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ABSTRACT

Most teachers want to create classrooms that peortt@ achievement of learners’ full
potential. Learners’ behaviour, however, oftemgts the teaching and learning. Instead, the
fact that those teachers have to spend so muchstmigg out disruptive behaviour makes
the classroom a place filled with tension and uagpd@tness. Various studies have shown that
children’s troublesome behaviour shows no signeafrélasing and teaching has become more
complex and more demanding than ever. Althoughdheher brings an enormous amount of
expertise to the classroom, this is not enoughngure that effective teaching and learning
will take place. Various, ongoing changes in sgcertd education require teachers to add
new understandings about learners’ behaviour aaaddmplexities thereof in the classroom.
Teachers are thus required to devise practicedemhiques to manage their classrooms to

promote teaching and learning.

Teachers have to employ methods and techniquesstoethat they create a classroom that is
conducive to teaching and learning. Some researdis/e suggested that teachers become
‘classroom researchers’ to look at their own pcacend then evaluate means and ways to
improve on it. Teachers are required to becomiettve practitioners’ to improve their
classroom management skills through reflection aall evaluation. Teachers are also
required to teach with influence and care. Thesstldom context and the relationship
between teachers and learners are cited as particuhportant in shaping the way that the

teacher manages the classroom to achieve teaamihigarning.

| have adapted a particular approach to my classmm@anagement that is very specific. This
approach focuses on group work, social learningganded interaction between learners. My
method however is not perfect and thus | have setooreview other classroom management
approaches with the aim of improving my own practido achieve this | have looked at the
way in which three of my colleagues manage thessiiooms and | have aimed to employ

some of their tactics in my personal classroom mameent.



The research was approached using three reseasdtians as a basis. These were as
follows: 1. What methods do teachers use to matiegeclassrooms?

2. What do teachers perceive as effective @assrmanagement?

3. How can the environment be adapted to acleéfeetive classroom management?
To explore these critical questions, the case samphroach was adopted. The participants
were observed in their classrooms and interviewse wenducted to get a holistic picture of

the classroom management approaches used by guteskparticipants.

The participants in this study displayed diverseckigpounds, classroom management
approaches and personalities. The study revdalkgdthese teachers employed various
methods in their classroom management. Group weeiting of rhymes, arranging the
classroom in certain ways, maintaining good huneations and keeping learners gainfully
occupied were some of the methods that the paatitspin the study have employed to
achieve effective classroom management. Thesthdes perceived effective classroom
management very differently. Some saw it as a Wayetiing learners involved in the lesson
to minimise distraction, while others had a somedwvith@alistic view on this issue. The study
also revealed that the teachers involved had remea their classrooms, divided their classes
into manageable smaller groups and even floodeu kb@&ners with work to change the
environment to achieve effective classroom managéniehe findings of this study can be of
value in discussion to seek solutions or altereatito address effective classroom

management in schools that experience concerrsiouital issue.
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CHAPTER 1

BACKGROUND TO THE STUDY

1.1 Introduction

This chapter briefly outlines the motivation forstiparticular study. The main focus was
to explore the various ways in which teachers marthagir classrooms and are able to get
effective teaching and learning done. Many writerccourage teachers to become
‘reflective practitioners’ and the aim of this syudvas partly to reflect on my own

classroom management style as well as to exploherobptions for classroom

management. The study was also designed to seeolimv teachers manage their
classrooms and what | could learn in terms of aewy skills or approaches to enhance

my personal classroom management style.

In order to achieve these objectives, | observadhters in action within their classrooms.
Three teachers from various phase groups weretsdléoc gain a holistic picture of

classroom management styles in the foundation phiaeeintermediate phase and the
senior phase. My main interest was to see howetheachers have adapted their
classroom practice to better manage their dutigeashers. To enhance the validity of

the study, interviews were also conducted to gadhata.

This chapter will essentially provide a brief dgston of the research problem, the
rationale for this particular study as well as eeboutline of the theoretical framework
used, the research design and the methodology tasesgek answers to the critical

guestions as stated above.

1.2 The Background and Context of the Study

My personal teaching experience and managemenghmaokd prompted me to seek a

way of giving my learners the best possible leagnapportunities by managing the



classroom in such a way that promotes and encosilagening. The defining factor for
me was to have the learners take personal respldgsibr their learning and also to
encourage and assist those learners that were@nidhard to cope with their academic
workload and requirements. One of the challengestive fact that learners have diverse
backgrounds as Gootman (2001) argue. Some leacnare from dysfunctional homes
while others come from more advantaged homes.héurore, a learner’s motivation to
learn has much to do with their behaviour accordmgsootman (2001). The caring
teacher can make a difference to the learners air tare, however Avenant (1986)
suggests that teaching can only be successful thecteacher knows how children learn

and which aspects of the learning process pronaftestive teaching and learning.

The effective classroom manager therefore has tabksh good human relationships
with learners as well as to develop the capacitynamage the teaching and learning
process within the classroom. Marland (1993) ardghat healthy, productive
relationships are a prerequisite for effective idag and learning. Hook and Vass
(2002) also believe that the effective classroomnagar uses the teacher-learner
relationship to influence the learners positivebputh African schools however face a
number of challenges. Some of these include unedjgaibution of resources, over
crowded classrooms, different levels of teachetifiggtions and experience, low teacher
moral as well as a reluctance to take on respditigbj according to Christie and
Potterton (1997). Hargreaves (2001) argues th&ioddcimprovement includes
uncovering methods on how the school can implencambine and sequence strategies
to become more effective. Effective classroom mansnt is a first step in
implementing a strategy to improve the school’ditgbio be effective in teaching and

learning.
1.3 The Research Problem
The teacher is like a gardener who treats diffeygants differently,

and not like a large scale farmer who administéeshdardised

treatments to as near as possible standardisedglan



The above quote by Stenhouse (1979, p79) summailgesctual research problem
discussed in this study. Humans are unique antndive beings that respond
differently to the same stimulation. Thus the tegis in our classes are all different with
numerous convergent and divergent qualities, andséime also applies to our teachers.
It is therefore imperative for the teacher to fswme middle ground in his/her approach
to classroom management. Avenant (1986) sugdeatshe effective teacher can only
be successful once he/she knows how children leadhwhich aspects of the learning
process promote effective learning and teachiddthough teachers come to class with a
wealth of experience, knowledge and intelligendas talone does not guarantee
educational success on the part of the learnemtn@an (2001) believes that the caring
teacher can make a difference to the lives ofehenkers in their care. It is thus not just a
body of knowledge that makes the effective teath#ralso the teacher's methods of

managing the classroom.

Effective classroom management is achieved in uangays. The focus of my study was
to examine how other people manage their classroparfly to enable me to improve
my personal classroom management style, as wédl povide alternative approaches to
other teachers. The methods and techniques wtddcators employ will thus be
explored. The case study approach was chosenstoeean accurate assessment of the
way teachers handle classroom management in fealituations. This approach allows
some insights into the reflexive component of ta@agtand thus gives an overview on
how teachers adapt classroom practice to deal effiective teaching and learning.
Effective classroom management will be referred<d&ECM and classroom management

as CM for the purpose of this research.

1.4 Rationale for the study

The following critical questions were explored tieess the issues raised in this study:

1. What methods/ approaches do people use to mémaigelassrooms?



2. What do teachers perceive as effective classmamagement?

3. How can the environment be adapted to achideetefe classroom management?

For the last four years | have adapted my classrp@attice to achieve better classroom
management. My idea of effective classroom managéns to conduct classroom
activities in such a way that they promote an apphese conducive to effective teaching
and learning. Learners should be eager, motivatetiwilling to learn without feeling
threatened, victimised or pressurised. In ordeddahis | have attempted to use peer
pressure in a positive manner to stimulate positesponses from my learners. | have
adopted the patrol system, used in the Boy Scowekhent. A patrol consists of six to
eight boys and according to the founder of this Btoent, Robert Baden-Powell (1963,
p24) the main objective of the Patrol System is:

to give real responsibility to as many boys as bsslit leads each boy to
see that he has some individual responsibilitytfiergood of his Patrol. It
leads each Patrol to see that it has definite resguality for the good of
the Troop.

Therefore, my class is divided into various groapmixed ability, gender and age. Each
group has a leader - elected by the group - anctibms as a unit. The group leader is
responsible for checking that everyone has doneshanrk, tables (bonds) and any given
tasks. Points are assigned for all tasks sucdbssiompleted and points are lost for

tasks not done or incomplete. Thus a group carB@@® points if homework is done,

tables are done and all given tasks are compl&@@D(points for each task). Should one
of the group members not have done homework, thepgioses 1000 points. The group
members thus help and motivate each other to enbateall tasks are completed and
thus points are secured for the group. Absente@isangroup also results in the group
losing points. The group with the most pointshet €nd of the school week is rewarded

with a packet of sweets.



It appears that Behaviourist Theory is at playhis tsetup. According to this theory,
human development is a continuous, lifelong accatman of responses which people
learn through experience. Gerdes (1988, p54) explthat people are constantly
confronted by new stimuli, they learn how to regpaio them and thus develop

mechanisms to deal with these stimuli.

Behaviourist Theory thus includes three elementeaty stimulus, response and reward
or punishment in reaction to the response accortingerdes (1988). In my classroom
practice, | provide a stimulus by giving a taske fearners respond by completing or
ignoring the task after which | reward them by aditag points or | sanction them by

deducting already acquired points.

Correctly, Behaviourism is not immune to criticisend has been cited for its

uncompromising adherence to the principle of stimulresponse and consequence.
Bandura and Walters (1963) argue that this thegmpries the cognitive processes that
determine the way in which people will respond tosituation. They state that

Behaviourist Theory cannot explain how people learnthe absence of reward or

punishment, or how people respond a considerable after observing a particular

event. Furthermore, these authors propose thaéh@naonore expansive theory is at work
when people interact with each other. They belithat people learn not only from

reinforcement such as a reward or punishment ad #irough their own responses,
through observation, imitation and the contact thaly have with other people. This

implies that Social Learning Theory is also critida understanding classroom

management.

My personal classroom practice is thus based oresafnthe above mentioned learning
theories and | believe that some other teachersawmikgly also employ practices
reflecting some of these theories in their daibcteng.

In the last four years, the Patrol system has gaidends and | find learners eager to do

their work to ensure that they are part of the wigrgroup at the end of the week. In



other classes in the same school, teachers havetegdp decline in class participation
and expressed concerns with group work being lalistuptive and hard to control.

Docking (2002) argues that the effective teacher dassroom manager employs varied
tasks to achieve effective classroom managemenlassCactivities should thus be
purposefully planned and delivered to learnersminclass, | aim to utilize peer pressure
in a positive way to enhance participation and slavolvement. Pressure from the
group members (peers) thus serves a positive moheativating the learners to do their
work while it becomes easier to manage the classimp mediating distractions that can

hinder teaching and learning.

My aim in using this approach is to create an aphese of positive interdependence to
achieve fruitful results in the classroom. Davius(990, p.26) argues that three
cooperative skills are needed to enable cooperd&i@ming. These are interpersonal,
intra-group and intrapersonal relationship skilld. am convinced that my way of
managing my class promotes the development of thiggkelife skills in the learners

while also helping me to maintain discipline, cohtand a vibrant and enthusiastic
learning environment and atmosphere. It is alsobedief that learners will need these
skills to go out into the world to earn a livingdato form successful social bonds with

life partners, colleagues, employers and their canity.

1.5 Theoretical Framework

Social contact between groups is influenced byousritheories. Some of these theories
include theories of leadership and management. o Aisked to leadership and
management theories is the concept of collaboratilerres. Collaboration and working
together in a school is again influenced by théucaland organisation which exist in the
school. The nature of the school’s structure, sagtwhether it is bureaucratically or
hierarchically organised, also influences the wasclaool functions and ultimately how

teachers manage their classrooms.



There is no formula or clear-cut set of rules whmacticing effective classroom
management. Part of the reason for this is the-&vwanging nature of our schools.
Teachers are required to constantly learn new vedydoing their classroom duties.
Elmore (2000, p20) states the following:

Instructional improvement requires continuous leaga Learning is both
individual and a social activity. Therefore, callere learning demands
an environment that guides and directs the acqaisibf new knowledge

about instruction.

New policies, new teachers, new learners, new ruless concepts are introduced in

schools from time to time. These changes havenffuence on the school, society and
more importantly, on the classroom situation. ®e(iP90) argue that schools should
become “learning organisations”, which are esskyt@ganisations which engages in

continuous learning and expanding their capaciti€pange and theory on change thus
also influences the way a school operates and lfegtiee classroom management is

practiced.

An exploration of effective management within tHassroom will also be affected by
theories of social learning, psychological theorgagch as behaviourism and other
learning theories such as Vygotski’'s Zone of Pratibevelopment (ZPD). Schofield
(1997) quotes an African saying, which states ithakes a whole community to educate
a child. Learners should thus be exposed to raldels who promote positive learning.
Learning is not restricted to the classroom onlytemchers can use other people or
processes as resources in the learning processal &arning theory holds that people
learn from their contact with other people. Througbservation, interaction and
communication with society, children learn to datam things. A good classroom
manager could use this vital learning method teai¥ely manage their classrooms.
Learners could learn from their peers, teachetdings and wider community. The
effective teacher will be able to promote the sasfid assimilation of those positive

aspects which society has to offer.



Effective classroom management also includes adepth understanding of which
learners need more intervention or guidance thharst Vygotski's theory of assisting
learners to achieve a certain level of understananvery relevant in this situation.
According to this theory, a learner has the capaidtunderstand a concept up to a
certain point. This is what is called the ZoneRsbximal Development (ZPD). The
teacher then has to assist or aid the learner teegond this level of understanding. This
social relationship, which exists in a classrooran e employed to make the ZPD

accessible to all learners.

The Behaviourist theory, on the other hand, adwsctte idea of stimuli and response.
An action takes place, causing a reaction. A teathus has a vital role in providing
positive stimuli to ensure positive learning. e tsame vain, the Social Learning theory
holds that thinking is a vital part in learning.urthermore, learning takes place by
observing social behaviour. A teacher must thusuenthat learners are exposed to
positive role models and social contact that wiilhg about positive change. An in-depth
understanding of the learning process, social iehawand outside influences is crucial
for classroom management. The effective classmmamagement must be aware of these

vital “tools” which could influence learning andtinhately classroom behaviour.

1.6 Research design and methodology

This section introduces the methodology and comnegpinderpinnings of this study. Itis
followed by the theoretical perspectives which €h#ps study. These are discussed
more fully in Chapter 3. A review of both the sigghs and weaknesses of these

perspectives will also be given.

My personal experience and teaching knowledge kevene to employ the case study
approach. Cohen, Manion and Morrison (2000) dassise studies as specific instances
frequently designed to illustrate a more generaiggple. Thus a case study is described

as “the study of an instance in action.” The @afthis research, which is to explore



teacher's classroom management approaches, isidbay suited to the case study

approach.

Henning (2005) states that research cannot be ctedlin a vacuum. It must be based
on one or other paradigm and framework using etjlo@titative or quantitative methods.
This particular enquiry is based on a qualitativenfework within the interpretive
paradigm. Henning (2005) goes on to describeritezpretive framework as a means of
deriving meaning from the social interaction whipkople engage in. The interpretive
framework does not see definitions as cast in shanieather views the context in which
an event such as teaching takes place as fluidagahg and unique. The actual
interaction between the teacher and learner isitakcriterion for generating knowledge
in the interpretive framework. The researcherdensas part of the research in this
framework, taking on an ‘insider’ role as he/shekesameaning through the observation
of social interaction within the school or reseaseiting. Gadamar (1975) concurs with
this and states that the interpretive frameworilvgays used against a set of beliefs and
practices, presuppositions and assumptions. Thg eve person understands or
interprets a situation might be very different twother person’s point of view on the
same situation. The interpretive framework ackmuolges and embraces this form of

“fluid’, unfixed sense-making according to Gadar(k875).

The qualitative nature of the interpretive framekvisr most appropriate for this study as
this school of thought sees definitions as fluidhea than cast in stone. This is
particularly valid as effectiveness can be viewedfekntly by various people.

Furthermore, the vital issue in this paradigm s féict that meaning is derived through
the interaction between people on a social le@ahools vary enormously in issues such
as class size, class composition, teacher traini@acher-experience, organisational
structure and culture as well as teacher and leanoenbers. The vital issue of

interaction between teachers and learners is hawaeeeemmon factor in all schools and

the interpretive approach is specifically concerméti this social interaction.



The case study approach enabled the researchet @ fgst-hand glance at how other
teachers approach classroom management in theesdas teachers. | was able to
perceive teachers at work without intruding or meeniencing the learners unduly. |
aimed to capture the reality with which teacheral @® a daily basis in this way. We
could then engage in discussion (analysis) ondgbgoin and explore ways to improve on
it. This was followed by another lesson observatioth a focus on improving on the
weaker points identified in the initial lesson. heldiscussion that followed the second
observed lesson then compared the two lessons.idéhewas to promote a culture of
ongoing efforts to improve classroom practice. t#orsg focus on the reflexive
component of teaching was to be explored.

Three teachers from the research setting were wxerA teacher from each phase of
the school was selected, namely the FoundationeRltlas Intermediate phase and the
Senior Phase. The reasons for this selectiorbeitlaborated on in chapter three. These
three teachers were the main unit of study anabiservations were done with the aid of
a video camera and an observation schedule. €hisred my physical presence in the
three classrooms to see all the activities in thietext of classroom management. The
video footage and observation schedule were algplamented with extensive notes and

guestions for the sake of clarity and confirmafi@m the teacher afterwards.

Another data gathering tool, namely a semi-stractuinterview, was also employed.
This data gathering tool was implemented for tridation purposes and it also provided
important demographic information that could shghtlon the methods employed by the
particular teacher. These interviews were conduete the school, at the teachers’

convenience and in the privacy of their classrowien all the learners had left.

It should be noted that the first choice of methadthis study was an Action Research
approach, and elements of this are apparent imitbodology. Factors such as time
constraints and opportunities for further cycleshia process, however, militated against
the use of the Action Research approach in thé &nalysis. The value of the findings,

10



and the focus on reflexivity, however, are stilluable and will be useful in learning

much about effective classroom management.

1.6.1 Strengths and Weaknesses of the chosen method

The first and most crucial strength of the caselystmethod is the fact that neither the
learners nor teachers are taken out of their rewtimd subjected to unfamiliar conditions.
This highlights a vital strength of this type otearch, namely the ability to experience,
understand and interpret the context first-haid do this, the researcher had to become

an “insider” to the whole teaching experience binbghysically present in the lesson.

The fact that the researcher knew and understam@dhtext of the school was a major
strength of this particular study. Cohen, Manion &Morrison (2000) describe a case
study as a tool that can establish cause and effdthough not the ultimate aim, affects
can be observed in a real context with the reatimathat the context is a powerful
determinant of both causes and effects. The teschdéhe study faced varied contexts
and realities in their respective tasks as teach@ahenet al (2000) acknowledge that
contexts are unique and dynamic and this favowesutie of the case study approach to
investigate and report on the dynamics and theldinig interactions of events. Coheh

al (2000) claims that the case study approach isabdduin situations where the
researcher has no control over the events. Ihaadcthe interaction between people is
dynamic and often very unpredictable. This oncairagavours the selected approach.
Furthermore, case studies are concerned with tlibk descriptions of the relevant
study. According to Henning (2004) case studiegrap ‘what it is like to be in a
particular situation.” Neuman (2000) states thasec studies can be used to go into
greater depth and to get more detail on the issugghnvestigated. Henning (2004, p41)
suggests that ‘case studies are distinguished bter types of qualitative research in

that they are intensive descriptions and analysassmgle unit or bounded system...” In

11



the case of this study, the classroom managemeld sk the participants can be

explored in great detail.

Unfortunately, this particular study did not proeitbr a long lifespan. Yin (1984) argues
that case studies could be exploratory and thugskd as a pilot to follow up studies.
These authors furthermore describe the hallmarkase studies asignificancerather
than frequency The significance of issues within the respondentk&ssroom
management approaches were thus of more intertb&lr rdhan how often these events
occurred. My study thus ideally makes use of foisn of enquiry to explore the
significance of the ECM skills employed by the s&de participants. The willingness of
teachers to participate in the research also shdheaid willingness to experiment with

new ideas to explore the existing practice in tteosl.

As stated earlier, the hallmark of case studiesiggificance rather than frequency.
Although this type of research can lead to uncaonxethe significance of a particular
context, it is not without limitations. An obviowussadvantage is that the researcher can
be biased. Nisbet and Watt (1984) argue that #se study is prone to problems of
observer bias. The researcher can show a stratigdefor or against an issue. The
research results can be distorted because of #saneher's close involvement in the
study. To minimise this, | have used more thanwag to collect data to triangulate the
responses objectively. Furthermore, data from sasdies is difficult to cross-check and
it may be selective, personal and subjective. flidings are substantiated by quoting
relevant responses or observed actions on thegpdtie participants to counter this
identified weakness. Because the sample in thidysis so small and because each
school holds its own culture and contextual fagttre findings in this study cannot be
generalized. The study can give other teacher® raptions on ways to improve their
classroom management and general classroom praclios an identified strength of
case studies that they can provide insight intoemtkimilar situations and assist
interpretation in this way; however as with anynfioof enquiry, the case study provides

some vital strengths, but also some weaknesses.

12



1.7 Ethical considerations

This study was conducted within the practice atsathical considerations. Permission
to conduct this study was obtained from all theveht stakeholders. The University of
KwaZulu-Natal, the Department of Education, the o&thprincipal and the relevant
teachers were all consulted and the latter wereengiletters to ensure that their
participation was free and with informed consentVith the informed consent, the
participants were provided with detailed explanaimf what the research entailed.
Participants were also informed of their rightsatibthdraw from the study at any given
time without any negative implications for them.urthermore, the identities of the
participants were protected by assigning pseudortgnesich respondent. In all the data
collecting approaches, the permission of all ttepoadents was also gained before using
electronic recording devices. The researcher afsured that each respondent knew
exactly what was taking place at all times to aveipicion, anxiety and confusion.
Participants were made comfortable by not takingmthout of their classrooms for

observation and assured of their confidentialitthveivery step of the research.

1.8 Conclusion

This initial chapter provides a brief outline of athis to follow in the rest of this
dissertation. Chapter Two provides an insight thi@ literature which | have consulted
and engaged with to establish my stance on thec.topChapter Three gives a
comprehensive, detailed description of the chossaarch design and methodology used
for the data collection as well as the motivation the methods employed. In Chapter
Four, | present that data and provide clarity amway data were analysed and the key
findings from it. Chapter Five concludes with amerpretation of the findings and

recommendations based on the study.
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CHAPTER 2

LITERATURE REVIEW

2.1 Introduction

This chapter explores various literature related the concepts of leadership,
management, change management and theories ofechaddearning. The aim of this
approach is to acquire an insight into what redeataims about how teachers manage
their classrooms. The methods that teachers usejdtvs of some prominent writers and

issues influencing classroom management will beesded.

2.2 What methods do teachers use to manage theiaskrooms?

Pinchot and Pinchot (1993) emphasize the fact ahsthool or any organisation must
consider its organisational structure to be mofgcéfe in attaining its goals. McLagan
and Nel (1995) states that teachers have verg litibm to practice individual initiatives
in schooling systems. The schooling system straagitoo rigid to encourage teacher’s
initiatives. Hopkins (2002, pl) also states that ave faced with an education system
that ‘limits individual initiatives by encouragingpbnformity and control.” The methods
that teachers employ in applying their own initiatisuggest that a change in the
organisational structure of the school is requirbttLagan and Nel (1995) believe that if
an organisation’s structure supports and requiradicgpation, then that particular
organisation has taken a giant leap forward towpadtcipation as a way of life and not
just as a means to an end. A sense of participara involvement in the schooling
system, the planning, implementing and outcomeetifeis thus proposed. Hargreaves
(2001) proposes that teachers be developed to dakexpertise in their roles and
profession. This can be achieved through a focusdllegiality. Hargreaves (2001)
states that ‘collegiality takes teacher developmbafond personal, idiosyncratic
reflection, and beyond dependence on outside ‘éXperthe point where teachers learn

from each other, sharing and developing their diqeeitogether.” Fullan (2001) also
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suggests that collegiality promotes professionawgin and this enables schools that
follow collegial practices to implement externaliwroduced changes more effectively.
Docking (2002, p.14) states that it is often eaferteachers to stick to their existing
manifested ways of teaching and managing classrgewa if it is ineffective) without
the help and support of colleagues. Stenhouse5j19rggested a system that moves
away from teacher dominated classrooms to a seitirege pupils can make meaning for
themselves without being constrained by the authaf teachers. The teacher is not
absent from the classroom but rather facilitatesanmimgful discussion, debate or the
delivering of evidence on a patrticular topic. Thisw largely informs the researcher’s

current classroom practice, which was outlinediear!

2.2.1 Some approaches to classroom practice

Being a teacher is not just a matter of having dybof knowledge and a
capacity to control a classroom. That could bee&by a computer with
a cattle prod. Just as important, being a teaaneans being able to

establish human relations with the people beingls.

The above quote from The Bégin-Caplan Regd®95, no page number) stresses the
importance of good human relations between teachedslearners for the educative
process to be most effective. A prominent writerctassroom practice, Marland (1993),
believes that effective classroom management shstald with the crucial point of the
relationship between pupils and their teacher. ri€qR002) argues that fostering good
relations with learners is vital for teaching aedrhing. Docking (2002) also mentions
respectful personal relationships as a prerequisiteeffective classroom management.
Marland (1993), states that good relations areelgrgreated through technique. In
trying to achieve a good relationship with thearlgers, it is essential for teachers to first
look at themselves critically and reflect on wheylare. In other words, teachers should
become reflective practitioners as described by ridon (1995). Marland (1993)
describes teaching as a special gift that the tgduds for giving the learners insight and

understanding and it is precisely this feature Whiistinguishes teaching from any other
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occupation. The teacher must open up unknowndutelm areas of skills and knowledge
in his learners. This writer states that only whiee teacher is felt to be successful in
achieving this, then his/her pupils will warm torifher. Furthermore, the teacher must
also be able to consider and understand learnests/ation for doing something in the
class. This does not imply that the teacher shoaltstantly be critical of underlying
reasons for behaviour but rather considerate ofréhsons behind it. Docking (2002)
concurs and states that good behaviour has a tlu vath a learner’'s motivation to learn.
Hook and Vass (2002) also agree and urge a movg &amn the conventional ABC

(Antecedents, Behaviour and Consequences) of balravianagement.

According to Hook and Vass (2002), antecedents teféghe context in which an action
takes place. A learner could, for example, hawwdeome bad news en route to school.
This in turn could lead to a poor performance test or task as the learner is not totally
focused on the task at hand (behaviour). The cuesee of this could be a poor mark
or failure in the particular task. These writergLee that it is impossible for the teacher to
control student’s behaviour and thus they proposeae away from the ABC to ERO.
By this they mean that the ‘Events in your life addo your Responses gives you your
Outcomes’, therefore E+R=0 (Hook and Vass, 200Phe one thing that teachers do
have control over is how they respond to what happe their class. Hook and Vass
(2002) argue that effective teachers focus on pedcithe aspect which they can control,

namely their own behaviour towards a situation. iHand Vass (2002, p.9) state:

| have come to a frightening conclusion. | am tlexisive element in the
classroom. It is my personal approach that credltesclimate. It is my

daily mood that makes the weather. As a teachess$ess tremendous

power to make a child’s life miserable or joyousan be a tool of torture

or an instrument of inspiration. | can humble ammour, hurt or heal. In

all sets it is my response that decides whetheiseésavill be exacerbated or

de-escalated — a child humanised or dehumanised.
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The above quote echoes the need for teachers teatiseis techniques to foster healthy,
productive relations with their learners. Furthere) according to Docking (2002) the

school might be the only place where certain learifieel secure. The teacher should
thus go beyond his/ her calling to forge meaningtlitions with the learner. The

Ministry of Education and Culture of Namibia (199%gues that the effective teacher
can alter the antecedents by presenting well pegpaelevant content matter to learners.
Gootman (2001) also states that the relevanceeofetsson content has a lot to do with

the learner’s motivation to learn.

Healthy, productive relationships are fosteredanous ways. Marland (1993) suggests
the rigorous maintenance of records and regiseansad this process. This practice, he
argues, has many positive spin-offs. It could seas a tool for a collaborative culture
and collegiality amongst teachers; for example, téacher is absent for some reason, the
availability of up-to-date records could aid thebstitute teacher to ensure that

meaningful teaching and learning still takes place.

In the same way, the regular maintenance of leagggsters fosters a sense of awareness
about the learner’'s schooling pattern and alsodbuiin the earlier mentioned teacher-
learner relationship. The committed teacher wilhriediately notice a change in the
attendance pattern of a learner if a regular registkept. Frequent absenteeism could be
an indicator of a problem at home, which falls itite realm of antecedents mentioned
earlier. This researcher has, for example, expes@drabsenteeism by some learners in
his classroom on Mondays and Fridays which poiotsatother significant social
practice, referred to in the literature as ‘lalmgdli The regularly attending learners refer
to the frequently absent learners as “weekend alsgci Docking (2002) also refers to
this practice and believes that teachers shoulthbous in labelling learners negatively,

whether intentionally or not.
Hook and Vass (2002) emphasize the vital teaclené relationship and argue that the

good classroom manager uses this relationshipflieeimce the learners positively. They

identify two zones within the teacher’s scope offkwoThese are the zone of influence

17



and the zone of concern. As the teacher fostgmod relationship with the learners, the
zone of influence grows while the zone of concémings. The learner is expected to be
influenced more positively by the teacher and asesult the teacher becomes less

concerned about the learner becoming deviant tnadted from schoolwork.

2.2.2 Other means of achieving effective classroomanagement

The pursuit of effective classroom management carafyproached in various ways.
Docking (2002) suggests that teachers instil angtgense of identity in their learners.
With a particular focus on younger learners, heppses three ways to achieve this,
namely to get the learners to devise their persooa of arms, to draw a self portrait and
to make an advertisement about themselves. THeseanentioned activities lead to
the creation of interesting display material whichn also become a source of
information that can lead to discussion about ¢agerers.

This is consistent with the vital teacher-learngationship that Hook and Vass (2002)
mentioned as well as the role of the teacher amtanpreter and designer of learning
programmes and material. Murray White (1990),ccltg Docking (2002), proposes the
idea of a “special child” for the day. This is @oim the following way: all the learners

write their names on a piece of paper. The papénan placed in a balloon and blown
up. The balloons, with the names of all the clitdiare then suspended from the
classroom ceiling. Each day a balloon is seleatetlpopped. The name of the child that
is revealed becomes the “special child” for the.da@his specific learner wears a sticker
saying “I'm special” for the day and all the otHearners are expected to say only good
things to that specific learner. This practiceegithe learners confidence and social
skills that promote a positive atmosphere for tesgtand learning. Docking (2002)

suggests that this method can be incorporated tiocurriculum as it promotes a

positive school ethos. It also promotes a feeloig‘honesty, openness, trust and
belonging”. Furthermore, it could reduce unwantezhaviour and encourage good
behaviour which in turn can pave the way for effeciclassroom management to take

place and to be sustained.
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Gootman (2001) believes that most teachers arerdtavthe profession because they
want to make a difference to the lives of childréfowever, being sincere in their caring
about learners is just not enough to ensure eflediassroom management. The caring
teacher, she argues, has to employ various ottetegies to ensure the classroom is well
managed. Gootman (2001), states that teachersnaste a positive difference in the
lives of their learners, even “when these childgenback to dysfunction”. This writer
argues that routines are such a measure and titate® provide security and confidence
for all learners. According to her, routines amdtical for facilitating appropriate
behaviour in learners who come from chaotic homerenments.

2.3 What do teachers perceive as effective classroananagement?

Classroom management is complex and multi-dimeasiom South Africa. The
educational sector involves many people acrossetitée population. This highly
dynamic sector involves learners, parents, workes teachers while millions of other
parties have an interest in education (African dofal Congress, 1995). Employers,
universities, training institutions and curriculutlevelopers all have an interest in the
education system as it feeds their requirementsnéw students and new employees.
Fullan and Miles (1993) realize that change is dem@nd they aim to provide some
guidelines to understand why reform often failsne@rucial fact is that teachers do not
know enough about the change process. This indegsl true when one listens to some
teachers’ ideas of Outcomes Based Education (OB&yried forms of understanding of
what is required by OBE exist amongst teacherdlafrand Miles (1993, p75) argue that
reform fails because people have diverse ideabaige. In schools, reform or change is
often overstated in the school itself. This ishpeonatic as reform in schools is also
influenced by the community the school serves ahérostakeholders as well. Fullan
and Miles (1993, p75) mention the following stakeleos which form part of the school:

teachers, administrators, parents, students, distiaff members, board

members, state department officialgslagprs, materials developers,

publishers, teachers or educators, reseers.
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All of these stakeholders play a significant pareducational change and the school is
clearly not the only entity influenced by chang&urthermore, so many stakeholders
complicate the change process enormously as easbrpkas their own idea and vision
of how change should take place. According to dfuland Miles (1993), complex

change cannot be forced but should rather be sgstemThe whole education system
needs to be involved to ensure successful charige.improve classroom practice in

South African schools, this complex change needsetmanaged. A more democratic
and participatory leadership style is required.isT¢hange comes with its own set of

associated problems.

2.3.1 Demaocratic education to educate a democracy

The first and most obvious problem for effectivassroom management is the fact that
South African principals have not been formallyirteal and skilled to approach
leadership and management in schools tactfullyeis€h (1993) states that principals
were under prepared and ill-equipped for their melgs of leadership in the changing
South African context. Coleman (2005) emphasizes idea that schools require
democratic education to educate a democracy. $homwever, are still largely
hierarchically structured and this is an obstadeetfective change in schools. A
hierarchical structure in a school places visiliaitations on collaboration, teamwork
and collective decision making and thus on classrananagement. Hierarchical
organizations worked well in the past accordingMtoLagan and Nel (1995). Their
‘effectiveness’ was mainly due to three factorsahitield that:

» thinking is separated from doing;

» work is divided into small, specialized chunks;

* job and group boundaries are clear and relativisigrelte;
A school has a dynamic structure that is influenbgdsarious other sectors of society

and other stakeholders, as has been pointed digreaBocial conditions of the society,

economic status of the community and the relatigneglith the education department all
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influence the dynamics of a school. According tecRot and Pinchot (1993), our world
(and schools in particular) does not require thachmne like” organizations that result
from bureaucracy. Bureaucracy does not promoexefeness and efficiency in schools
yet most South African schools are still arrangedhis fashion. Collegial approaches
suggest that this form of management should beewead. While bureaucracies worked
in organisations where the environment and tasks séable, a school represents a
dynamic, ever changing and challenging environntkat requires multiple skills and

interventions.

2.3.2 From bureaucracies to a flatter structure

Pinchot and Pinchot (1993) see bureaucraticallpng®ed organisations as no longer
effective. This is mainly as a result of the chaggnature of schools and the job
requirements of teachers. While bureaucraticaliyctured organizations such as a
factory flourish in meaningless repetitive tasks,sehool requires teachers to be
concerned, caring and innovative towards the lgarn&chools display various cultures
and racial groupings as well as various forms ofcsire and shapes. The changing
nature of schools has made it necessary for catgult participation and collaboration

amongst all stakeholders involved in schools. Thignge in structure is also visible in

society.

According to McLagan and Nel (1995) we need a niterible, flatter structure to
address the changing needs of society. A flattecctire implies that authority is not
vested in single person but rather that decisiokimgais a collective, consultative and
participatory activity in schools. Grant (2005)hees this in her view that principals
have to relinquish some of their duties and poweheir colleagues to ensure effective
management of schools. Muijs and Harris’ earlierkv(2003) concurs on this point.
They state that authority to lead does not neciégdave to be located in one single
person, but rather dispersed amongst all the temcimea school. The collective
knowledge, skill, attitudes and values of teacleerd other relevant stakeholders thus

helps to build the school’'s abilities in serving @dommunity. Ash and Persall (2000) see
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interactive and participative schools as orgarmreti that promote constructive,

collaborative learning.

Thus, as stated earlier, the choices to start @emaad towards improvement of classroom
practice are varied and wide. The first step dholbwever be the move from
bureaucracies to participation, the establishméat ftatter structure that will promote a
more effective line of communication amongst thkevant teachers and educational

stakeholders.

2.3.3 Current classroom practice and culture

Current classroom practices which prevail in Sofitican schools are reflective of the
culture which exists or dominates in a school. t@el can be seen as the way things are
done in school as per Bush and Anderson (2003)h@nge to improve pedagogical
practices or classroom practice in schools willitably lead to the culture of the school
being affected. In Harling’s (1989) view, cultugean essential perspective that helps to
balance the prevailing emphasis on structure. Barsth Anderson (2003, p87) also
describe culture as the “phenomenological uniquerdsa particular organizational

community”.

Culture, however, is an “elusive” concept which maneasily be described. Bush and
Anderson (2003) however identify four key featunelich make up culture. These are:

* Values and believes

e Shared norms and meanings

* Rituals and ceremonies

* Heroes and heroines
In attempting to improve existing classroom praagin schools, the school is becoming
involved in an attempt to adopt a culture of teamolvement, commitment, teacher
involvement and a focus on improvement at all leveAttempting to improve classroom
or pedagogical practice means the school makemscious effort to establish or re-

establish a culture of teaching and learning. ddre business of schools is to teach and
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learn. Hopkins (1994) argue that culture need$¥doaddressed directly to improve
school functioning because a strong, undeniablle ¢ixists between the culture of a

school, school leadership and school improvement.

2.3.4 Culture of learning and teaching

Culture has a direct link with school improvemetitis essential to look at the culture of
a school to establish how classroom managemenpiaatice can be improved. Christie
and Potterton (1997) make reference to the Campaigestore the Culture of Learning
and Teaching (CCOLT). This campaign was aimedhanhging the existing culture in
schools that were underperforming. It was an giteta bring schools to actively
promote a culture of teaching and learning. Thasthors also mention a culture of
concern where the view of all stakeholders is tak#o account. In South African
schools, it would thus be a collective effort bgdkers and role players to bring about a
culture of constant improvement in pedagogical ficac and thus classroom
management. The school should strive to promateltare where learners are eager to
learn and teachers eager to teach, a culture whiegences are not a dividing factor,
but grounds for curious intellectual exploratiordatiscovery. Hopkins, Ainscow and
West (1994) adapt Rosenhaltz’'s idea of school mil&und identify four expressions of

school culture.

They identify “wandering”, “stuck”, “moving” and ‘lmmenading” schools and argue that
all schools fall in one of these classes. Thelidehool in South Africa would be a
“moving” school. A “moving school” can be viewed a school with a healthy balance
of stability and change as well as maintenance s developments, according to
Hopkins, Ainscow and West (1994). South African ik are experiencing a vast
number of changes, adaptations and new demandschdis are expected to implement
the much contested Outcomes Based Education (OBHhe Revised National
Curriculum Statement (RNCS) placed its own seteshdnds on schools and teachers, as
does the current National Curriculum Statement (N@8d as the most recent

announcement about the reshaping of the curricwuinno doubt do. Teachers who
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have been teaching in schools for a number of yeave been expected to change their
methods of teaching without much guidance, trairamgl with limited resources. A
“moving” school would embrace this challenge anterapt to make the move to
effective teaching as smooth and efficient as hlynpossible. It comes down to what
Hargreaves (2001) calls working “smarter and notiéd. However, in reality no school

can be a completely “moving school” all the time.

The opposite of a “moving school” is a “stuck schi@nd Hopkins, Ainscow and West
(1994) acknowledge that schools are never complétebving” nor “stuck” either, but
rather somewhere in between these cultures. Aswdtrthey also identify “wandering”
and “promenading” schools. Schools that experietote much innovation without
producing many results at the end of the day aserded as “wandering” schools.
Promenading schools are seen as schools thatritleetr past achievements. They only

maintain previous success but do not actually “iiémevard.

If South African schools wish to improve their desom practice, they should attempt to
adopt the culture of a “moving school.” Moving ecdks have the striking characteristics
of collaborative cultures. Hopkins, Ainscow and 3V¢1994) describe collaborative
cultures as cultures which are supportive of teaghind learning. This involves joint
work by teachers, development by means of mutygd@i and an explicitly agreed view

on educational values. A collaborative culture pesmote ECM in schools.

2.3.5 Organisational development

Improving classroom management is by no means glisim, overnight task. It not
only involves change, strategic planning and thbost culture, it also involves
organizational development. South African schowsilt not simply improve without

addressing organizational development. Schoolsyganizations are all different from

one another but they share common characterisiétsough educational policy, South
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African schools aim to produce well adjusted, vesgjlsipped learners, lifelong scholars
and good citizens. According to McLennan and Tdwr(2003), the new educational
policy needs people with the ability to work in fpepative and democratic ways to

ensure efficient and effective progress of the oizgions.

The school as an organization needs to be imprevedgeared to promote effective
pedagogical practices. At the same time, the dsleve made up of individual teachers.
In equipping the various teachers or using themluoed skills, knowledge, positive

attitudes and values, can lead to organizationtdcefeness. Hargreaves (2001),
interprets school improvements as uncovering hdwals can implement, combine and
sequence strategies to be most effective. Wheitigostrategy is used at its optimum, it
makes the teaching and learning process more exfficand effective. An effective

school will find means and ways of improving exigticlassroom management practices

to benefit the learners it serves.

In order to become an effective organization amrdyoaut its task to realize it vision the
capacity of the individual teachers are seen ay vewortant. Each teacher’s
contribution to the school and to teaching andrieay is seen as valuable. Davidoff,
Kaplan and Lazarus (1994) argue that teacher’'scigpas individuals and as part of a
group are vital for organizational development gndwth. They furthermore identify

three basic areas which are vital in organizatioleakelopment.

The three basic areas for organizational developmedude staff development,
teamwork, conflict management as well as the camditof employment. The first of
these, staff development, is seen as vital to keaphers up to date with educational
trends, policy and new developments. Davidoff, lia@nd Lazarus (1994) suggest that
many South African teachers merely receive preisertraining which is seen as
adequate training for their entire careers. Theyea that there is a need for ongoing
teacher development in South African schools. heecneed to be abreast of the latest
educational information, techniques and aids toeflfective. The inception of the

Integrated Quality Management System (IQMS) aimaddress this issue. 1QMS will
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not be discussed in great detail in this dissemadis it is a complex issue on its own and

is not without its detractors. Some reference, \ibwever, be made to IQMS.

The second basic area of organizational developm&nteamwork and conflict
management. Conflict is a natural and unavoidgalg of an organization. In our
schools we need to build up teams that can crépatiwerk together and deal with
conflict effectively. In my school, we establishadTeacher Support Team (T.S.T.) to
help teachers deal with issues of conflict. Unfoately this structure is now
dysfunctional because of various reasons which mofl be discussed here. It was
nevertheless an attempt to aid teachers in dewlitigissues as a collective body. It is
my sincere belief that such a structure can be rnieelp in dealing with classroom
issues and mentoring and guiding teachers. A pamhstructed team can have their
teaching completely derailed if they cannot effesly deal with conflict situations.
Conflict handling skills are thus a means of emgyteaching and learning takes place in
a pleasant, neutral environment. Teachers muskiled in handling conflict situations

effectively.

The third basic area of school development is thaitions of employment. Teachers
should know their rights, their responsibilitiesdathe employer’'s expectations of them.
The National Education Policy Act (Act 27 of 199fscribes seven roles that a teacher
should aspire too to be competent in. The reflexigmpetence is a major focus of this
dissertation and as such it was this aspect treltetli the initial decision to conduct
action research. Furthermore, in addressing theethrasic areas of development
mentioned earlier, teachers are put on the rigtit maddressing current challenges of

classroom management.
2.3.6 Skilful and supportive management
Pedagogical practice can be improved by addresdanf) development, teamwork and

conflict management skills as well as the condgiof employment. Schools thus have

to reflect on their current practice and attempimiprove them through addressing the
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key areas mentioned above. Dalin et al (1993) heweview skilful and supportive
leadership as a key requirement for improving peda@l practice. According to
Coleman (2005) effective leadership involves visamd accountability. It is more and
more frequently realized that productive leadersfigequired in South African schools.
The previous minister of Education, Pandor (200&)ressed the explicit belief that

equity can be achieved by strengthening the roleawfership in education.

The Task Team Report (Department of Education, L88#htifies various management
systems, structures and processes which are inajmgie The report states that new
educational policy requires managers that can fomctin “democratic” and
“participative” ways to produce effectiveness affitciency in schools. Fleisch (1993)
suggest that the period of resistance to aparthesd‘destroyed the credibility of certain
educational practices”. It has also “undermineel ldgitimate role of the educational
manager”. The confidence of educational managassfirthermore been broken down
by the almost complete collapse of the cultureeaining and teaching in many South
African schools according to these authors. ThHaswrs, combined with the dynamic,
changing circumstances in our schools have madenthee to skilful and supportive

management a necessary one.

Grant (2005) argues that leadership should be pexinas a vital role which should be
developed by all teachers in a school as teaclades dn various leadership roles at
various times. Teacher’s taking active leadersblps are thus encouraged to ensure an
improvement not only of pedagogical practice bwoaln classroom management.
Principals should therefore be open to practicem$orof leadership which are
collaborative, invitational, transformational andotiaational. In our changing
educational system, the transformational styleeafdérship will promote collaboration

amongst teachers.
Coleman (2005) describes transformational leadermtallectually stimulating people.

They encourage colleagues to be creative and itineven coming up with new ideas

which can promote positive interaction in school&. transformational leader is also
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“intellectually stimulating” and inspired and protae innovative participation from
colleagues and learners alike. This point also hasiges Senge’s (1990) sense of
belonging, being an important part of the schodiransformational leadership thus

includes participation, collaboration and involverhef all the teachers in a school.

Classroom management in South African schools @nniproved by implementing

skilful leadership techniques as illustrated byedahn (2005) who argues that the ideal
leader should be able to produce good results vghillanaintaining a strong concern for

people. Teachers need to become active partici@ant contributors to the leadership in
their schools, a trend which is more widely beiradled teacher leadership. While
teachers actively contribute to the leadershipchbsls, they also work with learners first
hand. They are thus in the perfect position todpce good results in learners and

maintaining good interpersonal relationships witén.

According to Grant (2005) teacher leadership gaggibd formal positions or actual
headship, but rather requires teachers to takenfmmmal roles within and beyond the
classroom. This implies that a teacher does netl reformal title, such as principal,
deputy principal or HOD to be a teacher leader iachool. By actively taking up
informal roles such as rugby coach for examplé, plagticular teacher is actively leading
one part of the school that might thrive underlbeedership. Teachers taking on these
informal roles also display a concern for the widing of the school and its learners.
Christie and Potterton (1997) identify teacher cotmant and concern for the school
over their own interest as a striking feature ir thadership of resilient schools. In
adapting this way of looking at South African sclsoih becomes possible to make a
concerted effort to improve classroom managemenbun schools. My school has
afforded me the opportunity and freedom to pradiseeher leadership in various ways.
The school culture and outlook of the school mansge and staff can promote the
development of effective classroom management byingi teacher leadership
opportunities to prosper as | have experienced ynschool. Teacher leadership, if
promoted, can be a viable response to effectivelpage the classroom as it influences

teacher responsibility and accountability in therteng process.
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2.4 How can the environment be adapted to achieveffective classroom

management?

The role of leadership within an organization is bgture complex and multiple.
Davidoff and Lazarus (1997, p64) describe leadprsis an art. They state that
leadership is a “cyclic and sensitive rhythm of mpg and closing, stopping and going,
creating and receiving, acknowledging and confraptiobserving and shaping.” In
managing change, a leader has to be even more aWhi® surroundings, resources and
ultimate aims that the organization wishes to aehieln our South African schools, a
multitude of changes have been introduced overldke few years. McLennan and
Thurlow (1997) state that the South African edwratystem has been altered by the
introduction of various policy initiatives since 992 The most notable change being the
move from Christian National Education to Outcontmsed Education (OBE) and
Curriculum 2005 (and the still evolving successminforms). Educational change,

however, occurs worldwide.

In Australia and New Zealand changes mostly inwibldecentralization, according to
Bennet, Crawford and Riches (1992). They alsocbamges in the United Kingdom as
involving a shift in power from local authorities both the central government and also
the individual institutions. The role of leadersim a changing environment also has to
be viewed in combination with the culture and s, which shapes a school. These
challenges to the environment of a school helpramé the research questions, and an

understanding of these issues can locate the obsegea particular context.

2.4.1 Organisational Structure and change

Culture involves collaboration and participatiorBush and Anderson (2003) quote
Morgan (1986), who describes culture as sharecesmaging, shared collective meaning
and understanding. A collaborative culture cartanelly promote improved classroom
management in schools, but culture cannot be swphriaom the structure of an

organization. The structure of an organizationvygies the framework for values and

29



relationships. Values relate to culture and tkisvhy structure and culture have an

interlinked role in a school.

Structure and culture do not exist in isolation tather co-exist in a school. Coleman
(2005) defines culture in an organization as tHesrand authority which people fulfil.

There is no single universal definition for orgatianal culture but there is general
agreement that the word structure refers to theofe&tstablishments, committees and
groupings put into place to ensure that a schodaltloer organization can function in a
desired way. The structure of a school thus atsuributes to the success or failure of
the school in achieving its vision. According tadh (2003) structure can inhibit or

promote change in a school. It also displays theational values of the school.

In South African schools, several internal and mkaspects influence the structure of
the school. Internally, the teachers, the commesti@nd roles within the school define the
structure. Externally, the provincial departmetite regional department and the
community are some of the aspects that influeneestitucture of a school. Schools often
supplement their structure by having unpaid workersomplete tasks efficiently. These
workers fulfil an informal role and this practiceutd be seen as a form of teacher

leadership if teachers play these roles. Tea@aelership will later be discussed further.

A change in the structure of a school does notantae successful organisational change
will occur. Hopkins et al (1994) describe struetas the visible part of an organization,
which can easily be changed. Changing the straictifira school is referred to as
restructuring and it is widely accepted that mamut8 African schools should be
restructured to promote an improvement in existpgpagogical practice. Since
restructuring alone does not ensure successfulgehathis process has to be done
cautiously, tactfully and strategically. Strategilanning has been discussed earlier.
Culture and structure within a school work in conabion to give each school its unique
characteristics. It is precisely these factorsictvishould be harnessed and utilized to
bring about the improvement of the classroom mamage practice that is used in many

South African schools.
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The structure of a school refers to the parts gawization such as hierarchies within the
school. Traditionally schools in South Africa wérerarchically structured but even this
structure is changing according to Enslin and ize#f (2002). The Department of
Education (1996) states that new educational pokgyires managers that can function
in democratic and participative ways to constrggifve relationships within schools. A
more inclusive, participatory style of leadershgsthus been favored in South Africa.
Culture on the other hand, refers to the sharetkfbelvalues and norms that people
share. A clash of culture is always possible imudticultural, changing society. As a
result, efficient and effective management in angirag climate must consider the impact

of culture and structure in a school.

According to Bush (2003) the leadership in a scheitll determine how the school is
organized and which cultures are predominant. Whikaffect the way teaching and
learning takes place in a particular school andsequently how classrooms are
managed. Bennet, Crawford and Riches (1992) viees educational changes in
Australia, New Zealand and the United Kingdom ath®bructural and cultural. A vital
task of leadership is thus also to consider thecesfof both culture and structure in
managing educational change. Leadership shoulcaveare that both culture and
structure can exert a strong influence on how diha change is handled and

particularly how it manifests in the classroom.

2.4.2 Types of leadership

Issues of structure and culture require a senseqoity. Cultures that are always in
conflict with each other will not contribute to amvironment that is conducive to
learning and teaching. Pandor (2005) expresse®xpkcit belief that equity can be
achieved by strengthening the role of leadershipduacation. The leadership style that
could be conducive to a changing South African etiethe transformational leadership
style. According to Leithwood (1993) transformatableadership offers a comprehensive

approach to leadership in the challenges that tedfdee. The transformational leader
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aims to bring people together to achieve a comnaat. gin a school, the common goal
could be to achieve an efficient, effective schdedpite the multitude of changes that a

school experiences.

Ash and Persall (2000) argue that an effective achth a positive outlook on
education is interactive and participative. Thkiparticularly relevant to this study as the
participative outlook of my school allowed me tondact this study. Bush (2003)
concurs with Ash and Persall (2000) and statesstualies have confirmed that teachers
wish to be more involved in the management of thmsl. The teachers thus want to be
involved and take part in decision making and mamathe school. This approach is
again seen as participative and could be employeohéans of invitational leadership.
Invitational participation encourages participatminstakeholders in a school. Stoll and
Fink (1996) argue that invitational leadership &séd on four basic premises. These
include a sense of optimism interpreted to meatewaly in high expectations from
teachers and encouraging them. The second présnisspect for the opinions of other
teachers and all other stakeholders. Thirdly, tleégr to a strong sense of trust. This is
a genuine belief in the honesty and integrity dfeotpeople. Fourthly, they suggest a
sense of intentionality which requires the deliberavitation to staff and stakeholders to

participate in the managing of the organizatios } have experienced in my school.

While transformational leadership and invitatiodehdership could be suitable for
confidently handling change, people still reacfetiéntly to change. Different people
bring different personalities, skills and attitudesopinions to the organization. In a
school, the leadership cannot simply support tanshtional and invitational skills but
also have to include democratic skills to invole stakeholders and teachers in the
running of the school. Democratic leadership styteke each person part of the running
of the school and promote teachers taking ownersimg responsibility for the
functioning of the school. Fullan (1993), argubattthe involvement of stakeholders
makes them own the change process. They thus ageweinership of the change
process and become self-leaders. Furthermoreplschave become so complex in their

functioning that one person cannot be expecteditoitr efficiently as also mentioned
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earlier by Grant (2005). Muijs & Harris (2003) ectios point in their argument when

they state that the authority to lead does not ha\ee located in a single person but can
rather be dispersed amongst other teachers. dnwthy, the leadership in a school has
access to a multitude of skills, knowledge, valaed attitudes, which are present in the
same school. Sometimes valuable skills existiwithe school but it is never utilized as

it goes by unrecognized due to ineffective commation.

An awareness of the resources available is vitahichanging environment. The
leadership in a school must be aware of the unth@dlities of their staff. Fullan

(1999) however argues that schools also need &wbee of the outside environment and
how resources outside the school can be utilizeduaeovered. Fullan (1999) states that
political and technical forces should be isolatecid school reform. An awareness of
the tacit knowledge (unspoken knowledge) of outsi@déeholders should be fostered to
cope with a changing educational system. Knowleoigeesources, including human

resources should be clear and the school leadestiupld know what resources are
available inside and outside the school. Skiléadership must know or learn when to
involve these resources when addressing educatraige. Elmore (2000, p.236)

states the following on learning:

Instructional improvement requires continuous leagn Learning is both
individual and a social activity. Therefore, callwe learning demands an
environment that guides and directs the acquisittdhnew knowledge about

instruction.

Learning to work with internal and outside resosreg seen in what Fullan calls the
Chicago schools “pursuing systematic change.” butls African schools many
partnerships between schools and businesses arsess. Most South African schools
have their names on display boards, usually accoiegdy the company who sponsored
this initiative. In Chicago, those schools thatioed change drew on a number of outside

partners to assist with the changes they envisioned
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2.4.3 The need for partnerships

Outside partners can make a school's efforts toecapith change easier. Outside
partners, however also bring their own culturejrthvays of doing things, to the school.
Morrison (1998) states that schools have takensanbss-like approach in response to
policy imperatives since the 1980’'s and 1990’s. ridon writes from a British
perspective and makes reference to a previous primister, Margaret Thatcher. Under
some of her government’s policies, budgetary comind marketing control was given to
the schools. Morrison (1998) argues that competits a major factor in the business
industry. Those businesses with a competitive esgeally outperform their competitors.
In Britain a market mentality based on choice, diitg, competition, quality control,

consumerism and efficiency was adopted accordimgaonison (1998).

In South African schools, a similar trend was folml. Budgeting in South African

schools has become the school’s responsibility. ho8ls can furthermore market

themselves to attract “clients”. The introductmfirmarket approaches in schools has not
gone without criticism. Ball (1990) states thatrked places cannot be equated to
schools as markets thrive on competition and ineesit Schools, however, do not react
in the same way. Morrison (1998) further point$ thhat markets produce winners and
losers. A school does not deliberately producenesis and losers but rather aims to
produce quality citizens and lifelong learners. lld&fu (2001), states that educational
change is dependant on what teachers do and tHihis particular study explores what

teachers think about educational issues, classmmamagement in particular, and also

how they respond to these issues.
2.4.4 Chaos and Complexity Theories
Change indeed depends on the things that teacheaadithink. It is thus very relevant

when Bennett, Crawford and Riches (1992) argueahatal management responsibility

is to assist those teachers who struggle to cople educational change in their daily
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work. Leadership should thus also include the oblassisting; guiding and encouraging
those colleagues that struggle to cope and hahdiege. In short, yet another leadership
role is that of the consultant. Fullan (2001) disgcconsultation as a means of building
capacity, promoting motivation and also a meansngburaging a sense of commitment
to improve the school. Fullan (2001) warns that eimange innovation must however be
assessed carefully before bluntly being implementéorcing an innovation on teachers
and making them adapt for the wrong purpose is tlgsiss  Consultation and

collaboration on an innovation that does not “th& required purpose of the school will

lead to a waste of resources, manpower and efféchools are complex organizations
where change is also complex and dynamic. Morrid®@98) argues that we have to
review the world as ever-changing, dynamic andffam stable. Thus, in this view

Morrison mentions the theories of chaos and conifylex

Chaos theory holds that nothing is stable butvsags$ in a state of flux. Small changes
can have significant results, which cannot be ptedi or foreseen. In South African
schools, teachers are refining, fine-tuning andlpsity the National Curriculum
Statement (NCS) all the time to ensure learnergcess. Each class will display
different strengths and weaknesses, which have taddressed. As chaos theory states,
what works for the one class might not necessavidlyk for another class. Morrison
(1998) extends chaos theory by referring to complekeory. Complexity theory holds
that complex systems such as a school compriseaofyramaller independent aspects.
The various grades, the various teachers, variaogulages, various cultures, religions
and social backgrounds all contribute to the comipleof South African schools. We
often talk about multicultural schools, for exampl&he curriculum also contributes to

this complexity to some extent.

The presence of various learning areas, knowledgeirements and the ability to work
independently as well as in a group further conapdis the already complex organization
of the school. Complexity theory sees the worlém&rgent, creative and turbulent and
changing. Morrison (1998) quotes Kauffman (199%4)pin stating that this complex

view of the world provides a more holistic, trudéleetion of reality. Schools are indeed
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complex and often operating on the edge of chdasarners, however still have to be
taught and learning must still take place despieedhaos and complexities that exist in
the school. The effective classroom manager shioeldble to manage the class in such

a way that these complexities do not inhibit teagland learning.

2.4.5 Complex problems require complex solutions

Coppieters (2005) concurs with Senge on turningaishinto learning organizations.
This writer argues that schools should developnkar into self-directed learners to
foster life-long learning competencies. Coppie(@@05) states that the concept of life-
long learning, as mentioned earlier has becomam teequently used in politics and
education. One attempt to achieve this ideal istum schools into “learning
organizations”. According to Coppieters (2005) sl should be seen as “dynamic,
unpredictable and complex social organisms”. Tharsy attempt to deal with the
complexities of a school should involve complexmdton systems, which are based on
the knowledge of management and learning. This wlyooking at dealing with
educational change involves two major approact@stly, it falls within the dimensions
of the interpretive paradigm. This conclusion tenreached based on the strong focus

on human interaction.

Henning (2004) states that interpretive knowledgiedérived from the meaning that
people make by how they interact and also why thiract. A combination of various
forces can determine a person’s actions. Soméeaset could be economic factors,
political factors and social factors. An attemptan individual to improve their personal
circumstances could also be seen from a criticedgeetive. This perspective is seen as
essentially deconstructing the world, accordingH®nning (2004). It is seen as an
attempt to highlight those aspects, which causeesspon, social inequality and injustice
in a society. Various inequalities exist withinnomunities, societies and even in
households. The constant changes that plague temtucauld be seen as an attempt to

bring about equality to all the stakeholders. B®#nge and Coppieters (2005) believe
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that the learning organization is a vehicle, whiclhild respond to this pressing issue of

change in education and ultimately to effectivesstaom management.

2.5 Conclusion

The discussed literature gives a clear backgromadirsight into the issues of effective
classroom management practices in education. oltiggs an overview on the methods
that teachers use to manage their classrooms austiions about improving teacher-
learner relationships. The question on structureé eulture is also addressed in this
chapter. The culture of learning and teaching &l was collaborative cultures are
discussed in detail. Chapter two also touchedensssue of organisational development
and skilful and supportive management to improwssrioom management approaches.
The influence of change and types of leadershgisis highlighted in this chapter. In the
context of change, chaos theory and the compléRégry is discussed that necessitates
the need for partners in the school. This litematdoes however only represent a small
part of all that is written on the topic of classmo practice and related issues. The view
that the discussed writers express is valid inoitsn right and it is now up to the
observation and data gathering process to exph@ddpic of this study further. Thus
reference will be made to the concepts, theories aaguments represented above and
relevant conclusions will be drawn from the findsrthat emerge from the data later on in
this study.
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CHAPTER 3

RESEARCH DESIGN AND METHODOLOGY

3.1 Introduction

In this chapter | provide an account of the redeanethodology and the design that was
used to obtain answers to the critical questiorseg@earlier. This study aimed to explore
the ways in which teachers conduct effective ctamsrmanagement in their daily task as
teachers. A strong focus of this study was togaend the reflexive competence of the
effective classroom manager and ultimately, efiecteacher. It should be noted that the
study was not intended to be a once-off exercisedouattempt to bring about an

awareness of the powerful role that the teachexgsph the lives of the learners and the

need to constantly reflect and act on their pedstdaasroom conduct.

My school culture and values have allowed me todooh this study with much help,
guidance and patrticipation from my fellow teachefhe section that now follows gives
detailed descriptions on vital issues of this studese are the research design, the data

collection plan and process, ethical consideratantsthe presentation of the data

3.2 The Aim and Research Questions

The aim of this study was to explore the varioushom@s and techniques that teachers
employed to effectively manage their classroomarldhd (1993) states that an effective
teacher is also an effective manager. It is esddat the effective teacher to manage the
classroom in such a manner that it promotes tegchind learning in a positive,
productive and rewarding manner. In order to achiie aim of this study, the following

critical questions were posed and explored:

1. What methods/ approaches do people use to rdheig classrooms?

2. What do teachers perceive as effective classmamagement?
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3. How can the environment be adapted to achideetefe classroom

management?

To gather answers to these critical questions,ctse study approach was followed

where the research was grounded in the interpvetpiradigm.

3.3 The Research Paradigm

The case study research approach is grounded imtigretative paradigm. McNiff

(2002) believes that the interpretive paradigm rsfi@ clear insight into the interactions
between people and how the observer makes setisis sbcial contact. The interpretive
framework is more concerned with understanding @degtribing a situation rather than
just aiming to uncover the truth. Henning (2006ptgs Trauth (2001) in describing the
interpretive framework as the meaning that peoglEga to a social interaction they

observe.

The key research question, “What do teachers seffexgive classroom management?”
could be answered in a variety of ways by the prigive researcher. The interpretive
framework does not see definitions as cast in stmuterather as fluid, changing and
unique. The researcher, in this framework would see effective classroom
management as a factor for promoting or hinderiaggopmance, but rather views the
context in which teaching takes place as a whaé¢ha most important factor. Henning
(2005, p20) argues that the interpretive paradigokd at thevay in which people make
meaning and not merelyat they make sense eovhat sense they make. An argument
could be put forward that effective classroom managnt can only be achieved or
attributed to the social contact, the teaching wathemployed, and the trust level of
involvement in the class. The actual interactietween teacher and learners is the vital
criterion for generating knowledge in the interpretframework. The researcher is seen
as part of the research in the interpretive framewaking on an “insider” role as he or

she makes meaning through the observation of smtehkction. Gadamar (1975) agrees
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with this point and states but it is impossiblelt® completely objective within this

framework.

The context in which social interaction takes plsceery important for interpretation. A
small class could be the result of a small commyumgmote location or a small rural
setting serving the worker’s children in the schobl the same way a small class might
be the result of high school fees, an exclusivgdage policy or area of specialization.
The interpretive framework is always used againstet of believes and practices,
presuppositions and assumptions according to Gadéi8a5). Interpretation of the
same situation can be very different from one persm another. The interpretive
framework acknowledges and embraces this form loid'f, unfixed sense making as
stated earlier in this chapter. It is even reféteas a “fusion of horizons” by Gadamar
(1975). The horizons refer to the various stanlgopeople take on, and it is precisely
the unique way of this method that causes it tdavered or avoided by researchers.
Replicating of such research is seen as impossblecach social setting will be
characterized by its own uniqueness.

This study therefore primarily focused on the obedrclassroom practice and the
interview conducted with the various respondentsterpret the collected data. Kelly
(1999) categorizes this form of research as con#éxtesearch which involves the
making of sense based on human experience. Asuét the research is qualitative in
nature and this type of data is normally associat#¢t the interpretivist paradigm as
Denzin and Lincoln (2003, p297) suggest. Interpieh sees reality as multi-layered
(Cohen, Manion and Morrison, 2000) and as such mvansions of the same reality can
co-exist. These authors cite Brock-Utne (1996pmgiing that qualitative research is
holistic and therefore “strives to record the npléiinterpretations of, intentions in and
meanings given” to various situations and eveilise interpretive paradigm thus affords
me the opportunity to express my interpretatiothef observed events in the classrooms
of the three participants. The qualitative apphofacther supports my search for answers
to the critical questions.
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3.4 Qualitative approach

The study was qualitative in nature and the focuwss wessentially to interpret the
classroom practice of the participants to seek vwaysiprove the practice that prevailed.
This was done in consultation with the participaantsl through careful observation and
ongoing discussion. The purpose of the qualitatipproach was to gain a rich, fruitful
description of the actual events that took plac¢hanresearch setting. Gaining a first
hand feel and experience of the teacher’s classnmamagement style allowed me to

compile a thick, rich description of how these tesrs deal with classroom issues.

The interview also provided rich qualitative dataatt gave a clear insight into the
teacher’s biographical history. These aspectsyiropinion are crucial in understanding
the way in which these individuals deal with classn management concerns. A
phenomenological approach concerns the analysithefrespondent’s statements to
explore themes that can be used to interpret thailerlying meaning. According to
Struwig and Stead (2001) such approaches make tusesearch methods such as
interviews, observation and focus groups. This Was also one of the motivating

reasons for employing the data collection methddsbeervation and interviews.

Within the interpretive paradigm there is the esiplibelief that reality consists of

people’s subjective experiences of the externalldvéferre Blanche and Durrheim,

1999). These writers further state that reseasctiat subscribe to this ontology usually
adopt an inter-subjective and empathic epistemobogy employ qualitative methods to
explore the subjective reasoning and meanings ltekabehind social action. The

qualitative approach within the interpretive pagadialso provides for culturally derived

and historically situated interpretations (Crot998, p125). This forms a strong part of
analyzing the data generated by this study andgtiaditative approach provides the
means to give some realistic answers to the driigastions posed.

Some theories that influence the learning processalao vital to mention. These include

the Zone of Proximal Development (ZPD), Behaviauriand Social Learning theory.
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Vygotski’'s theory (ZPD) of assisting learners thiage a certain level of understanding
is very relevant in this situation. The teachen caly assist or aid the learner to go
beyond their current level of understanding whezytban effectively control or manage
the classroom. Social relationship, which exista iclassroom, can be utilized to make
the ZPD accessible to all learners. Behaviourismthe other hand advocates the idea of
stimuli and responses. Any action causes a reaetal because of this teachers must
strive to provide positive stimuli to ensure pagtiearning. The social learning theory
holds that thinking is a vital part in learning. b&&rvational learning takes place by
observing social behaviour. A teacher must thusuenthat learners are exposed to
positive role models and social contact that wilhg about positive change. An in depth
understanding of the learning process, social hebawand outside influences is crucial
for classroom management. The effective classrommager must make use of these
vital “tools” which could influence learning andtiohately classroom behaviour. A

learner’s behaviour has much to do with their naton to learn.

3.5 The Case Study Approach

The case study approach is grounded in the intievizteparadigm as mentioned earlier.
Cohen et al (2000, p.79) believe that this approach has thityalio ‘catch the

complexities and the situatedness of behavioua particular situation. Since each class
will represent its own contextual issues such assctize, learner’s ability and so forth, it
holds a uniqueness that cannot be replicated. §adess furthermore can contribute to
action and intervention according to Coletnal (2000). We can thus learn something
from a particular case. As the aim of this stucdhswo learn ways of managing one’s

classroom effectively, the case study approaclelssmited to this enquiry.
3.6 The Research Design
The research was undertaken using the case stpdyaa. The primary motivation for

this was to explore various ways in which teaclensduct classroom management as

part of their daily duties. The approach was aiméedmproving my own classroom
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practice as well as to stimulate the reflexive cetapce of the teachers involved and to
create an awareness of their own classroom practcehenet al (2000) emphasize
significance as opposed to frequency as the hallimlaa case study. The significance of
the classroom management approaches displayedebpatticipants was of particular

interest in this study.

| selected a sample of three teachers and wentth@io classrooms to observe their
classroom management skills with the aid of a vicEmera and an observation schedule.
After the observation, a discussion was conductétl wach teacher to discuss the
positive and negative aspects of the observedressan analysis was done to explore
possible ways of improving the classroom practica &urther opportunity. This was
followed by another observation session using tames observation schedule and
electronic media. The discussion that followed #eseond observation session then
looked at the differences between the first andsg@dessons. This practice emphasises
the reflexive component of the teaching processlsb reinforces the fact that learning
is a process which can be improved and made dagienplementing certain aspects of

classroom man agement.

The three participants were also interviewed by meeaf a semi structured interview.
This was done to gain an understanding of the bjggcal history and outlook on their
tasks as teachers. The aforementioned informadieeen as vital in understanding the
ways in which these three individuals approachrtballing as teachers. The interviews
also provided an opportunity to gain an insighbiaspects that might have been missed
out or overlooked during the classroom observatiod also for triangulation purposes.
Cohen, Manion and Morrison (2000, p112) describasgulation as a powerful method
to demonstrate concurrent validity. The complexty unpredictable nature of human
interaction, such as in a classroom is better wtded by using more than one way of
gathering data or field notes. Triangulation soateen as a means of bridging issues of
reliability and validity. The fact that the majiyri of data were collected using

observation makes the possibility of the Hawthoifieat a very real threat. Using an
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interview reduced this threat and also providedesomeasure of validity to the collected
data.

3.6.1 Selection of the participants

The patrticipants were selected by means of unigse-sampling. Cohen, Manion and
Morrison (2000, p143) describe unique-case sam@sigases where participants share
unique or unusual criteria or attributes. The leas that | have selected all share a
common respect and reputation for being highlyatife teachers amongst the school
staff. They also have a unique approach to thailly cclassroom practice that makes
them favoured and in demand by parents. Paret#a cbme to school and request to
have their children in these teachers’ classeshmiyear, based on their good reputation
with learners.

The interpretive and qualitative approach to rededs not always concerned with
statistical accuracy, but it is more focused oretaited, in-depth analysis. This fact is
also significant in the reason for selecting theipgants in this study. As a result, the
sampling can also be seen as purposive samplimglhgs convenience sampling. The
participants were selected for their specific btttés and their excellent reputation as
well as the fact that they were in the same schsaine. The sample was furthermore
also stratified as each teacher represented aratiffgohase of schooling. Thus, the
sample included a foundation phase teacher, am€mptliate teacher and a senior phase
teacher. This was done to give a holistic vievthef primary school system to benefit all
teachers from any phase of the primary school. fabethat all the participants were
female was only coincidental. Two of the teachewlved were Coloured while one
was Black (Sotho) and this is relevant to this gthielcause it contributes to the linguistic
dynamics of the classroom. The foundation phageh&r was Afrikaans speaking but
taught in English. The intermediate teacher wath@speaking and was teaching in
English while the senior phase teacher was Engjigaking and taught in English. Two
of the participants were thus teaching in what wasecond language for them. The

school’s language policy dictates the first languaginstruction to be English while the
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second language is Afrikaans. There was a designXhosa teacher that taught

isiXhosa as a third language to grade four to gssden.

The selected teachers had varied teaching experiand all but one has served in
various other schools over their teaching careeAdl. of them had, however, spent a
number of years in their current school. Theiesebn for this study was done because
the majority of the staff perceived them as teaxlileat were exemplary and that other

teachers could learn much from their classroom igama&nt approaches.

3.7 Data Production Plan

The following section outlines how the data wademtéd; the instruments used in the

process, and also raise issues related to thediation process.

3.7.1 Sources of Data

What follows is the presentation of how data wasegated for this study. The

techniques, procedures and reasons for the choneele by the researcher are also
provided. The primary sources of data were thecsedl teachers but a variety of relevant
literature was consulted to ensure that the datergéed was accurate and indicative of
ways to obtain answers to the critical questiofilse data was obtained by making use of
an observation schedule and also by conductingma-steuctured interview with the

respondents. Both the observation and the int@s/igere recorded by means of a video
camera after the participants consented to thisatiillows is a closer look at the data

production instruments.
3.7.2 The Data Production Instruments.
The instruments used in this study were a self igeee observation schedule and a semi-

structured interview. These instruments were detigned by the researcher as the topic

covered by this study namely Effective Classroomndgement has not received
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widespread coverage in the format that interestecsna researcher. An intensive search
for existing instruments was conducted and theurf@ilto uncover an appropriate
instrument compelled me to design my own for thisdg. These instruments were

discussed and permission was requested for thegeusom the various participants.

3.7.2.1 The Observation Schedule

My intention with this study was to go into a clessn and observe how the teacher was
managing the particular class to ensure that eéffeteaching took place. In order to stay
focused on this, | made use of an observation sdbed his semi-structured observation
schedule was based on obstacles and challenges$ the¢d in my daily duties as a
teacher. The idea was that the observed teaclezesfaced with similar challenges and
their ways of dealing with these issues were torimfmy classroom practice to improve
it. Cohen, Manion and Morrison (2000, p305) argoat tsemi-structured observations
will review observed data first before attempting $uggest explanations for the
phenomena being observed. This was precisely nantioh, therefore the observation
schedule was designed to provide insight and utatetsig into how classroom

management took place and how it could be impreeethhance teaching and learning.

Cohen, Manion and Morrison (2000, p305) suggedtdhaesearch is, to some extent a
form of observation since we cannot study anythaiipout looking at it. The semi-

structured observation schedule was thus an apptepiool to study the classroom
management practice of the participants. The usa eemi-structured observation
schedule furthermore provides the opportunity toegate “rich, complex and potentially
interpretive data” following Henning (2005). Thisriter argues that standardised
observation alone does not always allow for theegmion ofthe rich, complex and

potentially interpretive data that a contemporaryatjtative researcher wishes to

capture (Henning, 2005, p90)

It is this rich, complex and interpretive data thatished to capture in order to reach a

starting point to investigate the potential for noyed classroom practice. Furthermore,
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the use of a semi-structured observation schedwdeided the space and freedom to
observe issues other then those specifically fatuwsewhich might have an effect on
classroom management. This in turn also makesigioovfor more than one way of
analysis of the recorded data. Once the first ofasi®n was concluded, it was followed
by a discussion where the strengths and weaknedst®e classroom practice were
discussed with the relevant teacher. This disounssould only take place based on the
observation of the teacher at work. Cohen, Maaiath Morrison (2000, p305) stress that
a semi-structured observation schedule will haveagenda of issues but will gather data

to illuminate these issues in a far less pre-datexdior systematimanner!

While | knew what challenges | faced in my persaragacity as a teacher | did not know
if the participants in this study faced the samallenges and if they did, how they
managed to manage them. The best way for me forexfnese questions was to simply
go and see for myself. Thus the option to obs#neeteachers in action was the best
method to see and experience their classroom peaétist hand. A copy of the

observation schedule is attached as an appenthe and of the paper.

3.7.2.2 The Interview schedule

To supplement the observation, | felt the needgo gain some biographical detail from
the teachers involved in the study. The most appatgp way of obtaining this

information was to conduct interviews with the rasgents. Interviews have long been
used as a major tool in research. Mathers, FoxHunah (1998) distinguish between
different types of interviews and | considered themi-structured interview most

appropriate for the data that | required. It hddamework of written questions to guide
me in the questioning but also allowed for add#éilanformation from respondents to be

noted, explored and even highlighted.
The information that | required had direct bearioig the research questions. The

responses from the respondents were vital in utatetmg the way in which they

managed their various classrooms. According tokinam (1972) interviews can be the
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principal means of gathering information that hasead bearing on the research
objectives as was the case in my project. Theypcavide valuable information on what
the interviewee knows (knowledge or informationhatthey like or dislike (values and
preferences) as well as what the person thinkstu@s and beliefs), according to

Tuckman.

The interview is not just a data gathering exerciget is a social, interpersonal
encounter. It provides for that personal contattvieen the interviewer and interviewee
which is also noted by Coombes (2005, pl102). Caan(2005) emphasizes the
importance of appearance, the absence of thredtfhenpromotion of interest in other
good communication skills. | aimed to acquire &dtie, authentic biographical picture
of each of the respondents. Their backgroundhtegexperience and training were all

seen as contributors to how they managed theisrdams.

A vital consideration for transcribing the data gexted by the interviews was the fact
that this form of enquiry generates very large amt®wf rich, textual data. To ensure
accuracy and ensure that the rich, interpretivecamdplex data were not distorted in any
way; all the interviews were recorded using elegtroequipment. Coombes (2005)
cautions that the presence of a tape recorderrdremnce the participants responses to
guestions posed. To counteract this occurringolitgdy requested my informants to

please be as honest as possible and also reasisenedf full confidentiality.

3.8 Ethical considerations

South Africa has become extremely aware of thetsigh the individual in the last few
years. In the same way research has undergorenengrawareness of moral issues and
ethical practice towards those involved in a redegoroject. Cohen, Manion and

Morrison (2000, p49) state the following:

ethical concerns encountered in educational redeangarticular can be

extremely complex and subtle and can frequettlyepresearchers in
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moral predicaments which might appear quite uohe=d.

Research should not infringe on the rights andealof participants in a study. The
search for truth should not receive priority ovkee trights and dignity of the people

involved in the study.

My study focused on how teachers manage theirrdasss effectively. This required an
intense awareness of the ethical concerns whiclid caffect the study. | aimed to
produce a responsible, ethically sound and insigsttidy. In so doing, | acknowledged
the rights and dignity of all participants and #fere treated each person involved in the
study with utmost respect and dignity. The pgraaits were politely approached and

requests for information and access was done witintesy and respect.

Gaining access to the research setting was a cotitat | faced as | am also a full time
teacher. This was overcome by selecting parti¢gpanmy own school as described in
the previous section. The only concern that | tfesed was to schedule observation
lessons at times when | could arrange supervisionry own class and when it was
convenient for the informants in the study. Funthere, written permission was obtained
from all the relevant gatekeepers. These include District Manager, the Ward

Manager, the School Principal and the three teacimeolved. The relevant letters are
attached as appendices at the end of this stude gatekeepers were informed of my
intentions with this study and were requested tmawledge and sign an attached return

slip that was attached to the consent letters.

The three participants were individually given tsekground, objectives and motivation
for the study. They knew exactly what my intenamere and what was expected from
them. It should be noted that reasonable attempts made to get all three teachers in
the same room at the same time but their extrainagt@vities and other obligations

made this impossible.
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After the University of Kwazulu Natal had granted ethical clearance certificate and
when all these gatekeepers gave written consenaged to the study taking place, the

actual research process started.

The participants were assured that any findingslavba shared with them. An honest,
open minded line of communication was establishagll them. These people took part
in the study based on their own willingness antldidclosure of the study on the part of
the researcher. No part of the study was concealetithheld from the participants in
any way. It would have been unethical to do thimgghout the full knowledge of the

various participants.

The individual's freedom to decline to participatethe study or to withdraw from it at
any given time without any negative consequenceagaseyed to the participants. An
informed consent letter was signed by each teatbeensure acceptable ethical
procedures were followed. Furthermore, the stusbyiged participants of the absence of
harm or danger to them in any way. To ensure tiosprocedures that could result in
undesirable consequences were employed. An ukdegteo avoid misrepresentation or

superficial use of the data was also made.

When discussing the research aims and intentiotis thie participants various other
ethical issues were addressed. The participante gigen letters to give consent and
also to inform them of their rights to withdraw fincthe study at any time. A copy of
these consent letters are attached as an apperitlxend of this paper. The participants
were guaranteed of their anonymity by having tigentities protected. This was done
by referring to teachers as teacher “A, B or CheTdentity of the school and principal
were also protected by referring to the schoolthe tesearch setting”. The collected
data was also ethically obtained and the parti¢gparere informed that this particular
data would be stored in a safe place within mydesste. After completion of the

dissertation the data was to be sent to the UntyesEKwazulu Natal for storage. After

five years the university would than dispose of tla¢a in an acceptable way without

participants being exposed in any way.
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3.9 Validity and Reliability Issues

Validity is often described as a measure of howusate the research is and Cohen,
Manion and Morrison (2000, p105) describe validay an important key to effective
research. Validity of the research instruments saiel to be sound if the instrument
actually measures what it sets out to measure. tdho{1996) argues that the researcher,
the participants and the context are all potesiairces of error. As a result the validity
of the instruments was assured in various wayesdhvere by making use of electronic
media (a video camera) which would provide an ateudepiction of what transpired in
the classroom. The participants were also askedad the interview transcripts and to
verify that it was indeed an accurate reflectiombht was said in the interview. The use
of more than one data collecting tool was also asuee to triangulate and verify the data

collected for this study.

A reliable instrument for a piece of research wileld similar data from similar
respondents over time. Cohen, Manion and Morrigp@00, pl19) suggest that
gualitative research reliability can be seen aditheetween what is recorded as data and
the actual occurrences in the research setting obiservation schedule that | have used
provides a reliable fit between the actual classra@ztivity and the recorded data. The
interpretive paradigm provides for a multitude mterpretations that still holds reliability
of the same setting by various researchers. BogddrBiklen (1992, p48) emphasise the
“degree of accuracy and comprehensiveness of cge’ena a study. There is no striving
for uniformity but rather a view that more then dimeling can be reliable. The research
instruments used in this study can provide valuablermation if used in a similar
context. These research instruments, namely teeviaw schedule and the observation
schedule are also attached as appendices at theofetts paper. The research
instruments reflect the issues that concern me #&maeher in my efforts to achieve
effective classroom management in my own classuels of class size, teacher training
and experience as well as teacher initiatives mighy from setting to setting but they
are all very relevant to how the classroom is maddg achieve ECM.
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3.10 Limitations of the study

The first limitation of this study came about aseault of my own personal knowledge
and perception of the school and its staff. THecsed school was the school where |
was a learner and later a member of staff. Somthefteachers in the school were
teachers there when | was only a learner at theadadnd these teachers are now my
colleagues. | thus had to exercise caution natftoence the findings from the study in
any way. Henning (2005), argues that case studiesdesigned to gain an in-depth
understanding of the situation and the meaningttiepeople involved derive from this
interaction. Babbie and Mouton (1998), state ttesearch involves a high level of
collaboration with the people that are experien@angroblem to completely understand
the circumstances that prevail in the school. thad to curb my own potential bias to

focus on the participants and the search for amawgal classroom practice.

The study was also made possible because of therewdnd management style of the
school. The principal has also completed a Maddagree in the same field and thus
was very understanding and accommodating in allgvaind assisting me in doing this
project. | firmly belief that conducting this studould have been impossible in a school
where the management and school culture were @rdift to this way of seeking
improvement. My school gave me the freedom andudppity to conduct the research
without facing much resistance or objection. Femthore, this type of enquiry is
participant driven and it cannot take place withailting participants. Fortunately, the
teachers involved in my study were willing to peigate in the study and were eager to

explore ways of improving their classroom practice.

The case study researcher does attempt to accortenoadtiple perspectives. This is
because they are strong on reality and realityftsnodiverse in the way that people
interpret it. The term “effective” in seeking amsaver to effective classroom

management is subjective and might be seen inwsa@ys by different people.
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In a school, the principal might feel that the pese of learners is vital, while a teacher
might be less concerned with the pass rate and cooreerned with the learners’ sporting
achievements. Thus a conflict situation can evale®veen academic contact time and
time for sports practice in the school. This coldda reflection on the kind of diversity
that one could expect in a multi-cultured schoathsas mine. Although it might be

possible to replicate the study in another schiwolvould be inaccurate to accept the
findings as the norm in every other similar contextoupled with generalizability,

another limitation of case studies is the rolehef tesearcher.

The role of the researcher is also questioned fotimer perspectives. Mouton (2001)
highlights the subjectivity of certain forms of easch. The researcher being part of the
study is seen as a potential weakness in reseafdie personal involvement of a
researcher might distort the research process &aedfihdings. Participants can
furthermore influence or manipulate the researdtgss to suit their own interest. As
mentioned earlier, case studies are considerecefdmnbserver bias and | had to guard

against this during class visits and observations.

The advantages of case study research far outwegykisadvantages and any form of
research inevitably presupposes some advantagesdiaadvantages. The selected
approach should thus fit the purpose and the resafeoremploying it. The fact that case
studies catch unique features that pertain to Hse d¢s of particular relevance. The
classroom management skills that the participantgl@yed were not only diverse and

interesting but also unique and special in thein oight.

3.11 Conclusion

Case study research is an approach that aimsdb oatque features of the case that is
being observed. It involves skilful research andaaareness of those aspects that are
significant and unique within the case being stddieThe researcher thus employs
methods that capture the reality of people’s liegsas in this case, the classroom

management skills that teachers display. Thezefb had to be very selective in
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choosing the respondents for my study. A balan¢eden theory and practice, (praxis)
has to be achieved as both the practice and thaddgement of underlying theory are
important in case studies, while the participateod commitment of role-players are
similarly vital for achieving success.
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CHAPTER 4

DATA PRESENTATION

4.1 Introduction

In this chapter, | present the data that was predilny this study. As mentioned earlier,
the case study method of enquiry was used as thisad placed particular focus on the
interaction between people. This very interactietween the selected participants and
their environment forms the basis of the exploratior an improved classroom
management practice. This section will presentpitodile of the school and a profile of
the three selected participants. This will be detd by a description of the first
observation lessons and the discussions that fetlothie observations. Thereafter, the
second observation lesson will be described wighdiscussion that followed this event.
The interviews done with the participants will alse presented. The conclusion will

sum the data presentation.

4.2 Profile of the school

The selected school was located in the easterroparsmall town located in the southern
part of Kwazulu Natal. The school was first takemoiuse in 1979. This happened
shortly after two other schools (a Catholic and an@egational school) amalgamated
into a new school. The research setting has bemmirgg in learner numbers steadily
over the last thirty years. Its initial inceptiams to cater for the predominantly coloured
community in the local environment but today it griees a learner population of more
then one thousand learners of which almost sevpeatgent is Black and about thirty
percent is Coloured. The exact number of learsmds at one thousand one hundred
and seventy eight (1178). There are five hundredl sgventy one (571) boys in the
school and six hundred and seven (607) girls. Tenge number of learners is served by
forty educators. Six are employed by the SchoovgBung Body (SGB) while thirty
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four are state employed. The school also employs taretakers, three of whom are

appointed by the School Governing Body (SGB).

The school comprises seven buildings that serveowsrpurposes. The first is the
administration block. This single story holds tiféices for the principal, deputies and
school secretary as well as the staffroom andttéalalities for the staff. The second
building is a double story that houses the comprdem and fifteen classrooms. The
third building is a new addition for the school ahdlds three classrooms that are
separated by two roll-up doors. The building somes$ serves as a venue for meetings
and the doors are rolled up to create a big hall ihused for parent meetings. Next to
this building, are the toilet facilities for boys @ne side and for girls on the other. The
toilets are also designed to cater for both junamsone side and seniors on the other.
The next block is a double storey building whichldsotwelve foundation phase
classrooms. The last building is the soup kitcladnich caters for the disadvantaged
learners of the school. It is funded solely thtodignations from sponsors and the SGB
employs a cook that prepares meals for these learreeveral attempts to obtain state
funding for our feeding scheme have been unsuades3the soup kitchen initiative is
kept afloat by the school and volunteers from thsiess community that sponsor items

or cash on a regular basis.

Each class is equipped with an intercom systemadnttarners from grade three are
trained in basic computer literacy in the computeam. The school has a twenty six
seater school bus and is in the process of pumasiother similar bus. These are
mostly used to transport learners for sporting &ea neighbouring schools. The
school provides sporting opportunities in soccagby, netball, cricket, and athletics.
Parking is provided for the teachers in an accessrglled area. These gates are also
monitored by CCTV cameras and access is restricteddachers only. The SGB has
many more plans for the future but many are on laglé result of the poor payment of
school fees. On average, about sixty percentashis pay their school fees in full. A
small portion of learners’ parents apply for exeimptfrom school fees based on various

reasons such as foster parenting. The rest dé#maer population simply does not pay
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school fees. The school is ranked as Quintile (B)eand is a section twenty one (21)
school. The school’s profile is of particular redaece to the study as it demonstrates the
vast diversity of the learner and teacher popufatiblot only is the school in the process
of becoming an English first language school, whiitgkaans will only be taught as a
second language but learners and teachers areaiotivaace groups and experience as
well as different levels of education and traininghe school principal is, however a
person who continually promotes further profesdiatevelopment and has obtained a
Master’'s Degree in Education in his own right. gas other teachers on the staff are
also in the process of improving their qualificaBo The participants in this particular
study were not studying at the time of the resedmah have recently upgraded their

qualifications as will be shown in the teachersgfpes.

4.3 Profile of the participants.

What follows is a profile of each of the selectedtigipants. This was compiled with the

use of the observed behaviour and the interviewdwcted with each teacher.

4.3.1 Teacher A

Teacher A is a female teacher, fifty five years. ol8he comes from a very big family
consisting of eight sisters and two brothers. Sheidowed and has two daughters of her
own. Teacher A often compares the learners in lamsdo her own daughters. She is
also the proud granny to two grandsons and a gtandhter. She lives with her children

and grand children.

Teacher A has been teaching for thirty five yehesjing started teaching in 1974 at the
previous mentioned Catholic school, where she tatagghfive years, thereafter in 1979

she moved to the research setting. Although steomnaaccouchement leave at the time
of the move, she soon joined the staff of the meteaetting. Teacher A still uses the
very first class that she occupied on arrival atgbhool. Her move to the new school was

as a result of an amalgamation of two schoolsrasut of the Group Areas Act.
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This particular teacher regards discipline as alviaictor for effective classroom
management. To achieve this she teaches herrelasations or rhymes and while they
are moving around, she lets them say them to kkem tbusy and in this way, the
discipline in the class is manageable. Teacheindsfthis method very effective in

achieving a measure of classroom management.

Teacher A prefers to have groups of learners thataiinting while the others do other
work. They all have their activities to do; whédbe is busy with one group on the mat,
she has her flashcards so that the learners canlsgeshe is doing. She finds this very
effective because the cards are kept on the bdattieatime and the learners know
exactly what is going on at all times during theslken.

Regarding education, Teacher A left school in séath@ight and started teaching with a
two year diploma in Teaching. Realizing the impode of qualifications, she completed
her matric and did M+3 and then finished M+4 in 2006he is currently occupied with

echoing the word about the Catholic faith and howetach little ones catechism. This
teacher clearly loves children and often referthtam as ‘little ones’. She finds it very

rewarding to work with these children and she féledd she understands them well, like
her own children. She says the following:

‘Oh! | love the little ones. It’'s like uh...It's vergwarding, | think so, because |
think | understand them more then, like my owndecéii, you know. | only have
these two (my daughters) and now I've got how m&uwy® of them and they are
quite a hand full but you have to know how to weith them, you know, and |
think they need more... they need lots and lotst@ht@bn.

Her attempts to do this include lots of praisingl @ancouragement. Teacher A has
Afrikaans as her first language but she teach&nglish. She had an Afrikaans class at
various stages of her career and she is conveirsdodth English and Afrikaans. This

teacher is however not conversant in isiXhosalat al
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The teacher also feels fairly satisfied with harihers’ performance. She has different
groups, which she calls excellent, slow and veowsbnes. The groups are compiled
only after the teacher has worked with the entlasscfor some time. This is done to
make an accurate assessment of which learner shgmlaén which group. The
intervention is taken further as the teacher takesones that are really struggling to her
table and assists them there, while also encouwgagthers that do not understand
something to come and ask for help. Teacher Ahéurhore believes that parental
involvement plays a very big role in these childsdives and if they don’t have that at
home, they will always come and cling to the teaics she is the nearest to them. This,
she believes gives rise to other social problensh sis learners not wanting to sit next to
those that they perceive as threats. Teacheieé i counteract this by grouping them
and then working with them in groups. She feel #tach learner has the potential to
grow academically and she stated that learners fooe group often progress to a
stronger group as their comprehension and abiitgrasp concepts improve. For this
very reason she often resorts to initially creafimgr groups which might change in the
fourth term when her top two groups become onesiialis again left with just three

groups.

Learners’ performance is measured in various w8/ gives the learners activities and
worksheets and assessment is done on work covéfdéde work is done very well or
neatly, Teacher A rewards them with a little staadsmiley face” and that makes them
very excited and eager to be recognised. This fafrrewarding can be seen in terms of
behaviourism where the learners are rewarded fok well done. The reward (star or
smiley face) boosts their motivational levels aheytoften say, “I know my work’, so it
inspires them. Teacher A does have some issué¢sshigaperceives as obstacles to
learning; some of these are poverty and HIV. Sates that a sick child, especially the
little ones that she works with, tend to just bigere and look at the teacher and if they
also had nothing to eat, one gets nothing out emth For this reason she perceives the

soup kitchen as a very good thing to supply basiction to needy learners. She also
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encourages learners who bring bread to school ambtlintend to eat it to bring it to her
class. She is convinced that there is someondlesenight need it

Teacher A has thirty eight learners in her claSke was overwhelmed with such a large
number, but has made controlling them easier hyngethem up in groups. The class
comprises of Black and Coloured children but Teagh@erceives children as children
and not as a Black or a Coloured child. Each kaitreated the same as the next and
the teacher takes all of them as her own childr&he also acknowledges that her

learners are not worried about race or colour aeg bften help each other.

To deal with discipline problems, Teacher A doesmmrmally send her learners out of

the classroom as they are still so small. She te#m to go and sit right at the back of
the class and she ignores them for a while. Aftey have been sitting there quietly for a
while, they are allowed to join their classmatd®acher A does, however, state that this
form of punishment makes her feel very bad butrelgards it as necessary from time to
time. Teacher A is genuinely concerned and carekdr learners and even allows them
to go to the soup kitchen earlier, before offikieéak time, before the bigger ones come
so that they can have something to eat. The y#arsperience and the natural motherly
instinct is clearly visible in Teacher A’s approachher learners, revealing her calling as

a teacher and her caring and supporting role afleague and fellow teacher.

4.3.2 Teacher B

Teacher B is a single, female teacher, thirty tiyesrs old. She comes from a family of
six members and has three sisters and two brotHersparents are still alive and well,
and Teacher B has a child of her own. He’s six imomtid and he is her pride and joy.
This particular teacher has been teaching for ygaes. She started teaching in 2001 at a
school in Libode. It is a Catholic School and dived there with the nuns before
bringing her experience to the research settinge I&s been teaching at the research
setting for four years. Teacher B regards effectlassroom management as a kind of
management where learners are handled in such athadythey can do their work

without fear of failure and in an open surroundiwhere exploration is not only
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permitted, but the norm. She believes that theclieved by engaging the learners fully
in the lesson, by giving them time for reflectiondaby allowing learners to think
critically. Her preferred means of assessmentoisticuous assessment and she is a

strong supporter of constructivism.

Teacher B likes starting from what the learnersvkiioen moving to the unknown. She
realizes that learners are strong individuals @rtbwn right and she states that learners
sometimes come to class with alternate concep@odssometimes misconceptions that
the teacher has to address. Teacher B valueskpmrmovledge and encourages learners to
learn in more that one way. For this reason, shesgime for group discussions and
encourages work in pairs as well as individual wotleacher B believes that a learner
should be developed holistically and she treath ée@rner as a unique individual with
their own strengths and weaknesses. She thergioes projects, assignments and
assessment sheets where the learners can refleasthanthey have been doing and

comment on how they feel about it.

Teacher B has completed her B.Ed (Hons.) graduatidgril 2009. She also completed
her Bachelor of Technology in 2004, and before dihat completed her Senior Teacher’'s
Diploma in 2000. Her home language is Sesothoshedegards herself as lucky that her
parents are not of the same culture. Her mothZuis, while her father is Sotho. She
thus sees her culture as quite diverse and expamistie is part Sotho and part Zulu.
Teacher B prefers to speak of “home language”, umxthe term “mother tongue” does

not reflect her reality, because her mother sp&aks, while her father speaks Sotho.

Teacher B measures her learners’ performance iousaways. She gives them work
schedules, tests and activities as the lessongsegs. She also gives them various tasks
and believes that the learner should be assessagl aivariety of forms of assessment

which cater for different learning approaches.

This particular teacher recognises that her approezates challenges as she encourages

her learners to be broad minded. She regularlyn@snthem that they can learn from
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watching television and from reading newspaperganiaes and so forth. She identifies
reluctant learners and therefore encourages atyasfeforms of learning. Teacher B
argues that if learners are not knowledgeablediffecult to deal with such a challenged
learner because they do not know what is happemmntheir own world. This is
perceived as a real challenge to this teacher.iBeaB also addresses this issue by
placing learners in mixed ability groups where mkmewledgeable learners can engage

with those who seem less in touch with academicsacthl issues.

Teacher B applies discipline through various ridesh as class rules, school rules and
group rules. She furthermore encourages her Iesatoecome up with their own life
motto and to live by it. She also enforces disegby keeping learners in after school to
complete work and she even takes away learnergkdime in extreme cases. If this
does happen, she allows learners to go to the,ttdesat and so on, but playing is not
permitted. She is extremely aware of her respditgitbowards her learners and she
realizes that she is not allowed to deprive therbasiic needs. Teacher B believes that
the punishment must fit the offence and that lears@ould know why they are being
punished at all times. She states that learnest auknowledge their behaviour. Teacher

B has forty two learners in her class, half of wham@a Coloured and half who are Black.

Because of the racial composition of her class,cheaB finds it necessary to code
switch occasionally to accommodate all learners.orie of the observation lessons, she
asked a learner to say that ‘time was up’ in isi¥o Teacher B complimented the
learner, telling him that she could not have dosewall because she is not Xhosa
speaking. The instruction is then expressed, @eledging the learner’s own culture.
Socio-economically, Teacher B’s class is fairly waff. She regards them as about

average and no one really makes use of the schsmlis kitchen.

Teacher B feels that teacher planning needs tamhe dell. This, she argues stimulates
the learners to respond to the lesson more intalidlg. According to her, the learners
respect her efforts, respond and become appreeiatbhe also feels that the teacher

should get to know her learners on a more perstaval and not focus strictly on
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academics. Teacher B recognises that teachers neettidress certain problems of a
personal nature from time to time, but the teaciaer only realize that there is a problem
if the teacher knows the learners on a personal.leThis teacher therefore takes her
pastoral role very seriously. She realizes thatléerners are at a very sensitive age in
their development and that they should be handlihl eare, dignity and respect. She

states the following;

| feel that it is really my responsibility to dewplthem, especially in their age.
They are teenagers, they can easily be misled anchged to not only consider
the learning area based on the curriculum but ast to know them better. Get
into their lives and if they need somebody to sympaand empathise with them,
you should do so as a teacher and be a role modblem.

This teacher is clearly in touch with her learnereds and she clearly understands their
delicate minds and the challenges they face om Wy to adulthood. She treats them
like her own children and goes out of her way tatientive, aware and approachable to

her learners at all times.

4.3.3 Teacher C

Teacher C is a twenty five year old single femashe is in her fourth year of teaching.
This teacher comes from a family of five childréiee of whom are from a previous
marriage. Each of her parents has a girl from thespective new partners. Teacher C
herself is the proud mother of a two year old daeghThis is the teacher’s first teaching
post. The only other schools that she worked @vipusly were the schools in which she

did her practical teacher training.

Teacher C has very specific ideas on what effeati@ssroom management is. She
thinks that E.C.M. is when the learners are busyking and are responding and are
doing what they are told to do. Teacher C feads ¢ffective classroom management will

lead to the class being quiet, the teacher andéearbeing busy, while the class is
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peaceful. Her preferred teaching method includgensive writing on the board. She
believes in writing all her notes on the boardpfrbeginning to end, and this sometimes
takes more then one lesson. Once the learners vmatten all the notes, Teacher C
allows the children to read through the notes artbwn and from there, she reads

through the notes with them, explaining each sead®they go along.

Teacher C has not received any additional traiam@ teacher since she started teaching
at the research setting. She has expressed & degurther her studies but has not yet
decided on the issue. Her home language is Englishshe also teaches in English.
According to the grade seven timetable, Teaches €lipposed to teach Life Orientation
to one class in Afrikaans, but she stated thatptnticular class preferred her to teach
them in English. She assesses her learners’ psafare through various methods. In
English she assesses poetry; she uses languagecmsiprehensions, and some group
work. In Life Orientation and Economic Managemétience, she makes use of

assignments, projects and task to assess leapsfsimance.

The main obstacle to learning that this teacheee&pces is behavioural problems. She
is aware of some of poverty and socio economiclprod in some classes, but her own
class seems to be well off, the way she sees @ ckss has forty one learners equally
divided by gender. This class has predominantBcBland Coloured learners with the

exception of one Indian girl.

The coping methods that this teacher employs té weh discipline include chasing
learners out of the classroom. She also gives fhemshment like writing out lines and
if the offence disturbs the rest of the class,rglserts to chasing them out of class for the
period. Teacher C describes her class as abotage/e She noticed that many of the
learners bring lunch tins and if they are askedasomething, like a task or project, they
buy the charts and the resources needed to dagkevithout complaints or interventions
from the parents or guardians. Furthermore, ndrieeolearners from Teacher C'’s class

makes use of the soup kitchen.
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Teacher C is in the awkward position that she w®lived in subject teaching and has to
move from class to class to teach any one of foade seven classes. She thus only sees
her own class of learners when she teaches thethdbtesson. Her own class is very
differently arranged to the other classes thatvgbeks in. Resources such as charts and
textbooks are at hand and within close reach iroter classroom but this is not so in the
other classrooms. She clearly feels more comftatabd at home in her own classroom
but her subject teaching forces her to spend thuaeters of the school day in someone
else’s classroom. This in itself poses an enornuhalenge for effective classroom
management and for general control of the classreetup and atmosphere. Her

frustration and helplessness with the situationecimough clearly at times.

4.4 Observation lesson one

What follows are the reports on the first obseoratiessons. The reports constitute an
account of what transpired in the various classwamd further comment and analysis

will be given in the next chapter. The observasohedule is attached as an appendix.

4.4.1 Teacher A

This particular teacher has a grade one class asdolty (40) learners in the class. On
arriving in the classroom, the learners were expgamne as the teacher told them that
they would be having a visitor. The learners grdehe excitedly and called me by my
name saying “Good morning Mr. Coetzee”. | politghgeted them and thanked them for
allowing me to see how they worked in their classro | then found a spot where |

could see everything but not be in their direchsign order not to cause any form of
distraction. | took out my observation scheduld gideo camera and started recording

the events in the classroom.
The teacher had a typed lesson plan and referrgégctdhe beginning of the lesson. The

language used in the classroom was English andl mali detect any other language used

during my visit. The teacher proceeded to explhat she was going to read a story to
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the learners. She asked them to fold their armdst@atisten to the story attentively. The
story was boldly written on a chart. The chart wésced on the board where all the
learners could see it. The teacher read the stodythen she asked the learners to read
the same story. This was followed by individuarteers being asked to read the story
while the rest were listening. Each learner palrdaethe words and then read them. All
these activities took place while the learners weeated on a mat in front of the

classroom.

The teacher asked learners to look at the firdesee of the story. She sounded the “et”
sound. Both teacher and learners then looked amaded all the”et” sounds in the first
sentence of the story. This action was repeatexetwAfter this, the teacher asked some
learners to go back to their seats and to writahelwords with “et” sounds from the
story in their notebooks. Some learners stayedhenmat in front of the classroom.
They were given a chart with the alphabet on iheyl also received a moneybag with
labels in. These had the letters of the alphabeteal on them. The learners on the mat
then had to match the letters on the chart witHdtters on the labels. These learners (as
the teacher explained afterwards) were strugglinitp vetter recognition and she had
devised the given exercise to improve the skilfexfognizing letters and then sounding

them.

While these learners on the mat were matching @bel$ to the chart, the rest were
writing all the words with”et” sounds into their tebooks. The teacher rendered
assistance where it was required and moved arageqdédntly to get an idea of what each
learner was doing. The learner’'s desks were aedhmg a linear formation where one
group of learners sat next to each other but @sed the other learners on the other side.

The diagram shows how the learners were seated.
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D = Desk o = Learner’s Seat
The entire class was well dressed in school unifand the majority of learners were

from middle and upper socio economic income grageerding to the teacher.

4.4.2 Teacher B

This teacher had a grade six class with forty (é8)ners. Just as in the previous class the
teacher and learners were expecting my visit. [Eheners enthusiastically greeted me
and also called me by my name. | responded ppltieti made myself at home in a desk
that was out of the way from the already set-upugso The learners were sitting in

groups of six. The diagram indicates the way ¢natips were set up.

The teacher addressed all learners and gave eauap tite opportunity to select a name
for their group. After a while, the groups werd&es to give their names to the teacher
who wrote them on the board. She commented onahees in a positive manner. After

writing all the group names on the board, the teacialled for all the learners to listen

attentively to the task that they had to perforBach group was given a specific area
within the school and that group then had to foateih set of rules for the specific area.
The areas included the entire school, the classrandhthe playground. Thus, some
groups had to formulate school rules, the next graass rules, another group group-
rules and another group formulated playground rul&ach group’s task was clearly

explained and the teacher made sure that each grmwpwhat to do. The teacher stated
that she was only allowing ten minutes for thiktmsbe completed.
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As the groups started their discussions, thereamasterruption. Another teacher entered
the classroom and started talking to Teacher Bachier B politely requested the other
teacher to please see her later. The teacherchgrekleft the classroom. Teacher B
moved around between the groups and noticed tma¢ gwoups had not completed the
assigned task. She then announced that she wivalédach group five more minutes to
complete the task. She also gave clarity on tleeabeach member in the group. They

needed a scribe, a timer and a reporter.

After five minutes, the teacher reminded the grthat time was running out. A short
while later, the teacher started with a countdovdhe said “Five, four, three, two, one
and stop.” The whole class joined in the countdawwd all groups stopped writing after
the teacher said stop. The teacher reminded thggrthat misbehaving groups would
be disqualified. She called learners by their raa®d encouraged them to report back
on their discussions. One group complained theit gelected reporter was reluctant to
perform his assigned duty. The teacher encouréigedearner. She told him that he
could do it and that he would do well as it wag@ug effort and he had to do his part in
making the group’s work complete. The learner tfeinconfident and agreed to report

back on the group’s discussion.

The groups came to the front of the class one l®/ ofihe reporter from each group
reported on the discussion and the teacher wratk mrde as it was mentioned on the
board. All the other learners could see the rot#ag written on the board. At this point
there was another interruption. A learner fromthaoclass had returned some Xhosa
books from the Xhosa teacher, who had been matkemm. Teacher B asked the learner
to place the books in front of the classroom wttlod learner did then left. Teacher B

continued to write the rules on the board as eaahreported.

As each group finished, the teacher praised thetnasked the class to applaud them.
The applause was very specific. The teacher sHbld&®” and the rest of the class
responds by clapping their hands only once. | dotinis method of control very

interesting. Teacher B continued by encouragiagiers and telling them to be proud of
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themselves. At this point there was yet anothtarinption. The intercom had buzzed
and an announcement came through. All the learaedsteacher listened attentively.
The announcement called for all the learners wik problems to be sent to the
staffroom. Teacher B responded by sending thea@yradentified learners to the
staffroom. The rest of the learners were askethke down the notes written on the
board. The learners obliged and | thanked thescasl their teacher for their time and

left the classroom.

4.4.3 Teacher C

Unlike the previous two classes, this particulasslwas not aware of my visit. They did
however greet me courteously and welcomed me pplif€his was a grade seven class
with forty two (42) learners. Teacher C was neirtinegular class teacher and taught this
particular class English and Life Orientation. Tt¢lassroom also did not belong to
Teacher C, as the grade seven learners stay indassrooms while the teachers move
from class to class because in this grade leamgrsrience subject teaching. The idea of
the teachers moving from class to class was antdffocurb the noise factor which
always accompanied the learners when they werecteghéo move to the next teacher’'s
classroom.

The Technology teacher had just finished his lesswhleft, but learners were still taking
notes from the board. Teacher C was now comirgth class to teach English but she
had to give the learners some time to write theschhology notes from the board.
Teacher C announced that she was giving then anfere minutes to finish their notes

before she would start with her lesson.

The classroom was arranged in rows, as indicatkeavbe
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After a few minutes, Teacher C asked learnersdagd put their Technology notes away.
She then explained her plan of action for the lesShe explained that she was going to
read a story to the class. (The teacher refeaduetpoem as a story) The learners
would then read the story to themselves. She moadi to read a poem to the learners.
They listened and followed on the handouts thatlesh distributed by one of the other
learners. After completion of the reading of tloem, the teacher allowed the learners to
read the poem. She then started moving among#nedrs as they read on their own. |
could hear giggling and laughing from some of gethers as they were reading the
poem. The teacher ignored this and | have to acimme of the terms used in the poem
were quite funny. After a while the teacher askezllearners to read the story together,
which they did. After completion of this task teacher thanked them for the reading

saying: “That was okay. It could be better.”

Teacher C then asked learners to take out thetilgenShe said “We are now going to
take the poem apart.” At this point there wasrdarruption. There was a knock on the
door. One of the learners responded by openingitioe. Someone wanted chalk and
the learner who opened the door gave them somevelfiieh they left. The teacher did

not even look at the door or the person who watttedchalk. She continued with the

lesson. Competition was encouraged among thedesamhen the teacher commented
that the girls could read better than the boyse Ibbys protested and claimed that they
were better at reading. Upon hearing this, thehieaallowed the boys to read the poem
and thereafter the girls got an opportunity to redtie learners debated on which group
was the best at reading. The teacher did not iaterbut rather moved to the front of the

classroom where all the learners could see her.
The teacher then explained that she was goingvdtge learners an opportunity to look

at the poem to identify any difficult words thaethmight not understand. The learners

started engaging with the text while the teachartest moving around between them
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again. After a few minutes, the teacher asketeate were any words that they did not
understand or words that they needed clarity orhe Tearners all agreed that they
understood all the words. The teacher, howeves,oa convinced. She walked towards

the chalkboard and wrote a word on the board.

She wrote the word “imitate” on the board. Teadbéhen turned towards the class and
said that she wanted to know what this word meditite learners started discussing the
word and the teacher allowed the deliberation tatinae. | could hear some learners
talking in Xhosa. One learner asked another fadiciionary. After consulting the
dictionary, this learner explained what the wordante The teacher acknowledged the
answer and asked the rest of the learners to ¢utimet questions on the poem. She read
through the questions with the class following beirt own sheets. The teacher assessed
the learner's comprehension on the questions by@skthey understand them and if

they would be able to answer them. The class refgmbpositively.

The learners started reading through the questidne the teacher guided them in
obtaining the answers. They were then instructedariswer the questions in their
notebooks. She also made reference to previowes.ndtearners were asked to look at
their earlier notes to find out what a ‘metaphear’ iTeacher C encouraged learners to do
their own work and not to copy from their neighholtrwas quite noisy outside as it was
the last period for the day. The teacher did retis bothered by the noise and continued
her work as normal. She continued moving arourtsvdxen the learners checking on
them doing their assigned task. The end of the@earrived and | politely excused

myself from the classroom.
4.5 Observation lesson two
What follows are the reports on the second observéssons. It is merely a review of

what transpired in the various classrooms and nkerpretation of the events will be
given in the next chapter. The observation scleduhttached as an appendix.
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4.5.1 Teacher A

The second observation lesson started with thénéeaexplaining what she was going to
do. She said that she was going to read a stotlyet@lass; thereafter the entire class
would read the story. Teacher A then continuectéal the story while the class listened
attentively. The learners then read the storhendame way as the teacher did with the
exception that the teacher pointed at each wordtlae the learners read the word All
the learners were involved in the reading activithe teacher called the learners by their
names and those called were asked to stand indfdhe chart with the story on. These
learners were then asked to point out the “et” ggun the story. These learners in turn
pointed at a word in the story, read the word dmathtsounded it. The rest of the learners
would sound the word and say it out loud as we&his exercise continued and more and
more learners would come to the chart and get acehto point at a word, read it and
sound it.

After a number of learners had done the identifysgrcise, the teacher asked the
learners to find a name in the story. Most lea it up their hands and the teacher
called one by his name. The learner came to thr@ ind pointed at the word “Ben” in

the story. The learner read the word, soundeddtraad it again. The class echoed his

action and also read and sounded the name indhge st

After the learner had returned to the rest of tteupg, the teacher asked the class what
they could tell her about the word Ben. One haad vaised. The learner was given the
opportunity to answer and he said that Ben wasna@enaThe teacher acknowledged the
answer and said indeed, that Ben was a name. h8heasked if anyone else could say
anything about the word Ben. One learner resporntat his dog’s name was Ben.
Teacher A acknowledged the answer but wanted tovkmoat else was special about the
name Ben. The class grew quiet. The teacher gemhpem. She said that “a name
always starts with a ..... “ and the class respontledh a capital letter”. The teacher

wanted to know whose name this was. She wantdahdw if it was a boy or a girl's
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name. The class responded that it was a boy’'s .nameacher A praised the class and
thanked them for their answers and participation.

Teacher A continued with the lesson. She saidghatwas going to say then what they
were going to do in their groups. There was omgiquéarly disruptive learner. The
teacher called him by his name saying “Come Colmne Cole.” The learner
immediately behaved and sat down on the mat. &aeher explained that she wanted
the learners to write some “et” words and thenenaitpattern. She also said that she was
going to give smiley faces for neat work. Teachehen called upon the Blue group to
stand up and to go back to their seats. They baarite their words while the other
learners remained on the mat. The work was alreadten on the board, so the Blue
group could start with their writing straight awayhe teacher politely asked them not to
take too long to write. Teacher A then started imgparound between the learners on the
mat and those in their seats.

A short while later Teacher A reminded the Blueugrahat she was only giving them
five minutes to finish their task of writing thesix words. Both the learners on the mat
and those writing were occupied at the same tiffiee learners that were writing were
however, reminded that they should finish theirtwwg and join the ones on the mat
again. The teacher continued to move about thegiwaps and it was puzzling me that
the Blue group was so small compared to the groughe mat. As Teacher A moved
between the learners on the mat, she encountefedrrer that was struggling. The
teacher responded to this learner by telling heotk at the word again and to try to
sound it again. The learner looked at the wordragaid tried to sound it again. This
time the learner was successful in reading anddingrthe word. The teacher praised
the learner and told her that she had done wéike [€arner smiled and was eager to read
another word exploring her newfound confidencethg point the teacher asked the Red
group to stand. | now had identified two groupg, Blue and the Red groups.

The Blue group returned to the mat, while the Rexlig made their way to their desks to

write their six words. The teacher repeated hstruction saying, “Red group, please
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write your six words and return to the mat once y@ave finished”. The disruptive
learner from earlier was again addressed by thehéga She said, “Cole, sit properly.”
The learner responded by changing his posture enchiair and now sat facing the
chalkboard in front of the classroom. After a whihe teacher thanked the Red group
and asked the Yellow group to stand and to goeo geats to write their words. At that
point there was an interruption. Another teach®ered the classroom and handed a
book to Teacher A, who was standing close to tlee.ddeacher A quickly took the book
and the other teacher left the classroom. Tea&hben moved towards her table where
she started marking the words written by the pnevigroups. She requested some books
that were not placed on her table for marking. eAfthese books were given to the

teacher, she asked the Green group to please stand.

The Green group then made their way to their saadsstarted their writing. The teacher
continued to move around between learners, occaiamarking a book but keeping an

active presence between all learners. | could laeather teacher shouting at some
learners outside Teacher A’s classroom. The learhad been running outside the
classroom and since running between the buildings not permitted, | assume that this
was the reason for the shouting. Teacher A waslistiicted by this at all and continued
to monitor her learners and helped where thereavased to do so. A short while later,

all the learners were asked to return to theirssedthey now had to take down some
notes from the board. The notes were alreadyemritin the board so the teacher could
still move freely move around the classroom withstiit having to write notes on the

board. The teacher that was shouting outsideeeamntitered Teacher A’s classroom. She
had a brief chat with Teacher A after which she etbtowards a cupboard. She then

opened the cupboard, removed a kettle and leftldssroom.

Teacher A focused her attention on the learnersnaad asked them to look on the
board. She then asked some learners to name sfrgounds in the story. They were
asked to put their hands up and not to shout tsevenrs. Many learners responded by
putting their hands up but the teacher asked afgpkarner, whose hand was not up to

respond to the question. The learner struggledjive an answer but the teacher
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encouraged her and tried to help her to find a worthe story that had an “et” sound.
The rest of the class was asked not to look irr theoks but to try to remember some
words. The teacher returned to the strugglingnleraand went through each word in the
story until the learner could identify at leastefiwords that had the “et” sound. After
assisting this learner, the teacher told the réshe class to open their books and to
continue taking down the notes from the board. yTeagerly responded by quickly
opening their notebooks and taking down the not&bke teacher continued to move
around between the learners and occasionally stiofipeheck on some of them. The

learners were still taking notes from the boartile#t the classroom.

45.2 Teacher B

Teacher B started her lesson by writing a sum erbtiard. It was 6x3-4+8=... She then
looked at the learners and said that she wantezhsuwver to the sum on the board. The
learners responded by putting their hands up. Up@nTeacher B told them that she
wanted them to work the answers out in their groupsscussion in the groups started
almost immediately and a few minutes later theheaestarted with a countdown. She
said “Five, four, three, two, one ...and time up”heTgroups responded with different
answers. Teacher B did not refute or acknowletigeahswers given, instead she wrote
another sum on the board. It was 8-3x2+2. Thehtathen showed the learners how to
get the answer. This was followed by writing adhéum on the board. The learners
quickly responded with some answers but the teacbemtmented that she was getting
different answers. Teacher B then said that tbegs had to work out the answers and
then decide on one answer. She then started mén@nggroup to group to see how the

learners were going about working out the answers.

After spending a brief moment with each group, téecher moved to the front of the
classroom and said, “I want your final answers™heTclass responded and the teacher
asked the groups to ask someone in the group te Wreir answers to each sum on a
page. The page was then placed in the middle ofi ggoup where all the group

members could see it. The teacher told them tlegt would come back to the answers on

75



the pages. She then said that she was going ¢atlggviearners an exercise with some of
the same sums. The learners were instructed t& imopairs after which a discussion
was to take place. Teacher B then wrote some samthe board and repeated her
instruction saying, “Please work in pairs”. Theras a buzzing from the learners as they
started working and discussing the task at hante f€acher announced that she was
giving them ten minutes to finish the exercise ah@& then started moving around
between the learners. Teacher B emphasized tleatvals interested in the learners’
answers and she also reminded them that they @aalydn minutes to complete the task.

As the teacher moved around, she encountered mele#itat was not in a pair but
working alone. There was no one in the seat nexhis learner. Teacher B asked the
learner if he was alone. The learner confirmed leavas alone. The teacher asked if he
wanted to be alone and the learner responded ¢haihted to work alone. The teacher
responded by saying, “I like the spirit” and allae learner to work on his own.

There was a buzzing around the class as the lsanege discussing and working out the
answers to the given sums. The noise levels waite gcceptable and | noticed all the
learners engaged in the activity. The teachermde sure of this by saying that she did
not want to see people folding their arms butedkhers involved in finding the answers
to the sums. She also reminded the learners tigatvas counting down and that they
had nine minutes left. Teacher B also encouralgedearners to come up with their own
answers and then to compare their answer with theimers before deciding on one
answer. The learners eagerly went about this.cllexaB encouraged the learners to look
at some examples that she had written on the bo&ttk said, “I know you are very
clever but please work in pairs. Do all the sunihwour partner and agree on one
answer.” After a while she asked the learner$i@ sould see what they had done. She
again enquired if the learners were coping or éytlvere struggling to get the answers.

They responded positively, saying that they arergpp
The teacher again started moving around betweete#ineers. At one point the teacher

stopped and shouted “Lets!” and the entire clasgaeded saying, “Work it out”. Thus,
‘let’s work it out’. One group had finished theskaand again the teacher said, “What do
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we say?” The class responded saying, “Well dondhe other groups were now
working faster to also complete the task. Tea&hegiterated the point that they would
look at the answers in a short while. She contimieemove from group to group more
frequently and eventually returned to the boartie hen wrote a number six (6) on the
board, indicating that the learners still had simutes left to complete the exercise.
Teacher B reminded the learners that some groupsdimpleted and were just double
checking their answers. The teacher then againethdwvom group to group and

eventually stopped at one group. She addressedjitVgoin this particular group. She

told them that it was not right to cheat and tlneyt should follow the instruction that

they were given. It appeared that these girls mig$t have been waiting for others to
work out the answers and then simply copy them.e @hls acknowledged what the

teacher was saying and started working out the sumtkeir own.

Teacher B moved to the other groups, making swettiey were completing the exercise
and also reminding them that they had only fiveutes left to complete the work. The
teacher then moved towards the cupboard and tob& oeam of paper. She handed this
to one learner and the learner left the classrodttm tve paper. The teacher then turned
to the learners and reminded them that time wamsigdnem and that they should now
complete their task. The groups that were stilyowere being visited more frequently
by the teacher. After a while the teacher askesllearner to please stand up and to tell
the class in Xhosa that their time was almost éfter the learner had done this, the
teacher again stressed that there was only threetesi left. The groups were then urged
to make sure of their answers and to reach conseastheir answers. She also gave a
reminder that the examples were significant and ldeners should look at these to find

the correct answers.

Later the teacher reminded the learners that thaseonly two (2) minutes left. A short
while later, she said,” One minute left.” Upon hiegrthis, one learner stated, “sixty
seconds” and the teacher acknowledged this by gayifes, sixty seconds left.” This
was followed by another countdown where both teacmel learners said, “Ten, nine,

eight, seven, six, five, four, three, two, one ange up.” At that point there was an
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interruption. Another teacher had entered the obass and was talking to Teacher B. the
two teachers had a brief conversation after whieh dther teacher left the classroom.
Teacher B immediately focused her attention oridhmers again and asked them if they
could talk about the examples that she gave th®me learner responded that the sums
were confusing. The teacher called the learneribyp&ime and asked what he was trying
to say. The learner just insisted that he fourel ghms to be confusing as so many
answers are found. Teacher B asked if anyone ¢outd explain how to get to the right
answer. Another learner responded, saying thathgwe to start with the sum in the
bracket first. The teacher then called this lealneher name and asked the rest of the
class to listen to what she had to say. The ledhs® said out loud that a person should
start the sum by working out the answer in the ketdirst. The teacher was very
impressed by this answer but asked the learners wbald happen if there were no
brackets.

The class was very silent and no answer was bdfeged by any learner. The teacher
asked if they knew what to do and they respondatittiey were not sure. Teacher B
then stated that she liked people that were horglsé then put up a poster on the board
for all to see. The letters B O D M A S were byldlritten on the poster. Teacher B
then referred to the four basic operations in nmatitees. The learners knew this and
responded well. The teacher then asked them to these four basic operations in mind
all the time. She then went on to explain whatheatthe bold letters on the board
represented. The B was for brackets, the O fofxpf the D for division, the M for
multiplication, and the A for addition and finaltile S for subtraction. Teacher B then
made these bold letters into a rhyme that the é&rarhad to repeat several times. She
also explained that learners should follow the saga explained in the rhyme to find the
correct answers to the sums that they had workéd e learners were quite eager to
check on their answers and to use the formula dDBAS as the teacher had explained
to them. The teacher could see that the majofitiea@rners seemed to understand the
formula and said, “Muntu kamamke”, which | lateadeer was a form of praising the
learners on a job well done. As the learners vedrecking their answers using the

formula, the teacher was writing a new similar el on the board to give learners a

78



chance to practice and implement their newly ledukreowledge. At that point | left the

classroom to give the learners and teacher a chiardetheir work in private.

45.3 Teacher C

This teacher introduced the lesson by stating thay were going to talk about the
environment. She posed the question, “What desttbg environment?” The class
quickly responded that pollution destroys the emwinent. The teacher acknowledged
their response and asked them what types of pmilutie encounter. They responded
and the teacher wrote the different forms of paluton the board for all the learners to
see. The teacher then asked the learners to exphat pollution was. They could not
formulate an answer to this question, so the tedublped them to define pollution. She
made reference to the Oprah Winfrey show whereupoii was discussed. The
schoolwork was thus related to the everyday lifetlod learners. The class was
differently arranged when compared to the previobservation lesson. The teacher
could move around more freely and seemed more ateibfe in this set up. | later

learner that this was the particular teacher’s olassroom and own group of learners.

Teacher C asked the learners if they knew whatdégoadable” meant. She wrote the
word on the board and asked the class to repeatdle: The class again could not give
an answer on what the word meant. The teacherwinete the word on the board but
this time, she broke the word up into two partdisTwas “bio” and “degradable”. She
then explained what each of these meant. AfterTieacher C asked one learner to hand
out some books to the learners. The learners thereasked to turn to page eighty two
in the books. One learner asked the teacher hawpassible for deodorant to cause air
pollution. The teacher responded that it was het dctual deodorant that causes air
pollution but other ingredients that are presenthim spray that can disturb the delicate
balance in the air. The learner seemed convingetig explanation.

The teacher requested the learners to look atltdssayy in their books. She then asked

the class if anyone knew what a community was. [&@amers were not supposed to look
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for the answer in the book, but had to use thein ®werds and knowledge to provide an
answer. One learner provided an answer upon whieh téacher responded quite
positively. The teacher praised the learner sayMgell done, Tyrell. You put that very
nicely.” Teacher C then proceeded to go throughesdifficult words in the glossary.
She asked the learners what certain words meaasioc@lly but explained all the words
in the glossary to ensure that all learners knembidisic concepts used in the lesson. The
teacher then explained to the class that she wiag ¢ divide the class into groups (the
learners desks were already set up in groups)l@mdive each group a section to read
and explain to the rest of the learners. Teachem(roceeded to assign a section of the
work in the book to each group. She explained timatgroups should read all the notes
that she assigned to them and then come to thé dfothe classroom and explain the

read topic to the rest of the class.

The teacher moved around from group to group. &ked learners not to read aloud as
this was going to disturb the other groups. Tlrers complied and | could see all of
them busy reading their assigned section in theakb. Teacher C went to the front of
the classroom and also started reading the notéseotesson. A short while later, she
told the learners that they were not suppose ttevamything down. Instead they were
supposed to read their section and then discusseite area with the group members.
The groups seemed to be made up of mixed abilityeansex and mixed race learners.
The teacher started moving about the groups andedobne learner not engaging with
the book. She addressed him by his name sayinggllT you are wasting so much
time.” The learner immediately continued with regdand the teacher moved to the
next group. A short while later, the teacher adkeadners to please start discussing the
passage once they had completed the reading. h&e&ccommented on one specific
group of boys. She said, “These boys will readwhele day. | think we will start with
this group. You have two minutes left”. | couldan discussion and talking taking place
in the groups. At this point there was a disrupticGomeone wanted to see a learner in
Teacher C’s class. The teacher allowed this anthagminded the learners that they had

two minutes left.
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A few minutes later, Teacher C said, “I know yowgare always ready”. She pointed
towards one specific group and signalled for thenga to the front of the classroom.
They protested that they had not finished theidirepand needed more time. Teacher C
responded by saying, “Too bad if you did not reaerghing.” At that point there was
another interruption. Someone had entered thesrdas and was looking for another
teacher. Teacher C responded by saying that tiieydar teacher was on the sports field
busy training athletes. The person thanked TeaCleard left the classroom. Teacher C
then turned to the learners and requested thedimip to come to the front for their

presentation. The appointed group made their walye front.

This group had to do a presentation on “fauna’.e Téacher and the rest of the class
listened attentively. The group’s members eaclk @durn to explain what they had
read. The teacher prompted them in giving morermétion. She constantly asked what
else the group had read. They responded by mémgionore issues that came up in the
reading. The teacher asked if there were any plardanger and the group responded by
mentioning a few endangered plants. The teacler thsponded by saying, “Right,
thank you.” These learners then made their wa¥k batheir seats and the second group
went to the front of the classroom. The teachedera request for learners to be quiet
and the second group continued with their presentatThe teacher commented that the
discussion was very interesting and thanked thendea for their effort. At this point
there was another interruption. The intercom camend there was a request for the
teachers to please send all the athletes to thésdpeld. Teacher C thanked the learners
and asked then to return to their seats. The etitegeriod was a few minutes away and
Teacher C was also involved in the training ofetékd. She thus had to dismiss her class
and make her way to the sports field. The resh®fgroups were told that they would get

another opportunity to present their given topics.

4.6 Interviews with the participants

The interview conducted with each participant issented in this section. The interview

is described as an interchange of views betweerplpethat leads to knowledge
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production according to Cohen et al (2000, p. 26¥he interviewsconducted in this
study were mainly to gather data as well as to $arte participant’s opinions on the

issue of classroom management. The interview stlesl attached as an appendix.

4.6.1 Interview Teacher A

1. Tell me a bit about yourself.

| have a very small family but | come from a verg family. I've got eight sisters and
two brothers and | think maybe that is why | onvé a small family because | saw that
a big family...I don’t know, it's got its advantagasd disadvantages...and of cause |
have two daughters. Shale and Cailyn and | cathsegifference between my daughters
too, like the children in my classroom, | have ulwaigrandsons and a grand daughter.
Okay, my husband is late and | have my childremwie and they stay with me at the

moment.

2. How long have you been teaching?

| have been teaching for thirty five years. | @drin 1974 at St. Mxxx and that is where |
started with my first foundation phase, like thaidu Primary phase and then | came...In
1979 | came to Kxxx Primary, | was on accouchentemie. | started here and I'm, this
was my very first class and I'm still here.

Wow! So you were at another school, St. Mary'dif@ years?

Yes, like we amalgamated, remember the Groupshattdame in and we moved down
but | wasn’t ...That time | was already on accouchetnteave but when | came back, |
started here (KXX) and my principal was Mr. P -el&tr. P. With your mom and them

from their school and the school from St. Mxxx.

3. What do you regard as effective classroom memagt?
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| think the first thing that comes in there is yaliscipline and | think if you have so
many little ones in our classroom and if they amyimg around...| think when you teach
them recitations or rhymes and while they are mpwaround, let them say that there and
it keeps them busy then they don’t have all thetrdctions in the class. That is very

effective, | think.

4. What are your preferred teaching methods?

Do you want me to talk about language or maths4chbne? Uh...We’'ll talk about
maths. Uh...there again, | have my groups but befat we do some counting and |
have my little groups that have to go and workeyrall have their activities to do, while
I’'m busy with one group on the mat maybe — say hdmbers or...ja, say nhumbers then
I have my cards, flashcards so they can see wimadlding, and | think that is effective

because you keep it on the board all the time laeg know exactly what is going on.

5. Do you have any additional training as a tea¢her

Okay, when | started teaching | just, | left stamd@ight. Can you believe it? But of
cause, | had to do my matric and | did M+3 anahisthied M+4 in 2007, and at the
moment | am busy with echoing the word about théh@e faith and all that, ...how to

teach little ones catechism. That's all.

6. Would you say that helped you a lot with waykinth these small ones?

Oh! I love the little ones. Its like uh...Its vemwarding, | think so, because | think |
understand them more then, like my own childremny, kow. | only have these two (my
daughters) and now I've got how many? Forty of tleemd they are quite a hand full but
you have to know how to work with them, you knowgd think they need more... they
need lots and lots of attention. Praising anthait there.
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7. What is you first language and what do you hdaaclass?

My first language is Afrikaans but | teach- thesfilanguage I'm teaching now is English.
| had-years back in ’'79, when we started heredldraAfrikaans class all along and only
now lately then we had a remedial, you know, we Afitkaans like a first language and
then we switched over to English as a second lagegaad now for the third time we just
have English as a first language and that’'s &ath but | can teach...l mean, | taught

both languages in the time that | was teaching.

8. Do you experience difficulty in swapping betwie@iguages?

No, not really. | think the only snag with it now/my charts, but | still use them, some of
them. Some of the children know the words, yowkrbe Afrikaans word or the Xhosa
word but now with me, I...I'm not a Xhosa persong’mever spoken the language and
all that there and I think the children help me &hdlp them and we like...Afrikaans,

you know Afrikaans words into Xhosa... (Laughing) Warn a lot from one another.

9. Comment on your learner’s performance.

Like, as my class is now, I think their performancme of them okay, | have different
groups. | have my excellent ones and | have my siees and | have my very slow
ones. If | have my groups, okay at the beginthiwgrk with them together and then |
can see already which are my first, second and trisups but then | don’t leave it at
that. If | see that my little ones are really giyling, | make sure they come and stand
here (by the teacher’s table) or if they don’t uisteend something, they must come to me
and ask me. But then | think parent involvemenypla very big role in these children’s
lives and if they don’t have that at home, thel} alivays come and...you are the
nearest to them, you know and they become clingpdéng here and finishing their

work there, they don’t want to sit next to so and But | think that is the best thing | can

do with them is grouping them and then I'll see #reh we work like up towards...and
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from the little ones...some of them that are mayhbénthird group, they come up just

like that there...here say after September, youd! them.

10. Is my understanding correct? You have threems?

I've actually got for groups now. Ja, but if noaysafter the fourth term | will see how

my one and two groups become one and I'll maybehasge three groups.

11. How do you measure your learner’s performance?

Okay, | have a ...I have activities that | give thehinave worksheets that | give them
and of cause when we do assessment its exactbathe work that they’ve been doing
throughout the year so even with their work, whatevork they do and if they done very
well or neat work, | give them a little star orivg them a “smiley face” and that makes
them very wild and they say, “I know my work’, yanow and they brag amongst one

another, you know that type of thing. So it inepithem.

12. What do you perceive as obstacles to learning?

I think poverty and HIV, all that there...I think ama child is sick man, especially little
ones, they tend to just sit there and look at yieu l.if they did not have anything to eat,
you get nothing out of them, do you understand whasaying? And so, maybe what
we have here at school (soup kitchen) is a verylgbimg but | also tell my little ones, it
you got bread and you don’t want it, please brirtg my class. There is someone that
needs it. Besides the soup kitchen, if they haeadand they don’t want it, someone

else can have it.

13. You spoke about language earlier.

I think the language barrier plays a lot in thddrfein because they come from a Xhosa

background, you know...and they’'ve never...but | théokne of them that come even
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from the rural areas, hey, and they've never heands like that or never seen
something like that there, whatever you explainsagyyou have too...I have to use my
little ones that know the language well...What do gay for uh...cow in Xhosa to the
other...the things that they did in the morning. kilycthere were cows outside, so |
took them outside and they saw it, so they knowtwieaare talking about. Even the
Afrikaans children, especially our Afrikaans chédr out Afrikaans coloured
people...very lax with their children...sorry to sapitt its reality. They need our
encouragement and support, you know.

14. What is the composition of your class?

I have thirty eight in my class, | thought it wastg a lot but maybe because of my
groups, | can handle them. We have Black and Cetbahildren and children are
children man. They looks...they got...they not worrgdabut because you are White or
you Black they...they can help each other. Theygiaa you the answer and they think
nothing of it.

15. Do you have more Black or Coloured learners?

I think | have more Blacks in my class then Colaiste

16. What coping mechanisms do you use to dealdigttipline issues?

Discipline problem...I don’t normally sent my leara@ut because they still so very
little, you know. So what do | do with them? Il taem you sit right at the back there
and | ignore them. For a while and then afterwtddl notice now...his putting
up...because he’s always got an answer or shoutingroanswer, then he’ll see...Miss.
Is not taking notice of me then he’ll just sit qilyeand afterwards, say after a third or
forth question, he’ll put up his hand and I'll dsikn to answer. But you feel so bad, hey,

you feel very bad.
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17. We spoke about socio economic factors. Weesgdmbut poverty, the involvement of
parents. Let’s talk about the feeding scheme. tiheee a lot of your learners that go to
there?

No, not really. | think | have a few of them, esiadly the Coloured children...and
they...I tell them...l make them go earlier, beforedjrhefore the bigger ones come so
that they can have something to eat.

18. Is there anything else you want to add?

| just like to say that | hope this will be a gdoelp for you to further your studies and |
hope you enjoyed it and make a success of it. Klgan.

Thank you for your time and effort.

It's a pleasure, Mr. Coetzee.

4.6.2 Interview: Teacher B

1. Please tell me a bit about yourself.

We are a family of six members at home. Four @ind two boys. I still have both my

parents. I've got a child of my own, little T. Hessx months old...Ja, that is it.

2. How long have you been teaching?

I've been teaching for nine years now. | stargsthing in 2001 at Mount N. Itis in
Lxxx. Itis a Catholic School and I've been livitlgere with the nuns and with the

experience that | got there, | came down to Kxktaught in Kxxx for about four years

now.
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3. What do you regard as effective classroom memag?

Effective classroom management is a kind of marmplgiarners to do their work. That is
engage them fully into the lesson...uh...give timerédtection, give time to think
critically and assess them continuously, manadiegiiscipline, disciplinary measures as

well.

4. What are your preferred teaching methods?

Uh...there are different types of methods. | likarhg from where the learners are and
that is constructivism, because sometimes leagwere to class with alternate
conceptions, misconceptions of which you need tres$, so you might not be able to
know what the learner is thinking without having ihtroduction...that is linked to what
the learner did previously...and | give time for goaliscussions and in pairs and
individual work. A learner should be developedistatally as | treat a learner as a
different individual, unique individual amongst thend | also give projects,
assignments and...uh...assessment sheets where theréeemuld reflect on what they
were doing and say how they feel about it. Wethh say that is an evaluation sheet

where they evaluate themselves.

5. Have you received any additional training agadher?

I've studied my B.Ed (Hons.) recently, | graduatieid year, 2009 April and | have done
my Bachelor of Technology. | completed it in 200d4nd | have also done my Senior
Teacher’s Diploma, which | have completed in 2000.

6. What is your home language?

My home language is Sesotho; well I'm lucky in tbath my parents are not of the

same...uh...race. My mother is Zulu, so I'm a Zulwa#l and my father is Sotho. |
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like it best when you say home language, becaugmiisay mother tongue, then | will be

confused because my mother speaks Sotho, Zulu gridther speaks Sotho.

7. How do you measure your learner’s performance?

| give them work schedules or | give them tests lagide them activities to do as we
going along the lesson and | give them tasks wtierelifferent operations can be
portrayed, you know, like you don't ...uh...or assésslearner on one thing. You give
different tasks so that if the learner cannot penfon a certain activity, then they still

stand a chance on another activity.

8. What do you experience as obstacles to leafhing

Um...l prefer my learners to be broad minded. Itte#im everyday that they can learn
from watching television, from newspapers, magazara so forth. What hinders
learning is a learner that's not willing to be kredgeable, that's why | encourage them
to go through all these other forms of learning, iSa learner is not knowledgeable, its
difficult to deal with that learner because he addenow what is happening in his own
world of which to address it might be also diffearbacause you don’t know your learner
well...so I've got types of learners in my class,esthare very, very shy of which | have
to stimulate them to say something, so such legymhgroup together so that they get a

chance to come out and speak when we have disogssio

9. To get some exposure?

Yes, yes.

10. Please describe the composition of your class.

Yes, | try to give some disciplinary measures.stof all we have class rules, school

rules and group rules. | also said to my leartf@sthey can come up with their motto,
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that’s words to live by. So if you don’t do whaiwsaid you believe in, in your group
that is a violation of the rules that we’ve goenh’ll give little things like okay, you'll
have to stay after school and work and for thoaéhhve transport, uh...break time.
You don’t go for break, though I know it’s not righut I let them sit inside with me, eat,
go to the toilet, you know, all the things thatytiti® break time, except play. Its not that
I’'m punishing children not to play but children calways play, even after school, but
they must realize that its not right what they hdege...and maybe give them tasks to
do like maybe clean the windows and so on. Ye,ithit. Uh...I've got forty two
learners in my class and half of them are Coloaretihalf of them are Black, but | only

have one learner that speaks my language... (Laughing

11. Thank you Miss. At least you have someotadktdo in your own language.

Yes, because now and again, you know, you hawitorscode to accommodate all
learners when you can, and if you can’t, for exawgth the other lesson that I've had
lately, | asked one learner to say the time wamufhosa, you know. He said itin a
very nice way and | couldn’t have said it like thacause I'm not Xhosa, so sometimes
you can give a chance to learners to explain terddarners.

12. To express it in their own culture?

Yes, yes.

13. Please describe the socio economic condifiogsur class.

Well, uh...I don't really have children from mostlysddvantaged areas. My children are
better off.

14. Would you say that they are about average?

Yes, they are average.
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15. Do you have many children that take part ...tw#s to the soup kitchen?

No, not really. They go there now and again winay twish, when the food is good but
not that they really need it.

16. Is there anything that you would like to add?

Uh...its just uh...l feel that if a teacher plans wik learners also respond to that. They
respect, they respond and they become apprecidtimenot praising myself, but my
learners tell me everyday; Miss, you are the lessther, you really concerned about us
and you are there for us. Even break time, whamiot on duty, | spend time with them

and say...sometimes they even come with problems ffrome...

17. Personal problems?

Yes, personal problems and | need to address shaelh, but of cause, | know its very

confidential and | don’t disclose what we talk abou

18. So you take your pastoral role very seriously?

| tell them that they are my own children. Theg pust like my own biological children
but they are my children and because | spend nmaeewith them then their own, own
parents, | feel that it is really my responsibilitydevelop them, especially in their age.
They are teenagers, they can easily be misleag@ndeed and you need to not consider
only the learning area based on the curriculungetito know them better. Get into their
lives and if they need somebody to sympathise amghéhise with them, you should do

as a teacher and be a role model to them.

Thank you for your participation. It is much apgpiged.
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4.6.3 Interview: Teacher C

1. Please tell me a bit about yourself.

| am twenty five years old. I’'m doing my fourthareof teaching. | come from a family
of five children...uh...three of us are from a previouarriage and then two younger
girls from each different parent. Anything else?

No thank you, any children of your own?

I do. I have a daughter...a two year old daughter.

2. How long have you been teaching?

Four years...new in the game.

And this is your first school?

Yes, besides the schools for prac teaching.

3. What do you regard as effective classroom memag?

Uh...let me see...uh... (Laughing). Oh gosh...I think whiemkids are busy working
and are responding and are doing what they areatalchot on their own trips...this
one’s going there and that one’s going there...andcjass is quiet...teacher is busy,
kids are busy...perfect. Peaceful.

4. What are your preferred teaching methods?

| prefer to write on the board...all my notes, froegmning to end, which could

sometimes take more then one lesson...and then,wehdo is the children read through
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the notes on their own and from there, | read thinailhe notes with them, explaining

each section as we go along.

5. Have you received any additional training agacher?

While I'm teaching, no.

6. What is your home language?

English.

And you teach English?

Yes | do.

It's a distinct advantage, hey?

Not all subjects. | do have Afrikaans, the sevés) @here | have to teach them Life

Orientation in...Afrikaans, but they prefer it domeEnglish.

7. How do you measure your learner’s performance?

There is a lot of stuff. In English there is theeRy, the Language Tests, the
Comprehension, some group work, in Life Orientaaod EMS (Economic Management
Science) there’s assignments, projects, tasks...uh...hu

8. What do you experience as obstacles to leafning

Uh...behaviour. I've got somebody that basicallydgres me...uh...in the other

classes there is a bit of poverty and socio econ@naiblems, but in my class it is mostly

just behaviour because they all seem quite welltb# way | see it...l1 don’t know.
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9. Please describe the composition of your class.

| have more boys than girls, | think. Twenty ormg$dand twenty girls, somewhere
there...uh...and | think there’s more...or maybe thegven, Blacks amongst Coloureds
and one little Indian girl.

10. What coping methods do you employ to deal disitipline?

| do chase children out of the classroom and | gieen punishment like write out
lines...otherwise, if it disturbs the rest of thesslal do use more severe measures (will
not be discussed here). | am being honest.

11. Socio economically, you said most of yourrees are well off?

Uh huh. (Yes)

12. Would you say average or slightly above ave?age

I'd say average. Lots of kids bring lunch tins sod ask them to do something, they

buy the charts...I don’t know.

13. Do you see many of them going to the soupékitth

None from my class. | haven’t seen anybody fromatags, but there are others from

other classes.

14. Is there anything that you would like to add?

No, thank you.
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4.7 Conclusion

The observation of the participants has providedhmuaosight into their teaching practice
as well as their classroom management approachies.three individuals showed some
interesting and very innovative ways of dealinghwihe challenges and successes that
they experience in their respective classrooms.atWias extremely clear was the fact
that these teachers each displayed some uniquevend insightful measures in
conducting their daily tasks. | got the distinctpmassion that they were committed and
even excited to be part of the study. Teacher A &racher B were particularly
enthusiastic and even gave me encouragement ari@nakpns for the way in which
they performed certain tasks during the observdbag after the lesson was concluded.
These participants and the related observations ga the distinct impression that my
choice in selecting these teachers was bearing fithe interviews conducted provided
clarity on the participants’ ideas on ECM as wallgave much biographical data. The
interviews were presented verbatim to depict aru@te and true reflection of the

conversation between the participants and the refsea
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CHAPTER 5

DISCUSSION OF FINDINGS

5.1 Introduction

This chapter presents the analysis of the colledsgd. The analysis is done in response
to the critical questions which were as follows:

1. What methods do teachers use to manage thsgrotans?

2. What do teachers perceive as effective classmamagement?

3. How can the environment be adapted to achideetefe classroom management?

The data that emerged from the research proces$deavidnalysed to explore how the

selected participants’ responses relate to theseateuestions.

5.2 What methods do teachers use to manage theiaskrooms?

McLagan and Nel (1995) state that teachers hawe litde room to practice individual
initiatives in schooling systems. The schoolingteyn structure is too rigid to encourage
teacher’s initiatives. Hopkins (2002, p1) concarsl states that we are faced with an
education system that ‘limits individual initiatsveby encouraging conformity and
control. However, despite these systemic linate the teachers in this study employed
various means to manage their classrooms effegtiv€heir management styles can be
attributed to various factors and influences sushheir love for the profession, their
level of training and experience and the way theie tables were set up. These factors
and their impact on the relevant teachers’ metlmddeanaging their classrooms will be
discussed.

McLagan and Nel (1995) believe that if an orgamises structure supports and requires
participation it makes a huge leap in a positiveation to improve the existing teaching
practices. This factor has allowed me to condbet tesearch in this school. The

school’'s management and authorities were accomimngdat allowing me to conduct the
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study and to do research in the school. What fdlasvthe interpretation of the way in
which the participants have managed their classsooithe quotes used are taken from

the particular participant’s interview as presergadier.

5.2.1 Teacher A

Teacher A manages her classroom by controllingpthesical organisation of learners in
the class. Although the number of learners in dlass cannot be reduced for better
control, this particular teacher divides her clade four groups. The groups consist of
learners that share more or less the same abidtiesunderstanding about the work.
Teacher A states the following: have different groups. | have my excellent caras |
have my slow ones and | have my very slow ones.hdve my groups, okay at the
beginning | work with them together and then | c®® already which are my first,
second and third groups but then | don't leavetithat. If | see that my little ones are
really struggling, | make sure they come and sta@c (by the teacher’s table) or if they

don’t understand something, they must come to rdeask me.

Teacher A thus believes in working in groups bwoain giving those learners who
underperformed individual attention. Vygotsky’snéoof Proximal Development (ZPD)
was evidenced in her attempt to help these learnBEng teacher pointed out a word that
was missed out by a learner while she was reatiegpoem. The learner was asked to
look at the words again and to read the poem omme@.mOn reading the poem for a
second time, the learner noticed that she had thissea word and now read it more
confidently. The teacher also used her own im#ain designing a poster with the
alphabet on it. This poster was coupled with fettef the alphabet that the learners had
to match to the poster. This exercise was uséelpthose learners who were struggling
with letter recognition. They seemed to enjoy rhiatg the letters to the chart as the
teacher encouraged them continually. This behavigas also reinforced through
repetition and encouragement by the teacher angtrifites classical behaviourist
reinforcement. The Ministry of Education and Cratof Namibia (1993) argues that any

kind of attention is rewarding, particularly to plspwho do not receive much positive
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attention. Teacher A has used this to her advanvggyiving these learners attention to

promote their learning and progress.

The teacher furthermore asked a lot of questioas were very relevant to the work

done. She asked the learners to find a name ipdém, after which she wanted to know
what was special when writing a name. This teadmmiqgain encouraged learner
participation as almost all the learners had somgtto say about the name in the poem.
One learner commented that his cousin’'s name was Behe teacher also asked the
learners how fast they thought a jet was. Thiegsif/questioning challenged the learners
and it also encouraged their participation in teson.

Teacher A further employed a technique describeteriterature as extinction when the
learners answered the questions. This techniqggests that the wrong answer is
ignored and the learner then unlearns it becausendt acknowledged. In support of this
as a teaching strategy, the Ministry of Educatiod ulture of Namibia (1993) argues
that extinction can lead to unwanted behaviour dpainlearned. Behaviour that is
reinforced is more likely to happen again while dgbur that is ignored is less likely to
be repeated. The responses that the teacher &/atare reinforced through repetition
as the poem was read repeatedly by the learnehng. alSo employed elements of the
behaviourist theory by rewarding neat work withtaxr ®r a “smiley face” Behaviourism
holds that human development is a continuousplifglaccumulation of responses which
people learn through experience. Gerdes (1988, @fdlains that people are constantly
confronted by new stimuli; they learn how to resphém them and thus develop. Positive
responses are rewarded and negative responsesraséed of go unrewarded as in the
case where learners did not qualify to get a statsmiley face”. The Ministry of
Education and Culture of Namibia (1993) also argthes negative reinforcement is
however, a good alternative for punishment. A est@nt indicating negative
reinforcement almost always starts with “as sodhoasafter” or ‘when’. Teacher A
effectively used this management strategy whemstmised learners a star if their work

was neatly done. The reward boosted the learmardidence and it promoted their
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efforts to do their work as quickly and as accuyaés possible. This teacher describes

the effect of rewards on her learners as follows:

...iIf they done very well or neat work, | give theritide star or | give them a
“smiley face” and that makes them very wild andytlsay, “I know my work”,
you know and they brag amongst one another, yow khat type of thing. So it

inspires them.

Furthermore, Teacher A’s teaching and classroomagement practice also includes
features described by social learning theory. ISleves in working in groups as the
large number of learners in her class (38) wouldvéxy hard to handle in one group.
The teacher thus divides them in groups of leawtr more or less the same academic

abilities. Her comments on the groups are asvalio

I think my blue and red group are the ones thatfaster then the last two. I've
kept them like that so that | can monitor them, gee,...but now I've seen, |
mean that sounds we’ve done already, so I've s&eady...this will be my first

group.

The Bégin-Caplan Reporfl995) stresses the importance of good human oakti
between teachers and learners for the educativeegsato be most effective. Marland
(1993) believes that effective classroom managersieotld start with the crucial point
of the relationship between pupils and their teact@orrie (2002) argues that fostering
good relations with learners are vital for teacharg learning. Docking (2002) also
mentions respectful personal relationships as aequesite for effective classroom
management. Marland (1993), states that goodiorfatare largely created through
techniqgue. The responses from Teacher A suggesthsis taken this task very
personally. She refers to her learners as ‘ldthes’ and clearly cares a great deal for
them. She states that working with them is exttgmewarding. Her own words are as

follows:
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Oh! | love the little ones. It's like uh...It's yerewarding, | think so, because |
think | understand them more than, like my owndcéin, you know. | only have
these two (my daughters) and now I've got how r&uorty of them and they are
quite a hand full but you have to know how to wwith them, you know, and |
think they need more... they need lots and lott@hton.

According to Docking (2002) the school might be tmy place where certain learners
feel secure. The teacher should thus go beyondhkis calling to forge meaningful
relations with the learner. Teacher A stated e does not send learners out of her
classroom as they are too small and they couldhget outside the class without
supervision. The Education For All Global Monitayi Report (2002) stresses the fact
that all learners have the right to education arnsl thus important for learners not to be
sent out of the classroom where they will be degatiof this basic human right. Corrie
(2002, p16) argues that teachers can make a geehbtldifference to some children’s

long-term outcomes, so it is vital for teachergiake learners feel safe and secure.

The Ministry of Education and Culture of Namibia99B) argues that the effective
teacher can alter the antecedents by presentingovegared, relevant content matter to
learners. Corrie (2002) concurs and believes ttaefal planning, preparing and
organising as well as an appropriate curriculum essgential for effective classroom
management. Teacher A has clearly measured upstoetiuirement as her lessons were
very well planned. She had a specific activitynpkad for each of her four groups during
the lesson. She stated the following:

Uh...there again, | have my groups but before th&t,do some counting and |
have my little groups that have to go and worlheyrall have their activities to
do, while I'm busy with one group on the mat maylsay | do numbers or...ja,
say numbers then | have my cards, flashcardsespdhn see what I'm doing, and
| think that is effective because you keep it o lloard all the time and they
know exactly what is going on.
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Furthermore, her notes were already written onbiberd when the learners entered the
classroom. This indicates that the teacher hadapeel the lesson in advance and not

written something on the board on the spur of tloenent.

Christie and Potterton (1997) identify teacher cotm@ant and concern for the school
over their own interests as a striking feature he teadership of resilient schools.
Teacher A has been in the same profession folythu¢ years and has been using the
same classroom since she started at the resedticlg.s&he stated the following:

I have been teaching for thirty five years. | stdrin 1974 at St. Mary’s and that
is where | started with my first foundation phaldes the Junior Primary phase
and then | came...In 1979 | came to this school,d waaccouchement leave. |

started here and I'm, this was my very first clasd I'm still here.

Teacher A has demonstrated her commitment to keetegcher by being in the field for
so long. She also mentions that she finds her wemy rewarding and enjoys it

enormously.

5.2.2 Teacher B

As indicated earlier good human relations and eaeecritical for effective classroom
management (Corrie, 2002, Marland, 1993). Teadheatresses this vital aspect of
teaching. She has devised a number of innovatagswo achieve this critical teacher-
pupil relationship. For example, Teacher B hasseup classroom in a group formation
that promotes continual group work and learnerraugon. Groups are given the leeway
to choose their own names and are even encouragexuite up with their own motto and
outlook on life. Teacher B also subscribes tol&#a@ners taking ownership for the rules
that dictate classroom behaviour and they setlmitules on their own. She states the

following:
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Yes, | try to give some disciplinary measures. stFaf all we have class rules,
school rules and group rules. 1 also said to mgrhers that they can come up
with their motto, that’s words to live by. Soydu don’t do what you said you
believe in, in your group that is a violation dfetrules that we've got, then I'll

give little things like okay, you'll have to stafter school and work and for those
that have transport, uh...break time.

According to Docking (2002) as indicated earliexarhers often feel more secure in
school than anywhere else. Gootman (2001) alsmgtes the idea that the classroom
should be made a safe and enjoyable environmeht tvé aid of rules and routines.
Teacher B seems to have a keen awareness of ttlisakas her pastoral role (The
National Education Policy Act 27 of 1996) espegiallery seriously and she believe that
the teacher should not focus solely on the cumitubut should take the time to get to

know the learner on a more personal level. Herroents are:

| tell them that they are my own children. Theg arst like my own biological
children but they are my children and because hdpmore time with them then
their own, own parents, | feel that it is really mgsponsibility to develop them,
especially in their age. They are teenagers, tteay easily be misled and you
need to not only consider the learning area basedhe curriculum but get to
know them better. Get into their lives and if timeed somebody to sympathise

and empathise with them, you should do as a teaaieibe a role model to them.

The importance of preparing, planning and presgrgintable and interesting lessons as
suggested by the Ministry of Education and CultafeNamibia (1993) can alter the
antecedents in the classroom, affecting the effestiss of the lesson. Teacher B’s
lessons are well prepared and they always invdigeehtire class. She has even grouped
those learners that shy away from public spealarenable them to get a chance to speak

and not be outshone by their more vocal classm&hs.states:
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...I've got types of learners in my class, othees ary, very shy of which | have
to stimulate them to say something, so such lesyh@roup together so that they

get a chance to come out and speak when we hasesdions.

Docking (2002) suggests that teachers instil angtgense of identity in their learners.
With a particular focus on younger learners, heppses three ways to achieve this,
namely to get the learners to devise their persooa of arms, to draw a self portrait and
to make an advertisement about themselves. Te&lhas gone far beyond this. She
encourages her learners to come up with their owttanas explained earlier but she
also does more than just this. Her class hasnitgue identity as the teacher employs
various unique classroom management innovationsr ekample, during the lessons
observed, the teacher would shout, “Let’'s” anddlass would respond by saying, “work
it out.”, thus, “Lets work it out’. When somethirgpsitive happens in the class, the
teacher again shouts, “Hola!” and the class resgondipplauding only once. This
unique and (unfamiliar to the researcher) actios waechnique to manage the clapping
so that it did not continue indefinitely. She aésmourages learners to be proud of their
efforts and to always do their best. Of the uniqonee-off clap after the “Hola” call, the

teacher states the following:

Children like to clap unendingly and it's time cansng and the Hola is more
powerful in controlling this. It's a norm in gradex B. | don’t really know the

meaning, but it’s like Hola, Hola....

Christie and Potterton (1997).concur with The Miryisof Education and Culture of

Namibia (1993) which suggests that the teacher talks to learners and shows interest
in their concerns and problems can foster a pesiteaction from learners. This

organisation also feels that learner participat®nital for educational success and for
their concern for the school. They state thatrees who clean and wash the classroom
walls are less likely to dirty them in the futur€eacher B seems fully aware of this. She
believes that the teacher should demonstrate airgeoncern for the learners that she

works with. She says:
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...I'm not praising myself, but my learners tell mweryday; Miss, you are the
best teacher, you really concerned about us andaye there for us. Even break
time, when I'm not on duty, | spend time with treerd say...sometimes they even

come with problems from home...

Teacher B has also demonstrated a vital aspectassroom management mentioned
earlier. This is the fact that lessons should igerously planned and presented to
accommodate all learners. She states that learesgwend and learn better if the teacher
has made a concerted effort in her lesson planantyits presentation. She says the

following:

Uh...it's just uh...I feel that if a teacher plans h#ie learners also respond to

that. They respect, they respond and they beeapmeciative.

This teacher also demonstrated an admirable sérisae@omanagement. She constantly
reminded learners that they only had a certain tineomplete their given tasks. The
time was written on the board for all to see. Agasm this, the learners were also
involved in the time keeping in a unique and innoxwaway. Teacher B would start a
countdown when the given time was up. She would dave, four, three, two, one

and...stop!” The entire class would join in the cmown and no one would continue

working once the teacher said stop.
Teacher B also uses techniques which Behaviounistdd call rewards and sanctions
when she responds to learners and their behavidie. uses this management strategy to

control discipline in her class and she justifiessi follows,

Well, I'm not so strict, but if you tell them th#tey will lose marks or be

disqualified, they get scared and do what they have

The learner's unwanted behaviour is discouragedldiyng them know that this

behaviour will cause them to be disqualified orlése marks. Behaviourist theory
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suggests human development is a continuous, ldedmtumulation of responses which
people learn through experience according to Gi8, p54). Apart from illustrating
Behaviourist strategies, Teacher B also demonstiatgreference for the Constructivist
theory. As a management technique she constantikes the learner's sense of
curiosity and the need to explore and find outdhin Teacher B states that she likes to
see learners discover new things. She argueshigalikes to move from the known to
the unknown. This however is only possible whentdacher knows her learners well.
She states:

| like starting from where the learners are and ttli& constructivism, because
sometimes learners come to class with alternate@mions, misconceptions of
which you need to address, so you might not be tabk@ow what the learner is
thinking ...A learner should be developed holisticab | treat a learner as a

different individual, unique individual ...

Social learning theory also explains some of Teaddis classroom practice as she
encourages group discussions and learners engegthg lessons. Corrie (2002, pl6)
believes that this can lead to the exchange ofsider@ative ways of thinking and even

shape values in learners.

5.2.3 Teacher C

Teacher C stated her intentions clearly to hemkar She said: “I'm going to read the
story, and then you will read the story. Once fiauve read it, we will discuss it”. This
management strategy made clear to the learnerstidyashould expect. It also allowed
them to be part of the lesson. This supports Cer(2002, p16) argument that factors
such as irrelevant curriculum, poor instructionshtegies and rigid classroom practices
hinder effective classroom management. Gootma®l(PG&tates that unpredictable
situations can lead to disruptive and unfocusec¥wehr by learners. Teacher C seemed
to be aware of this since the observed lesson piex$@ relevant topic with a fair balance

of humour and academic challenge. It was a poandealt with a new teacher called
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“Our new teacher’. The humour in the poem ledefrmers giggling from time to time.
The teacher probably realized that some terms wsed actually very funny and did a
good job of managing the learner's amusement aaectstely. Since any kind of
attention is rewarding, particularly to pupils wHo not receive much positive attention,
Teacher C did not respond to the occasional gigblaesrather saw it as learners
understanding what they were reading. Furtherm@errie (2002) also feels that
behaviour cannot be separated from the contexthiecwit occurs, so a lesson should be
taught in a context that supports good behaviolihe learners giggling were thus
appropriate to the context of the funny poem amdtélacher did well to manage the class

effectively.

The teacher acknowledged the learners’ efforts wihety read the poem. She said,
“Thank you that was okay. It could be better.” Sbobmment was aimed at motivating
the learners to do even better. Gootman (2001)esrthat learner’s feelings should also
be acknowledged and the teacher should considerl¢haners also get angry and
frustrated, just as the teacher does. Learnersalae confronted by situations and
incidents that cause anger and frustration. Texach went further and encouraged
competition among the learners. She stated tleagitts can read better than the boys.
This was another attempt on the part of the teaheromote learner’s involvement in

the lesson and classroom activities. Teacher Gy expected the boys to dispute this
claim and tried to improve on their first attemptraading, and this is exactly what

happened. While competition can be a motivatshduld be used tactfully not to incite

negative aspects such as cheating and conflietbailing.

Docking (2002, p.14) states that it is often eaferteachers to stick to their existing
manifested way of teaching and managing classrqenwen if it is ineffective) without
the help and support of colleagues. This seentetthe case with Teacher C. She is
forced to spend three quarters of the school dagtler teacher’'s classrooms. The
timetable dictates that she has to move arounddsgtwour grade seven classes and
teach various learning areas. This step was ampttto reduce the noise level that was

experienced when the learners had to move frons ¢taslass. The teacher now leaves
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her own classroom and moves to the next teachda&ss cto present their lesson.
Furthermore, this teacher often spends the whaiegevriting notes on the board. She

states her preference as follows:

| prefer to write on the board...all my notes, froegimning to end, which could
sometimes take more then one lesson...and thenwehdo is the children read
through the notes on their own and from there, ddréhrough the notes with

them, explaining each section as we go along.

This means that the learners often spend long geenbtime just writing notes and not in
meaningful communication with the teacher or fell@arners. Gootman (2001) argues
that poor communication is often a source of maisciplinary problems in the
classroom. Stenhouse (1975) suggested a systemnibrees away from teacher
dominated classrooms to a setting where pupils make meaning for themselves
without being constrained by the authority of teash Teacher C does however, have
minimal control over the classroom setup and swmattarrangement in the other
teacher’s classes that she teaches. This wasneéwdthe first observation lesson where
Teacher C had to give learners a chance to comalkiteg down the previous teacher’s
notes from the board. Although the previous lessas completed and that teacher had
actually left, Teacher C could not just step irite tlassroom and start with her lesson as
the learners still had to take down the notes givgrthe previous teacher. Teacher C
again had very little control over this situatiamdahe best she could do was probably to
talk to the previous teacher and to make arrangtsrfen him to accommodate her in

some way.

Teacher C was noticeably more at ease in her omgsidom (Observation 2) than when
she was in another teacher’s classroom (Observdtjon Corrie (2001) argues that
effective classroom management can be achieveddanising the physical environment
like rearranging the furniture and defining rules the classroom. This bold step is
almost impossible for Teacher C as it could be seedisrespectful to rearrange another

teacher’s class. That particular teacher’s clasgldavmost likely be arranged to suit her
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preferences and requirements and Teacher C wostidh@ve to adapt her teaching style
in engaging the learners. Gootman (2001) beli¢vasby organising space and time, a
teacher can avoid disciplinary pitfalls. Since dlear C cannot fully control this strategy,
it seems that she has compromised herself by angepe need for reduced noise level.
She now has no control over the environment thatvebrks in. Marland (1993) also
argues that the classroom can be an ally or aneteteaching. Teacher C clearly has a
challenge in addressing the issue of using her dass and then dealing with the noise
factor that accompanies the process of learnersingofrom class to class. The
employment of a high school system in a primaryosthseems to put additional
pressures on the teacher for effective classroomagement given the fact that most of
her visual resources such as charts were placdterinown classroom and was not
accessible to the learners in the other teachk$ses that she taught. She also expressed

a distinct dislike in using someone else’s classro&he states:

What | hate is being in someone else’s class.

The techniques that Teacher C employed includdihgdkarners by their names. She
commented that she knows all one hundred and Bueylearners by their names. She
also used moderate praise and often linked therles® everyday life. She said, “Well
done, Tyrell” and repeated this method of praisgards other learners who did well.
Teacher C also mentioned television and specificak Oprah Winfrey show when she
discussed pollution and the environment. Mosheflearners had seen this program and

it allowed for some discussion and deliberatiorttantopic of discussion.

Docking (2002) regards the school as the only pldtere certain learners feel secure, as
mentioned earlier. Hook and Vass (2002) also mantihe vital teacher-learner
relationship required for effective classroom masmgnt. In the classroom, children
have relationships with space, materials, and gagrsost importantly with the teacher.
Corrie (2002, p.16) believe that children’s homeaziences lead them to expect certain
things from their relationships with adults andytheill behave in ways that fit their

expectations. The relationship with between Teahand her learners always seem
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premature or in a developmental stage. This cbalds a result of her limited time with

the learners. Unlike the previous teachers ttasher only deals with her learners for a
small portion of the day. Gootman (2001), statest teachers can make a positive
difference in the lives of their learners, even &mhthese children go back to

dysfunction” but the case of Teacher C limits h@tuence on her learners lives. The
learners in her own class seem to respond morealgdgeher questions and comments.
She also experiences fewer disciplinary problentslass disruptive behaviour from her
own group of learner. She describes the gradendew@ass as a challenge. She says:

They all the same...especially the English classeshing them. Teaching the
same thing over and over. The same responsesathe ...problems. It's the
D’s (grade 7D) that would be a challenge.

The antecedents can be altered by presenting vephped, relevant lesson as explained
earlier. Teacher C attempted to do this by makefgrence to previous notes on more
than one occasion and she asked learners ‘to togf.i Her own class was decorated
with charts and posters that depicted the lessovered previously. The descriptions for
terms like similes, metaphors and the like werartyevisible in her own class but these
essential resources were not available in the atlasses that this teacher taught. It was
my explicit impression that this fact hinders leaghto some extent or it favours one
class as they see these resources on a daily éwis,the other classes are not exposed

to these teaching aids.

Christie and Potterton (1997) identify teacher cotmant and concern for the school
over their own interest as a striking feature ia wadership of resilient schools. While
Teacher C is committed to giving her learners thst lpossible education, she does send
outside those learners that disrupt the class. Hthecation For All Global Monitoring
Report (2002) stresses the fact that all learnave lthe right to education and it is thus
important for learners not to be sent out of tresstoom where they will be deprived of
this basic human right. The Ministry of Educatiand Culture of Namibia (1993)

proposes a “quiet place” where learners that dysptavanted behaviour can go for a few
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minutes. This place should not be outside thesobasn where learners are deprived of
learning opportunities. It could be in one corokthe classroom for example. Teacher
C might consider using this approach where learmelisnot be totally deprived of

learning opportunities.

Teacher C has not been teaching for very long hrsdcbuld possibly be offered as a
reason for her observed classroom management aatiger She is also involved in
subject teaching that takes her out of her clasrevbhe is clearly more comfortable then
in the other classes. The limited time spent vién own class, causes Teacher C to
appear distant and less approachable as compatied poevious teachers that spends the

whole day with the same group of learners.

5.3 Whatdo teachers perceive as effective classroom managanf

The term “effective” is an evaluative term, whicdmnodraw very different responses from
teachers. What is clear is that most teachers teacreate supportive classrooms where
children can achieve their full potential, accogdito Corrie (2002, p16). Teachers do
however hold different views on what effective sla®m management actually is.
Discipline is often described as consistent, aat#ptpractices that promote learning and
routine to ensure a certain classroom culture. idhoment on the other hand is the
inflicting of measures to deter negative behavioutearners. The following section
explores the different ways in which the particitgam the study perceive effective
classroom management. The quotes used are takantlie interviews conducted with

the particular participants as presented in theipus chapter.

5.3.1 Teacher A

Teacher A described her view of effective classrooamagement as follows:

| think the first thing that comes in there is yaliscipline and | think if you have

so many little ones in our classroom and if they mroving around...I think when

110



you teach them recitations or rhymes and while #re@ymoving around, let them
say that there and it keeps them busy then they dawve all this distractions in

the class. That is very effective, | think.

This particular teacher firstly mentions disciplies a prerequisite for classroom
management. Gootman (2001) believes that rulethanclassroom should make the
classroom a safe and enjoyable learning environm&fie states that once rules are in
place, more time can be spent on teaching anditgpend less time on discipline and
tending to negative behaviour. The Ministry of Ealion and Culture of Namibia (1993)
argues that children can be disciplined with caFkis organisation states that the desired
outcome of discipline should be that children shiawproved behaviour. Teacher A

explains that she does employ certain disciplimeasures from time to time:

Discipline problem...I don’t normally send my leameut because they still so
very little, you know. So what do | do with thermtll them you sit right at the
back there and | ignore them. For a while and ttefterwards He’'ll notice
now...his putting up...because he’s always got an answe&houting out an
answer, then he’ll see...Miss. Is not taking notitene then he’ll just sit quietly
and afterwards, say after a third or forth questid’ll put up his hand and 'l

ask him to answer. But you feel so bad, hey, gelwery bad.

Teacher A subscribes to the concept of discipliitb ware. She states that it makes her
feel bad to impose punishment on a learner, butfedls it is necessary from time to
time. She also employs a similar idea to the “gpiace” that the Ministry of Education
and Culture of Namibia (1993), suggests. The lmars thus not deprived of learning
opportunities but is still disciplined for his wi@moing. His right to education is thus
not violated and the learner gets a chance tozee#thiat he had transgressed and needed
to be disciplined for his offence. The rule, ifapplies, should be known to the learner
according to the Ministry of Education and CultofeNamibia (1993). Rules should not
be a surprise to the learners and they should kwbat the consequences are when

breaking the rules. Gootman (2001), also feels [d#@ners should be taught that their
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actions always have consequences which can eithpositive or negative. Teacher A
reinforces this concept by rewarding learners geaform well while those who display

unwanted behaviour are sent to her designatedt‘plaee” for a while.

Teacher A further states that she keeps her leaowmupied by teaching them rhymes
and recitations, which they say while the teachatlherwise occupied. The learners are
thus gainfully engaged if the teacher cannot attenthem for some reason. They are
thus not disruptive or excessively loud as theyadiravolved in saying their rhymes or a
recitation. The repetition of these rhymes givesrhers the opportunity to articulate
words and explore meaning, as well as to engagesiocial action with fellow learners.
The risk is, however, that the repetition can leadoredom and eventually disruptive
behaviour as some learners might find this typaabivity repetitive and unstimulating.
The reciting of one group is used as an opportufuitythe teacher to attend to those
learners who experience learning problems or whaataunderstand the work that was
covered in class. Managing behavioural problenmsles teaching and learning time
according to Corrie (2002). When this happens tdacher ends up frustrated and
unproductive. Teacher A has counteracted this thesgaomplication by ensuring that
her learners are always occupied in an activitgetep them from becoming distracted or

displaying unwanted behaviour.

The learner’s desks in Teacher A’s class are aegimgrows. In this way they all have a
clear view of the board to take down any given sot€orrie (2002, p.25) believes that
children sitting in rows are easier to handle. ivetlearning however requires more
social interaction and Teacher A achieves thisdtinig all the learners sit on the mat
while she teaches certain aspects. She thus ggadi combination of social learning in

the groups and also individual learning when leeriaee seated at their desks.

5.3.2 Teacher B

Teacher B has some very specific ideas on effeatilassroom management. She

describes effective classroom management in thewwoig way:
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Effective classroom management is a kind of mamgglgiarners to do their work.
That is engage them fully into the lesson...uh...gme tor reflection, give time
to think critically and assess them continuouslyanaging the discipline,

disciplinary measures as well.

This teacher thus views effective classroom managéms a prerequisite for learners to

do their work. This concurs with the view that @®r(2002) expresses. She feels that

without effective classroom management teacheldadl like police officers engaged in

crowd control rather then helping children to learn

In the event of Teacher B having to discipline hesis, she does make use of the

following measures as she explains:

Yes, | try to give some disciplinary measures. stFaf all we have class rules,
school rules and group rules. | also said to mgriters that they can come up
with their motto, that’s words to live by. So duydon’t do what you said you
believe in, in your group that is a violation okthules that we've got, then I'll

give little things like okay, you'll have to staffea school and work and for those
that have transport, uh...break time. You don’t gobireak, though | know it's

not right but I let them sit inside with me, ea, tg the toilet, you know, all the
things that they do break time, except play. dtsthat I'm punishing children not

to play but children can always play, even aftdrasat, but they must realize that
its not right what they have done...and maybe gieentbasks to do like maybe

clean the windows and so on.

These measures are in place to ensure that Te&hman maintain her preferred

classroom management style. She maintains a Vesg celationship with her learners

and takes her pastoral role very seriously. ThgoNal Education Policy Act (Act 27 of

1996) describes seven roles that a teacher shepiteaoo. One of these roles includes

the pastoral role of the teacher. Teacher B reghed calling as a teacher as twofold.
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She maintains that a teacher should not only famusacademics but should take a
personal interest in the learner’s well being all.w@€orrie (2002, p16) feels that certain
teachers can make a great deal of difference tcesdmidren’s long term outcomes.

Teacher B refers to her classroom approach asstiaili She states the following:

A learner should be developed holistically as latr@a learner as a different

individual, unique individual amongst them...

Teacher B also believes in the concept of inclugiv&he realizes that her class is made
up of various racial groups and she often triemdcommodate all of them in certain

ways. She made the following comments on thisiqdar classroom management

practice:

Yes, because now and again, you know, you hawgitithscode to accommodate
all learners when you can, and if you can’t, foasple with the other lesson that
I've had lately, | asked one learner to say theetwas up in Xhosa, you know.
He said it in a very nice way and | couldn’t hawgdsit like that because I'm not
Xhosa, so sometimes you can give a chance to lsamoeexplain to other
learners.

This teacher even tries to accommodate those lesawitgo shy away from the spotlight
and are introverted. She practices reasonableuresato ensure that these learners also
feel like a part of the class and that they arelved in the lesson and the learning

experience. Teacher B sums this practice up &snsi
...S0 I've got types of learners in my class, otleesvery, very shy of which |

have to stimulate them to say something, so swindes, | group together so
that they get a chance to come out and speak whdrawe discussions.
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Teacher B subscribes to the three R’s that Gootf®@@1) describes for achieving long
term effective classroom management. These aredRémn, Remorse and Resolve.
She views problem solving as a practice that hasalsand academic benefits. Her
classroom management approach appears as a bddatween shared responsibility
between the teacher and her learners. She comrieitdier learners should always
know what is acceptable and what is not. Her cldse actively takes care of their
classroom by setting up their own rules and thesdby taking ownership for these rules.
This is a direct result of the teacher’s influencethe learners. Her relationship with her
class is such that they do not view her only asr tteacher but as a role model, a
confidant and an inspiration to aspire to bettetha time.

5.3.3 Teacher C

Teacher C appears to have a very idealistic idedfettive classroom management. She

describes her idea of effective classroom manageaseiollows:

...I think when the kids are busy working and aspoading and are doing what
they are told and not on their own trips...this angbing there and that one’s
going there...anda...class is quiet...teacher is busy, kids are busyfegie
Peaceful.

Teacher C’s view of effective classroom managemenidealistic as the only real
response that the teacher has control over, isoier. Hook and Vass (2002) are
adamant that the teacher has no control over hgveanner will respond in the class but
the teacher does have full control over how theyldaeact to the learner’'s response.
These authors believe that effective teachers ftoeis energies on precisely the aspect
which they can control, namely their own behavitawards a situation. The earlier
mentioned E+R=0 suggestion comes to mind here. Hv¥ents that happen in the
classroom and how the teacher responds to itdetktrmine the Outcomes of her lesson.
Teacher C seems to have reverted to transmissawnhitey. She expects learners to

simply do what they are ‘supposed’ to do and thes<lto be peaceful. This is not
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possible at all as all learners come to class whir own personalities, problems,
personal issues and abilities. The classroom isombination of multiple ideas,
intentions and possibilities and this makes Teadd&r expectations unrealistic and
idealistic.

The learners also seem to have developed a pre&efentheir own class teacher. They
seem to merely accommodate the other teachersdha and teach in their classrooms
during the day. Teacher C expresses her feelingbsis issue as follows:

| don’t know. | just picked up that...always wilte tclass teacher...with us that
do subject teaching... The children ...respect thesdleacher more, they do what
they supposed to do, they’d be having their dieties; they’d be in top form.

Teacher C clearly feels that the learners respedt tlass teachers more then the subject
teachers and this seems to make her distant arehoected to her learners. Her own
class seem to respond to her in a better and moee way, compared to the other
classes. This became evident in the observatidaacher C’s relationship with the other

learners also seem impersonal and she statesliweifm:

Uh...behaviour. I've got somebody that basicallydezes me...uh...in the other
classes there is a bit of poverty and socio ecan@noblems, but in my class it is
mostly just behaviour because they all seem quék off, the way | see it...I

don’t know.

Teacher C thus seems to have a need to addresisshes Since she is one of four
teachers that teach the same group of learners;astmot address this issue on her own.
The only way that her concerns could be adequaidtiyessed would be to consult with
the other teachers that work with these learnetSchools cannot be improved without
people working together” according to Lieberman8@Q This seems to suggest a need
for collegial discussion. Hargreaves (2001) argtiest ‘collegiality takes teacher

development beyond personal, idiosyncratic reftecéind beyond dependence on outside
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“experts” to the point where teachers learn frorwheather, sharing and developing their
expertise together.” Collegiality promotes profesal growth and this enables the
school to implement changes more effectively adogrdo Fullan (2001). Teacher C
might benefit from airing her concerns to her cafjees in the same grade and attempt to

address her issues collectively.

5.4 How can the environment be adapted to achieveCl?

The majority of teachers strive to create suppertofassrooms where learners can
achieve their full academic potential accordingCorrie (2002) and Marland (1993).
This however, is not easily achieved and learneesiaviour often disrupts teaching and
learning which causes the class to be filled wathston. Teachers that subscribe to the
concept of learning organisations (Senge, 1990)taioontinually expand their capacity
to create the desired results that they want. aRu(R001), also suggests that teachers
develop the capacity to learn by developing newWisskind attitudes. These teachers
work “smart and not hard” as Hargreaves (2001)gssts. The following section will

explore how the environment can be adapted to eelgtfective classroom management.

5.4.1 The physical environment.

The classroom can be arranged in ways to promfgetizle classroom management for
the teacher and learner’s benefit. According tshB (2003) structure can inhibit or
promote change in a school. Marland (1993) conantsargues that the classroom can
be an ally or enemy to the learning process. Tasbnates the view expressed by
Gootman (2001), that space and time should be m@io avoid disciplinary pitfalls.
The simple task of arranging the learner’s deslenture a clear view of the chalk board
or the teacher is often taken for granted. Theidliyp of Education and Culture of
Namibia (1993), refers to such practices as chantfie antecedents. Furthermore, the
classroom should be a safe and enjoyable envirohwisre learners can enjoy spending
time and learning. Gootman (2001) believes thiast¢hn be achieved through classroom

rules in which the learners have a central rolgeiting up. She argues that learners need
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reasonable limits and that learners will own upules that they have formulated on their
own. The rules should also be clearly stated, ib#le on charts for example and it

should also be known to all the learners.

The Ministry of Education and Culture of Namibi®9B) also echoes the need for rules
in the classroom. This organisation suggestsriilas be discussed often in the class.
They state that rules should be stated positivalyar than negatively. Saying “Close the
door quietly” instead of saying “Don’t slam the dbis stating the rule positively. They
also feel that learners that follow the rules stidaé positively reinforced. The breaking
of rules should have consequences and learnerddsheuaware of these. Gootman
(2001) feels that learners should be taught tHadctions have consequences and these
can be positive or negative, based on the behadsplayed. The Education for All
(2002), initiative perceives learning as a humghtrand cautions against the violation of
this right. Teachers should take note of this eanslure that the consequences that they
impose for unwanted behaviour do not violate therrer’s right to education. The
Ministry of Education and Culture of Namibia (199R)ggests a “quiet place” within the
classroom where learners can still see and heat wHzeing taught in the classroom.

This suggestion was quite effectively employed bpdher A as discussed eatrlier.

In the classroom, learners have relationships wpghce, material, equipment, peers,
teachers and support staff. Corrie (2002), betietvat these relationships should be
harnessed to promote effective classroom managestrategies. Grouping of learners
to ensure effective classroom management is ableasption for the lower grades as
demonstrated by Teacher A. More senior gradesdcpaksibly make use of active

learning methods where learners interact more Bpci€orrie also argues that learners
seated in rows are easier to control while actearrling, which is harder to control,

requires more social interaction. Children howdearn through interaction with others

as well as interaction with materials, tools, equgt and events according to this author.
The physical classroom should thus provide thegeimements as it aids in learning and

will also assist in the effective management ofdlassroom.
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5.4.2 Teacher initiatives and commitment

Fullan (2001) states that educational change iem#gmt on what teachers do and think.
A striking feature of resilient schools is the teacs commitment to teaching and

learning as described by Christie and Potterto®7)L9 Corrie (2002) acknowledges that
teachers bring enormous expertise to the classtmdrohanges in society and education
require them to add new understandings about |8arehaviour. She states that
complex problems do not respond to simplistic sohg. The teacher thus requires an
understanding of the change process in order wonesto it. Fullan (2001) argues that

reforms sometimes fail because teachers do notrstagkel the change process fully. He
refers to this as “faulty maps” of change. Theetiize classroom manager should equip
himself with the knowledge and skills to address ¢thanging demands in the teaching
profession. As illustrated earlier, teachers haweontrol over how learners respond but
they do have control over their reaction to therleds behaviour.

The one thing that teachers do have control ovbeovs they respond to what happens in
their class. Hook and Vass (2002) believe thaotiffe teachers focus their energies on
precisely the aspect which they can control, nantkgir own behaviour towards a
situation. Gootman (2001) feels that poor commation can lead to discipline problems
in the classroom. She argues that effective diseipmeans listening as well as
responding correctly and appropriately. CorrieO@0believes that teachers should
design interventions that are based on evidenbe. c8lls this evidence based practice to
ensure positive and lasting change in the effedaeher’s arsenal. Evidence is very
often seen from colleagues who have experienceitbsisituations. This practice is thus

a focus on not reinventing the wheel, but by leagrirom the experience of others.

Davidoff, Kaplan and Lazarus (1994) argue thathesg capacity as individuals and as
part of a group are vital for organizational deypeh@nt and growth. This implies that
teachers can be very competent individuals on their but can achieve so much more
when they work together as colleagues or colleltias a staff. According to Senge

(2000) leaders need to realize the importance ahveork and the building of a shared
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vision that promotes genuine collegiality. Ingdiitas that display these qualities have
people that share the same vision, their thougtetsaligned and they work together for
the benefit of the organisation. Corrie (2002paisentions that collegial relationships
paves the way for professional growth and thusmaitely more effective classroom

management as teachers are exposed to the expamtisexperience of their fellow

teachers who have been in the profession for lopgeods of time. Hargreaves (1991)
echoes this point and states that one factor thatonsistent in enhancing school
effectiveness is collaboration amongst teachers.

Teacher initiatives such as those employed by TezaBlcan encourage co operation and
social interaction among learners. The MinistryEofucation and Culture of Namibia
(1993) argues that behaviour can be learned arehunrdd by learners. The effective
teacher can use this fact to their advantage. \Betwacannot be separated from the
context in which it occurs, so teaching should tpleee in a context that supports good
behaviour according to Corrie (2002). Coupled wiitis, Gootman (2001) suggests that
problem solving is an essential skill for the effee classroom manager. She claims that
problem solving has social and academic benefidsiashould be viewed as a life skill
that always has value. Problem solving skills edso become a vehicle for conflict
resolution and social interaction through discussamd reflection. Gootman (2001)
believes that some anger can be defused by gieagérs the means to verbalise their

feelings and then giving them guidance to seektisoisi to their concerns.

The effective classroom manager can alter the adgsts in the classroom by presenting
well prepared and relevant lessons according toMihestry of Education and Culture of
Namibia (1993). Corrie (2002) agrees with thisypaind feels that irrelevant curriculum,
poor instructional strategies and rigid classro@mands can hinder effective classroom
management. She states that teachers should beesezgchers in their own classrooms
and explore various solutions and interventions pimmote academic progress.
According to Avenant (1986) a learner’s motivationlearn is affected by the interest
that the teacher shows and the relevance of theembpresented. Docking (2002) also

states that good behaviour has a lot to do witlkeaanker's motivation to learn. The
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National Education Policy Act (Act 27 of 1996) dekes seven roles that a teacher
should aspire too. One of these roles includedaheher as a researcher and a lifelong
learner. Thus, teachers should constantly be enbaygseeking new ways of making
their lessons better, more relevant and intelldigtisimulating to their learners. The
concept of being a reflective practitioner is adspaid in planning relevant and valued
content matter for teaching that can promote ECM.

5.4.3 Policy to improve classroom management.

The teachers’ classroom practice can be adapte@dcloeve effective classroom
management but a supporting way of achieving ECMhisugh the introduction of
policies. As mentioned earlier, McLennan and Towrl(1997) state that the South
African education system has been altered by tinedaction of various policy initiatives
since 1994. South Africa also experienced an aawireness of human rights and the
dignity of learners. This prompted policies sushtee policy on Alternatives to Corporal
Punishment (2000) in line with the views echoedthy Education for All initiative
(2002). Although the value of this policy is deddde, it made it clear that educational
practices had to be done without the use of metkimatsundermined the human dignity
of the learner. Teachers thus had to be creatk@pratory and innovative in devising
strategies to maintain discipline and ultimatelyevelop effective classroom
management.

Davidoff and Lazarus (2002) also identified variquslicies that were introduced in
schools. Some of these included prescriptionsiseues such as school organisation,
funding and governance such as the South Africdio@s Act (SASA) in 1996. The
Norms and Standards for Educators (2000) policyirmd teacher education while the
curriculum was prescribed in the Curriculum 2005gyoof 1997. Policies that referred
to teacher professionalism (SACE Code of Professi&thics) were also introduced in
the education sector. The introduction of the draged Quality Management System
(IQMS) in 2003 was also at attempt to improve ore tpreviously introduced

Development Appraisal System (DAS). 1.Q.M.S. ipddicy aimed to provide the drive
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to ensure educational success and this policy didsetimplemented and upheld in
schools. This policy aims to empower teachersduygutools to identify weaknesses and
strengths in individual teachers. These issuestlaa addressed by giving advice,
guidance and opportunities to work on the iderdifieeak areas. The Integrated Quality
Management System procedure Manual (2003) staged..M.S. aims to support the

empowering, motivating and training of educatomnspiider to achieve educational goals.
Empowering teachers through development can hapeséive impact on classroom

management. Since teachers are to be trained onifieeé weak areas, they should
experience enlightenment on how to approach classrpractice in a positive and

constructive way. The perennial issue of the ssxosf these policies is however
guestionable and the ultimate drive to achievecéffe classroom management lies with
the teacher and the support structures that tHgynefor guidance and leadership.

5.5 Conclusion

The data presented in this chapter conforms taithe thick description that Henning
(2004) describes. The various ways that the ppaits approach their classroom
management is outlined. The participant’'s viewsl grerceptions on classroom
management are also presented as depicted in twwigws conducted earlier. The
chapter concluded with an overview on how the pgdints adapted the learning

environment to achieve effective classroom managéme
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CHAPTER 6

CONCLUDING REMARKS

6.1 Introduction

This study set out to explore effective classrooanagement in a primary school in a
small town in the southern part of KwaZulu Natdlhe aim of the study was to look at
how teachers manage their classrooms effectivetly vamat other teachers could learn
from the participants’ way of handling this issudhe objectives of the study were

explored by looking at three critical questiondie$e were as follows:

1. What methods do teachers use to manage thegsrotams?
2. What do teachers perceive as effective classmamagement?
3. How can the environment be adapted to achievectafe classroom

management?

The study was grounded in the interpretive paradagith was conducted using the case
study approach. The case study approach enabkedretbearcher to capture the
uniqueness of the situation that each of the ppatints experienced in their classrooms.
The data was collected using observations and a sewmctured interview. The
observation schedule was based on the constrhattthie researcher experienced in daily
teaching and was self designed. The researcherdaim produce an ethically sound
study that adhered to the strictest of controls aeffdcal practices to ensure that the
participants were not harmed, exposed or subjetbedny form of discomfort or
unpleasantness. Participants were given all thHernmation about the study and
participated willingly and under no pressure frony garty. The findings of the study
revealed some interesting and innovative ways inchvithe selected participants
managed their classrooms. In this regard, the aihthe study were realized as the

exploration of effective classroom management vegsuced conclusively.
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6.2 Recommendations

The observed lessons, the interviews and the experigaiceed in my own class as well
as the literature studied have prompted me to nia&dollowing recommendations to

achieve effective classroom management:

» The teacher’s response to any situation is their choice. Teachers should realize and
accept the fact that they cannot control how learneact to a situation. The only thing
that they have complete control over is how thepoad to an action.
» The teacher should take responsibility for tleicumstances. They should not blame
anyone for their situation but rather work at impng on it. The Department of
Education might be slow in service delivery butctears can achieve much on their own
if they take action rather than blame someone antin inactive.
» Children do what adults do. Teachers should tiisplay exemplary behaviour and
should be role models worthy of emulation by thedrners.
» Thorough preparation of lessons should be doad &tmes. The Curriculum should be
relevant, interesting and presented in an appesaisxgner.
» Teachers should refuse to be failures. Failinget the expected reaction from learners
should motivate teachers to try even harder inrtbet lesson to be more successful.
Failure should be used as a motivational tool.
» Teachers should strive to become reflective prasers. They should always aim to
improve on previous mistakes and strive for improgat on the positive aspects. It
therefore requires the teacher to make a concefted to review previous lessons with
the aim of improving on it.
*» Teachers should improvise in the following waysithieve ECM:

- Forget past failures; use it as a learningeur

- React against failure, try something new,

- Be a productive thinker, turbo thinking.
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6.3 Conclusion

The good teacher is a good classroom manager.e Mmasls by Marland (1993), sum up
the findings of this study, and this author’s cqtagf good classroom practice. Effective
classroom management can, however, be pursuedgthrthe utilization of various
approaches. Issues such as teacher commitmentheteanitiatives, and the
implementation of policies as well as the creatbrrollaborative cultures can promote
the establishment of effective classroom managerpeattices and ultimately good
educational practices. By looking at the classrananagement practices displayed by
the respondents in this study, one can clearly is=ggbme answers to the critical
guestions posed earlier. In closing, effectivesslaom management can promote a
culture of teaching and learning. Without ECM thacher will be reduced to practicing
crowd control which will erode teaching time anddeto frustration and tension. It is
thus essential that teachers develop classroom gaarent practices that are humane,
practically viable and socially acceptable. Thee¢hparticipants in the study have
demonstrated that ECM can be achieved through warapproaches. It is thus up to
each teacher to strive to be a good teacher arsdatigood classroom manager to promote
effective educational ideals.
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APPENDICES

Informed Consent Letter:

| am a Master of Education at the University of kwiai Natal. My studies require me to
conduct an in depth research project and | am etlyrgavolved in this project.

My study deals with effective classroom manageraent! therefore have to gather
information on this topic. You can assist me iis thatter by participating in an
interview session. This information that you vpitbvide will help me to improve on the
efficiency of my research and help me to get a ke result.

I thus kindly request you to assist me by allowing to interview you on your classroom
practice and also to observe your classroom aetvibr a short period of time. Your
input can make a difference in how this issue ésved.

My contact number is 083 286 6405 and my supervishieil Avery. His telephone

number is 082 374 2278. You are welcome to comigloer of us should you have any
gueries or concerns. Your confidentiality will @esured and you are free to withdraw
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from the study at any time without fear of any regaimplications. The findings of this
study may be made public but your identity willgretected at all times.

For the sake of accuracy | request your permigsiarse a tape recorder for our
conversations. You will have access to the findiagd can see me for any issues, which
you regard as concerns.

Declaration: | am granting permission to take partin this study. | am free to
withdraw from the study at any time without any negative consequences. | am also
granting permission for the use of electronic equiment for recoding purposes. My
confidentiality will be respected and the findingsnay be made public after | have
viewed it.

INTERVIEW SCHEDULE - M.J.J Coetzee

Tell me a bit about yourself?

How long have you been teaching?

Describe some of your preferred teaching methods.
Describe any additional training, which you haveereed.
How did this impact on the quality of your teactitng

Comment on your learners’ performance.

N o o b~ 0w Db P

In what way did your professional development dbote to your learners’
performance?

8. How do you measure your learner’s performanceernctassroom?

9. What do you perceive as obstacles to learningasBlexplain.

10.1s there any professional development programmyewat school or offered by the
department to assist you with overcoming some edelobstacles?

11.Describe the composition of your class with regardiscipline.
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12.What are the coping mechanisms that you emploating with discipline
problems?

13.How does socio — economic factors impact upon iegamnd learning in your
classroom? Explain.

14.Does the school have any programme in place towd#aksome of these issues
e.g. a feeding scheme, fund-raising ventures, anthwnity - involvement?

Other:

Do you have any thing else to add, such as othestouns or comments?

Please may | request to speak to you again at @anoticasion should the need arise?
Kindly contact me if you think of anything else tlyau regard as important to this
study.

Thank you for your time and effort.

Observation Schedule: M.J.J. Coetzee

EFFECTIVE CLASSROOM MANAGEMENT

Learning Organisation

1. Classroom setup:
Content:

2. Written lesson plan:
3. Teaching aids:

In the introduction:

6. Learning outcomes:

During the lesson:

7. Revision:
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8. Link to previous lesson:

9. Mode of delivery:

10. What happens when a learner/s are disruptive?

11. What happens when a learner is addressed lgdbleer?

12. How does the learner’s respond/interact wit@ another?

Educator Initiatives:

13. Resources used:
14. Examples:

15. Distractions or interruptions:

Models of learning:

16. Rote learning:

17. Demonstrating:

Colleqiality:

18. Reference to other subjects/ learning areas:
19. Resources from other teachers:

20. Presentation by other teachers:

21. Involvement by outside people/ experts:

Learning Mechanisms:

22. Association:
23. Reinforcement:

24. Observational learning:
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25. Imitation:

26. Other:

Learner-Teacher Interaction:

27. Learners ask questions:

28. Learners require clarity:

At the conclusion of the lesson:

29. Is the lesson related to the outcomes?

30. Any other significant events/ occurrences:
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