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ABSTRACT

| have located my study within the parameters odlitative research and interpretivist
paradigm, in order to undertake a phenomenologstatly to explore grade eleven
Mathematics teachers’ experiences in implementiegQurriculum and Assessment Policy

Statement in schools in the Durban area of Soutita\f

This study draws on the experiences of four MathEwdeachers, purposefully selected
from schools of varying social environment. Thesachers were representative of a rural

school, a Township school, an ex-Indian schoolaméx-coloured school.

A focus group discussion was conducted to: deterntlmese teachers’ experiences in
implementing Curriculum and Assessment Policy $tat#; understand factors that inform
these experiences; and understand teachers’ viewseeffectiveness of the Curriculum and

Assessment Policy Statement.

In order to understand their experiences in theadg eleven Mathematics class, | analysed
the recorded data collected from the focus grospusision and arranged and discussed them
in the following themesOwnership of the curriculum, Clarity and understagdof the
policy document, Teacher training, Knowledge antlsskn teachers, Curriculum material

and resources, and Contextual factors affectingattium implementation.

Findings emanating from the analysis of the thethas data have been grouped in reveal a
myriad of lived experiences of these teachers itfarm how grade eleven Mathematics

teachers coped with the implementation of curricuheform.

| have recommended Future Trends to resolve dritioaclusions drawn from the themes
which emphasises the teacher as the primary compasfecurriculum implementation.

Further, | have recommended future areas of relse¢laat emanate from this study.
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CHAPTER ONE
THE RESEARCH AREA

1.1. INTRODUCTION
Post 1994 general elections in South Africa witedsa significant revolution in education.

The key strategy of the newly elected democratiggdament was to rapidly transform the

curriculum. This rapid transformation in the Furtie&ducation and Training (FET) phase

gave rise to the National Curriculum Statement (N®Bich ended the apartheid curriculum

that perpetuated discrimination and segregatiowdst races (Msila, 2007). To ensure that
the curriculum met the needs of the South Africdncation system, NCS was revised to give
rise to the Curriculum and Assessment Policy Statei{CAPS) (DBE, 2009).

As a Mathematics teacher, currently implementiragigreleven CAPS in a secondary school,
my research study focuses on exploring how othadeyeleven Mathematics teachers were

experiencing the implementation of CAPS.

This chapter serves as an introduction to the stardgxploring grade eleven Mathematics
teachers’ experiences in implementing the Curricuand Assessment Policy Statement in

schools in the Durban area of South Africa.

1.2. PROBLEM STATEMENT
The change in curriculum from the NATED 550 to Metional Curriculum Statement (NCS)
in the Further Education and Training Phase (gfdje 1, and 12) was introduced in 2006 in

grade 10. A panel of experts, appointed by the ddati Minister of Education, found
challenges and problems with NCS and recommendecetbrm to CAPS (DBE, 2009).

This rapid change in curriculum and the necessdjysaments teachers had to make brought
about much uneasiness amongst my colleagues wighttagrade 11 Mathematics. My
intention therefore is to focus my study on expigrihow teachers coped with the
implementation of the CAPS (Mathematics) in graléeen. | specifically intend:

Exploring grade eleven Mathematics teachers’ egpeds in implementing the Curriculum

and Assessment Policy Statement in schools in thrbdh area of South Africa.



1.3. BACKGROUND
South Africa became a democratic country in 1994af 2005; Bantwini, 2010). Its
democratic government inherited a system of edoicdtiat was racially divided and unequal

(Dean, 2005; Msila, 2007). The apartheid governmewintained nineteen education
departments to enforce segregation by race, geligrdpcation and ideological beliefs
(Dean, 2005). This race based education systenforegd inequality, stereotyped learners’
abilities and prepared them for positions they weqgected to fill in political, economic and
social life (Msila 2007). In the apartheid era,rthevas no transparency in decision making,
and the government of the day made the decisionsuaiculum planning for the various
race based education systems, thereby leaving tittbm for the participation of teachers,

parents as well as learners in decision makingl@12D07).

After the first democratic elections, the Africlational Congress-led government revised
the curriculumand rationalised subjects and developek syllabi to serve all the people of
South Africa (Dean, 2005). It represented a pedatgiogt committed itself to reinventing
education in South Africa, and opposed the tradigtiGceparatist education, which was the
reproduction of inequality (Msila, 2007).

The change in the education system was geared dmgbe democracy, unity and
competitiveness, so that its citizens could bechi®ete, creative and critical (DBE, 1996).

The NCS propagated a learner centred approachcusifogy on learners’ hidden knowledge
and the realities of their daily experiences (Bowbavis, Pillay, Nxumalo, Pleass, Raju,
2014), but however critics such as Chisholm (2@@Hieve that the essence of education is to
lead learning away from the known and familiar kiedige into one that is universal, thus

expanding into knowledge with a broader perspective

CAPS on the other hand is teacher-driven, with @arbased topics and themes that are
consistent, and expressed in plain language tlwitddes ease of understanding and use
(Bowie et al, 2014).



1.4. FOCUS AND PURPOSE OF STUDY

This study focuses on the experiences of gradeeeldtathematics teachers during the

implementation of a change in curriculum from thAT¥D 550 syllabus of the apartheid
era, to the National Curriculum Statement (NCS) #reh to the present Curriculum and

Assessment Policy Statement (CAPS).

The purpose of this study is to document experentgrade eleven mathematics teachers of
Durban schools, interpret and analyse these exmpase and then report on these
experiences. The intended audience for this resesttady is the curriculum planners and
decision makers in the Department of Education a as Researchers in the academic

fraternity.

1.5. RATIONALE FOR THIS STUDY
The apartheid government administered a politioddifmed curriculum that provided a racist
model (Dean, 2005; Msila, 2007). The African Na#ibiCongress-led Government made

changes in education in order to redress the leghcpartheid education that provided
unequal education for the various race groups &€Mdsingadi & Rouhani, 2002). It saw the
need to transform the South African Education syster the benefit of all the people of
South Africa (Brodie, 2002). The Government’'s wsifor education was to integrate

education and training into a system of “life-ldegrning” (Graven, 2002, p.1).

In order to overhaul the apartheid system of edoicathe Further Education and Training
phase experienced a change in curriculum from plaetlaeid NATED 550 curriculum to the
National Curriculum Statement (NCS) in 2006 atdhede 10 level, which then progressed to
grade 11 in 2007 and to grade 12 in 2008 (Msil&,720

In 2009 the National Minister of Basic Educatigpainted a panel of experts to review the
NCS (DBE, 2009). The panel of experts found chaé=nand problems with NCS and
recommended the reform to the Curriculum and Assest Policy Statement (CAPS) which
was introduced in 2012 in grade 10, then progressepgade 11 in 2013, and in 2014 it was
introduced in grade 12 (DBE, 201l1a). These changesducation required teachers to
interpret and understand the curriculum in ordedidbiver it in the classroom. Since teachers
are required to deliver the curriculum, it is im@aort to understand their experiences and

views on curriculum change and how they coped waitth changes. This study can therefore

3



be used to inform curriculum planners and educatifficials of the concerns of teachers

regarding the implementation of CAPS.

1.6. THE AIM AND OBJECTIVES OF THIS STUDY

This study intends to explore what experienceshieachave had during the implementation

of the CAPS curriculum in teaching Mathematics tadg 11 learners. In order to achieve

this, the study will undertake to realise the faliog objectives:

1. Determining the experiences of grade 11 mathemigarshers in implementing the
Curriculum and Assessment Policy Stateme
Understanding factors that inform these experiences
Understanding teachers’ views on the effectiveésise Curriculum and Assessment

Policy Statement.

1.7. KEY RESEARCH QUESTION
The key question that needs to be asked in ordesatisfactorily answer the problem

statement is:
What are grade eleven Mathematics teack&@riences in implementing the

Curriculum and Assessment Policy Statement?

The following sub-questions will assist in complgtenswering the key question:

1. What are teachers’ experiences in implementingiingiculum and Assessment
Policy Statement?

2. What informs such experiences when implementinglineiculum and Assessment
Policy Statement?

3. What are teachers’ views on the effectivenesseftirriculum and Assessment

Policy Statement?



1.8. RESEARCH DESIGN AND METHODOLOGY

In this study | will use qualitative research and iaterpretivist paradigm. According to

Creswell in Fouche & Delport (2002), the interprigi approach relates to how individuals
construct meaning in their everyday settings. Therpretive paradigm will allow me to gain
insight and form a clear understanding of the griblenathematics teacher’s experiences of
implementing the CAPS. The study will make senséhefparticipants’ life-worlds through
an analysis of the recorded interactions with th@ming to appreciate and clarify the
meanings that they ascribe to their experiences.

This qualitative study will assist me to understdmel experiences of grade 11 Mathematics
teachers in the implementation of the CAPS. Thditatise approach is appropriate as the
interaction between me and the participants wiketglace through face-to face group

interviews to elicit their experiences.

1.9. SAMPLING

In its attempt to transform education, the demacrgbvernment of South Africa reformed
the apartheid curriculum, NATED 550, to NCS (Chismo2005). Thereafter, NCS was
revised to give rise to CAPS. In order for me tplexe grade eleven Mathematics teachers’
experiences in implementing CAPS, it is necessargetect a sample of teachers who were
involved in implementing all the above curriculusts that | can get a deeper understanding
of their experiences with curriculum reform. Furthihis sample of teachers will represent
schools located in varying social environmentsuilrschool, a township school, an ex-

Indian school, an ex-Coloured school, and an ex@txd” school.

| will therefore purposefully select this sampleteachers who can adequately contribute to
my research study by reflecting on their experisnite implementing curriculum reform
(Cohen, Manion & Morrison, 2011).

1.10. DATA PRODUCTION

My research study requires participants to voiedrtexperiences in implementing CAPS in a

grade eleven Mathematics class. Words that reagéicypants experiences are referred to as
empirical data (Janesick, 2011). | will use theecatudy approach to appropriately and
effectively present participants’ experiences biatieg the actual words of their experiences

in a case study report (Maykut & Morehouse, 1994).
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| will also use the focus group interview as th&adaollection method of my research because
it appropriately supports the case study approadh, (2012). Data produced by the
participants through this discussion will be re@ar@nd transcribed (Morgan, 1996).

Since my study is about the phenomenon of partitgaexperiences in the real world
context, the case study research method and tls ffroup interview as the data collection

method are most appropriate to support data praguict my research study.

1.11. DATA ANALYSIS
According to Schutz (1962), the data that will beduced in the focus group discussion will

constitute the first degree construction by pagstiaits of their experiences in implementing
CAPS in the grade eleven Mathematics class. This whaust be interpreted and analysed. |
will use the mimesis approach to engage with tHiectton of the data from the participants,
translation of verbal data to text, and the analgsid interpretation of the data (Flick, 2006;
Ricoeur, 1981). In my analysis, | will look for pans in the data, and then categorise, code
and organise the data into themes that would peowdswers to my research question
(Janesick, 2011; Maykut & Morehouse, 1994).

1.12. LOCATION OF STUDY
It was important to get a broad perspective on ifisele of teachers’ experiences with

curriculum change in the grade 11 Mathematics étasecondary schools. The study will be
done on a focus group that constitutes teachens ¥iarying social environments. The group
was representative of Mathematics teachers froora school, an ex-Indian school, an ex-
Coloured school and a township school. The teaclkbbosen were FET Mathematics
teachers, experienced in teaching the NATED 55,NBS and the CAPS in the grade 11
class. An interview was conducted with the focusugrin a neutral, convenient location,
away from the school environment. The time peribdhe study is between January 2014
and December 2014.

1.13. PREVIEW OF THE CHAPTERS TO FOLLOW

Chapter 2 details the review of literature in theddf of curriculum change and curriculum

implementation by various authors, nationally amdernationally. It also explains the
conceptual framework that supports the change yhemd the intended and enacted

curriculum.



Chapter 3 explains the research design and methgylthat underpins this study in order for
it to be credible and valid for all intents and meses. It further explains the limitations

experienced in the course of this research.

Chapter 4 presents the analysis of the data gatliene the focus group interview, explicitly

presenting concerns of participants regardingrii@dementation of CAPS.

Chapter 5 summarises the findings from the analgeise in chapter 4, and recommends

future trends to curriculum reform.

1.14. CONCLUSION

This chapter provides a framework of how | willeatipt to find answers to the research

problem declared in this chapter. Insight into teisearch problem is provided in the
background. My research study will be guided bg trmmework in order to achieve the

objectives declared in this chapter.



CHAPTER TWO
LITERATURE REVIEW AND CONCEPTUAL FRAMEWORK

2.1. LITERATURE REVIEW

2.1.1. INTRODUCTION

Curriculum change and implementation in South Afritas become a common topic of

discussion in the education fraternity since theeatl of democracy in 1994 (Soudien, 2004,
Carl, 2005; Bantwini, 2010). This literature reviamdulges in a synopsis of scholarly
literature that deals with curriculum change andplementation in the national and
international arenas. This review has focused tenaliure of researchers whose findings are
consistent with teachers’ experiences with curdouthange in Mathematics. Greater insight
is provided into the involvement of teachers in iempenting the new curriculum (CAPS) in
the classroom. Since implementing new curriculumgds about change, this study will be
informed by the change theory as the conceptualdveork. In this synopsis | have identified
themes that best describe the aspects that affeatidum change and implementation. The

themes are:

* Ownership: the extent of teacher involvement inricuum development, explains
the need for teachers to be involved in develogmgiculum in order to establish a
sense of ownership of the curriculum that contebwd successful curriculum

implementation.

* Policy document: Clarity and Understanding of thecuiment, is the theme that
identifies the Policy document as the framework tthguides curriculum

implementation and emphasises the need for itgyckmd user-friendliness.

* Teacher training for curriculum implementation: teacher is identified as the main
stakeholder in curriculum implementation. For inmpéntation to be successful,
teachers must be appropriately trained to accyratgerpret and implement the

intended curriculum. This theme explains the imguace of teacher training.



» Knowledge and skills of teachers: this is fundarakfar the appropriate and accurate
implementation of the intended curriculum for trenéfit of the learners. This theme
explains how the knowledge and skills of teachersthe lack thereof, influences

curriculum implementation.

* Curriculum materials and resources: the textbookdisussed as an important

supporting tool that strengthens curriculum delver

» Contextual factors affecting curriculum reform: sthiheme exposes factors that
directly and indirectly affect the teaching andrieag process and in so doing, they

influence curriculum delivery.

2.1.2. OWNERSHIP: THE EXTENT OF TEACHER INVOLVEMENTO CURRICULUM
DEVELOPMENT

According to Australian researcher Macdonald (200&)rriculum reform is a global

phenomenon that is constant and optimistic. Fonglan curriculum to be successful, it
requires the commitment of teachers, who are thim stakeholders in the delivery of the
curriculum (Carl, 2005; Beck, Czerniak, & Lumpe, 000 Battista, 1994; Ngubane, 2002),
and the essential component in enacting new cluricyMolefe & Brodie, 2010). The
literature below emphasises what researchers loawrelfrelating to teachers concerns about

their involvement in curriculum reform document.

Teachers as the major role-players should be gaitteo curriculum development process
(Carl, 2005, Kilpatrick, 2009), since they are caldn implementing structural reform
(Flores, 2005). South African teachers were largekcluded from engaging in the
curriculum development process outside the confioésthe classroom (Carl, 2005).
Curriculum reform in North America and United Kirgd propagated the top-down
approach which nullified the influence of teachieesause of the tightly packaged objectives,
content and assessment designed by specialiseersvat curriculum (Macdonald, 2003).
Reform efforts in the Mathematics curriculum in tbaited States of America has only
changed the curriculum but has failed to refornbécause of disunity and indifference of
teachers, as well as misrepresentation and coati@is of the policy document (Kilpatrick,
2009). Kilpatrick (2009) further debates that thatended curriculum, implemented



curriculum and attained curriculum, advocates adown power flow from curriculum

developers to teacher to learner, and this ledttesioom for the intentions of the teachers
and learners. Teachers want to be part of the ledwye construction and curriculum
planning so that they can have a sense of owneddtaprriculum reform. They also want to
know and understand what the curriculum reform etgi®n areso that they can easily

adjust to achieving its success during implemematCross, Mungadi & Rouhani, 2002).

Although teachers are specialists in their subjeate consideration, if any, is given to their
concerns on curriculum development (Carl, 2005)eyrhave been merely referred to as
facilitators and this therefore makes them eligialethe implementation phase only (Carl,
2005; Kirk & MacDonald, 2001). They are mere reeigs of curriculum, and their function
is to correctly implement the curriculum that hasei developed by subject specialists
elsewhere (Carl, 2005). According to Carl (2005,2@3), in the South African context,
teachers are seen as: “(1) learning mediators,in@rpreter and designer of learning
programmes and materials, (3) leader, administetdrmanager, (4) scholar, researcher and
lifelong learner, (5) community, citizenship andsfmaal role, (6) assessor, (7) learning area
and subject specialist”. This is a clear indicatidrwhat the Department of Basic Education

(DBE) in South Africa expects from teachers regagdiurriculum functions (Carl, 2005).

Carl (2005) therefore undertook a study to deteenmiow teachers themselves felt about their
role in curriculum development. He launched aaede project to investigate the extent of
teacher participation in curriculum developmenSiouth Africa. The key research question
of Carl's (2005) research was to establish “whetteacher involvement in curriculum
development is indeed being addressed, or whetieeteacher’s “voice” is merely a “voice
crying in the wilderness” (Carl, 2005, p 224). Tieaxs expressed a strong need to participate
in earlier stages of curriculum decision makingr{C2005). They felt that there was a lack of
channels of communication and therefore teacheiseg remain unheard (Carl, 2005). The
curriculum was prescriptive and it was imposed loant for implementation (Carl, 2005).
Respondents felt that policy-makers have lost@iitact with the school situation, including
classroom practice (Carl, 2005). The advantageriof gonsultation is that the perception
that policy makers are out of touch with the schanad classroom situation will be quelled. It
would further ensure teacher participation and ¢g@aehers an incentive to take ownership of
the curriculum (Carl, 2005), and be actively invadvin its implementation because they

share in the curriculum reform (Akker, Fasoglio &ublder, 2010). This participation would
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promote personal and professional growth (Carl,520fecause teachers own the change
(Macdonals, 2003). My belief is consistent with IGarthat as professionals, teachers want to
be part of the decision making process and takeewostip of the creation of a new
curriculum that impacts directly on their task elidery. Teachers are the principal agents in
the process of bringing about curriculum change, therefore, should be part of curriculum
development process (Carl, 2005). Bantwini (20%8nother South African researcher who

has contributed to research in curriculum develagraad implementation.

Bantwini (2010) researched teachers in the EadBape Province of South Africa. His
research focused on the Revised National CurriciBsabement and how teachers perceived
meanings led to limited implementation and non-enpéntation in the classroom. According
to Bantwini (2010), teachers attached negative amtonstructive meanings about
curriculum reforms: too much paperwork and workréned; change to unfamiliar classroom
routines and teaching methods. Bantwini (2010) béisteed that these negative feelings
emanated from: not completely understanding cuuroureforms; a lack of support in the
classroom from subject advisors; professional dgraekent that was not ongoing; and
teachers were left to fend for themselves aften@e @ff orientation workshop conducted by
the subject advisor. Bantwini (2010) thereforegasys that: Teachers should be involved in
the conceptual and developmental stages so thathdne a fundamental understanding of
the curriculum. The school districts should stroetdevelopmental support to ensure that
teachers appropriately understand reform (Bantwd6il0). Teachers must be adequately
provided with “tools, space, opportunities and ottmechanisms to construct the knowledge
and meaning” of the new curriculum reforms (Baniwi2010, p. 90). The tools, space,
opportunities and other mechanisims will allow tesrs to construct meaningful learning

experiences for learners by engaging with a pralciipproach to learning and teaching.

Research has been done by Malinga (2005) in the dfeexploring difficulties that grade 10
educators experienced after Outcomes Based Edoq@BE) was implemented in grade 9.
This research was undertaken in the UMgungundlostrict of KwaZulu-Natal, South
Africa. Malinga (2005) exemplified the difficultiesxperienced by grade 10 Mathematics
educators. These teachers were already experiendifigulties before OBE was
implemented, and before they could come to grifhwhiese difficulties and take ownership
of the curriculum, OBE brought with it more diffities and therefore the lack of ownership

of curriculum persisted (Malinga, 2005).
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Macnab (2003) undertook a study to investigate flosvprocess of implementation of the
Mathematics curriculum worked its way down to thessroom and to the level of the learner
in Scottish Schools. After the official report “Imgving Mathematics Education” on teaching
and learning of Mathematics in Scottish schools pudished, Macnab (2003) examined its
implementation and recommendations of the repdne National Education Authorities
(NEA) took little responsibility in the implementat and therefore it was left to the Local
Education Authorities (LEA) and their schools (Mabn 2003). The NEA’s reports are
accepted with little debate and overt dissent &edefore implementation is not as successful
as it should have been, because Scottish teaclhers & “sense of resigned acceptance”
(Macnab, 2003, p. 213). The change of curriculukedaplace in a piecemeal fashion and
alterations are made without attending to genarastions and uncertainties (Macnab, 2003).
Therefore, in the long-term, the Improving MatheiggtEducation (IME) reports lower
success rate than expected (Macnab, 2003). Mack@®3) recommends that: Firstly,
constructive debate, situated in an external s@oidl cultural context, is essential between
policy makers and its implementers if curriculunvelepment is to succeed; secondly, the
primary aim for proposed change should have a Madlieal basis, thirdly, implementation
must take place in a flexible, structured contexbrider to allow local differences to function

under the overall perception.

If teachers are to be part of curriculum changenttiney should be part of its creation so that
they can correctly understand and interpret potloguments (Dean, 2005). According to
Fullan (1991) and Dean (2005), change is diffictiteachers do not have a stake in the
creation process. Through teacher participatiorriadum can become consistent with
teachers beliefs, and teachers can adjust theef$ed suite new curriculum (Fullan, 1991;
Dean, 2005). Graven (2002) argues that the rokgstéfachers play in the implementation of
the new curriculum are conflictual and not complatagy. Curriculum 2005 demanded that
teachers implement learner-centred, locally relexamriculum, whilst learner performance
is judged by a national examination (Graven, 2002)my view the Further Education
Training (FET) phase is crucial because it endsh wilie National Senior Certificate
Examination that assesses the success of the smusaistem based on learner results.
Curriculum implementation should be a process ajaging the curriculum so that it
“becomes part of the teacher’'s way of being” anlll n@sult in teachers adjusting their beliefs

and modifying their approach to suit the way cwriien should be delivered (Graven, 2002,
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p3). Excluding teachers from decision making redubeir morale and therefore negatively

influence successful implementation (Graven, 2002).

| therefore want to understand the beliefs of natitecs teachers that influence their
functioning in the classroom in order to delivee 8APS curriculum. There was a need for
intervention to be in place so that teachers hheeopportunity to interact with the reform

documents, in order to make understanding and imgi¢ation more desirable (Beck et al,
2000).

2.1.3. POLICY DOCUMENT: CLARITY AND UNDERSTANDING 6 THE
DOCUMENT

The Curriculum Policy document is issued to teaglasra framework that must be followed

in order to implement the curriculum (Bennine & Ns®ad, 1999). Bennie & Newstead
(1999) report on the obstacles experienced by tlahéfnatics Learning and Teaching
Initiative (MALATI) to implement the section of Ststics in the Mathematics, Mathematical
Literacy and Mathematical Sciences learning areaCafriculum 2005. After holding
discussions with teachers of mathematics in thet®ve£ape and reviewing literature on the
teaching and learning of statistics, Bennie & Neadt(1999) identified the complexity and
technical nature by which the curriculum documenpiiesented as an obstacle to change.
Such a document should serve as a framework tageeufficient detail to ensure common
learning, but to also allow space for interpretaty the teacher (Bennie & Newstead, 1999).
The project group found difficulties in interpregirthe document during their efforts in
preparing teaching and learning materials (BennieN&wstead, 1999). The following
contributed to the document being problematic: tugriculum document was poorly
constructed with a lack of clarity that confusedctgers, omissions of important aspects of
the topics in focus, content errors which incolgeatlefined concepts, and content
inappropriate for given phases (Bennie & Newstd889; Ngubane, 2002).

Cross et al (2002) confirms that the Curriculum®@08cument had a skewed design and was
written in cumbersome language. Due to South Afheang a multi-lingual country, poor
understanding of the language structure in thecpaliocument, written in English, may

result in incorrect interpretation and implemermtatof the curriculum by teachers who speak
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English as a second language (Cross et al, 2003)ing4’s (2005) study of the OBE

document further adds to the clarity and understeyaf the policy document.

Respondents in Malinga’s (2005) study found the Gi®Eument did not link the grade 9
OBE syllabus to the grade 10 NATED 550 syllabusenghs there was a clear link in the old
syllabus. Grade 9 OBE encouraged a practical appraa compared to theoretical approach
in grade 10 (Malinga, 2005). This led to a lackpo#-knowledge of learners to cope with
abstract concepts in grade 10 (Malinga, 2005).

The curriculum policy documents that guides the lanentation of curriculum can
contribute as an obstacle due to a lack of claritythe document that confuse teachers,
important aspects of topics being omitted, con&erdrs which incorrectly defined concepts,
inappropriate content for a given phase, and cusapee language that teachers may be able

to interpret.

2.1.4. TEACHER TRAINING FOR CURRICULUM IMPLEMENTATN

New curriculum need new practices and therefor@itrg is essential for teachers to

assimilate and make these new practices their walifeo (Brodie, 2002). Failing the
assimilation of new practices, teachers will revesick to old and outdated practices as
alluded to in Brodie’s (2002) research. Cavana@®62, in his study of curriculum change in
Australian schools in New South Wales, found theg of the barriers to change is that most
teachers preferred to remain with current practiaéser than change to new ones. According
to Cavanagh (2006) this is a result of teachersunderstanding the reform and not wanting
to embrace reform because they felt comfortabla thié current practices.

Contrary to Cavanagh’s findings, Spyker & Malon®QQ), in their study on curriculum

implementation in Western Australian schools, digted that after teachers engaged with
in-service training and workshops, their cooperatioth implementation was the strongest.
In-service training gave teachers the opportunidtyseek help with problems that they
encountered (Spyker & Malone, 2000). However, thesegkshops covered the new content
and ignored new strategies to teaching (Spyker &Nt 2000). Engaging in just a few

workshops or in-service courses would not immedjiatget teachers to change strategies
because they will be comfortable maintaining tided tested approaches (Spyker & Malone,

2000). For successful implementation, it is impotrta change teachers’ attitude towards the
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new curriculum (Spyker & Malone, 2000; Ngubane, 20Bennie & Newstead (1999)
recommends that these workshops and in-servicarigabn new content must be done in a
meaningful way that is not threatening, and Nguh@0€2) further adds that training should

be friendly and sociable.

As a teacher | feel that teacher training is aremss part to equipping teachers with the
skills and knowledge to interpret the curriculumcdment and deliver the content in the
classroom. Further, if teachers are not trainad will be an obstacle to curriculum delivery.

The themes that emerged from Beck et al (2000)rfgewere staff development, planning
and class time, and curriculum material. TeachatdHat staff development should be a long
term activity that should focus on the salientdfslithat influence a positive attitude towards
implementation (Beck et al, 2000). They wanted eéartvolved in positive experiences such
as in-service training and workshops that can hbégm model correct and effective

implementation strategies (Beck et al, 2000).

Graven (2002), as the co-ordinator of the Prograrfonéeader Educators in Senior-phase
Mathematics Education (PLESME), established thathers in South Africa needed in-
service training to help them make sense of Cuumu2005. There is also the perception
that school administrators (school management t@@mbers) must also be part of the in-
service training and workshops, to conscientisentigdves with the reform requirements and
process so that they can offer support to teacreilsencourage a positive environment for
reform (Beck et al, 2000).

Zappa-Hollman (2007) based her study on the reformducation in Argentina, and more
specifically she investigated challenges that teecHaced during the implementation of
changes in policy, curriculum and instruction reljag teacher training and development,
teaching strategies and access to resources. flig ®und that there was a lack of trained
teachers, with many of them not having the necgstaching qualifications. It was also
found that teachers lacked English language s&ild pedagogical skills (Zappa-Hollman,
2007). Zappa-Hollman’s (2007) study also showed thare was a mismatch between
training and skills needed in the classroom. Alfffoithe education ministry mandated
ongoing training workshops for teachers, this wasrealised due to insufficient budgetary

resources (Zappa-Hollman, 2007).
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Battista (1994) exposes two areas of reform thatangeted by Mathematics reform, content,
and the way in which teaching and learning is vigwEhe reform in content called for the
replacing the curriculum that propagates Mathersai@t focuses on computation with a
curriculum that propagates reasoning, understandim problem solving (Battista, 1994).
Teaching and learning should focus on Mathematibaiking and not on observable
behaviour (Battista, 1994). Battista (1994) exaime reasons for teachers’ beliefs not being
aligned to reform as, teachers themselves have édarated by a system that promoted the
traditional method of teaching and learning Mathtecsaas sets of dictated procedures rather
than sense-making; and text books, testing prograuscation officials, politicians and
parents still accept and expect the traditionaticuilum being taught in schools (Battista,
1994). To overcome these challenges, institution®lved in teacher training must train
teachers to teach reformed curriculum (Battist®4) 9l feel that in-service training programs
and workshops must be designed by education dfitiehelp teachers transform. However,
Graven (2002) warns that in-service training anaksfoops are not enough to bring about
curriculum change if the mind-set of teachers’ has shifted. Some educators who had
received training are not confident (Ngubane, 20@tensive training is essential to
enhance learning by teachers in order to prepagen tfior curriculum implementation
(Battista, 1994). However, whilst teachers accept move towards new practices, they will
need to draw from their old resources (Brodie, 20082rder to find a hybrid practice that
will suit their learners (Molefe & Brodie, 2010).

Malinga (2005), in his research on the implemeatatf Curriculum 2005 (Outcomes Based
Education) found that there was a lack of trainmfigeachers to help them in coping with
curriculum change. Teachers needed in-serviceiti@invhich was a challenge for the
education department to provide (Malinga, 2005)min research study, | intend to probe
participants to establish whether they attendediasservice training to help them prepare
for curriculum change and how they coped with culim change after undergoing(or not

undergoing) in-service training.

2.1.5. KNOWLEDGE AND SKILLS OF TEACHERS

The content knowledge and pedagogical skill strpngfluences the way teachers teach

Brown & Borko, 1992). Battista (1994) believes thithe key element to successfully
reforming Mathematics education is the teacherfutither adds that many teachers’ beliefs

are not compatible with curriculum reform and tliere these beliefs hamper reform efforts.
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The beliefs of teachers are critical not only toatvis being taught, but how it is being taught
(Battista, 1994). Teachers’ experience as learoensribute greatly to the development of
their belief systems and this has a huge influencéhe teaching and learning process in the
classroom (Macnab, 2003; Handal & Herrington, 200@gachers’ beliefs can be considered
as critical to the attitude that teachers have tdsv@hanges in curriculum (Cavanagh, 2006;
Handal & Herrington, 2003; Beck et al, 2000). Theomp success rate of reforming
mathematics education is due to teachers’ suspicforeform and their submission to its
implementation by tacit consent (Handal & Herringt®003). Teachers’ knowledge of
pedagogy and subject content will strongly influerfoow they teach, and therefore it is
essential to acknowledge their knowledge and skillsvanagh, 2006). Handal & Herrington
(2003) contend that pedagogical beliefs of teachendribute to the complexity of bringing
about reform in education. They further expoundtlo® concept of beliefs as a person’s
perspectives on how to engage in mathematical &sttthe practice of pedagogy (Handal &
Herrington, 2003). Mathematics teachers’ beliefealy influence their functioning in the
classroom and have an impact on their actionsfeztefeform (Handal & Herrington, 2003;
Beck et al, 2000). Teachers will experience a raofyebstacles in trying to implement
curriculum due to their own beliefs and ideas (Hdn& Herrington, 2003). Policy makers
must consider that teachers’ beliefs will largelffience curriculum implementation (Handal
& Herrington, 2003). These beliefs can facilitatarthibit teachers’ acceptance of the change
(Handal & Herrington, 2003). Curriculum policieslmnot directly unfold in the classroom
without some influence of the implementers (Hand&al Herrington, 2003). For
implementation to be successful there must be agehm teachers’ knowledge, meaning and
identity which will assist them in correctly integhing and implement the document (Parker,
2006).

Conflict between the ideologies of the new curticnl and teachers’ beliefs creates an
obstacle to the implementation of the curriculurer{Bie & Newstead, 1999). In addition to
the delivery of new content being an obstacle,itiathl content required to be delivered in
the new approach is also an obstacle (Bennie & kaas 1999). Bennie & Newstead (1999)
identified teachers’ content knowledge as an afe@ncern, since it has an influence over
the quality of the learners’ experiences in thehmatatics classroom. One reason presented
by Malinga (2005) was that unqualified teachersenferced to teach the subject because of
the lack of qualified Mathematics teachers. Margchers are themselves trying to gain

confidence in topics they have weak conceptual kedge of (Bennie & Newstead, 1999;
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Malinga, 2005). Topics that are new will leave tears feeling inadequate to teach and
therefore they cannot do justice to delivering thsppect of the curriculum properly (Bennie
& Newstead, 1999). Teachers’ knowledge, skills,ezgnces, beliefs and practices therefore
shape and influence their acceptance and implet@mtaof change in curriculum.
(Cavanagh, 2006; Handal & Herrington, 2003; Macr2410.3).

Brodie (2002) undertook a case study of a Southcéfr teacher’'s changing practice over
three years 1996, 1997 and 1998. Ms “A” from a wedourced primary school in a
township in the Northern Province of South Africasaselected as the focus of this research
(Brodie, 2002). Learners of this school were Bfaakd came from homes that ranged from
poor to middle-class (Brodie, 2002). In 1996 shedusaditional practice with some new
practices and in 1997 she engaged with both oldnamwd practices which indicated that she
was moving between the old and the new practicegjguthem when she felt most
comfortable (Brodie, 2002). In 1998 she began torteore and explain more to the learners,
and therefore appeared to move back to the oldipeacand therefore it could also be seen
as if she had moved towards the new but neededaw ttom the resources of the old
(Brodie, 2002). In my opinion, teachers who areamiortable and insecure with curriculum
change due to the lack of knowledge and skills ¥l comfort in delving with the old
practices, in the same way that teacher ‘A’ didackeers will take comfort in old practices
because it is familiar to them. This investigatiattempts to establish whether the focus
group participants were comfortable with the chaggcurriculum or whether they also

switched between the old and new practices.

Molefe & Brodie (2010) have researched the prastioé two South African grade 10
Mathematics teachers in their classroom, implemgnthe new Further Education and
Training curriculum. They set out to study the lgraf practices the two teachers used in the
classroom. In the first case, School “A” is a fohlpn&oloured school that served Coloured
and Black learners and the teacher has a Secoii@achers Diploma, Higher Diploma in
Education and Bachelor of Science Honours degrééaitnematics education. In the second

case, School “B” was in a Black township servingdl learners only and the teacher has a

' The people of South Africa were segregated alooiglrbnes by the Apartheid Government into IndiBfack, Coloured
and White. They lived in areas demarcated for tfferdnt racial groups and schools in these areare wtrictly reserved for
members of these communitiéEhomas, 1996)
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Secondary Teachers Diploma and a Further Diplomadincation. These schools were not

adequately resourced.

Teacher “A” used many reform orientated practiced ased high level cognitive tasks and
encouraged learners to engage their thinking atidegaluation mathematically. Whilst
teacher “B” lowered task levels and placed emphasigprocedural efficiency and not on
conceptual understanding. Learners were being gedaimwards obtaining correct answers
instead of engaging in Mathematical thinking. Itciear to see that teacher “A” engaged in
reform-oriented practices whilst teacher “B” rensdrwith traditional practices (Molefe &
Brodie, 2010). Due to the schools being in différeatations and teacher “A” having a
higher qualification than teacher “B”, | believathhese variables led to different approaches
to teaching by the teachers. Learners in ex-Depanrtrof Education and Training (DET)
schools were performing poorly in Mathematics (RedzD06), therefore teacher “B” may
have adapted her teaching style to get the leatoaybtain correct answers. Implementation
of change fails because the planners and decisakers of the policies of new practices are
not in touch with the situation on the ground to dae to understand the situational
constraints, such as values, ideas and experieoicése implementers of change (the
teachers) (Fullan, 2007).

The National Curriculum Statement and the Curriculand Assessment Policy Statement
introduced new content and traditional content (DB&L1b). This demonstrates the need to
understand how South African teachers have copéu these changes, and to investigate

their experiences in the classroom.

2.1.6. CURRICULUM MATERIALS AND RESOURCES

Curriculum materials are important supporting tooted in curriculum delivery, and the

textbook will remain the preferred tool which hde tgreatest influence as the medium
assisting delivery in the classroom (Beck et aQ®0The textbook substantially influences
lesson content and presentation (Tarr, Chavez, Rdysys, 2006). However in Beck et al’s
(2000) study of the implementation of constructivign schools in the Northwest region of
Ohio (United States of America), teachers found tha text books and other available
material did not adequately cover constructivisivetees (Beck et al, 2000). There is a need

for well designed curriculum material to help inilding a positive attitude towards
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implementing reform (Beck et al, 2000). The unaalality of instructional material

contributes to restriction in curriculum reform (Bee & Newstead, 1999; Ngubane, 2002).

Poor quality textbooks were used in grade 8 andegfs with the grade 9 textbooks having
more activities and stories and less Mathematiod #merefore proved useless to the
respondents (Malinga, 2005). Due to the languagel urs textbooks, learners found that it

required a lot of interpretation (Malinga, 2005).

Supporting materials to curriculum delivery mustawailable to the teacher if he/she is to
adequately deliver the curriculum. Further, theilabée material must be user friendly so

that teachers can use them to strengthen curricdilivery in the classroom.

2.1.7. CONTEXTUAL FACTORS AFFECTING CURRICULUM REHRM

This theme summarises research findings that retatiactors that influence curriculum

delivery and the teaching and learning processimvttie school environment.

Bennie & Newstead’s (1999) study in the MALATI peof in the Western Cape (South
Africa) revealed that the Curriculum 2005 documesguired that learners study Statistics
from grade 1 to 9, but however this topic was noteced in lower grades and therefore
disadvantaged learners in grade 9. Learners’ pusvimowledge is essential when dealing
with topics that were covered in previous grademnfiBe & Newstead, 1999). If learners were
not exposed to these topics in previous grades tiienputs a constraint on their learning
experience in the current grade (Bennie & Newstd#i99). This will lead to learners

becoming frustrated and strain the teaching anuileg process (Bennie & Newstead, 1999).
Learners affected by a lack of parental supportecénom deprived homes where they were
exposed to poverty, physical abuse, neglect, teenagtherhood, alcohol and drug abuse,
gangsterism and crime (Dean, 2005). These leardeveloped low self-esteem which

negatively changed their behaviour and contributetearning problems in the classroom
(Dean, 2005). Beck et al (2000) views planning ematact time with learners as contributing

contextual factors affecting curriculum reform.

Teachers were concerned with the lack of plannimd) @ntact time that the reform would
create (Beck et al, 2000). They felt that more timas needed in the planning of constructive

teaching, and that students need more time to gradpunderstand concepts (Beck et al,
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2000). Beck et al (2000) suggested that teachexdenkto interact more with other teachers
to encourage them to develop a positive attitudeiatime needed for planning and teaching.

There was also much concern about curriculum nadténrat supported teaching and learning.

In Zappa-Hollman (2007) study, she found that téing did not consider the reality and
context of the Argentine society. They lacked skith handle students from poor areas, since
they were more likely to take ill, truant classeaye short attention spans, be less motivated
and are highly pressured to leave school and joenworkforce (Zappa-Hollman, 2007).
Teachers struggled with large class sizes and #uoeess to resources were limited (Zappa-
Hollman, 2007; Ngubane, 2002). The students’ latkliscipline and their indulgence in
school violence, bulling and vandalism were a gravecern for teachers due to them
receiving no training to handle these issues (Zdpgpéman, 2007). Academic program was
challenged by students who were disruptive, naissobedient, uncooperative and truanted
classes (Zappa-Hollman, 2007). Teachers needed mesmairces to handle such extreme

discipline problems (Zappa-Hollman, 2007).

Bantwini (2010), in his study, established that tbacher:learner ratio ranged from 1:50 to
1:80 which was unacceptable to most teachers. Higisratio was attributed to a shortage of
teachers (Bantwini, 2010). This shortage of teahers a major challenge in most schools in
achieving the adequate delivery of the curriculunthie classroom, and the lack of parental
support was an additional concern for schools sieamers needed monitoring at home in
order to consolidate learning (Bantwini, 2010; Ngab, 2002). Teachers found that learners
lacked basic skills and expected parents to tezanmérs these basics of education (Bantwini,
2010). Unplanned school meetings was disruptive @arsumed teaching time (Bantwini,
2010). According to Bantwini’s (2010) study, factdhat influenced teaching and learning
related to the lack of learners relevant previouswedge, lack of parental support, poverty,
physical abuse, neglect, teenage motherhood, dlamldodrug abuse, gangsterism and crime.
These learners were more likely to take ill, truelasses, have short attention spans, are less
motivated, disruptive, noisy, disobedient, uncoapiee and truanted classes. Bantwini
(2010) also found that teachers were concerned théHack of planning and contact time
brought about by new curriculum. They felt that méime was needed in the planning of
constructive teaching, and that students need iimie to grasp and understand concepts.

Further, teachers lacked skills to handle studevite discipline problems. Shortage of
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teachers contributed to large class sizes whicle w#ficult for teachers to handle. Limited

resources at schools affected teachers’ efficiamtlye classroom.

Teachers as curriculum implementers must take asheof curriculum reform by involving
themselves in its development so that they knowfalg understand the curriculum policy
document, and in so doing, ensure its successfplemmentation. This involvement of
teachers in curriculum development would ensuretgland understanding of the policy
document since teachers themselves contribute stocriéation. Through knowing and
understanding the curriculum policy document, teastcan identify the type and depth of
training necessary to empower them for successftiglementation. The training and
development of teachers will enhance their knowdealigd skills which is essential to engage
with curriculum delivery in the classroom and emsquality education for learners. The
delivery of this quality education requires the o of quality resources and materials such
textbooks. Teacher training must also involve ttening of teachers to cope with and

overcome factors that hinder curriculum delivery.

The literature reviewed in this section has beasgmted in themes. The themes discussed
were ownership of curriculum, clarity and undergiag of the policy document, teacher
training, knowledge and skills in teachers, cudtou materials and resources, and contextual
factors affecting curriculum delivery. These themm® relevant to my study on the
experiences of grade eleven Mathematics teacharesglementing Curriculum Assessment
and Policy Statement, as they provide a broad petise of possible of experiences that

teachers can have in the course of implementingcclum reform.

The literature reviewed here will be integratedhvihie findings of my study (refer to chapter
4) so that | can make sense of the data of grameelMathematics teachers experiences in

implementing Curriculum and Assessment Policy $tatd.

2.2. CONCEPTUAL FRAMEWORK

This study will be informed by certain key currioai concepts. The first of these is the

change theory as generated by Ornstein and Hunkiesother two concepts that will guide
this study are the intended curriculum and the teglcurriculum.
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2.2.1. CHANGE THEORY

According to Ornstein & Hunkins (1998), the aimdgfveloping curriculum is to effect some

change in order to make a difference in educafitre essential component of curriculum
development is its implementation in order to bratgput the required change (Ornstein &
Hunkins, 1998). Dean (2005), Brodie (2002) and €rddungadi & Rouhani (2002) have all
alluded to the fact that after the African Natio@angress Government came into power in
April 1994, changes in the education system wagyitslgle in order to transform the
apartheid curriculum and to bring about equalitheTSouth African teachers were the
essential component to bring about these desirethgds by implementing the new

curriculum in the classroom.

Change can come about in various ways. Ornsteinufkihs (1998) cites Warren Bennis,
who identified the following types of changes: Rlad change that occurs when stakeholders
participate equally in the process of change; ¢orroccurs when one group of stakeholders
use power over other stakeholders to institute gdaand interaction change is change that
involves stakeholders sharing equal power in getilrgy but are uncertain of how to follow
through with plans of development and implementatithis study will try to establish what
type of change was experienced by the participaitisin the focus group that will be

constituted to undertake this research.

2.2.2. OBSTACLES TO CHANGE
Ornstein & Hunkins (1998) further cited Thomas Hgrg obstacles to change as: the lack of

a sense of ownership by stakeholders in implemgntimange; the lack of benefit that is
perceived in the change process by teachers angefsathe increase in the workload of
teachers; the lack of support from those who itatlethe process of change; the lack or poor
collegial support to teachers; the insecurity teathers feel if their safety is under threat; the
chaos that is perceived to be generated as a @ sufiplementing the changes; the lack of
knowledge of teachers about the change. The obstaotperienced by teachers in this
research study will be compared with Harvey's ofista of change in order to establish

whether they are consistent with change theory.

2.2.3. FORCES OF CHANGE
Change is initiated by new knowledge as well as riked of people to effect change
(Ornstein & Hunkins, 1998). Ornstein & Hunkins (8)%cknowledge Kurt Lewins as the
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father of change. Lewins theory of change idergifiwo competing forces in his force field
model, the driving forces and the restraining ferce
Figure 2.1. below represents the effect of drivangl restraining forces on the issue of

curriculum change.

Driving Forces Restraining Forces
(Positives) (Negatives)

>
—>
L
—>

T

Equilibrium can only exist when these two forces agual (Ornstein & Hunkins, 1998).
Change is initiated when the driving forces aretgethan the restraining forces (Ornstein &
Hunkins, 1998). Some of the elements that are ifileohtoy Ornstein & Hunkins (1998) as
driving forces are: intervention of government, wes of society, change in technology,
knowledge explosion, and administration proces§hs. South African government through
its intervention made changes to curriculum in otdemake curriculum more relevant to the
people of the country. Curriculum in South Afridacachanged because of the advancement
of technology and the internet. This study will éstigate teachers understanding and

commitment to implementing the new curriculum.

Ornstien & Hunkins (1998) continue to explain thia¢ restraining forces are: fear of the
unknown, threats to power, obsolete knowledge, ittoadl knowledge, and limited

resources. In my study | will attempt to establsiw teachers felt about change, and how
these feelings contributed to resisting curriculdnange. | will also attempt to investigate

other contributing factors to resistance to change.
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According to Ornstein & Hunkins (1998) there areethstages to the change process: the
unfreezing of the driving forces when its elemeaarts stimulated, the shift of the force field

from the driving force towards the restraining mrthe refreezing of the force field.

This research will attempt to establish what teeshmerceived as the driving forces that
prompted the change process, what restraining dortleey encountered during
implementation of the new curriculum in the classng and what obstacles they experienced

during the process of implementing the new curtioul

2.2.4. INTENDED AND IMPLEMENTED CURRICULUM

The concept of curriculum according to van den Akk&asoglio, & Mulder (2010), is the

core plan that must be followed to achieve orgahigarning. Implementing curriculum
policy is the interplay between what the intendadriculum statement says and the
numerous interpretations by various agencies sucheachers, schools, and supporting
curriculum materials (Knapp, 2002). These agenei=t an influence on the operational
curriculum (the curriculum actually being implemeat (Atkin, & Black, 2003).

van den Akker et al (2010) classifies curriculumFasstly, the Intended Curriculum which is
the ideal curriculum contained within the visiontbg authorities in education who design
curriculum policy (van den Akker et al, 2010) tochewe the goals of the state (Porter &
Smithson, 2001). It presents the content standardspecific subjects as well as grade levels
and therefore dictates the content that should dwered in the classroom (Kurz, Elliot,
Wehby, & Smithson, 2010). Secondly, the writtenricutum which represents the intentions
of the policy put in writing such as a policy docemt, conveys the intended curriculum to
curriculum interpreters and implementers(teach@a) den Akker et al, 2010). This further
includes other written materials such as text bailet support the teaching and learning
process (Herbel-Eisenmann, 2007). The textbookesnost trusted and most widely used
curriculum material that is directly related to tteaching and learning process (Beaton,
Mullis, Martin, Gonzalez, Kelly, & Smith, 1996), bwe must acknowledge that the written
curriculum may not be identical to the intendedricutum (Tarr et al, 2006). Thirdly, the
enacted (implemented) curriculum which refers te turriculum as perceived by the
interpreters and implementers (teachers) (van deterAet al, 2010) and delivered to the

learners in the classroom as instructional cor(teniz et al, 2010, Porter & Smithson, 2001).
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The focus is therefore on classroom practice torinfthe extent of curriculum delivery
(Porter & Smithson, 2001). It highlights the teahiand learning interaction between
teachers and learners (Kurz et al, 2010). Teacbi#esn change and modify curriculum
intentions to suit the purpose of the lessons (@z@eCakiroglu, nd). Finally, the Attained
Curriculum which is the actual learning experientted is perceived by the learners (van den
Akker et al, 2010).

Since this study focuses on the experiences oh&racattention will be given to the intended
curriculum and the enacted curriculum. There waldn attempt to establish a link between
the intended and enacted curriculum from the ppeids in this study. Further, the study
will also endeavour to establish whether the supmpmaterials adequately supported the

enacted curriculum to achieve the intended cumitul

2.3. CONCLUSION

This review has expressed the findings of humeregsarchers in the field of curriculum

change. Much common concerns have been high-ligibedt the way curriculum changes
have been orchestrated and the challenges thdteirsabhave had with its implementation.
Curriculum change has been challenged by many dbstauch as the lack of teacher
involvement in the creation of the curriculum do@&nty poor construction of the document,
inadequate knowledge and skills of teachers inrpnéting the curriculum document

implementing new content, and the lack of or litteening of educators in understanding and

implementing the new curriculum.

Recommendations have been made on how to overchatlerrges in order to improve the
success of implementation. My research will attemapestablish its own findings on the
implementation of the Mathematics Curriculum andséssment policy Statement, in the
grade eleven class, from a selected group of tesemel compare them to the findings of this
literature review. The guiding principles of charigeory underpin the process of curriculum
change and implementation. It suggests the fottashring about change, the obstacles to
change and how equilibrium can be achieved. Thasareh will be guided by this theory to

engage with the data and conclude its findings.
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2.4. PROJECTION FOR THE NEXT CHAPTER

The next chapter details the research design aplhias the intention for selecting such a

design. It further details the appropriate datdectibn methods and instruments used in this
research.
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CHAPTER: THREE
RESEARCH DESIGN AND METHODOLOGY

3.1. INTRODUCTION
This study intended to explore the experiencestédathers had during the implementation of

the Curriculum and Assessment Policy Statement AR Mathematics to grade 11
learners. In order to achieve this, the study udérto realise the following objectives: to
determine the experiences of grade 11 mathematchers in implementing the Curriculum
and Assessment Policy Statement; to understand imFaims these experiences, and to
understand teachers’ views on the effectiveneshefCurriculum and Assessment Policy

Statement.

For the above objectives to be achieved, the fallgwsub-questions were answered by this
research: What are teachers’ experiences in impligngethe Curriculum and Assessment
Policy Statement?; What informs such experiencesnwhmplementing the Curriculum and
Assessment Policy Statement? and What are teachierss on the effectiveness of the

Curriculum and Assessment Policy Statement?

Further, the importance of this chapter was to egpihe research methodology and design
used in this study. This was achieved by outlirtimg research design, declaring the method
used in collecting data, explaining the methodaiadanalysis and detailing the ethical issues
surrounding this research study. It focused on, awdlains the qualitative approach,

interpretive paradigm and focus group method usesktract the data essential in answering

the research questions.

3.2. RESEARCH PARADIGM
Paradigm is a belief system that guides how knogéedeality and truth are understood by

the researcher (Markula & Silk, 2011). The intetipeeparadigm used in this research study
is one of various applied in research (Markula &kSi2011). This paradigm was
appropriately used in this study since it attemgtednderstand the experiences of teachers
(Markula & Silk, 2011). The aim of working in theterpretive paradigm was to understand
the subjective experiences of participants in teawironment and then analyse and interpret

the meanings that the participants gave to theper@nces (Markula & Silk, 2011; Cohen,
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Manion & Morrison, 2011). Participants were givdre topportunity to “actively construct
their social world” and thereby give meaning toitlaetions, interpret situations and context
based on these actions in particular events (Cadteal, 2011, p17). These events and
situations, which were examined through the eyeshefparticipants, are represented by
detailed and in-depth descriptions and could tleeeetbe subjected to multiple interpretations
since reality is multi-layered and complex (Cohdnak 2011). Whilst the interpretive
researcher sets out to understand the meaningdogie give to their experiences as they
interpret the world around them, it is this undamsling of people from within that maintains
the integrity and focus of my research study (Codtead, 2011).

In the subjective epistemology of the interpretperadigm, the participants of my study
made multiple meanings of their reality, relatieetheir experiences in the social context of
their grade 11 Mathematics class within the schenVironment, influenced by the
community in which the school exists (Markula &kSiR011). Participants were selected
from different schools, therefore the social coht#deachers’ experience differed from each
other and they made different meanings of theireeepces (Markula & Silk, 2011). Whilst
participants made different meanings of their eigrees, these experiences were lived in the
shared reality of implementing CAPS in the gradeMdthematics class (Markula & Silk,
2011). During the focus group discussion these mganthat participants made of their
experiences, unfolded (Markula & Silk, 2011), an@rev captured by voice recording,

transcribed to text and analysed to give meaningyaesearch study.

3.3. RESEARCH APPROACH

Research, according to Denzin & Lincoln (2003)casried out according to ones feelings

and beliefs of how the world should be studied anderstood. Research in the quantitative
and qualitative approach present a challenge oohwiiethod would be most appropriate for
my research study. These two approaches providerait ways of thinking in research
(Holliday, 2007), and will now be explained.

Historically, quantitative research was the prefdrmethod due to much emphasis being
placed on quantification in science (Holliday, 2p0&ccording to this approach, there is
much focus in this field of either falsifying or mging some hypothesis (Guba & Lincoln,

1994), but there has been little need for the ti@tal deductive reasoning of the quantitative

approach to research whilst there was an increasseg for the use of inductive reasoning
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(Flick, 2006). There are less quantifiable areastadly such as the social sciences which rely
on other contextual variables, which cannot belledf by the quantitative research approach
(Guba & Lincoln, 1994; Holliday, 2007). Thereforgetqualitative approach redresses this
imbalance by gathering the contextual informatidrnthee study (Guba & Lincoln, 1994).
Whilst, in quantitative research, the researchgronts on established procedures, the
gualitative researcher must justify how the strateglequately fits the research setting
(Holliday, 2007). Since my study involved uncoveriempirical data of participants’
experiences of implementing CAPS in the grade llhBaatics class, the qualitative
approach best suited my research study. Using apmoach | collected verbal data as
participants revealed their experiences in a farasip interview, converted the verbal data
to text, and then interpreted and analysed textat to find answers to my research question
(Morse & Richards, 2002). This approach is in kegpwith Kitto, Chester & Grbich’s
(2008) description of qualitative research as beingcerned with “collection, ordering,
description and interpretation of textual data gatesl from talk” (p. 243). There is therefore
clear justification that the qualitative approacasvappropriate, since it “provides rich insight
into human behaviour”, by uncovering emic data witthe context of my research study
(Guba & Lincoln, 1994, p.106). The reflection oretlessence of qualitative paradigm
establishes that my research was engaged with ieaifyir(Flick, 2006).

Since my study is a qualitative research, | madseef “the situation through the eyes of the
participant” as they related their experiences @wolet al, 2011, p. 293). Maykut &
Morehouse (1994) believe that qualitative resedoclises on people’s words and actions,
and my research study attempts to capture whatipants revealed about their experiences
during the implementation of CAPS in the grade latihdmatics class when trying to
interpret their world. It can therefore be saidtthaalitative research has relevance in the
social sciences and attempts to search for theéh tmt a multicultural society, and
acknowledges diversity in people’s individualityli¢gk, 2006). However, according to Morse
& Richards (2002), the qualitative approach to aesle is a demanding and challenging one
because it is rigorous and leads to conclusiortsatteaconsidered to be useful and defensible,
as well as coherent and robust to enhance unddmstarit was therefore a challenge for me
to undertake this study. The challenges will bewlsed later in this chapter as limitations of
my study. | will now progresses onto explaining hibm study was done.
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In order to make sense of qualitative research, etkgeriences of the participants was
organised as they occurred in the participantsunadtsetting (Morse & Richards, 2002),
since qualitative data gives meaning and purposduman actions and allows us to
understand their lived experiences (Guba & Lincdl®94; Holliday, 2007; Denzin &
Lincoln, 2003). Holliday (2007) further elaboratist research in the qualitative paradigm
invites an array of variables and directly investegthem. Realities of people will remain
mysterious unless it is told to others. This reseastudy provided participants with the
opportunity to reveal their hidden experiences mplementing Mathematics in a grade
eleven class, through a focus group interview. &itihe realities of the participants in my
research study were mysterious, qualitative rebeaitempted to understand and make sense
of them by interpreting their realities (Holliday007). My research interpreted the
phenomena of teachers’ experiences according tméaaing that the participants within this
study gave to them, by bringing about “psychololgazad emotional unity to an interpretive

experience” (Denzin & Lincoln, 2003, p.7).

The psychological and emotional unity evolved as ghrticipants in my study revealed the
mystery of their experiences during the impleméotatof CAPS in the grade eleven
Mathematics class. When participants realised tthetre were similarities in their
experiences, they were able to relate to each Stleaperiences. In terms of Holliday’'s
(2007) characterisation of qualitative researcls tjualitative study provided me with the
opportunity to make an in-depth study of the “gtyadif social life” of the participants as they
interacted with the policy document, learners aesburces during the implementation of
CAPS (p.6). “Good qualitative research requireppse, skill and concentration” (Morse &
Richards, 2002, p. 29), and therefore | ensuretittteapurpose of this research adequately
satisfies the requirements of qualitative resealttkeeping with the requirements of good
gualitative research, my research study exploreahnings of the experiences that participants
had as they interacted with the curriculum poliogwiment, learners and resources (Kitto et
al 2008). | systematically collected verbal datingisa focus group interview (Kitto et al,
2008). The verbal data was transcribed to textwadh,dthen interpreted and analysed to

provide answers to the research question (Kittd,&2008).

Skill and concentration, essential for making thigood qualitative research, was applied by
obtaining help and guidance from a professionalegepced researcher to act as the

moderator (Janesick, 2011). The moderator is asésiturer in Criminology and Forensic
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Studies Cluster at a university in South Africahwihirteen years experience moderating
gualitative focus group discussions for market anddemic research. To maintain a good
qualitative research, | was actively involved ir ttreation, interpretation and progressive
understanding of the data (Morse & Richards, 2002).

3.4. SAMPLING

The reason for curriculum change in South Africaalluded to in the background, was an
attempt by the democratic government to elimindte tacist model of the apartheid
government (Chisholm, 2005). This study was speadiff focused on Mathematics teachers
who have had experience in teaching the NATED S&%@aulum, the National Curriculum
Statement as well as the Curriculum and AssessiRehty Statement in the grade 11
classroom, because they would have sufficient espee with curriculum reform. This
sample of participants will therefore be a purpokehe. Purposeful sampling allowed me to
“hand-pick” (Cohen et al, 2011, p. 156) the papiits of my research because they needed
to have a particular characteristic that is speddithis research. With reference to Cohen et
al (2011), I will elaborate on purposeful samplamgl its applicability to my study.

According to Cohen et al (2011), purposeful sanpliequires access to people who have
deep knowledge about some specific issue that neelds studied. The participants of my
research study were selected because they wereiengex teachers who taught grade 11
Mathematics during the implementation of the NATEBEBO curriculum document of the
apartheid era of education, implementation of N@8 aurrently the implementation of
CAPS. The teaching experience of the participaatged from 10 years to 30 years. | was
guided by Cohen et al's (2011) categorisation o timethod of selection as purposeful
sampling. If purposive sampling was not used theandom sample would have provided
little benefit because many participants woulddreorant of these specific issues, and would
not be able to relate and contribute to my reseatcdy (Cohen et al, 2011). These
participants were chosen because of the similaritiey share and were therefore referred to
as a homogeneous sample (Cohen et al, 2011; Str&wsiead, 2001). This sample of
participants were chosen for a “specific purpos#ice they share the common experience
(Cohen et al, 2011, p. 156) of teaching the grad&athematics curriculum in the apartheid
era as well as the experience in the curriculurthefdemocratic regime. Whilst Struwig &
Stead (2001) advocate that this homogeneous sati@e for five to eight participants with

similar backgrounds to present their realities, May& Morehouse (1994) advocate that
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there should be at least four participants andnmate than 12 participants. | identified and
selected 5 participants, however only four partioigs availed themselves for the focus group
interview. This research will attempt to voice @geriences of these four participants who
have taught grade eleven Mathematics during bath. er

It is important to get a broad perspective on thgué of teachers’ experiences with
implementing curriculum change to CAPS in the gradeMathematics class in secondary
schools. The sample in this study will constituidadhers from schools located in varying
social environments. The group will be represeriigdViathematics teachers from a rural
school, a ex-Department of Education and TrainiBipdk’) school, an ex-House of
Delegates (Indian) school, an, an ex-House of Reptese (Coloured) school and ex-House
of Assembly) model-C schoaéudien, 2004Reddy, 2006

Rural schools are located away from towns ands;itad are attended by Black learners
from lower and working class familieSdudien, 2004Reddy, 2006). Township schools are
located within cities and towns in areas that wdemarcated by the aparthéigbvernment
for Black people to reside in and therefore learierthese schools are still Black and are
from lower, working and middle class familieSo(idien, 2004Reddy, 2006). Teachers at
rural and Township schools are largely Blackouydien, 2004;Reddy, 2006). Ex-Indian
schools are schools that catered for Indian learmethe apartheid era and were located in
areas reserved for Indians, but have now becomérauil, however the teaching staff is
mostly Indian (Soudien, 2004; Reddy, 2006) ). Learfrom these schools are from lower,
working and middle class families (Soudien, 200d¢&y, 2006).

Ex-Coloured schools located in previously declatedbured areas have become multiracial
and learners in these schools are from lower, wgrkind middle class families, but the
teaching staff is mostly Coloured (Soudien, 200dddR/, 2006).

Ex-Model “C” schools, located in historically whitreas, which were reserved for white
learners have become multiracial, but have maiathan elite image due to their high school
fees and well managed and maintained facilitiesuid&m, 2004; Reddy, 2006). Learners in
these schools are from middle class families (Sayd2004; Reddy, 2006).

*The people of South Africa were segregated alooiglrines by the Apartheid Government into IndiBfack, Coloured
and White. They lived in areas demarcated for tfferdnt racial groups and schools in these areare wtrictly reserved for
members of these communities (Thomas, 1996

*“Racialised and institutionalised race discrimination segregation in South Africa’ipton, 1986, p. 2)
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The participants chosen were Further EducationTaathing (FET) Mathematics teachers,
experienced in teaching the NATED 550, the NCSthedCAPS curriculum in the grade 11
class. A focus group interview was conducted with participants in a neutral, convenient

location, away from the school environment.

3.5. RESEARCH METHODS

| used the case study as the research method antb¢hs group interview as the data

collection method. The essence of case study angfgroups is discussed.

3.5.1. CASE STUDY

The data produced in the qualitative approach,ississed above, is generated by the direct

experiences of the participants in my study, andeferred to as empirical data (Janesick,
2011). The case study approach was appropriatédgeted to effectively present a “rich

narrative” (p. 47), of the participants in my study detailing the actual words of their

experiences in a case study report (Maykut & Mouslep 1994). It is therefore imperative to
discuss the essence of case study.

Stake (2013) refers to case study as the focussimgée event with a small sample size. The
focus in my study is on exploring experiences taide eleven Mathematics teachers had
during the implementation of CAPS. He further adast it is an open-ended process by
which events unfold to provide the empirical ddtattneeds to be analysed in order to
generate the reality of the event. The case stygyoach used in my research is a focus
group interview because the researcher intendech¢over the hidden realities of the four

individual participants selected to participatetims study (Stake, 2013). Whilst the case
study method also propagates the use of analysoogindents as well as observation,

documents and observation cannot be used in my stnde the use of documents only seeks
to understand the context in which the reality &sxiand observation focuses on the ordinary
of the reality (Stake, 2013).

My case study research began with a compelling tegain an in-depth understanding of a
single case of exploring the experiences of a sgrallip of participants who in their real
world context were implementing CAPS in the gratbvyen Mathematics class (Yin, 2012).
Since my study emphasises the obtaining of empiizgda about the phenomenon of

participants experiences in the real world contiéXgvoured the case study research method
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(Yin, 2012) and the focus group interview as théadaollection method (Morgan, 1996).
Whilst the case study method appropriately suitsstogly by enabling me to portray the
depth of the participants’ experiences, the créitdibof the case study procedures is not
trusted because it does not protect the reseaahstghe researcher’s bias (Yin, 2012). To
guard against this weakness, | engaged the sepfiaemoderator who conducted the focus
group interview, which was used as the data catieanethod of my research. In spite of
scepticism around the use of case study, deephinsimput the experiences of the participants
in my study in implementing CAPS in the grade etewdathematics class would not be

attained through other methods (Rowley, 2002).

3.5.2. FOCUS GROUP INTERVIEW
Empirical data collection methods are largely basedocus group interview referred to as

an art of urging respondents to detail answersettinent questions and interviewing is the
ability of the researcher to utilise his skill isking questions, that will elicit the desired
information, and intently listening to their resges (Denzin & Lincoln, 2003). There is a
situated understanding between the interviewerpanticipants in an interactive environment
(Denzin & Lincoln, 2003).

This research used a focus group and a semi-steaciaterview, with open-ended questions,
in an informal setting (Denzin & Lincoln, 2003) order to gather appropriate data. The
source of the data was located in the discussibndes the participants and the moderator
was responsible for creating and directing theudision that generated the appropriate and

relevant data (Morgan, 1996).

In setting the stage to the focus group intervidéwstly, the moderator explained the
expectation of the discussion, and thereby madepthipose of the research very clear;
secondly, introduced members to each other usisgrfames; thirdly, started the discussion
using a stimulus; and finally, allowed a periodagfaptation by the group members (Flick,
2006).

To ensure that my case study research was effeetnee engaged the essential skills
addressed by Janesick (2011), the moderator whaucted the focus group interview: asked
guestions that were good and appropriate to uncessential data to answer the research

guestions; was an attentive listener and providpgodunities for all participants to
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contribute to the discussion; was flexible durihg focus group interview and adapted as the
situation demanded by rephrasing questions to midergtanding of the participants in order
to extract the appropriate and relevant data; weasisve, respected participants and made
them comfortable enough to provide relevant andprehrensive data; had a good grasp of
the issues in focus and understood the data adgatded; capably dealt with multiple ideas
and verified possibilities of participants answerth them; and, was able to identify relevant

and irrelevant data to my research study (Jane3ikl).

“Knowledge is constructed in the process of sotitdrchange” (Flick, 2006, p. 80). The
social interaction between participants in thisuogroup interview influenced the validity of
the knowledge that emanated from the discussiaok(FR006). This focus group interview
which consisted of selected individuals requirediszuss their experiences in implementing
CAPS in the grade eleven Mathematics classroom d&adt al, 2011), brought together
people with different perspectives to interact asithre their experiences of what they
perceived about this particular focus of inquirfgriugh a process that is open and emergent”
(Maykut & Morehouse, 1994, p.103). There was siangbus systematic questioning of this
group of individuals in an informal environment (& & Lincoln, 2003). The informal
environment selected was my home, which was coeductit of school time in order to
avoid disrupting teaching and learning time; andyaivom the school environment to avoid
the noise of learners from disrupting the proc&be. informal setting of my home provided a
relaxed, comfortable and convenient environmentfaoilitate adequate and in-depth

discussions between the participants concerningpthes of this study.

The focus group interview yielded a collective arad an individual perspective because the
participants interacted with other group membeminduthe interview (Cohen et al, 2011).
The focus concentrated on a particular issue digyaants’ experiences with implementing
CAPS in the grade eleven class, as detailed inrésearch question, and allowed the
moderator the opportunity to scrutinise the issaed engage the participants in lengthy
discussions (Wisker, 2001). As participants spaksyes and ideas took shape (Wisker,
2001). The focus group interaction produced datt thould otherwise not have been
obtained from individual interviews (Janesick, 2f)1%ince the focus group is less
intimidating than a one-to-one interview (Marsh&lRossman, 2011). The interaction that

took place between participants lead to greatererstanding of view-points (Janesick,
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2011). This allowed for immediate clarification aiotlow-up of data by the participants and

the moderator (Marshall & Rossman, 2011).

As a Mathematics teacher, | have knowledge of tAR & curriculum, but did not anticipate
answers from the participants of the focus grobprefore a semi-structured interview was
conducted to generate data from the participanth@ffocus group that was purposefully
selected (Morse & Richards, 2002). The focus groopstituted open-ended questions that
followed a logical order to cover the research taes (Morse & Richards, 2002). Open-
ended questions gave the moderator the opportioitgxpand on the responses of the
participants by prompting and questioning to foHopr on responses (Wisker, 2001). This
focus group interview was guided by seven open-@mgigestions to propel discussions
towards achieving the intended inquiry of explorifgarticipants’ experiences in
implementing CAPS in the grade eleven class (MagkMorehouse, 1994). These questions
were presented in a manner that invited detaileghaeses from participants (Morse &
Richards, 2002). Each of the seven questions héldefusub-questions in order to probe and
generate in-depth responses (Kvale & Brinkmann,9200he moderator used appropriate
skills essential for a successful focus group, sagtbeing “flexible, objective, empathetic,
persuasive, and a good listener” (Denzin & LincA&003, p. 72). According to Kvale &
Brinkmann (2009) this is called the miner approashere the researcher assumes that
knowledge exists and the moderator must dig fosgheuggets of knowledge from the

participants’ experiences.

Dominating of the focus group interview by an indival or small group, and the non-
participation of any person in the group were apdited problems that were avoided at all
costs (Merton, Fisk, & Kendall, 1956). Participanmessponses were taken in turn to avoid
domination by any one participant (Wisker, 2001)eTparticipants were allowed to finish
speaking before any interjection into the convéssaflhe moderator, as detailed above, who
is experienced in conducting research and focuspgranterviews, was selected to conduct
the interview of the focus group. The moderatooke was three fold: gave formal direction
to the agenda of the research; steered the discugsiards the purpose of the research using
additional questions that achieved a deep undelisigrof the participants’ views on the
topic; and reflatedhe discussion by provoking responses from resepagticipants (Flick,
2006). However intervention by the moderator was$y assential in supporting group

dynamics and functioning and therefore created@emspace for discussion (Flick, 2006).
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The moderator pleasantly and in a friendly appraatsured that all participants contributed
to the discussion without any interjections; diegcuestions at participants who were not
contributing; and steered the discussion towarddoexg participants’ experiences with
implementing CAPS in the grade eleven Mathematerssc

The interview was audio recorded to ensure thadath presented by participants were
captured (Morse & Richards, 2002). The recording wanscribed to text for analysis of
responses in answering the questions (Morse & Rish&002). The audio-tapes provided
me with the opportunity to view and review the feagroup interview by replaying the tape
(Morse & Richards, 2002). This gave me the oppatyun make an accurate analysis of the
responses of the participants (Morse & Richard9220In conducting the focus group, the
moderator adhered to the following.

3.5.3. _CONDUCTING A FOCUS GROUP
According to Maykut & Morehouse (1994) a focus grdorings participants together to

engage in open conversation on a predetermined itopvhich they share a common interest.
In order to ensure credibility of the focus grothere should be at least four participants and
not more than twelve participants (Maykut & Morekeu1994). He further states that the
moderator must create a positive climate that eragms full involvement of all participants.
Five participants were selected to participate ynfatus group interview, however only four
participants participated. The participant from éxemodel “C” school did not attend due to

consent not being granted by the principal of dtesl.

The moderator established a rapport with the ppamts and assured them that the

information that they contributed to the researduld be treated as confidential and would

not be used for any other purposes other thandékearch (Behr, 1988). She maintained eye-
contact with all participants by ensuring that tivegre comfortably seated around a table,
whilst she was at the head of the table (Stewadn#iasani & Rook, 2009).

According to Behr (1988) the characteristics thatihoderator should possess are: a pleasant
demeanour; a good listener who avoids interjediir@gconversation; not easily distracted by
irrelevant information; not compromise the validdf/the discussion by giving hints by way
of facial expressions, tone of voice or implied sfiens. The experienced moderator,

credentials declared above, who conduct this fggosp interview knows and understands
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the requirements thereof. The moderator was plé#asdne way she asked the questions and
maintained the same tone of voice and facial espasthroughout the focus group
interview. She listened carefully to the responsethe participants without interjecting and
probed further for more relevant data. She redackthe discussion when it did not pertain to

the relevance of the question, and questionedduxtinen responses were vague.

The advantages of the focus group interview asladuo by Schmuck (2006) enabled me to:
firstly, gather data by audio-taping the focus graliscussion so that | could play and replay
the recording during the transcription stage, thgrensuring that no detail was overlooked;
secondly, to help collect data from the particigawho preferred to talk rather than write
about their feelings and thoughts; thirdly, it alkd the moderator the opportunity to develop
a rapport and closeness with the participants, thateby probe for in-depth responses by

further questioning participants for clarificatiand elaboration.

Using the focus group interview method to colleatadwas easy and quick and inexpensive
to undertake (Neuman, 2009). It allowed interactetween participants of the focus group
and encouraged and empowered them to interactyfreall engage in open debate on
discussing their experiences in implementing CAR$he grade eleven Mathematics class
(Neuman, 2009).

Schmuck (2006) and Neuman (2009) cite the followdigpdvantages: a focus group sample
is not representative of the larger population Hretefore generalisations cannot be made
from the data; there is a lack of anonymity betwewrderator and participants; respondents
may fear that the data they provide may be usenhsighem; the moderator may unwittingly
hinder open discussion; and researchers may fiifidudiy in analysing differences between
responses. Every effort was made to prevent thissel\hntages from interfering with the
validity and reliability of this research study. Wéh every effort was made to ensure that the
interview is credible, reliable and valid, the séewhich the data is collected is also an

important consideration.

3.5.4. THE DATA COLLECTION SITE

The place at which data was collected from theigpants for research purposes is declared
as the site (Creswell, 1994). My home served agl#tta collection site since it was readily

available, convenient to all participants and matiet comfortable and free of any
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disturbances. It was the most appropriate siteotwdact the data collection function that
generated the essential and accurate data. Sisaes$kearch requires the moderator to extract
data about the teachers’ experiences with implemgi@APS in the grade 11 Mathematics
class, the study was conducted away from the dassiand school environment and out of
normal teaching time. This avoided interruptiontloé teaching and learning process in the
classroom environment. Letters of consent fromtdaehers involved have been obtained
declaring their voluntary participation. Furtheattérs of consent for the participation of these
selected teachers were obtained from the princgfdlse schools they teach at.

| followed the advice of Maykut & Morehouse (1994)ensuring that the data collection site
was convenient and suitable, as well as free froamenand disruptions. Participants were
comfortably seated around a table, enabling theemadr to maintain eye contact with each
participant (Matkut & Morehouse, 1994). Since theus group interview was voice

recorded, | ensured that the digital recording cewas ready and working well before the

day of the focus group interview (Maykut & Moreheu4994).

3.6. VALIDITY, RELIABILITY AND TRUSTWORTHINESS ISSJES

Data generated by qualitative research must bdiectras credible, reliable and valid, and

Curtin & Fossey (2007) describe trustworthinesthagrocess to establish this.

In Patton’s (2002) view, data collection througlude group interview is highly efficient and

provides quality control when data is collectedwdwger, the data may not easily be open to
cross-checking and therefore may be consideredlastive, biased, personal and subjective
(Cohen et al, 2011). On analysis of the data, testdnnot advocate any generalisations

because data is not representative of the largailation of teachers (Robinson, 1999).

During this focus group interview, participants riiselves sanctioned the validity and
consistency of the data by agreeing or disagreeitiy different points of view during the
discussion (Patton, 2002). Views expressed by qiaaits were debated by all members,
then accepted or rejected, and therefore becanreseative of the group since it is a
shared view (Patton, 2002). The group thereforeeskas a tool in reconstructing individual
opinion much more appropriately after debating anddifying views that were fully

representative of the group (Flick, 2006).
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Trustworthiness of this qualitative process wasieadd through member checking, which
involved participants checking for accuracy in ttega collected (Cho & Trent, 2006; Curtin
& Fossey, 2007). The validity of the research delseon how accurately participants’
realities were captured and represented in theenées that have been drawn from the data
(Creswell & Miller, 2000). It was essential thenefdo engage the participants in assessing
the accuracy of my capturing and interpreting theadCreswell & Miller, 2000). Validity
and credibility was achieved through member chegki@reswell & Miller, 2000). The
participants verified the credibility of the infoation representing their realities (Creswell &
Miller, 2000). A focus group was therefore recore@mo review the researcher’s findings to
ensure that the researcher’s interpretations dbyreepresent their realities (Creswell &
Miller, 2000). After transcribing the focus grougerview recording to text, | invited all four
participants to a verification session. The pagpaaits gathered at the data collection site for
the verification process. Printed copies of thedcaipt were given to each participant for
their perusal. Participants were then acquainted thieir pseudonyms used in the transcript.
After perusal, all participants acknowledged thdéiditg, credibility and reliability of the
transcript and indicated that it was a true repregon of their reality. In addition to member
checking, researcher reflexivity was also an essemirocess to ensure validity and

credibility.

As a qualitative researcher | was directly invohasian instrument in the process of data
collection and analysis and therefore there aretetimings and biases which may influence
the research study (Merriam, 2002). Curtin & Fosg&307), supported by Pyett (2003),
advocate that reflexivity allows the researcher @pportunity to acknowledge that his/her
involvement in the research process will signifibannfluence the research process. |
therefore ensured that the representations ofggaatits’ realities were free of any biasness
of my beliefs and assumptions. It was thereforemsa that | report my “personal beliefs,
values and biasness that may shape their inquatythe beginning of the research process
(Creswell & Miller, 2000, p.127). Readers of thesearch will be able to understand my
position as the researcher in the study (Creswéllier, 2000).

The focus group interview was audio-taped to ensurgtworthiness and credibility. In this
way the problem of misrepresenting participantgws was overcome (Kleiber, 2004). The
intrusive impact of audio-taping can inhibit dakédeiber, 2004) so the voice recorder was

put in an area that was not easily noticeable thgyaants.
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3.7. DATA ANALYSIS
Participants were allowed to speak for themselvaed eelate their experiences without

interpretation and | accurately reconstructed i@ do represent the reality of the participant

(Maykut & Morehouse, 1994). The recorded data ecawerted to text.

Text serves as the basis to represent interpretatod data as well as to present and
communicate findings (Flick, 2006). The recordeduf® group interview which comprised

the data were transcribed into text and interpreaqatesent the findings (Flick, 2006).

According to Schutz (1962), there is no such trasgoure facts. “Facts are selected from a
universal context by the activities of our mindcfftz, 1962, p. 5). Facts are therefore an
interpretation of what is in one’s mind and is redd to as first degree construction (Schutz,
1962). Calder (1977) explains construct as “singaifons and idealisations of reality” (p.
354).

The participants constructed their first degrgeasentation of their reality during the focus
group interview (Schutz, 1962). My study explores phenomenon of teachers’ experiences
in implementing CAPS in the grade eleven Mathemsatlass, and Calder (1977) elaborates
that phenomenology concerns itself with represgrkimwledge as a conscious experience.
During the focus group interview, participants betfocus group shared their conscious
experiences with each other through common senseeptions and explanations,
characterised as inter-subjectivity (Schutz, 19@He experiences of any two participants,
will not be the same, and knowledge gained thrabgke experiences will not be useful and
reliable unless it is shared through interpersaoattact with the other participants (Schutz,
1967). In order for me as the researcher to desctibs inter-subjectivity between
participants, | have interacted closely with papants and the transcript of the focus group
interview (Calder, 1977).

The scientific interpretation of these experienttest participants have, referred to as the
clinical approach, engages with second-degree ranghat represent the intra-subjectivity
of participants (Calder, 1977). Since my study doesengage with the clinical approach,

second-degree construct will not be used.
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Flick (2006) states that subjective constructioaridertaken on the part of participants of the
focus group who are being studied and scientifiostrmiction is undertaken during the
collection and interpretation of data, and the @néstion of their findings. The figure below

represents the understanding between construatiimgerpretation.

Figure 3.1. represents the understanding betwesstragtion and interpretation.

CONSTRUCTION

Texts as versions of the world

EXPERTENCE INTERPRETATION
Natural and social environment, understanding ascription of
Events, activities meaning

In order to make the process of translation of datoncrete one, the concept of mimesis
offers insight into text based on social sciencéckF 2006). Mimesis deals with the
transformation from the natural to symbolic worki¢k, 2006). Ricoeur (1981) categorises
mimesis into three steps, namely, mimesisl, mirBesisd mimesis3. Mimesisl is the pre-
understanding that human action is symbolic andpteary, and characterises a life
experience that must be told (Ricoeur, 1981). Migfsleals with the transformation of
experience into text and is referred to as the g@®cof construction (Ricoeur, 1981).
Mimesis3 involves transforming text through a psxef interpretation so that it can be
understood (Ricoeur, 1981). The focus group paditis constructed their reality by giving
meaning to the events in their natural environnvgmth Flick (2006) refers to as mimesisl.
They were able to give voice to their experiencesmplementing CAPS. | engaged with
mimesis2 during the translation of the verbal dattext (Flick, 2006). This data in the form
of text was analysed and interpreted by the rebeato give meaning to these experiences of

the participants is the mimesis3 stage of datayaisal
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Figure 3.2. emphasises the interplay between ngigtn and interpretation.

CONSTRUCTION

Texts as versions of the world

MIMESIS2

EXPERIENCE MIMESIS1 INTERPRETATION
Natural and social environment, understanding ascription of
Events, activities meaning

There probably was more data than needed and dherdfere was a need to organise the
data to select the most relevant data that wereletkéo answer the research question
(Wisker, 2001). Data were analysed in batches (sumals) and then integrated (Janesick,
2011). Patterns in the words and phrases werelglegamined and identified in order to

categorise, code and organise the data into théraesontributed to answering the questions
of this research study (Janesick, 2011; Maykut &rdéhouse, 1994). In summarising and
generalising, | scrutinised the responses that kepirring as well as those that deviated
(Janesick, 2011). As a qualitative researcherentified patterns that emerged from the data,
and then presented these patterns, as closely ssibj@oto the original experience of the

participants, to the intended audience (Maykut &é&hmuse, 1994).

3.8. ETHICAL ISSUES
Markula & Silk (2011) assert that any research enpbe must be guided by ethical issues.

Since people are the subject of this research thene treated with dignity and respect
(Markula & Silk, 2011), and it was important thaey were carefully and truthfully informed
about the intentions of the research and therebsirodd their informed consent to being part
of the research (Denzin & Lincoln, 2003; MarkulaS#lk, 2011; Flick, 2006). A signed letter
of informed consent, was obtained from the paréiotp (Markula & Silk, 2011; Flick, 2006).
The pre-conditions to informed consent require:tbahsent be given by persons who are
competent to do so; by persons who are adequatilymed; and by persons who give the
consent voluntarily (Flick, 2006). This letter eajoled the intention of the research, what was
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expected from the participants and how the researicitended to follow ethical guidelines
(Markula & Silk, 2011). The letter further indicdt¢he right of the participant to withdraw
from the research study whenever he/she so ple@daskula & Silk, 2011). These
participants have the right to privacy and therefibreir identities were protected (Denzin &
Lincoln, 2003). This study followed the main perspee on research ethics, and that is that
researchers in their attempt to present their resdandings must ensure that participants are
not harmed in any way (Flick, 2006). Participamsthis research were respected and
protected from emotional or physical harm as altedfutheir participation in the research,
and their needs and interests was always consid@edzin & Lincoln, 2003; Flick, 2006).
The researcher guaranteed complete confidentigdityparticipants, highlighting that the
information supplied by them was presented in a Wey does not identify them or the
schools at which they are stationed (Flick, 2008&eudonyms have been used to represent
the responses of participants, thereby protectieg identity as well as the identity of their
schools (Morse & Richards, 2002; Markula & Silk,120.

The researcher’s intention in undertaking this aede is to add to the existing knowledge of
curriculum change and implementation and its inéehaudience is the scholarly community

and education authorities (Marshall & Rossman, 2011

The ethical issues that emerge from transcribingnggrview are whether the participants
views are correctly represented (Marshall & Rossr2@i1). This was overcome by sharing
the transcript with the participants so that thewld confirm its accuracy (Marshall &

Rossman, 2011). Ethically, power issues betweenicpmnt and researcher can arise
(Kleiber, 2004) and this was avoided by makingipgrants as comfortable as possible in a

neutral location that is beneficial to all.

3.9. LIMITATIONS

The primary limitation of my study is that its fa&cwas a preconceived idea to explore
Mathematics teachers’ experiences in implementimy NATED 550, NCS, and CAPS

syllabuses in a grade eleven class. This precolcephmediately precluded Mathematics
teachers who did not teach the NATED 550, NCS aAB& syllabi in the grade eleven class,
as well as grade eleven Mathematics teachers whoadiexperience teaching any one of the

above syllabi.

45



In keeping with the above | was confined to usingugposeful sample of participants with

the above profile. It was a difficult task identifg teachers with this profile and therefore
took longer time than expected to locate them. Eafer locating such teachers, it was
difficult convincing some of them be part of myeasch study since it encroached on their

personal time.

Even after identifying and negotiating with thisrposeful sample of teachers, the teacher
from the ex-Model “C” school did not present hinisglthe data collection site on the agreed
date of the focus group interview due to the ppatof his school refusing him permission to
be part of my research study. My study thereforatinaed with four participants.
Fortunately, four participants were sufficient eglbuto continue with the focus group
interview. This study was therefore limited to exgsing the feelings, understandings and

views of this hand-picked sample of participants.

Although this sample size was small, there is rasoa why other grade 11 Mathematics
teachers will have different experiences during itnelementation of CAPS. However |

cannot use the findings of my study to make gersaiadns to the whole of South Africa.

As a grade eleven Mathematics teacher, | acknowleétdgt my beliefs and preconceived
ideas of experiences in implementing CAPS in gradgen may have caused biases in my

research study.

3.10. CONCLUSION

This chapter focused on the methodology used ia dallection for the purposes of this

research. This study used focus group interviewk piirposefully selected individuals who
have experience in a focused issue. The partigpt@mselves have been used to supply
data as well as validate it. Although there aretétions to this research, it serves as the basis

of any future research.

3.11. PROJECTION FOR THE NEXT CHAPTER
Chapter 4 that follows presents the data gathemedpeovides an analysis and interpretation of

research results.
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CHAPTER FOUR:
INTERPRETATION AND FINDINGS OF THE EMPIRICAL DATA

4.1. INTRODUCTION

The focus of my research study was to explore feaghers experienced the implementation
of CAPS in the grade eleven Mathematics class.uppart this study, an intensive literature
review was undertaken and an empirical investigationducted. This chapter reports on the
empirical investigation | conducted using qualitatimethods and a focus group interview

with four participants from selected schools.

As discussed in chapter three, purposeful sampliag required in this study to select the
participants, because Mathematics teachers’ expmge with implementing CAPS in the
grade eleven classroom is being explained. Besgaific area of research, there was a need
to select specialised participants. This therefticenot allow for random sampling since a
participant selected at random may not be a grdeleere Mathematics teacher who is
experienced in implementing NATED 550, NCS and CARS&iculums, and therefore this
participant may not contribute to this study, thgreegatively affecting the reliability of this
study.
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TABLE 4.1. PROFILE OF PARTICIPANTS

PARTICIPANT | YEARS OF| QUALIFICATIONS SCHOOL
EXPERIENCE
A 30 Junior Secondary Education Diploma | former

(Mathematics and Accounting) and a | Indian

Bachelor of Arts Degree (Education angSchool

History)

B 20 Higher Diploma in Education former
(Mathematics) and an Advanced Coloured
Certificate in Education school

C 10 National Diploma in Cost and Rural school

Management Accounting and a Post-

graduate Certificate in Education

D 17 Secondary Teachers Diploma former
(Mathematics), a Higher Diploma in Black
Education and a Bachelor of Education Township

Degree(Honours) school

According to table 4.1, the four participants sedddor the focus group were from schools
that were historically classified as Indian schp8lsick schools, Coloured schools and Rural
schools. (The description of the classificationsohools was discussed in chapter three.)
These participants were selected because of tkpgrience in teaching the NATED 550,
NCS and CAPS curriculums. Participants A, B and &enqualified to teach Mathematics
and had between 15 to 30 years of experience itetehing of Mathematics. Participant A
has 30 years of teaching experience, holds a Judemondary Diploma in Education
(Mathematics and Accounting) as well as a Bachefdkrts degree (Education and History)
and is a teacher at a former Indian school. Ppéeiti B, who holds a Higher Diploma in
Education (Mathematics) and an Advanced Certificat&ducation (Mathematics), has 20
years of teaching experience in a former Coloupokdasl. Participant D, a teacher at a former
Black school for the past 17 years, has a Secon@laagchers Diploma (Mathematics), a
Higher Diploma in Education and a Bachelor of EdwcaDegree (Honours). Participant C,
with a National Diploma in Cost and Management Agdong, and a Post-graduate

Certificate in Education, has no undergraduateificetion in Mathematics education, but
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has amassed 10 years of teaching experience inekatits. Participant C only has
Mathematics at matriculation level, but due to thmavailability of qualified Mathematics
teachers as indicated in the Manoma (2012), here@sited to teach Mathematics at his
school. While statistics show that nationally thees been an increase in the percentage of
gualified teachers from 94% in 2008 to 97% in 20ib2KwaZulu-Natal the percentage of
gualified teachers increased from 88% in 2008 & $22012 (DBE , 2013).

The issue of qualified Mathematics teachers in [S@édtica is still a concern because there is
a shortage of suitably qualified Mathematics teezi{®anoma, 2012; SAIRR, 2013). In

2012 it was reported that 561 schools in KwaZuluaNaeeded additional Mathematics
teachers (Manoma, 2012) and 84 schools in SoutleaAdlid not offer Mathematics at grade
ten, eleven and twelve because of a lack of Mathiemeeachers (SAIRR, 2013). Participant
C is one of those teachers who fill the gap duthéolack of qualified Mathematics teachers
in KwaZulu-Natal.

These teachers from varying backgrounds providbdobad spectrum of information to this

investigation.

To ensure that the credibility of this study wasintened, an independent and experienced
moderator was enlisted to conduct the focus grotgrview. The moderator, as detailed in
chapter 3, is an experienced lecturer and reseaasatha university in South Africa. Her

expertise ensured that all principles of approplyatonducting a focus group interview were

adhered to.

The suitable site for the focus group interview \wakected for its convenience, accessibility
and privacy. The focus group required to be taperded to provide evidence for reference
during transcription to text. The recording equipineas examined and declared to be in
good working order well in advance of the focusugrinterview. The focus group interview
was successfully and completely tape recordedserdred and safely stored.

4.2. THE TRANSCRIPTION PROCESS

| attentively listened to the recordings and traiee the verbal data into text. The repeated

playing and listening to the recordings ensure #ilaterbal data was transcribed to text. The
focus group was reconvened for participants tofyetihat the transcription correctly

represented their experiences. Participants we@ given the opportunity to elaborate on
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any of the issues discussed in the focus grourAfanscribing, | engaged with the analysis

process.

4.3. THE ANALYSIS PROCESS

The transcription process provided an opportunity e to familiarise myself with

participants’ responses, however, in order to thghty understand the responses and engage
with the data for the purposes of analysis, | rimdugh the transcript several times. During
the readings | identified themes, trends and padté¢hat emerged and grouped responses
pertaining to the same theme. In order to put thines, patterns and trends into
perspective, they were cross-referenced with teeareh question as well as the aims of the

study to ensure that this research study was ok.tra

4.4. RESEARCH FINDINGS

To answer the research question “What are graderlBlathematics teachers’ experiences

in implementing the Curriculum and Assessment Rditatement?” the themes that emerged
from this empirical investigation are categorised a

Ownership of the curriculum and the extent of teaclnvolvement in curriculum
development.

The policy document — clarity and understandinthefdocument.

Teacher training to prepare teachers for curriculmpiementation.

Knowledge and skills of teachers in delivering thatent of the new curriculum.

Curriculum material and resources used in curricudlelivery

Contextual factors affecting curriculum implemeitat

These themes that categorise the findings are sisduas subsections. | begin with the theme

of the Ownership of curriculum.

4.5. OWNERSHIP OF CURRICULUM AND THE EXTENT OF TEAER
INVOLVEMENT IN CURRICULUM DEVELOPMENT

| have identified this theme to highlight the ndedteachers, who are the major role-players

to curriculum implementation, to be part of curfion planning and development so that
they create a bond with the curriculum by attachangense of ownership to it, and in so
doing, they have complete understanding of theiauduim and commit to its successful

implementation.
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Researchers such as Carl (2005), Flores (2005)naa¢2003), Battista (1994), Beck,
Czerniak & Lumpe (2000) and Kilpatrick (2009), stathat teachers are the major
stakeholders in delivering the curriculum. It issitéfore their prerogative to be part of
curriculum development. To generate discussionratdbeme one, participants’ were asked

guestions about the ownership of curriculum.

4.5.1. THE EXTENT OF TEACHER INVOLVEMENT IN CURRICLUM
DEVELOPMENT

In response to the extent of their involvementhia development of CAPS, Participants B, C

and D stated that they were not involved in any wéi the development of the curriculum
document.
Participant B maintained:
“I must say that | haven’t been involved in any fofrmput in any way.
Perhaps, because the information hasn’'t been padsea to me, but
| was not involved. | wasn't asked. | haven't bedormed, not aware

of it. So no | haven’t put any input iatiay of the curriculum as su¢h.
Participant C responded:

“1 think | have the same thing, because things yestentroduced to us
Participant D reaffirmed B’s and C’s responses:

“Yeah | can say the same. | wasn't involved. It pyaslike imposed to

us. Maybe there was a need from the universitiepso they made a

change, so we were told about it.
Only Participant A alluded to the fact that theamthat she belongs to, National Professional
Teacher Organisation of South Africa (NAPTOSA),\ypded an opportunity at a meeting for
teachers to submit input as reflected in the folhgstatement:

“I think at district level we did have a meetinghatite draft policy or draft that

saysCAPS document, and we did have an opportunitydgige input

and we did that at the meeting. But | don’t thimly @f our input was

considered, because we did talk about the lengtheo$yllabus and how

many new aspects were brought in and all that. hdhk through
union level everyone was given an opportunity twvle input, because
that came out to all of us but some of us just'dighovide input’
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According to Participant A, recommendations coniceyrihe breadth of the curriculum that
was agreed on at the meeting were not considenéagdine development phase. Participants
belonging to other unions were unaware of any dppdy given to teachers to participate in
any discussion concerning the development of CAR®Y felt that CAPS was imposed on
them. There was therefore no sense of ownershipeaturriculum. The participants in Carl’s
(2005) study were also of the perception that culum was developed somewhere else and
forced onto themParticipant D assumes that the universities founded for the curriculum

to change and that they were responsible for taagh

Clearly there was no consistency with which allctesr organisations worked with their
members. Whilst at union level, Participant A hid bpportunity to make inputs, the other
participants did not.

Participants were split in their views on the extenwhich teachers should be involved in
curriculum development. Participants A and B watamant that teachers should be involved
at some point in the development of the curriculum.
Participant A:

“Teachers should be involved because that's the lzdesssroom level.

| think they are the best critics of the curriculutimey are going to

implement it in the classroom. They know the prokléhat they

are going to experience and knowing the previousauwum and the

connection to the new curriculum, they should helved”
Participant B added:

“I agree with that. We are frontline. We first hamith the children, we

know exactly how to implement concepts, skill. @ agree that we

should be involved in it, or, at least considereatenso than other people

making decisions that really don’t affect them
Participant B believes that teachers are frontiineurriculum implementation and they know
and understand the problems that affect the tegchil learning process, which therefore
make them the best critics of curriculum, and deieing its suitability concerning its
appropriateness, clarity, breadth and depth foSingth African classroom. This is consistent
with Carl (2005) and Kilpatrick (2009) in their Il that teachers are the major role-players
and should be part of the curriculum developmeatess, however in South Africa teachers

are largely excluded from the development proc&sacher participation would give them
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the incentive to take ownership of the curriculund & would promote their personal and
professional growth (Carl, 2005).
Participant D does not share the same sentiment:

“I think differently. | think we are not in the |éve like change the

curriculum. It's just that when they see the ndkd,country’s need then

they can do whatever. Then all they need to do égjuip us, train us. But

we are not in the level to change the curricullithink at the

final stage, implementation, not in the developrient
Participant C concurs:

“Ok. I think basic education. That is the right gag implement.
Participant C and D do not see their role as culuim developers. Participant D believes that
curriculum developers are at a different level &rsklf as a teacher. Their response is
consistent with Carl’'s (2005) findings that teachsee themselves merely as interpreters of
curriculum and designers of learning materialshs they can function as learning mediators

in the classroom.

In their disagreement with participants C and Dtip@ant A and B justify their reasons for
wanting to be part of curriculum development.
Participant A:

“But then | disagree when you say that teachersldhmiinvolved

in the final, implementation stage because obviotisre’s certain

things that you want to implement in the curricultivat you going to

have a problem with and you foresee problems.dukhbe maybe

in the three-quarter way. You know where, you Ispezialist

developing this curriculum, and maybe then thraarter way you need

input from teachers to say you know but this ispitzdlem I’'m going

to have or whatever, and then during implementagieerybody’s conterit.
Participant B clarifies:

“1 think not so much changing it. Giving input. intkwe do need to

give input because people are making a decisiong$an the classroom.

You really need to be in it to understand it andée if it would work or not
This view is consistent with Carl (2005) and Full&007) in their findings that policy
makers are out of touch with the classroom sitnadind they need guidance from teachers in

the field. These participants felt in the way as thspondents in Carl's (2005) study did,
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there was a lack of communication channels ancetber teachers’ voices remain unheard
and that participation in curriculum developmentwdogive teachers an incentive to take
ownership of the curriculum. Participation wouldogote the personal and professional
growth of teachers (Carl, 2005). Bantwini (2010)e&g that teacher involvement must be at
the conceptual and developmental stages so thahdea will have a fundamental
understanding of the curriculum. Constructive delimtween policy makers and curriculum
implementers is essential if curriculum developmenb succeed (Macnab, 2003). Change is
difficult if teachers are not part of the creatfmocess (Dean, 2005).

Within the above theme, participants spoke of tmgiculum developers. Participants A and
B believe that those who are involved in curricula@velopment are out of touch with
classroom practices. Teachers view these curricidexelopers as subject specialist from
elsewhere (Carl, 2005).
Participant B:

“I have always imagined that its people involvedhwitathematics per se,

but people who are out of the classroom, you kneople who have

perhaps have studied Maths or are studying Mathesat maybe even

politicians, | have always imagined that... or mierst’
Participant A elaborates:

“l think it's the experts on Mathematics and mayae pf tertiary

institutions are involved in it because it's whiagéy want at university

out of Maths students. That's my knowledge of Whppened with

CAPS, because it's what the universities wantegelsthat made a lot

of changes in CARS
According to Participant D:

“No. only the tertiary people, as she’s saying. T$e®ythe gaps in the

varsity, that this is needed then they sit downbeayg change the

curriculum. Not the teachefs.
Participants A and D believe that the universitiase had great influence in the curriculum
change to CAPS. However, the Minister of Basic Etion appointed inclusive education
specialists, Department of Basic Education offgjiadelected teachers, excellent subject
persons and a phase specialists to plan and deWe®CAPS policy document (DBE,
2011a).
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In this study, participants A and B want to be pafrtand take ownership of curriculum
reform so that they can identify with its implemain. They want to be involved at a stage
after curriculum specialists design and developadt durriculum document. This would give
them the chance to ratify the draft document wattpard to its appropriateness, clarity, length
and depth of topics before it is finalised. It wiballso give them the chance to understand the
document, and identify and highlight expected peoid and loop-holes in the document that
would be problematic during implementation. Recéfion of the draft document can then
take place to provide a more suitable curriculuroutieent that teachers can easily engage
with and ensure successful implementation. Teaph#dicipation therefore would quell the
notion that policy makers are out of touch withssl@om practices (Carl, 2005).To support
the need for teacher participation in curriculunvedlepment | examined the reasons for the
failure of OBE.

Jansen & Christy (1999), in their study of the @mes Based Education (OBE) found that
OBE implemented as a reform in curriculum failed¢tdese there was no consultation with
teachers in the classroom. With the sudden emeegehcOBE, teachers had no part in
conceptualising this curriculum reform (Jansen &ri§tly, 1999). The complex language
made understanding the curriculum document mofedlif and therefore teachers could not
take ownership of OBE, and as a result OBE fallaash§¢en & Christy, 1999).

On the contrary, Participants C and D felt thaytivere happy with just being implementers
of curriculum. All they needed was training to paepthem for implementation and guidance
during implementation. They felt that developmermtsvbest left to the curriculum planers,
and the higher echelons of the educational stractlieachers in Macnab’s (2003) study
accepted curriculum change with little debate, #metefore implementation resulted in a
lower success rate because of the attitude ofrredigcceptance, which maybe the case with
Participant C and D. Further, if teachers’ beliafe not compatible with curriculum reform,
then successful reform will be hampered becausthées’ beliefs are crucial to what is being
taught and how it must be taught (Barrista, 19%4durriculum is consistent with teachers’
beliefs then they can adjust their beliefs to so@e curriculum (Macnab, 2003). Change in
South Africa maybe taking place through coerciotaithe DBE (minister and officials) as
stakeholders, use power over teachers as the stidilerholders to institute change (Ornstein
& Hunkins, 1998).
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4.5.2. KNOWLEDGE OF CURRICULUM CHANGE TO CAPS

In response to knowing about the Department of B&siucation’s intention to change the
curriculum from NCS to CAPS,

Participant A:

“It was quite a while, because grade 10 CAPS wasetiiears ago, that

was when it was introduced. So it was a year betwae Did we go for

workshops during the year on CAPS. But | thinkfitls¢ time we got to

know about it was the media
Participants B and D concurred, Participant B:

"Was through the media
Participant D:

“The medid
Although they are the key component to the implesateon of the CAPS, Participants A, B
and D first heard of curriculum change from NCSCWPS through the media. According to
Participant C, CAPS had already been implementeshwie first heard of it. This participant
was not in touch with the media that the otheripi@dnts were in touch with. This shows a
huge void in the relationship between teachersthrdDepartment of Education officials,
including the Minister of Basic Education in Soutfrica. This exemplifies the great divide
that exists between teachers and these officidls p-down approach prevents teachers
from developing the sense of ownership of the culum. There appears to be a distinction
between ‘them’ and ‘us’, “them” being the curricaludevelopers and administrators and

“us” being the implementers of the curriculum.

4.6. THE CURRICULUM POLICY DOCUMENT

The curriculum policy document is the core plant thepresents the intended curriculum

statement and the most important instrument betwleeneacher and the implementation of
the curriculum (Akker et al, 2010).

4.6.1. KNOWING THE CAPS DOCUMENT

In response to knowing the curriculum policy docuame

Participant B responded:
“l wouldn’t say well enough. Just basically you wéeat you need. Your
guidelines, your assessment guidelines, perhapsyllabus itself. You

know all the airy fairy stuff, the background arntdd that. It's just really
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what we need. | wouldn’t say | know it well enoagl it is a big documerit
Participant A added:

“Yeah. It's a thick booklet. We still are going thgh it this year with grade

12. But | mean the changes in Mathematics, wascrastges, but the

basic Mathematics that you got to teach is dtiire. It's just chunks of

new topics are brought in. That's about all. Bu¢ thunks are brought

in with no time changé
The reference to “new topics” covers Nature of spdfuclidean Geometry (Circles), and
Probability, which were not in the mainstream NG8wment but were optional topics tested
in paper 3. Results of paper 3 did not contribgta @aromotion requirement to the next grade.
Therefore learners choose to write paper 3, on itondthat they were tutored on these
topics. The participants of my study consideredgé¢has long and difficult topics to teach. In
the CAPS document, the removal of Transformatiomr@sry and Linear Programming
considered by participants as easier topics tdijeaere replaced by the new topics as stated
above. “no time change” refers to the time allamagper week for contact time in the grade
eleven Mathematics classroom remained as four dvadfdours from NCS to CAPS (DBE,
2009; DBE, 2011b).
Participant C on the other hand has not read theypdocument:

“l just look at the work schedules. By looking thigrest see things that must

be done per termh

The participants will engage with what they knowtbé CAPS document and how they
interpret what they know in order to enact (implethehe curriculum (van den Akker et al,
2010), and deliver instructional content to leasnarthe classroom (Kurtz et al, 2010, Porter
& Smithson, 2001).In order to clarify how well paipants know the CAPS document, the
moderator used a scale of 1 to 4, 4 being the Basticipants A, C and D placed themselves
at 2 whilst Participant B chose 1. The participadmit to not knowing the CAPS document
well enough because they seem to take a “readdtentent as and when needed” approach.
The CAPS policy document represents the intendedtcalum of the curriculum developers
in a written format. Participants are required ¢ad, understand and interpret the written
curriculum in order to appropriately implement tinéended curriculum. Participant C has
contradicted himself by first indicating that hed diot read the CAPS document, but only
follows the work schedule, and then rating his kieolge of the document at 2. By

Participants A and D rating their knowledge of ttoeument at level 2 and Participant B at 1,
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indicates that they may have a weak knowledge amlnstanding of the CAPS document
and therefore may not be able to implement thended curriculum. As van den Akker et al
(2010) pointed out that the intended curriculunthis ideal curriculum contained within the
vision of the authorities in education and the t&ntcurriculum is conveyed in the policy
document. Participants in this study will therefal&iver curriculum intentions from what
they understand of the CAPS document to suit thipqae of the lesson in the grade eleven
Mathematics classrooms (Ozgeldi & Cakiroglu, ndheTpolicy document provides a
guideline for all participants to consistently il when delivering the curriculum, thereby

enacting the intended curriculum.

Within the theme of knowing the document, partiogawere questioned about attending
work-shops concerning the policy document.
Participant A explained:

“But you see how the workshops work is that if yewaing to be teaching

grade 10 next year and next year is going to bartipdementation of the

document then only that particular educator willesttd the workshop.

But that educator is expected to come and casdssmtormation to the

others, and when you look at time constraints host they just pass on

documents, so the other educators are expectegtagad ori.
According to Participant A, not all Mathematics dears from her school attended the
workshops. Participant A states that due to logastproblems and the needs of the school
only one teacher, per grade (grade 10, grade Iramte 12), attended the workshop. This
teacher was then expected to cascade informatiaolteagues when he/she returned to
school. According to the DBE circular (KZN circulao. 3 of 2012; Circular UDO 1 of 2012,
Circular UDO 1 of 2013; Circular UDO 1 of 2014),lpneachers who were teaching grade
10, eleven and 12 Mathematics in 2012 were requicecttend the workshop. Due to
logistical reasons, as declared by Participantry one teacher attended the workshop, and
this teacher was then expected to cascade infaymab other Mathematics teachers who
taught grade 10 in 2013.
Participant D:

“We were just called to the woréph. Yeah they gave us these
documents for grade 10’s to belemented the following year, yeah.”

Participant C:

“It was already existed when | heard about the CAPS
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Participant B:
“No, | haven't attended any Maths CAPS workshopsply because

of the needs of the schoam&me else has gone instead of me but

I've ended up teaching grade 3o, it's the needs of the school.”
With the introduction of Curriculum 2005, The Dejpaent of Education in South Africa
adopted the cost effective Cascade model to temohers in the implementation of the new
curriculum. Subject experts and specialist wersné to train teachers, and these teachers
who were trained were then required to pass om Kkmaiwledge to their colleagues (Ono &
Ferreira, 2010). However, the failure of this modetraining is that the information that is
cascaded is watered down and therefore misrepegsdae to the loss of crucial information
(Fiske & Ladd, 2004; Hayes, 2000). The advantagthefCascade model is that there is a
quick flow of information from subject experts asgecialists to a large number of teachers
(Ono & Ferreira, 2010).

As stated by Participant A, this model failed i kehool because teachers did not find the
time to train colleagues, but merely passed onesopf the documents. Whilst Participant B
did not attend any CAPS workshops, she did notivedeaining from other colleagues at her
school. Participant C did not attend the initialeatation workshop because CAPS was
already implemented when he got to teach CAPS in. FHe however attended subsequent
workshops as indicated later in this chapter. Bipent D has admitted to attending the initial
CAPS workshop in preparation to implement CAPS riadg 10, but she has not indicated

whether she cascaded any of the information tcbigagues.

Due to logistical problems, school principals we sending all Mathematics teachers to
the CAPS workshop, but Participant C feels othezwis
“All those who are involved in Mathematics mustaythe workshop

Workshops were scheduled by the DBE to: orienedelters towards the curriculum reform
from NCS to CAPS, present the relevant documenttaipeng to the reform, and train
teachers in the implementation of the reform (K4aMuar no. 3 of 2012; Circular: UDO 1
of 2012; Circular UDO 1 of 2013; Circular UDO 12014). Facilitators were trained to train

teachers at workshops, in implementing the reform.
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In line with the theme of knowing the CAPS documeéhe moderator tried to establish
whether the entire policy document was explaingti@tvorkshop.
Participant D confirmed:

“l have been to one. It was basically the contenmkglwp. Not the policy

document workshop. They are dealing with the n@esoonly”
Participant D initially stated that she attended thtroductory CAPS orientation support
workshop (Circular no. 3 of 2012; Circular UDO Of 2012) at which she received the
CAPS documents. She further claims that the potlogument was not discussed, but
curriculum content was. It seems to me that theatepent of Basic Education Trainers at
the workshop attended by Participant D discusseddmtent of the new topics in the CAPS
document and not the requirements of the docuntsglf.iAs per Circular no. 3 of 2012, the
initial CAPS workshop organised by DBE, concernbd subject specific orientation of
teachers towards CAPS. Those teachers who did etaive the subject specific CAPS
document at school were each given a copy at thdskop, and those who received the
document were required to take it to the workshafscussion purposes (KZN circular no.
3 of 2012; Circular: UDO 1 of 2012; Circular UDOot 2013; Circular UDO 1 of 2014).
According to the circulars, there was no distinctad a policy document work, or a content

workshop.

Concerning the discussion of the document at thekstop, Participant B contends that the
entire document cannot be discussed at one go.
Participant B believes that:

“there are some parts that you can go through om gaun, but perhaps the

changes, different ideas, maybe that yes, but bdendocument | would go

crazy”
Participant C feels that he does not need to kim@pblicy document

“l just look at the work-schedules. By looking thigtest see things that must

be done per tefm
Only Participants A has indicated that the entioewment was discussed at the orientation
CAPS workshop she attended. However, she statésethehers at this workshop got into
groups and analysed different part of the documfettording to her, an elected group leader
was responsible for presenting the analysis.
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Participant A:
“I remember the CAPS one, we got into groups. Tasstthie Durban Central
region that did this. We got into groups and wektddferent parts of that
document and we discussed, and then we had oderltwat did the

summary’

The participants in this study seem to have differeews on how to use the CAPS policy
document. Some patrticipants read parts of it eaar gs they progress through the grades
with their learners, whilst others merely followettvork-schedule provided by DBE, without
reading the document. Much responsibility is leittvthe participant to read, understand and
interpret the document.

The written curriculum represents the intentionshef policy put in writing such as a policy
document which conveys the intended curriculum torriculum interpreters and
implementers (van den Akker et al, 2010). Howe\atipipants in my study have different
views on interacting with and knowing the intensoof the CAPS document. The enacted
curriculum refers to the curriculum as perceivedtiyy interpreters and implementers (van
den Akker et al, 2010) and delivered to the leamerthe classroom as instructional content
(Kurz et al, 2010, Porter & Smithson, 2001). Pgrtiats in my study are at different levels of
understanding of the CAPS document due to theiyingrlevels of interaction with the
document. Their enactment of the curriculum wilaal/ary according to their understanding

of the document.

4.6.2. CLARITY OF THE CAPS DOCUMENT
Bennie & Newstead (1990) identified the poor clawf the curriculum policy document,

with omissions, content errors and inappropriateteat, as an obstacle to implementing
curriculum 2005. There was general consensus antlbagparticipants that the CAPS
document was clear and user-friendly in detailitgy expectations of the teaching and
learning process, as compared to the NCS (Bowiea&i®& Pillay & Nxumalo & Pleass &
Raju, 2014).

Consistent with Bowie et als’ (2014) findings, Rapants A, B and D agree that there is
clarity in the structure of the CAPS document, Breguage used and its user friendliness.
This finding of the CAPS document is contrary tonBie and Newstead’s (1999) findings
about the clarity of the Curriculum 2005 documertiey found that the Curriculum 2005
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document lacked clarity and confused teachers.hByrtCurriculum 2005 had a skewed
design and was written in cumbersome language whiele it difficult for teachers to
interpret and successfully implement (Cross e2@02). With CAPS, participants found that
there is greater detail and order in the topicé wibre guidance on the content (Bowie et al,
2014). The clarification column in the CAPS docuin@novides the expectations, and
breadth and depth of the topics, thus giving teach®ore direction and clarity on how the
curriculum is expected to be delivered (CAPS doaunerThe participants seemed more
comfortable with CAPS.

4.6.3. RELEVANT PREVIOUS KNOWLEDGE
Learners’ previous knowledge forms the basis onclwimew knowledge is built (Malinga,
2005). GET (grades 1 to 9) is the phase that pescélde FET (grades 10 to 12) phase.

Therefore the link between the GET curriculum a&d Eurriculum will provide the relevant

knowledge of learners for pure Mathematics in FEMal{nga, 2005) on which new
knowledge can be built. If learners have adequaggigus knowledge then | feel that the
experiences of participants in delivering the grabwen Mathematics CAPS syllabus would
be more positive and participants would achievatgresuccess in building on the previous
knowledge of learners. | believe that without rele previous knowledge, grade 11
Mathematics teachers would have to teach topias fite basics, which may be extremely
difficult for the teacher to cope with due to liegttime available.

While all participants in this study found that thelicy document of CAPS provided a link
between the GET and FET education, the study cdaeduxy Malinga (2005) found that the
Outcomes Based Education (OBE) grade 9 curriculuas wot linked to the grade 10
curriculum, and therefore it did not prepare leesnith the relevant previous knowledge for

pure Mathematics in the FET phase.

Whilst these participants have identified the Ibdween GET and FET phases in the CAPS
document, in practice Participant A found that sdesehers were sacrificing certain topics
by shallow teaching or not teaching them at alf] ins led to learners not having adequate
relevant previous knowledge on which new knowledge be developed, and as a result, |
feel it may negatively affect the experiences ad tirade eleven Mathematics teacher in
delivering the CAPS curriculum because of the laiclearners knowledge of Mathematics in

previous grades. Shallow teaching by participareams that they were teaching the basics of
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the topic and not delving into the depth of theiddpr a deeper understanding by learners
therefore creating knowledge gaps.

Participant A’s response to whether there is aliekwwveen GET and FET:

“There is in CAPS. There wasn’'t when it was NCScliera were leaving

out or doing a very shallow teaching of certainitspthat were not required

in high school like the geometry. We found thatas sacrificed by primary

school teachers.

Shallow teaching or not teaching topics, | feelll wesult in the omission of important
aspects of the curriculum which is essential fer bilding on of new knowledge, therefore
learners will have a knowledge gap that will previire building of new knowledge. In my
opinion grade 11 Mathematics teachers will haveetzh previous work before continuing
with the grade 11 CAPS syllabus.

Curriculum policy being the core plan to achievgamised learning, is not followed by these
participants (van den Akker, Fasoglio, & Mulder,12) and therefore the intended
curriculum which represents the vision of the adthes in education who design curriculum
policy, differs from the enacted (implemented) mwuium delivered in the classroom as
instructional content (van den Akker, Fasoglio, &lder, 2010; Kurz et al, 2010, Porter &
Smithson, 2001).
In response to whether learners have the relevastiqus knowledge, Participant A
responded:
‘And | think teachers become overwhelmed by thessgels, And then

suddenly what they doing is, sacrificing a litetheir teaching
According to Participant A, there are teachers Wlboverwhelmed by the rapid change in
curriculum that also brought about changes in teohigy that were unfamiliar to them. Due
to being overwhelmed by the demands of the newatdaim Participant A has observed that
some teachers sacrificed a little of their teachimgs creating knowledge gaps in learners.
This lack of learners’ relevant previous knowleghgegs a constraint on their future learning
experience as alluded to by Participant B:

“You feel the effects of it when you teaching higiperYou can see there are
definite gaps. Obviously with Maths, you cannotrgo the concept without
the background. You can see the gaps
According to participant B, gaps in the knowleddéearners are clearly evident in the FET

phase, and as a result, new concepts cannot bkt temgrade 11 without this background
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knowledge. This previous knowledge, according te fimdings of Bennie & Newstead
(1999), is essential when dealing with topics iadg 11 that were covered in previous grades
(Bennie & Newstead, 1999).

Participant C has the perception that learners tace lazy to study, which then also
contributes to these gaps in knowledge, and thes &inders their ability to learn new
concepts.

Participant C:

“learners don’t want to read. to learn, to partictpaeven to study., They are lazy, but just a
few who show they were taught something

By learners not consolidating their learning, theré be a lack of understanding of the work
done by the grade 11 Mathematics teachers, aneftinerthe teacher has the added burden of

finding other means of getting these learners tsobdate their work.

Participant D feels that the lack of qualified teas teaching Mathematics is also a problem
that affects the quality of teaching and learningl dherefore the build-up of relevant
previous knowledge. To support this | refer to ®jMakgato (2006) who report that under-
gualified or un-qualified teachers have contributedpoor teaching standards in schools.
According to Mji & Makgato (2006), teachers’ pedggal content knowledge impacts on
learner achievement and it is therefore essential teachers get involved in refresher
courses.
Participant D:
“But again there are no Maths teachers....qualifiediddeachers. That's
the problent
“dropout from university or with a BSc are filling. Professionally with no
teaching.... No there are no Maths leas.”
According to Participant D, she knows of teachelfsxg vacant teaching posts who are
university dropouts or Bachelor of Science graduavdath no professional teaching
gualification. She feels that they lack the didzadtiknowledge to adequately deliver the
curriculum in the classroom. Literature on the sge of Mathematics was discussed earlier

in this chapter.

Whilst, according to all participants, there isr&kIbetween the intended curriculums of the

GET and FET phases, the enacted curriculums céder diecause of shallow teaching by
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teachers who are overwhelmed by the demands dEARS curriculum, learners are lazy to
study and assimilate knowledge, and unqualifiedhees who have no formal training are

teaching the subject.

4.6.4. DELIVERING THE CURRICULUM POLICY DOCUMENT
Bowie et al (2014) in their comparative study o tRCS and CAPS documents found that

there was an increase in content (breadth) asagethe depth into which the topics must be
explored. With the reform in content teachers ne®ate time for teaching, due to the
increased breadth and depth of CAPS (Bowie et@4p The grade 11 syllabus has been
reformed by the removal of Transformation Geomaing Linear Programming (considered
as easier topics by the participants of this studyyl the inclusion of Probability, Euclidean
Geometry and Nature of Roots (considered to becditftopics by the participants of this
study) (Bowie et al, 2014). In support of Probaig$i as a difficult topic to teach, | refer to

Bennie and Newstead'’s study.

Bennie & Newstead (1999), in their study of the Mamhatics Learning and Teaching
Initiative (MALATI) project found that the topic dProbabilities was a difficult concept for
teachers to teach and therefore they needed totdrsively work-shopped on the content of

Probabilities to appropriately prepare them fonasely in the classroom.

In response to the delivery of the curriculum, jggraint A’s assessment is:

“You need more tim&hey just took out a little chunk of linear prognamng

in grade 11 and put in a big chunk of probabilitydecircle geometry and

we got nature of roots. The only thing we tookwas linear programming
Participants C/D(chorus):

‘And transformation geometry
Participants alluded to more content to be delav@éneCAPS than there was in NCS, which is
consistent with Bowie et als’ (2014) findings. Tére participants in this study are finding
it difficult to cope with meeting the deadlinesrasommended by the curriculum guidelines.
Participant B is under pressure to complete thialsys and prepare of learners for common
tests set by the Provincial Education Department.
Participant B:

‘And we also were given guidelines... in our work dales. You must do

circle geometry from this date to tdate. And | feel that guideline is
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also not realistic, because within thare’s no time for testing and of

course, our school, | don't know if yarne aware, we are a hon-performing
school, so you have to write the deparnihof education paper, our common
tests... for the exams.. and they givetlypulate and sometimes even the exam
date is set before you would have coragl#tat particular section. So it's

just the time. Too much work and tatelitime”

With the introduction of more and difficult contetéachers need more time for the delivery
of the curriculum and learners need more time &sgrand assimilate the knowledge. Beck et
al (2000) in their research on implementing newiculum in schools in the United States of
America, also found that more time was needed fammpng and constructive teaching, and
learners needed more time to grasp and understamckpts. It is therefore evident from
Participants A and B’s responses that the changurgculum does not consider the time
frame available for engaging with constructive teag and learning. They believe that the
guidelines given in the work-schedule are unraalibecause it does not allow time for
testing, and further, the work-schedule must beptetad in a specified time so that learners
are prepared for common tests and examinationsbgethe Provincial Department of

Education.

Participant C has experienced learner difficultyumderstanding the difficult topics such as
Euclidean Geometry and more time needs to be spenteaching these topics. In my
opinion, the time frame provides a timeline forideal class of learners who do not find
Mathematics difficult to understand, and who carrkvimdependently. Disruptions in the
daily program of the school, results in loss otteag time and reduces the time available for
teaching and learning.
Participant C:

It takes long because even one section is verydgnguclidean

Geometry. It is very long and difficidt them to understand. Then you

take even trigonometry, there are msauntions. Even if you take data

handling... too long section, only talfthat in the workshop we are given

the time frame to do this up until.lyoto find there are some disturbances

during the course of your teaching matytexe are days where there are no

classes because of something that ipérapg in the school, like the

memorial service... there will be no césssTime will be shortened. There
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will be some disturbances along the waly to find that you wouldn’t
finish the syllabus. At the same time @ expected to do the assessment to
write the test , there are many learnarthe class to find you have to mark
the scripts. So time frame is too sthall
Participant C loses precious teaching and assesstine® because of disruptions at his
school. Participants are therefore forced to useadime, after school hours, Saturday and
holidays as alluded to by Participant D:
The content is too long. If it wasn’t for the haly$ and Saturdays, | wouldn’t
finish teaching
Participant’s personal time is being used to co@APS content because of the lengthy

syllabus.

Curriculum reform has changed the pace at which ghsicipants of this study work,
resulting in adjustments in the teaching and |egypirocess.
Participant A:
Teachers are rushing. They are spending less tmeedain topics.
No consolidation being done. Consdlatais only being done by way
of an assignment or a tést
Participant A has observed teachers rushing thraogitcs and not consolidating the work
done. Only assignments and tests are used as waiswi tools.
Participants B and D admit to compromising on tbesolidation of work and remedial work
because they focus on completing the syllabustlar@fore they rush through the topics at a
fast pace and thereby compromising learner resuttee tests and examinations.
Participant B:
1 must say | have compromised. | think my focuswheach is to try and
cover as much as possible. The kirahiddren that | have, the level that
they are at. They are not Maths wdsZzut they want to do it. Some of them
want to learn. Some of them are egézd in it. So what | try to do is just
manage. | give them what | can. Magbe or two | push them a little bit. |
must be very honest with you. | haxragromised consolidatich
Participant D:
There’s actually no time for remedial work. Yeahhage to rush. You
don’t give individual attention to leers. You are having only 20% pass

because you are rushing for the sylb
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Participant A:

‘With CAPS the amount of homework should increassuse there’s so

much more to do, and they not doing th@mework, so obviously it’s

going to impact on learning. Thereds tuch content in CAPS
Whilst all the participants agree that the incress¢he length and breadth of CAPS has
hastened the pace at which the CAPS curriculumdshsered, | feel that there is therefore a
demand for learners to cope with the increased pédbe teacher. In my opinion, more
responsibility is given to the learner to work ipdadently since the teacher does not have
sufficient time to address difficulties that learmare experiencing. According to Participant

D, learners who do not cope with the pace faihaténd of the year.

4.6.5. SUBJECT CHOICE

According to Participant C, another contributingtéa affecting the teaching and learning

process is that learners who don't like Mathemadiesforced to do it because they also do
Accounting. KZN Circular number 09 of 2013 regaglisubject combinations for FET
learners was issued in support of learners offeaipgropriate subject combinations in their
career paths. It was a directive to all princip&ds ensure that learners who offered
Accounting and/or Physical Science must also offiathematics, and not Mathematical
Literacy. Principals of schools that had learnefiermmg Mathematical Literacy with
Accounting and/or Physical Science were requiredetgerse these combinations and get
learners to take Mathematics (KZN Circular 09 ofi20 The combination of Accounting
and/or Physical Science with Mathematical Literpoyvided learners with little flexibility to

pursue post school studies (KZN Circular 09 of 2013

According to Participant C, some learners in gratldhave failed grade 10 Mathematics but
have passed due to passing the other subjects.aieamns that there is therefore this gap in
their knowledge of Mathematics at the start of ¢nade 11 year, and it compounds the
problem of: learners not coping with the subjecMzthematics, and the teacher having to
cope with these learners in the Mathematics class.
Participant C:

1t seems as if the learners; they don’t like Mahsll. Yeah that’s the

problem. Like in my school they dalwttheir homework. Most of them like
in grade 11, the majority have chanffedn Maths Lit, forced because they
are doing Accounting, so they are cdiegdgo do Maths. In fact they
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don’t like Maths. That's a challenge.
Participant D:

They’ve been promoted the previous years, havihgassed Maths.

Passing all the subjects, but not Maifhey are still doing Maths. So there

is no background at all. They are loeing Maths’
Participant B:

Yeah it's true, so yes | would say it has impactedhe children’s learning

of the subject, negatively, yes.
According to Participants B, C and D, learners gdorced to do Mathematics even though
they don't like it, or learners continuing with Nt&matics even though they have failed the
subject in the previous year, contribute negativelythe grade 11 Mathematics teachers
experience in the classroom since learners hagekiimwledge gap. Learners, who have
struggled with Mathematics in grade ten, pursuehaiatics in grade 11 without properly
understanding what went on in grade ten. | fed thia creates a burden on the participants
teaching grade 11 Mathematics because they haveatlh the grade ten concepts before
teaching the grade 11 work, and therefore conedbutegatively to their experiences in

delivering the CAPS curriculum.

Circular S13 of 2014 has restricted learners’ sttbphoice to grouping Accounting and/or
Physical Science with Mathematics. Although leasnérave the alternative to offer

Mathematics or Mathematical Literacy this circulaithdraws this alternative if these

learners are offering Accounting or Physical Sogerearticipants in my study feel that they
have to contend with learners who do not like Matagcs or cannot cope with the subject.
Their teaching experience in the grade 11 Mathewmatiass, in my opinion, is negatively
affected because they must work harder to make énadktics understandable to these

learners, since learners’ performance is a refieatif the teacher.

4.7. TEACHER TRAINING

In this theme | tried to establish how well prepghteachers were to enact the CAPS policy
document. The types of support that will be ingstd in my research are in-service

training workshops by subject advisors and suppprnanagement.

Graven (2002) concluded in her findings after olisgr teachers making sense of new

curriculum and reflecting on learning processeat thachers learn best within an in-service
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training (INSET) programme. In-service training yicee more than the usual internship, it
also provides a follow-up period under personaksupgion (Allen, 1940). It supports correct

and effective implementation of the curriculum (Bet al, 2000).

Traditionally, professional development, otherwksewn as staff development, is referred to
as in-service training (Ono & Ferreira, 2010). &ghs-Reimers (2003) categorises in-service
training as the method to: disseminate informatigated to curriculum; up-grade teacher’s
knowledge; prepare teachers to take on new rofesgartification of under-qualified or un-
gualified teachers. In-service training was conddadn the form of: courses, conferences,
workshops or seminars (Villagas-Reimers, 2003; 02@04). According to Wilmot (2004),
the in-service course initiated by the South Afnicgovernment was the Advanced Certificate
in Education (ACE) which is offered by South AfmcBniversities. These in-service courses

enabled teachers to specialise in areas of neeld,asuMathematics (Wilmot, 2004).

When participants were questioned about whether #teended in-service workshops, the
chorused response was:

“No.”
Participants of this study stated that they weranare of any in-service training for teachers
related to the implementation of CAPS. It seemm#othat teachers are unfamiliar with the
terminology “in-service training”. Participants Ané D have attended the orientation

workshop on CAPS, which serves as in-service tngini

In my study participants A and D received additiosapport from workshops (in-service

training) organised by the Department of Education.

Participant A:
We have excellent support. | recently got to knesam things and |
think the support is excellent in mstritt, Durban Central. From the
subject advisor, at our moderation kalrops he generally takes a half
an hour slot or a one hour slot whbeeewill do something relevant to a
topic or the exams.”

Participant D:
From the department, they are organising contenkslmops and they
are enough. even though they are istga bit of our time in the

afternoons and Saturdays, but theygavang us support...enough suppbrt.
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Participant C received support from the Head of &&pent (Mathematics) at his school as
well as other CAPS workshops that he attended.
Participant C:

if anything that is challenging me, although | hdne®n to a workshop,

| just go straight to my HOD and dissuhe matter. That's where | am

having a problem at, so we discuss tiiag, then maybe there’ll be

a solution thereaftér

However, participant B has received no supportldtam any in-service training on CAPS.
Participant B:
“If I ask for it perhaps | would. | must be honeshaven't....and
we just so busy, there’s neetifor it. We haven’t had any workshops

at school per-say.”

Participants A and D have received support fronr thebject advisors, whilst Participant C
has attended workshops, he further received seffigupport from the Head of Department
at his school. Participant B has not attended amrkshops, nor does she receives any
support from the Head of Department at her schideé. difference in the curriculum support
received by all four participants indicates to im&t they entered the grade 11 Mathematics

classes not having similar training and knowledigihe CAPS document

Beck et al (2000), in their study of the implemdiota of constructivism in schools in the
Northwest region of Ohio (United States of Amerjajvocates that the school management
team must be part of in-service training and wookshto equip themselves with reform
process and requirements so that they can offeposupto teachers for effective
implementation. As a Head of Department (Mathersatmyself, | agree with Beck et al in
their recommendation that the school management bmusrained, because, | feel that the
management of the implementation of the curricukan constructively done if the head of
the subject also knows and understands the cuwricuteform in order to assist his

subordinates.

Participants B had no support from workshops, ramfthe school management. This lack of
support can be compared to Bantwini’s (2010) figdiin his study where the participants

indicated that there was a lack of continuous sttfpam the subject advisors after the once
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off orientation workshop. This shows an inconsisteim the training and support structures
offered to all grade 11 Mathematics teachers instisg them with delivering the new
curriculum. Bantwini (2010) affirms that school wsts should structure continuous support
for teachers to ensure that they appropriately tstaled the curriculum reform and what it
expects of them. In this way misunderstandingshefibtended curriculum can be avoided.
Teachers must be adequately equipped to constnmvlgdge as well as meaning of the
curriculum reforms (Bantwini, 2010). Mtshali (200&commends that teacher development
models must be improved with regular workshops. kK&toop sessions that conducted beyond
one week provides the opportunity for interactigarhing between teachers and facilitators
(Mtshali, 2008).

4.8. CONTENT KNOWLEDGE AND SKILLS OF TEACHERS

Content knowledge and pedagogical skill strongfluences the way teachers teach (Brown

& Borko, 1992). The knowledge and beliefs of teastare crucial not only to what is being
taught, but how it is being taught (Battista, 19989r implementation to be successful,
teachers must apply their knowledge and skillsarrextly interpreting and implement the
document (Parker, 2006). Teachers’ weak conceftwdledge will therefore be an obstacle

to effective curriculum implementation (Bennie & \W&ead, 1999; Malinga, 2005).

Participant B responds positively to teachers tsgunficient skills and knowledge:

T would say yes. Thinking about the teachers asampol. | would say that

they are adequately skilled, and nmaste been teaching for a very long time,

and so | don’t think they have a pssblin terms of thdt.
Participant B feels that because the teachersratcheol have taught for a long time, and are
familiar with the topics, they are well skilled armdve sufficient content knowledge to
deliver CAPS. Whilst teachers at Participant B'syaed may have sufficient content
knowledge and skills to teach Mathematics in treelgrll classroom, participant D feels that
there is a need for more support in methodologpe@asally in teaching the new topics that
have been included in CAPS.
Participant D:

The methodology, yeah, they should be given somene¢hods

on how to teach certain topics likeoBetry, because really, learners

can’'t understand. So only in the rodtilogy part’
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According to Participant D, teachers need moredfical training. She feels that there is a
need for teachers to learn new methods of teadfege difficult topics in order to make
learners understand better. In my opinion, teacherslso life-long learners themselves and
must therefore engage with learning to find answerghe difficulties they experience.
Participants, as teachers, must teach themselesamely on the Department of Education

to conduct such training programmes.

New teachers have difficulty, especially if theyw&anot covered these sections as learners at
school, nor at tertiary level.
Participant A:
T have two new teachers that teach Maths. One acathea normal BCom
degree and she has adapted well. We baided her... she has received
guidance from school. She came witteaohing background, nothing at
all, and she equipped herself well, shearnt a lot of stuff and then we do
a lot of guidance at school. And thenhave another teacher that came
with a teaching degree, with Mathemgtlout then he said to us he wasn't
taught any Euclidean geometry at Edgehat all. But then he had
Mathematics but during his matric yearwasn't in that phase where
they did geometry, but he eventualyrie | mean we guided him, how to
do it. He is fine with it. We equipgenh in stages, grade 10, then grade 11
and then grade 12, so he does not beaymevhelmed with time
Participant A, being a Head of Department (HOD)vjtes support to new teachers to ensure
that they cope with the curriculum delivery in tblassroom. Participant C also receives
support from the HOD at his school. Since Particifa shares teaching the same grades with
his HOD, they are able to work closely together.d®uteaching seems to work for
participant C. Participant C:
The reason why | mentioned my HOD is that we aagiish the subject.
We are teaching the same grade. Gidtland grade 12. | am working
closely with him.” “If there is somatly challenging me 1 just go straight
to my HOD and discuss the matteratkethose sections very effectively,
only to find in the exams the quespiaper is just as | taught in class
Participants agree that buddy-teaching is a methatlworks in providing support among
teachers. Participant A confirms:

ft works very well
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Participants who have experience in teaching NATED and Paper 3 (Optional paper) in
the NCS curriculum, draw from this previous knowgedwhen teaching the CAPS
curriculum. In response to the question: How mutlyaur previous knowledge and skills
has assisted you in implementing CAPS? Particifamsponded:
Right now in CAPS there is Euclidean geometryg iih ICAPS, it was not
in NCS, and previously it was in NATES0, so | was used to that part
beforé.
Participant D:
Yeah it does link, especially when you have taagénh paper three ‘cos
actually this geometry is paper thfiemm the NCS. So there is a lihk
Participant A:
Yeah it is from paper three, and well we've taugetse before but when you
look at counting principles in grad®, ve got to teach ourselves. We
taught ourselves this section. It'sipging ourselves with new knowledge
and using the old knowledge
According to Participant B, teachers even draw ftbeir knowledge as learners to assist in
delivering the curriculum. Participant B:
‘So for me | have to draw on previous years, nog asla teacher but also
as a pupil myself because | lastewrber doing Euclidean geometry
when | was at school specifically.|®ave drawn from that
Participants have accepted the new CAPS curricthanhave familiar topics and therefore
draw from their old practices in order to delivhistcurriculum, similar to Brodie’s (2002)

research where the teacher drew from old practiseshe moved towards the new.

According to participant D, the change in curriculthas made some teachers insecure
because of the introduction of the difficult topic® she helps them by teaching these
difficult topics. According to Bennie & Newstead 949), many teachers with weak
conceptual knowledge are trying to gain confidendeaching new topics.
Participant D:

‘Some of them are insecure because of the contéhég@ome to me to go

and teach for them, the geometry paeah we just do the team teaching.

Some are afraid of some topics, ekendh they were taught to them, they

are a bit afraid
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Participant A attributes teacher insecurity tordygidly changing curriculum. Participant A:
T suppose it was too quick. It was OBE, it was M@& now it's CAPS.
You know, the time frames were taokgand, mathematics itself didn’t
change. Very little of the contendched. The teaching of Mathematics
did not change. The admin work chandfebecomes overwhelming and
teachers now suddenly look ... these’snany other problems that are
compounded now. So this admin werkpmpounded by discipline
problems and everything else thames with it, and that's why teachers
get upsét.
This rapid change, according to Participant B atetl teachers because as soon as they
became comfortable with one curriculum, a new cutum was ready to be introduced.
Participant B:
frritated that it keeps changing. Although chang@écessary. If you just
about get to learn something theu got to start again. So that irritates
me more than anything €lse
Participants became overwhelmed with the introductif the new curriculum and needed to
adjust quickly in order to cope with the changee Téapid changes from NATED 550 to NCS
to CAPS placed greater demands on teachers’ atulitppe.

4.9. CURRICULUM MATERIALS AND RESOURCES

Since curriculum materials and resources are impbdupporting tool used in delivering the

curriculum (Beck et al, 2000), this theme invedegahe quality of the curriculum materials
and resources. This theme will be discussed asstethemes: Textbooks, and the CAPS

document.

4.9.1. TEXTBOOKS
The textbook substantially influences lesson anttertt presentation (Tarr, Chavez, Reys &
Reys, 2006). It is therefore one of the main saurok information teachers use in the
delivery of the curriculum. Participants feel thahilst the learners may be given one
textbook, the use of one textbook by teacherssigfiitient.
Participant C:
“To use one textbook is not enough. It is bettgoufuse as many as you can,
because only to find that this text book covensgsithat this one doesn’t have.

It is better and secured if you use as many ascgou Just to combine
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things togethet.

Participant D:

“Yeah that's true, textbooks supplement each othgos can’t just stick

to one’
Participant A:

“it is sufficient but you’ve got to use a wide variagain, The

department policy where they say each child mage la textbook...

you got to still work with other textbooks, run ewdrksheets and things

for the kids’
As teachers, participants feel that they need twswb a variety of textbooks in order to
obtain adequate information to prepare and detivercurriculum so that learners receive the
best benefit from the teaching and learning pracess
Participant C:

The advantage of using many textbooks is thatg¢hs®ons are not the same.
Some are explaining better thandtreer.”

Whilst textbooks cover all topics of the syllabascording to Participant C the depth to
which they cover topics may vary, which compels thacher to reference a variety of
textbooks that would adequately supplement the sxeddthe teacher and learners. By
consulting different textbooks, participants carurse the best explanations of topics,
methods to solving problems, and practice exerci¥éerksheets can be prepared by
participants, using the information gathered frdra various textbooks, to suite the ability

levels of the learners so that they can work at then pace.

The curriculum document also serves as a resobategtiides participants in the delivery of

the curriculum.

4.9.2. THE CAPS DOCUMENT

The national curriculum policy statement which gsras a resource document is designed to

regulate and standardise the curriculum that ppatits deliver in the classroom. The policy
document provides a guideline on the timeframedetxhing each topic. Without these
guidelines teachers may go deep into topics thegt #re passionate about whilst sacrificing

other topics.
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Participant A:

Yes the depth of the topic. Because there are smpies you can go
very deep into, and if a teacpets too passionate about a topic and
goes deep into then you doirgg the sacrifice of another section.
But | think teachers are guidgdthose timeframes and the policy

document, and then you stop @réain point”

The pace of the curriculum is dictated by the tiraefes provided on the curriculum policy
document, which is a clear indication that it isuge towards curriculum completion rather
than curriculum realisation. It does not consideretneeded by weak learners to assimilate

Mathematics.

Participants B and C found that the curriculum g@oldocument and textbooks follow the
same sequence, thereby creating a link that makesier for teachers to work. Participant D
reaffirms this by indicating that the link guidesthers on not over-teaching.
Participant C:
It is better now in the FET phase because evergthist corresponds,
unlike in GET, only to findydu look at the work schedule it is
different from what is in ttextbook. In this case FET,
everything just corresporids
Participant B:
There’s a lot of thought adding on into those terlts. You can
see there is definitely a Ib&&ween the policy document and the
work schedule, so to speak], the textbook. There’s a lot of thought
Participant D:
Yeah they are a good guide because you don'’t ltawedr-teach.
You know where to stop, beeaigimeframes’

Well designed curriculum material and resourceseasential in helping to build a positive

attitude towards implementing new curriculum (Betlal, 2000).

4.10. CONTEXTUAL FACTORS

This theme examines the factors that promote addnirffective curriculum delivery. Pre-

existing problems of late coming, huge class sizessiness of learners, learner's not
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carrying stationery and books to class, learnaagipd) with cell-phones in the classroom, as

mentioned by Participant A, have a negative impadhe delivery of the CAPS curriculum.

Participant A:

We have late-coming, late-coming to school is @peet, late-
coming to class is anothereatpNot coming with stationery
and books is another aspelt foise factor, you have to keep
telling the learners to keapdj. It's something new to me. The cell
phones that the learners warttide and use. That’s a distraction,
obviously they are not goinddarn. If they are on the cell phone
for two minutes, they are noing to grasp what you said for two
minutes. Those are the diseglproblems. Then our class sizes. They
are huge class sizes, +40 md¢lass. No parental suppdrt
Discipline problems stated by Participant A areikinto Zappa-Hollman’s (2007) study in
Argentina, in which learner ill-discipline idengfi by teachers were that learners: truanted
classes, have short attention spans, indulge imaschiolence, bulling each other, are
disobedient, noisy and un-cooperative. Participanthis study have found similar problems
to that in Zappa-Hollman’s study, but have furtf@und that learners in their schools are
distracted by the cell phones they carry to class.

Participant A, as well as all other participanisljdve that the lack of discipline of learners to
get tasks, assignments and projects (requiremé@aBS) done, have a negative impact on
continuous assessment and consolidation of worls i§han indication of a lack of parental
support resulting in learners completing tasks #haiuld be done at home as was the case in
Bantwini’s (2010) and Ngubane's (2002) findings.
Participant A:

Because there is deterioration, it has impactedlelivering in the

classroom. Delivering on time, andtigettasks done. Oh yes with CAPS

when you look at all the tasks that &r be done, you look at a project that

a child is supposed to take homegdget, that’s all the requirements in

the CAPS policy documents, but kidsrant disciplined to get it done.

Sometimes you will literally have & gll the stuff in the classroom and get

the child to do it in the classroonoul get it out but you'll have those,
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almost 30% of learners that will hawedb it in the classroorh.
Participant B:
“Pretty much the same. Children hae¢ been taught how to discipline
themselves. “When | get home | rdastny homework”, or “When | sit
in class | must work quietly”, thidahd of thing. It’s like it's not being
taught at all. The personal developme.that's what I'm talking

about. That is what'’s the difficuityimplementing anything.”

Participant C:
“I don’t know if the learners arady or they don’t want to learn. It's
just a few who have that discipliMost of them like to be chaotic
in the class, even if you give thieentask to do, they just copy. Only to
find one or two, those are the f@wo are doing their tasks that were
given the previous day, and thé wali copy. What | can say is that
they don’t have a discipline. | #dmow how to train them to make
them focus on their work, effectivel
Participant D:
“l think the factors are still the e, laziness, class sizes, but mostly
learners are afraid of new topicsislword geometry to them, these
shapes they are just afraid of thes iaths.”

Class sizes contribute to the effective manageroéhe learners and the delivery of the
curriculum (Zappa-Hollman, 2007). As indicated kgrtitipant B, smaller class sizes would
make a huge difference in the teachers’ abilitynemage the class. According to Participant
B, in a smaller class teachers would be more relaxel be able to give individual attention
and therefore achieve more in terms of coverageARS and getting learners to cope with
the demands of the curriculum.
Participant B:

The managing of the class. When you're trying lovelea lesson you

feel so much more relaXed
According to Participant C, larger classes haveenearners needing individual attention in
the same timeframe, therefore increasing the stea&d of teachers. Larger classes have
more discipline problems such as learners talkingach other which disrupts the teacher

during the lesson and slows down curriculum cover&ue to time constraints, teachers are
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forced to continue with the work-schedule even giolearners in large classes cannot cope
with the curriculum. High teacher-learner ratio@isommon problem, even Bantwini (2010)
discovered this in his study. Large class size$ lilit access to resources and reduce

teacher effectiveness in the classroom (Zappa-Huwl|r2007).

Participant C:
fh grade 11 | have a class of 28 learners and as<laf 52 learners
for different streams. Onlfitad | cover everything in the learners
that are few but when | coméhie one which are many, only to
find that | don’t even finishem because there are those who need
attention, because | just gdoh’'t want to go and leave the learners
behind without gaining anythilgpmetimes it compels. | am forced by

situation to go through.

Learners not having support material such as Madlieal instruments, calculators and
stationery jeopardises their chance of learningskids being taught by the use of these
support material. Textbooks have been written ite selevant user-friendly calculators so
that correct answers are easily obtained.
Participant C:
ff you are still talking about calculators, | cagee with that
because in this new systeen@RPS, there are calculators which
are relevant to textbooks. rehere calculators which simplify
problems. Like in the instrans, you can find the instruction
which says without the usa oélculator, you can chance using
the calculator because you leave your answer in the surd form,
maybe the question says so.d.gaur answer in a surd form.
The other calculators just ledlre answer in the decimal. Only to
find that this one has useddhleulator.”
Learners who do not possess these calculatorsdifficellties with assessments requiring the
use of calculators. These contribute to learnensivkedge gaps which become evident by

the poor performance of these learners during sssgs as demanded by CAPS.

Participant B feels that learners’ lack of partatipn in sport contributes to their ill-

discipline. | also agree with Participant B becausemy opinion a disciplined body
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contributes to a disciplined mind. Participation gport contributes to discipline because
every code of sport has its own code of discipliigch is instilled in its participants by the

coach. Learners can use sport to build their cleras team players, and this will improve
their discipline in the classroom and change thpesgnces that teachers have in the

classroom.

4.11. THE STRENGTHS AND WEAKNESSES OF CAPS
4.11.1. Strengths

According to Participant A and B, the CAPS documadéquately covers all aspects of
Mathematics to prepare learners for tertiary edanat
Participant B:
“I think a broad spectrum. The five different seas that covers

mathematics. Like data handlingctions you know. | think

there are five sections and | khinat because it is broad, it covers

quite a nice variety.”
Participant A:

“It does prepare the child in a better way for uaiisity, because we

found that all the kids didn’t dpt paper three in NCS. So it was a big gap.

They only realised when they gairtiversity, that they needed

Euclidean geometry. So that'srarggth of CAPS. | agree with B about

the other sections.”
Participant A further elaborates that the NCS byltadid not adequately prepare learners for
university if they did not opt to do paper threeiethcovered Euclidean Geometry and
Probabilities. With CAPS, all topics are compulsosp therefore learners are adequately
prepared for university.
According to Participant D, after NCS, CAPS hasugit back the joy of Mathematics by
including previous topics such as Euclidean Geogynetr
Participant D:

“CAPS just brought back the joy of Maths. Its’ nozal Maths.

We were missing out the ofulds.”

There is a link in the GET and the FET curriculunthsis creating continuity and providing
the basis for relevant previous knowledge requirethe FET phase. Topics in the CAPS

policy document are familiar to most, if not allrfi@pants in this study.
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The restraining forces outlined by Ornstein & Hunki(1998) are fear of the unknown,
threats of power, obsolete knowledge, traditionaloidedge and limited resources.
Participants in my study did not resist curriculehange to CAPS since they were familiar
with adjusting to change in curriculum, topics ok traditional topics that they were

familiar with and further, they were able to usaitable resources to implement CAPS.

4.11.2. Weaknesses
CAPS has too much of content to be taught. AccgrthnParticipants A and D, the restricted
timeframe does not allow teachers sufficient timeatlequately cover the topics in the
classroom. From NCS to CAPS there is more conteritet covered in the same period of
time.
Participant A:

“Weaknesses: yeah timeframe. Nobody consideredftanee.”
Participant D:

“The time framework, especially in grade 11, toocimtopics.”

According to Participant B and C the NATED 550 aulum gave learners the option to
choose higher grade or standard grade Mathem@&tasdard grade Mathematics gave weak
learners the opportunity to pursue Mathematics latver level. CAPS offers Mathematical
Literacy which is not considered pure Mathematasd these learners are restricted with
career choices (KZN Circular 09 of 2013).
Participant B:
“In the past in the old NATED 550, they had theheiggrade and
the standard grade, and standgirade was for students who really
loved Maths but were not Matlszzes, so to speak, as opposed to
the higher grade. This doesatec for the in-between, it is for the
very strong Maths learner. Matliscaters for those who just need
Maths to get around, everydé&y WMaths, but it doesn't cater for the in-
between.”
Participant C:
“When it comes to the weaknesses what | can dimais
there is an imbalance between W Maths Lit and pure Maths

because those are two differentsdaswhereas before standard grade
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and higher grade there were the tielaship.”
Participants B and C prefer learners have a chogteeen Higher grade Mathematics and
Standard grade Mathematics, rather than MathematidsMathematical Literacy, because
Standard grade Mathematics gave weak learners portopity to pursue Mathematics at a

lower level, whilst Mathematical Literacy does not.

Whilst participants have accepted the CAPS polimy are currently implementing the new
curriculum, they have not been involved in its ticmaand therefore do not appear to own the
CAPS curriculum. They are forced to implement ariculum that they had no part in
creating. As eluded to by Ornstein & Hunkins (1988 driving forces to change was greater
than the restraining forces. The initial drivingde to curriculum change was a political
move by the South African Government in changireyAlpartheid era education system to a
system that catered for all its citizens equallyowdver in its attempt to bring about
appropriate and adequate change, the South Afriedmcation system was forced to
transform to Outcomes Based Education, then tooNakiCurriculum Statement and now to
Curriculum and Assessment Statement. These rapahgels de-stabilised participants’
confidence in their knowledge and skills each tithe the curriculum changed, forcing them
to readjust to the re-reformed curriculum. Destsini§ participants’ confidence may have

also affected the teaching and learning processitingately the learners.

Whilst participants accepted curriculum change &PS, there were obstacles that hindered
the smooth and easy transition. According B andHhere was insufficient support from
subject specialist, school management teams ardagoks. According to Participant A,
there were two young teachers at her school whketh&nowledge of the new topics that
was introduced into the mainstream curriculum of RSAsuch as Euclidean Geometry,
Probabilities and Nature of roots. Whilst ParticipA guided these teachers to cope with the
new topics, there may be more young teachers ier @thools who were left to find their
own way in coping with these topics.

4.12. CONCLUSION

The themes: Ownership of the curriculum and theer#xtof teacher involvement in
curriculum development; The policy document — ¢yaaind understanding of the document;
Teacher training to prepare teachers for curriculmplementation; Knowledge and skills of

teachers in delivering the content of the new cutum; Curriculum material and resources
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used in curriculum delivery; and Contextual factaffecting curriculum implementation.
Adequately cover the participants’ experiences withblementing CAPS. Participants’ lack
of involvement in curriculum development has praednthe development of a sense of
ownership by participants of the CAPS curriculumhilgt participants have found the CAPS
document to be well structured and have claritgrehis still room for more in-service
training of participants to cope with the implenaitn of CAPS to improve on their vast
knowledge and skills to make implementation moreammggful. Participants have found
curriculum document adequate to implement CAPShen grade 11 Mathematics classes,
however using one textbook was inadequate. Thaydftlie need to consult a wide variety of
textbooks. The contextual factors have negativelgacted on participants’ experiences in

implementing the CAPS curriculum in the grade 1lhdanatics class.

4.13. PROJECTION FOR THE NEXT CHAPTER

In chapter five, | presented a summary of the figdiand the conclusions that inform Future

Trends in curriculum reform in education.
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CHAPTER FIVE:
FUTURE TRENDS

5.1. INTRODUCTION

The purpose of this study was to explore gradeeeldviathematics teachers’ experiences in

implementing the Curriculum and Assessment Politgtegnent. This was achieved by

realising the following objectives:

1. Determining the experiences of grade 11 mathemtgashers in implementing the
Curriculum and Assessment Policy Stateme
Understanding factors that inform these experiences

3. Understanding teachers’ views on the effectivenésise Curriculum and Assessment
Policy Statement.

These objectives were achieved through the presemiaf a literature review in chapter two

and an empirical study using a focus group of psefdly selected sample of four teachers
from schools located in varying social environmeassdiscussed in chapter three. It was
important to get a broad perspective on the is$ueaghers’ experiences with implementing
curriculum change to CAPS in the grade 11 Matheassatiass in secondary schools, which

was discussed in chapter four.

In chapter five, | present a summary of the findinGonclusions have been made arising
from these findings that inform Future Trends imricwlum reform in education that relate to
the conceptualisation and implementation of CAP8ufe trends presented in this chapter

begins with ownership of curriculum

5.2. OWNERSHIP OF CURRICULUM

Since participants claimed that they want to beolved (consulted) in the developmental

phase of curriculum reform so that they can makmut® based on their expertise and
experience in the subject, and the fact that thefeem affect them directly as implementers
of curriculum, one suggestion for the future isinwolve participants from the point of

conceptualisation as “Participants want to gairetielb understanding of the curriculum by
being directly involved in its development, so thatould be successfully implemented”. For
the curriculum to be successfully implemented, hees who are one of the primary role-

players should all participate in compulsory worksh that provide knowledge on what the
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reform is, and why it is necessary. As part of wegkshop the new policy document should

be discussed and analysed critically in a parttogyamanner to facilitate its understanding.

Another suggestion is for Subject advisors to atir@te compulsory cluster workshops that
includes all implementers and to duplicate theseksimops to encourage maximum
attendance and to as far as reasonably possilbenaccdate the necessary participants.
Curriculum reformers should avoid using the caswgdmodel since it appears to be
ineffective in meeting its desired outcomes. Faaregle, in this study participants claimed
that workshops introducing CAPS were conducted @rer or two days. However not all
Mathematics teachers attended due to logisticalorea Workshops were conducted during
school time, therefore only one teacher per gratma@ed the workshop. Those participants
who attended the workshops were required to cassddemation to other Mathematics
teachers on their return to school; however thisndit happen due to time constraints. These
participants merely handed out copies of the docwmexpecting others to read for

themselves.

Workshops designed should disseminate overarchlungistent material since participants in
this study maintained that there was no consistancthe way these workshops were
conducted. At some of the workshops, only new adntgere discussed, whilst at the
workshop for teachers from the Durban Central sishaoloe entire document was discussed.

Curriculum reform in the future should be graduad &eachers should first gain expertise in
one aspect before continuing to the next aspecpaaticipants in this study argued,
“participants sacrifice teaching certain topics dese they are overwhelmed by the rapid
changes in curriculum content;” Additionally theadual approach is suggested because
participants asserted: educators not having safficcontent knowledge of difficult topics;
unqualified teachers who have no didactical trgnitiazy learners” who do not spend
sufficient time committing knowledge to memory, den implementation of the reformed

curriculum ineffective.”

The increase in the length and depth of grade Bl&A&PS (Mathematics) without any
increase in teaching time, forced participants awkwout of school time to ensure adequate
coverage of all topics of the curriculum. Furthgarticipants were forced to increase the pace

at which they delivered the curriculum, therebyciog learners to increase the pace at which
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they learnt. Learners who did not cope with the aleds of CAPS failed at the end of the
year. As a future trend, there is an urgent calcfariculum planners to review and increase
the current prescribed contact time of 4.5 hoursyeek for teaching FET Mathematics. This
must be done after wide consultation with all sketders to establish appropriate and
adequate contact time per week for the teachingEdf Mathematics so that teachers can
comfortably cover all topics of the curriculum aedrners have sufficient time to assimilate

Mathematical concepts and gain a clear understgrafithe subject.

Forced subject combination of Accounting and Mathtes should not be perpetuated by the
schools and the Education department in order tmdalearners being compelled to do
Mathematics when they cannot cope and often failsihibject at the end of the year. As a
future trend, subject choices should be left elytite learners, however only after they are
given a thorough explanation of the consequencenadf offering Mathematics with

Accounting.

Teachers want to take ownership of the curriculwwhich is the driving force towards
curriculum reform however; by the DBE not providingportunities for teacher input and
participation it creates a restraining force preéwenteachers from taking ownership of

curriculum reform and ensuring successful impleraon.

If teachers have not taken ownership of the cuumouytheir knowledge and understanding of
the curriculum needs is insufficient to implemehe tintended curriculum of the DBE.
Teachers will only implement the curriculum as thapderstand it. Therefore the

implemented curriculum will not correlate with timeended curriculum.

5.3. TEACHER TRAINING

While in-service training attended by some partaigs was in the form of workshops, other

participants did not attend these workshops duedistical reasons. Those participants who
attended the workshops were required to cascademation to other Mathematics teachers
at their schools, but this did not happen becadigene constraints, however copies of the
documents were passed on for teachers to readCaseade model of training has failed due
to the watering down of critical information thatpassed on, and therefore the Department
of Basic Education must ensure that future workshepe made mandatory for all

Mathematics teachers to attend. To avoid logispicablems at schools due to the absence of
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many teachers who attend the workshops, these hapksshould be scheduled over
weekends or school holidays. This will avoid thiuaion of teachers having to “fend for
themselves” by seeking help from Heads of Departni®ohool Management team) who
themselves may not have all the answers to teadeeds.

Adequately trained teachers, is the driving forowvards successful implementation of
curriculum reform. The one or two day workshop ahed Cascade model of training
advocated by DBE to orientate teachers towardsiélwe curriculum is insufficient and does
not provide for teachers needs in implementing newiculum. This is the restraining force
denying teachers of the essential training neededuccessful implementation. If teachers
are not trained to implement the intended curricyldhen the curriculum (implemented)
delivery by the teacher in the classroom will rextancile with the intended curriculum.

5.4. KNOWLEDGE AND SKILLS
For those teachers who have experience with tegdhi@ NATED 550 and NCS syllabi,

have sufficient knowledge and skills to impleme®RS, however, as a future trend there is
a need for training, not so much on content, buhew methodologies of teaching, so that

teachers can make Mathematics easier for learoensderstand.

New teachers, who have not taught the NATED 55[lsyk, nor paper three of NCS, need
guidance and intensive training in the new topic€APS. For the future, the Department of
Basic Education must provide regular, strategicallgnned in-service training for these

teachers in order to ensure successful implementafi CAPS.

The rapid change in curriculum and the introductmdifficult topics in CAPS have

overwhelmed participants, forcing them to re-adjtists destabilising their confidence in
their knowledge and skills and creating a sensensdcurity about delivering the CAPS
syllabus. As a future trend, Curriculum planners developers must consult widely with
Mathematics teachers in the conceptual stage oficalum reform, by opening

communication channels that are easily accessibtedachers. In this way teachers will be
aware of impending curriculum reform and individyaprepare for the change when it
happens, thus avoiding the sudden “drop of a bomSo, those who require content
training or training in policy implementation shdube afforded that opportunity in the form

of in-service training.
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Teachers with adequate knowledge and skills toempht the intended curriculum will be a
driving force to curriculum reform however, by tH@BE not providing a strategically

planned and coordinated in-service training progfamteachers who lack the necessary
knowledge and skills for curriculum implementatiam,restraining force is created that
prevents the intended curriculum from being impletad. Therefore that implemented

curriculum will differ from the intended curriculum

5.5. RESOURCES

Whilst participants have found that the CAPS tegisofollow the same sequence as the
CAPS document and therefore they are compatiblenwdsed together, they also found that
different CAPS textbooks do not cover topics to Hame depth. Some textbooks delve
deeper into certain topics whilst others do noer€fore participants have found it necessary
to use a variety of textbooks in order to delivee turriculum for the maximum benefit of
the learners. While the DBE provides funding toasth for the purchase of textbooks with
the view that each learner should have a textbaska future trend, schools should ensure
that a copy of each available textbook in Mathecsas provided as teacher reference.

The use of multiple textbooks by teachers is theirdy force that aspires to implement the
length and depth of the intended curriculum. Theavailability of these essential textbooks
and financial constraints preventing access toetlessential textbooks are restraining forces
that hinders adequate length and depth researdiedaers to implement of the intended

curriculum. Therefore the implement curriculum viaé in line with the intended curriculum.

5.6. CONTEXTUAL FACTORS

Contextual factors that negatively impact on théivdey of CAPS are: late-coming of
learners to school and to the classroom; high $ewélnoise due to learners continuously
talking to each other during the lesson; learndayipg with cell-phones during lessons;
short attention span of learners; learner disolmegieand a lack of parental support. As a
future trend, schools should engage its power destehe South African Schools Act in
formulating an effective Code of Conduct in constitin with all other legislation concerning
human rights, as well as all stakeholders in thesk The school management team must
ensure the all stakeholders enforce the Code otdl@nwith equal conviction and apply

recommended disciplinary action fairly and justly.
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Teachers’ knowledge of the curriculum, and, th&itlss and enthusiasm to implement the
intended curriculum in the classroom is a driviogeé to curriculum reform. The contextual

factors of: learners coming late to school andléss; high levels of noise due to learners
continuously talking to each other during the lesdearners playing with cell-phones during
the lesson; short attention span of learners; éradisobedience; and a lack of parental
support, are the restraining forces that interfevits teachers delivery of the curriculum in

the classroom. Teachers adjust to the “climatethefclassroom and deliver the curriculum
as best as the contextual factors allow them teald'he contextual factors will prevent the

intended curriculum from being implemented.

5.7. SUGGESTIONS FOR FURTHER RESEARCH
It is evident that teachers want to be involvedthe conceptual and design phase of

curriculum reform. Considering the shortcomingg ferticipants have found, of an increase
in length and depth of CAPS, as well as insuffitieontact time to cover the topics in the
grade eleven CAPS, future research can explore “ihaw CAPS be reformed to be
adequately suitable for the grade eleven Mathematass in South African schools?”

Considering that contextual factors negatively iotpan the delivery of CAPS, future
research can explore “How can contextual factorsdyaessed to positive influence teaching
and learning of Mathematics in South African classns?”

5.8. CONCLUSION

My research study has revealed some relevant ammcemanating from grade eleven

Mathematics teachers’ experiences when implemer@iABS. The suggestions that | have
made about the future trends in resolving theseams need the urgent attention of the

relevant stakeholders concerned, in order to erehtnecsuccessful implementation of CAPS.
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ANNEXURE B

INTERVIEW SCHEDULE

1. Ownership: a) To what extent were you involvedha development of the new curriculum
(CAPS)?
b) What should be the extenteaicher involvement in curriculum development?
¢) How(when/where) did you gektmw of the curriculum change?
2. Curriculum Policy Document:
a) Clarity of the document- Is the document clear alehat is Expected? Is the
document understandable and user friendly?
b) Is there a link between the GET and FET syllabesure continuity? Does the learner
have the relevant previous knowledge? Explain.
c) How is teachers’ workload (paperwork, planningcteag-time, assessment) affected by
the CAPS curriculum?
d) How did the reform in content affect curriculumigefy?
e) How did teaching-learning change to suit CAPS?
3. Teacher training:
a) What was the extent of teacher training in prepdwem for implementing CAPS?
(Workshops/In-service training)? Explain.
b) What support was offered by school SMT, Subjecisatg and other education officials?
Explain.
4. Knowledge and skills of teachers:
a) Did teachers have sufficient skills and contentvidedge to implement CAPS? Explain.
b) How much of your previous knowledge and skills @sacher has facilitated (assisted) in
implementing CAPS?
c) Did teachers engage between the old curriculum taednew curriculum due to their
insecurity? Explain.
5. Curriculum Materials/Resources:
a) Did the text books appropriate cover the demandseopolicy document? Explain.
b) Were there sufficient and appropriate resourcesufiport teaching and learning topics in
the CAPS document? Explain.
¢) How have supporting documents, such as curriculoiityp documents and text books,
impacted on your implementation of CAPS? Explain.
6. Contextual factors:
a) How did contextual factors (such as: location dfcsst, class size, learner discipline) affect the
implementation of CAPS?

7. What in your view have been the strengths and aknesses in implementation of CAPS? Explain?



