample of respondents was between 25 and 40 years,

which is predominantly young.

4.7.1.3 Academic qualifications of all samples

The majority of respondents in this study were highly qualified. with a

mode of a diploma certificate.
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4.7.1.4 Years of teacl "1 “ " mples

The teaching experience of the majority of the respondents in the study

was above ten years.

4.7.2 Conceptualization of PEUP by various stakeholders in primary education

There was a clear understanding of what constituted child-centred methods of

teaching: group work, project method, assignment method and activity method.

Ability grouping, social or interest grouping and age grouping were preferred to
mixed grouping or whole class teaching in the PEUP schools as against class

teaching in non-PEUP schools.

The different stakeholders in primary cducation shared the same view on the

features of PEUP regarding teaching methods and types of grouping.

4.7.3 Community involvement in the planning, implementation and evaluation of

PEUP

4.7.3.1 The communities were eager and actually participated more than ever in
the planning and the provision of funds and labour for the construction of

school buildings and the procurement of furniture.
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4.7.3.2 On the other hand it was found that PEUP made no difference in the low
frequency of parental visits to their children’s schools. Parents hardly
visited their children’s shools at the rate of once in three months before
the implementation of the PEUP. This position was not changed much

by the project.

4.7.3.3 Finally, respondents strongly disagreed that parents helped pupils with
- their school work such as listening to children read, helping with
children’s homework, participating in schools’ outings and supplementing
supplies such as egg cartons, wrapping paper and other items. A few

cases of parents (6.7 percent) reported to have helped their children with

their school work.

4.7.4 The role of In-service Teacher Education in the implementation of PEUP
4.7.4.1 In-service teacher education changed from not being available to its

becoming a pre-requisite for getting onto the PEUP.
4.7.4.2 PEUP awakened teachers’ awareness of the contribution of in-service
education to their ability to cope with the implementation of PEUP, and

by implication, to cope with change.

4.7.4.3 In-service training courses were seen to have re-inforced the managerial

skills of principals and the departmental officials.
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They learnt how to become effective change agents and supportive

administrators throughout the implementation of PEUP.

4.7.4.4 Furthermore, respondents indicated the major contribution of in-service
courses on PEUP to have included: the shifting of emphasis from teacher-
centred to child-centred teaching approaches. Teachers were empowered
to use new teaching approaches in order to improve the standard of
education in schools. Emphasis on knowledge was extended to include

skills and attitudes of learners through in-service traintng education.

4.7.5 The impact of PEUP on primary education in the North West Province

4.7.5.1 All four sub-samples acknowledged a great deal of improvement in the

physical state of school buildings, classroooms and furniture.

4.7.5.2 Parents and the entire community have developed a disposition to help

improve the learning conditions for their children.

4.7.5.3 Greater attention seems to have been re-directed towards adequate supply

of teaching materials.

4.7.5.4 One of the most remarkable spin-offs was the removal of the platoon

system which prevailed in most primary schools.
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CHAP1..Q FIVE

DISCUSSION AND RECOMMENDATIONS

In spite of the limitations of this study, the main findings may be a useful basis for discussion

which is here organized in response to the major questions which this study has attempted to

answer.

. 5.1 Demographic characteristics of respondents

5.1.1 Gend¢e " " ‘ionfora" -~ iples

The sample of this study was female dominated with 73,3 of teachers, 63,3
percent of principals and 56,7 percent of parents being female. On the other
hand, the administrative posts favoured males: 60 percent of the departmental

officials were males.

The administrative posts, which demand high qualifications of teachers were
often occupied by male teachers. Suggesting that more male teachers had higher
qualifications for managerial positions. The situation agrees with the general

situation in the North West Province where higher qualifications were the basis

for administrative positions.
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5.1.2

5.1.3

Age distribution for all samples

The mode of the sample of respondents was between 25 and 40 years, which is
predominantly young. 60 percent of teachers, 80 percent of principals, and 56,7
percent of parents belonged to this category. An exceptional case was found
among the departmental officials who were much older with 73,3 percent above

40 years of age.

Young teachers have been reported to adapt more easily to change than older
teachers who seem to cling to their experience, what they know, and never wish

to learn new things.

When PEUP was introduced, it was reported that a few old teachers opted for
retirement instead of attending in-service courses on new methods of teaching.
They were unwilling to accept change, while for the majority of young teachers

it was a real change to enrich their newly attained professional status.

Acac - qualific *" ns of all samples

The majority of respondents in the study were adequately qualified, with a mode
of a diploma certificate. 56.7 percent of teachers had Primary Teachers Diploma
(PTC) and 40 percent had a three year diploma. Of the principals, 26,7 percent
had PTC and 43.3 percent had diplomas. Only 30 percent of the departmental

officials had either PTC or Diploma while 70 percent of them had first or higher

degree.
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5.2

High qualifications of teachers, principals and the departmental officials in the
North West Province may have contributed to the fairly successful
implementation of PEUP. The pre-service training received by the respondents
afforded them skills needed for implementing the challenging child-centred

methods introduced by PEUP.

5.1.4 Years of teaching experience of all Samples

The teaching experience of the majority of the respondents in the study was above
ten years. 66.6 percent of teaachers, 90 percent of principals and 83.3 percent of

the departmental officials had taught for ten years and above.

Experienced teachers have no need for guidance and supervision which can be
costly when changing from one situation to another. Implementation of a new

curriculum system would demand experienced teachers to increase the chances

of effective implementation.

Clarity of PEUP objectives

The central concepts of child-centred approaches appeared to have been clearly grasped

by all sub-samples.

Major participants in any implementation of an educational change must first understand

and then accept the change as a pre-requisite for the achievement of the desired ends.
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The PEUP project acknowledged the individual child’s potential for creativity and a
readiness to explore, to investigate, to discover and to do things on his own. In principle,
the teaching approaches and methods at the PEUP schools were geared towards the ideal
of Education for Popagano. Passivity on the part of learners was substituted for by active
participation, creativity, problem solving and other individually-based methods. These

ideals seemed to have been embraced by the schools and their administrators.

Among the child-centred methods which were identified were: group work, which was
favoured by 93.3 percent of teachers, 90,0 percent of principals and all the departmental
officials. Assignment method was preferred by 70 percent of teachers, 70 percent of
principals and 60 percent of the departmental officials. Most of the respondents, 70

percent identified the project method and activity method with PEUP schools.

Respondents were able to distinguish between child-centred features such as ability
grouping and interest grouping on the one hand and whole class teaching and lecturing
on the other hand.

A typical PEUP class was divided into four small groups. At the beginning of the year
the groups were called “social or interest groups” because they were determined by mere
social affiliations found among children.

However, as inroads were made into stage one of the scheme, the teacher divided the
groups into ability groups according to the results of the assessment. The tendency was
for the teacher to teach according to the results of the assessment. The tendency was for

the teacher to teach according to these groupings.
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Occupational tasks were used to occupy other groups while the teacher was busy with one
of them. Various kinds of occupational tasks included: drawings, cuttings, colourings,
manipulation of shapes, copying of letters and shapes, games such as scrable, jigsaw
puzzle and comic strip pictures. The inherent individualized pupil activity as described

above represented a clear acceptance of the objectives of child-centred education.

PARENTAL AND COMMUNITY INVOLVEMENT

5.3.1 PEUP changed the disposition of parents to help with the improvement of school

buildings and other activities from zero to a little above average.

The PEUP organizers realized the importance of involving the community in the
launching of this project. From the on-set, parent-committees were involved in
building new classrooms to improve the classroom-pupils’ ratio that would
facilitate individualized instruction. A fund was created for the provision of

equipment and teaching.

[t was calculated that in order to upgrade or improve any one classroom in the
school, the local community had to raise approximately two-thousand rand (R2
000,00) through contribution and fund-raising activities. In the purchasing of

furniture, the Department of Education assisted the schools on a rand-to-rand

basis.
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Although the disposition of parents to help with school buildings improvement
seemed to have changed for the better, this proved to be only a short-lived
achievement. As soon as the project at hand was completed. parents dissappeared
and stopped involving themselves in school activities. They lacked some
motivation and encouragement to go on with the good work they had started.

Respondents agreed that the notable lack of parental visits to schools remained
unchanged even after the launching of PEUP. Parents seldom visited the schools;

the frequency of visits was an average of once a month by a parent.

The hope that parents would see the need to visit schools frequently was not
realized, in spite of the launching of PEUP. It can be suggested that parents are
yet to be ‘educated’ to become involved in the educational matters of their

children.

Teachers reported not to have been impressed by the number of visits paid by
parents to schools. Their concern could be related to their knowledge of the
effect of the parents’ presence in schools regarding the academic performance of
children.

Finally respondents strongly observed that parents hardly helped pupils with their
school work such as listening to children read, helping with children’s homework,
participating in schools’ outings and supplementing supplies such as egg cartons,

wrappit  paper and other items. A few cases of parents (6,7 percent) reported to

have helped their children with their school work.

105



5.4

Failure of parents to help pupils with their school work could be associated with
the environment and nature of the majority of schools included in the sampling,
that they were rural. In rural communities, many parents are poor, therefore
couldn’t afford to help schools with supplies. Many parents are illiterate and
could not be of any help to pupils regarding reading activities and the writing of

their home-work.

Teachers, on the other hand may have given cold shoulders to parents who came
forward to work effectively in partnership with them in educating their pupils.
Gone are the days when the lack of participation by parents in school matters was
interpreted as an indication of irresponsibility and a sign of no interest in the

education of their children.

THE ROLE OF IN-SERVICE TEACIIER EDUCATION IN THE

IMPLEMENTATION OF PEUP

In-service teacher education changed from not being available to its becoming a

pre-requisite for getting onto the PEUP.

When PEUP was introduced, a need for in-service education was a priority.
Teachers, who had received some pre-service training on teacher-centred
approaches had to face a challenge of being retrained into the child-centred
methods. In order to maintain the smooth running of the primary schools,
teaching and teacher training had to run concurrently. In-service education was

the only solution to the problem at hand.
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On-week courses were organized to cover all subjects in the primary school
curriculum at all levels. These courscs attended provided exposure, bricting.
support, enrichment and convention. These in-service courses were meant to

improve the teachers’ professional knowledge, skills and attitudes.

PEUP awakened teachers’ awareness of the contribution of in-service education

to their ability to cope with the implementation of PEUP, and by implication, to

cope with change.

Curriculum innovation threatens the teacher’s control habits. It involves changes
in methods and ways of working. In-service education during the implementation
of PEUP was a stronghold of teachers in that the content of courses attended
alleviated their fears of change, and awakened in them the skills to cope with the

new situation.

Teachers were encouraged to work as teams in order to support one another
where necessary. Difficult topics were discussed and sometimes referred to the
PEUP organizers for some clarifications. The important strategy which was used.
was for teachers to watch others at work in order to learn from them. This

motivated teachers and gave them confidence to probe further into the unknown

avenues.

In-service training courses were seen to have re-inforced the managerial skills of

principals and the departmental officials.
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They leamt how to become effective change agents and supportive administrators

throughout the implementation of PEUP.

A properly trained team of administrators is a pre-requisite to the implementation
of a school project. In-service training courses were also necessary for the
trainers of trainers such as principals and other departmental officials. They had
to have a sound knowledge of the new teaching approaches in order to support

and monitor teachers.

PEUP organizers were employed and sent to circuits as full-time change-agents.
Solutions to problems encountered by teachers on a day-to-day basis were always
at hand. Above other things, in-service courses helped the managers with some

managerial skills such as good human relations and resourcefulness.

Furthermore, respondents indicated the major contribution of in-service courses
on PEUP to have included: the shifting of emphasis from teacher-centred to
learner-centred teaching approaches. Teachers were empowered to use new
teaching approaches in order to improve the standard of education in schools.
Emphasis on knowledge was extended to include skills and attitudes of lcarners

through in-service training education.

The implementaton of PEUP brought a change into the teaching-learning scenario

through in-service courses. The emphasis was no more on the teacher nor on

content to be delivered, it was rather placed on the learner.
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Child-centred methods were introduced in which learners were encouraged to be
actively involved during the lessons. Discovery methods, group work, project
methods and activity methods became the order of the day. These methods were

reported to have improved the creative and critical thinking of leaners.

Learning was not only based on the knowledge to be acquired by learners, but
also on skills and attitudes of the children. Teachers also had to attend in-service
courses to learn how to teach and assess learners on skills and attitudes. These
in-service courses asssisted teachers to educate the whole child, i.e. emotionally,

physically, socially, intellectually and morally.

5.5 THE IMPACT OF PEUP ON PRIMARY EDUCATION IN THE NORTH WEST

PROVINCE

5.5.1

All four sub-samples acknowledged a great deal of improvement in the physical

state of school buildings, classrooms and furniture.

One of the main aims of PEUP was to provide learners with the conducive
learning atmosphere. Classrooms were changed into a stimulating rich
environment for children. The following improvements were effected in order
to make the classrooms conducive for learning. Desks were replaced by tables
and chairs; classroom walls, doors and window frames had to be painted, open
shelves were provided on two sides of the room and classroom lockers for storing

individual children’s books had to be constructed.
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The improvement in the physical conditions was expected to have had some

impact on the achievement of learners.

Parents and the entire community have developed a disposition to help improve

the learning conditions for their children.

Schools were not alone in the struggle of improving the learning conditions for
pupils. Parents in particular worked in partnership with teachers to see to the
betterment of the learning conditions in schools. This was done in different ways
including: firstly, fund-raising activities, secondly, being involved in construetion

work and helping with their own labour and where possible donating money to

schools.
Parents were encouraged by the Department of Education of the then
Bophuthatswana government that assisted schools on a rand-to-rand basis in order

to purchase learning materials and the relevant furniture.

In this respect we can conclude that PEUP had an influence on the level of

community involvement in the schools studied.

The supply of teaching materials benefitted clearly from the efforts of PEUP as

a notable spin-off.
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The process of learning and teaching cannot go on without the availability of
teaching materials. A clear indication of the successful implementation of any
curriculum is to provide schools with improved learning opportunities especially
through resources. Schools had to commit themselves to procuring recommended
books, educational materials and learning aids before they could qualify to
implement PEUP. Part of the money donated by parents towards PEUP was used

for purchasing these learning resources.

One of the most remarkable impact was the removal of the platoon system which

prevailed in most primary schools.

Platooning was discouraged from the on-set by PEUP organizers. Any school
that wished to implement PEUP had to do away with the platoon system before
being allowed to come on board. The main problem presented by this system was
lack of building resources to cater for sixty minutes learning periods of child-
centred approaches. The government and the communities were then forced to

increase the number of schools buildings to avoid double session practice.

All the changes that were effected in schools to give way to the implementation
of PEUP, left most of thé North West primary schools in a relatively better
physical state.

One may conclude that PEUP was modest success from which several lessons

could be learnt for the implementation of future educational change.
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5.6

RECOMMENDATIONS

On the basis of the main findings of the limited scope of this study it is still possible to

make a couple of recommendations:

5.6.1 There is a need for studies to investigate the most effective ways of improving

parental visits and participation in school activitics.

5.6.2 The idea of parent centres sounds attractive to receive parents who would be
given sessions on child-rearing practices, health education, different ways of
assisting children with their school work, social issues and matters pertaining to

parent-teacher partnership.

5.6.3 Pre-service teacher education should empower teachers on social relations in
order that teachers assist parents to participate effectively in the parent-teacher

partnership. Later in-service courses sould reinforce these skills.

5.6.4 An in-service teacher-education should be institutionalized in the North Wecst

education system in order to support teachers on curricular issues and to provide

management courses for administrators.
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APPENDIX A
QUESTIONNAIRE: TEACHERS
This questionnaire is related to an evaluation of PEUP. Your response will be
handled in confidence. Please answer frankly and freely. Your co-operation will
be highly appreciated.
Pleasce Tick (V') whichever applies to you

1.GENDER

Male

Female

2.AGE

Below 25 years

Between 25 years and 40 years

Above 40 years

3.ACADEMIC QUALIFICATIONS

Matric

P.T.C.

Diploma

Degree

Higher Degree

4.YEARS OF TEACHING EXPERIENCE

Below 5 years

Between 5 and 10 years

Above 10 years




INSTRUCTIONS :
Tick (/) the appropriate column(s)/answer(s)

5.Which of the following teaching approaches or methods did or do you use the most
in your classrooms?

Before PEUP After PEUP

Teacher-centred methods

Learner-centred methods

Any other (specify)

6.How would you describe the location of your school?

Urban
Rural
Suburb

7.Which of the following statements describes where you stay in relation to your
school?

The nearby vicinity of your school

Commute from home to school

Stay in teachers' quarters

8.How would you describe the building and classrooms in your school?

l , Before PEUP | After PEUP

| Very smart }ooking and clean

In good conditions

In fair conditions

Not in good conditions

Dilapidated













18.For how long has "the platoon system" been practised in your school?

| Before PEUP | After PEUP

Less than ] year

Between 1 and 3 years

Between 3 and 5 years

More than 5 years

Never

19.To what extend did parents participate in contributing or giving money for
implementing PEUP in your school?

|_A lot

Sufficient

A bit

None

Not certain

20.What part did parents play in fundraising activities for your school's PEUP?

l—Extremely high | Very much | Adequate | Not adequate | Not at all

21.(a)How often did parents help with labour in repairing or building classrooms in
your school?

Always | Very often | Often Sometimes | Never

-




21.(b)State any other works on your school in which parents helped with their own
labour?

22 How often did you request parents (through their children) to help your school in
one way or the other?

Always | Very often | Often | Sometimes | Never

23.1f you sent requests for help, how often did they help?

Always | Very often | Often | Sometimes | Never

24 How often did parents help your school in :

Always | Very often | Often | Sometimes | Never

School sports
organization or training

Social activities at school

Annual general meetings

25.How often did or do parents visit your school?

Before PEUP | After PEUP

Daily

Weekly

Monthly

Once in a while

Almost never




26.How often was or is the purpose of their visit?

Always | Very often | Often | Sometimes | Never

Simply dropping for
coffee and a chat

To discuss children's
work with the teacher

To attend parents'
meeting

To attend adult
education programmes

To discuss children's
problems with the
principal

27.How often do you visit your pupil's parents to discuss problems related to their
children's education?

Always

Very often

Often

Sometimes

Never

28. What help do you get from parents regarding their children's school work?

Always | Very often | Often | Sometimes | Never

Listening to their
children read

Helping with children's
homework

Participating in school
outings

Supplementing supplies
such as, egg cartons,
wrapping paper etc.










35.(a)Whom would you like to run In-service courses for teachers?

Principals |

Circuit Managers

District Managers

Subject specialists

University staff

35.(b)Support your choice in number 35(a)

36.When would you recommend In-service courses to be held?

At the beginning of the year ]
Quarterly

.ﬂ
Mid year

Towards the end of the year

LN()t certain

37.What would you consider as the major impact of In-service courses on PEUP?

THANK YOU



APPENDIX B
QUESTIONNAIRE : PRINCIPALS
This questionnaire is related to an evaluation of PEUP. Your response will be
handled in confidence. Please answer frankly and freely. Your co-operation will
be highly appreciated.
Please Tick (V') whichever applies to you

1.GENDER

Male

Female

2.AGE

Below 25 years

Between 25 years and 40 years

Above 40 vears

3.ACADEMIC QUALIFICATIONS

Matric

P.T.C.

Diploma

Degree

—_— - —_

Higher Degree |

4. YEARS OF TEACHING EXPERIENCE

Below 5 years

Between 5 and 10 years

Above 10 years






























35.

35.

36.

37.

38.

(a)  Whom would you like to run In-service courses for teachers?

Principals |

Circuit Managers

District Managers

Subject specialists

-

University staff

(b)  Support your choice in number 35(a)

When would you recommend In-service courses to be held?

At the beginning of the year

Quarterly

Mid year

Towards the end of the year

Not certain

What would you consider as the major impact of In-service courses on PEUP?

Why do you think In-service courses are still necessary?

THANK YOU !l



APPENDIX C
QUESTIONNAIRE : DEPARTMENT
This questionnaire is related to an evaluation of PEUP. Your response will be
handled in confidence. Please answer frankly and freely. Your co-operation will
be highly appreciated.
Please Tick (V') whichever applies to you

1.GENDER

Male

Female

2.AGE

Below 25 years

Between 25 years and 40 years

Above 40 years

3.ACADEMIC QUALIFICATIONS

Matric
P.T.C.
Diploma
——
Degree
Higher Degree

4.YEARS OF TEACHING EXPERIENCE

Below 5 years 1

Between 5 and 10 years

Above 10 years






















23.

24.

25.

If you sent requests for help, how often did they help?

Aways

Very Often

Often | Sometimes

Never

How often did parents help your PEUP primary schools in:

Always

Very Often

Often | Sometimes | Never

School sports
organization
or training

Social
activities at
school

Annual general
| meetings

How often did or do parents visit your primary schools?’s school work?

Before PEUP

After PEUP

Daily

Weekly

Monthly

Once in a while

Almost never




26.  How often was or is the purpose of their visit:

Always | Very [ Often | Sometimes | Never
Often

Simply dropping for coffee
and a chart

To discuss children’s work
wit_h teachers

To attend parent’s meetings

To attend adult education
programmes

To discuss children’s
problems with the principal

27. How often do you visit your pupils’ parents to discuss problems related to the
children’s education?

Always

Very often
Often

Sometimes

Never










34.  Who received most in-service courses

Before PEUP | During the
Implementation
of PEUDP

Newly appointed teachers with 3 years
diploma

Well experienced teachers with 2 years
diploma

Teachers with PTC

Principals

Whole staff

©35. (a) Whom would you like to run in-service courses for teachers?

Principals

Circuit Managers

District Managers

Subject
Specialists

University Staff

(b)  Support your choice in number 35(a)

36.  When would you recommend in-service courses to be held?

At the beginning of the year

Quarterly

Mid year

rowards the end of the year

Not certain




37. What would you consider as the major impact of in-service courses on PEUP?

38. Why do you think in-service courses are still necessary

THANK YOU !!!



APPENDIX D
TJESTITNNAIF T : PATTNT
This questionnaire is rclated to an evaluation of PEUP. Your response will be
handled in confidence. Please answer frankly and freely. Your co-operation will
be appreciated.

Please Tick (V') whichever applies to you

1.GENDER

Male

Female

2.AGE

Below 25 vears

Between 25 years and 40 years

Above 40 years

3.ARE YOU A MEMBER OF PTA?

Yes
No

4.JF YES, HOW LONG HAVE YOU SERVED IN THIS ASSOCIATION?

4 years +

2 - 4 years

1 - 2 years

Below 1 vear





























