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ABSTRACT

The Department of Education and Culture (DoEC) has since 1994, after the democratic
elections in South Africa, introduced radical changes to the system of education. This
systemic change has required é fundamental shift in attitudes of educators and other
school constituents in African schools in particular, which were in the past education

dispensation marginalized and poorly resourced due to the Bantu education system.

One of the main problems in IsiZulu medium schools has always been the seeming
reluctance to change from apartheid era practices. The officials of the DoEC have often
given what have appeared to be simplistic and platitudinous reasons for the apparent
resistance to change and perennial poor academic performance in most IsiZulu medium
schools. These reasons were used on a paucity of in-depth study into the underlying
causes of the apparent reluctance to change. There was therefore a need to investigate
some of the systemic processes which influence change in IsiZulu medium schools. This
study therefore sought to identify and describe the processes which are associated with
difficulties and inertia in order to try to improve the quality of education in a sample of

IsiZulu medium schools.

Systems theories, theories of change forces and strategies of educational change formed
the conceptual framework of this study. A multi-layered systemic approach provided the
basis for understanding the interactive processes within the school, and the interaction
between the school and its environment (including the DoEC). The data was collected
from a sample of three IsiZulu medium case study schools, utilising focus group
methodology. In each school, focus groups of Educators, School Management Team
(SMTs), School Governing Bodies (SGBs) and Representative Council of Learners

(RCLs) were conducted to collect data through interviews and discussions.

The data collection was at the same time intended to be an intervention process. This was
done through utilising action research cycles that involved a selfreflective spiral of

planning, observing, reflecting and replanning. The action research cycle process helped



the researcher to observe how school constituents engaged with change processes. A
three-stage process of data analysis was used. The outcome was the generation of
categories which eventually emerged into patterns. These patterns were used to theorise

about some of the underlying causes of apparent inertia to change in these schools.

The study has found that many of the apartheid legacies such as quality of educational
training, passivity and dependency syndrome caused by the DoEC’s instructional top
down approach in education management, still exist. Educators are frustrated by the
disempowering management approach of the Department. Consequently they operate in
a non-productive vicious circle, with little energy for problem solving and lack of

authority and influence over parents and learners.

The study has also found that there is a mismatch between job requirements and personal
qualities of educators. Educators, parents and learners seemed to lack knowledge,

strategies and skills to apply in specific problem areas of their schools.

Clashes of ideological and cultural beliefs, lack of support from parents and
communication between the school and parents, make it very hard for educators to cope

with the new order of educational change.



iii
ACKNOWLEDGEMENTS

I am greatly indebted to the following people for their invaluable support and assistance

without whom my research would have not succeeded.

The School Management Teams (SMTs) in my three case study schools were very
cooperative. Even though I disturbed their lunch breaks, they warmly welcome and gave

me the information and support I required.

Mr J.Pillay, the Deputy Chief Education Specialist, from Education Management and
Information System, greatly assisted in producing some of the complicated drawings.

Without his computer skills some parts of the thesis would have not been done.

I am grateful to the National Research Foundation which financed the last two years of
the study. The bursary helped to pay university fees and buy books and some material

resources.

Without the professional expert guidance and support of my supervisor, Dr J.Akhurst, I
would have not come thus far. There were moments when I was on the verge of giving up
due to the frustration of not seeing results of my intervention in three case study schools.

Her supervision motivated and spurred me on to the end.

I thank my wife and children who allowed me to concentrate on my studies to their

neglect. I was inspired by their ceaseless support.

M.J.Ngesi
September 2003



DECLARATION

Unless specifically stated to the contrary in the text, this thesis is the original work
of the undersigned.

/’_)4

///‘}‘ﬂ“ /7////~c) 7

rM I Ngési Daté



CHAPTER1

1. THE RESEARCH PROBLEM

1.1 Introduction

1.2 Background to the study
1.2.1. Historical background
1.2.2. The pedagogy of African learners
1.2.3. Socio—cultural perspectives
1.2.4. Declining school results

1.3 Motivation for the study
1.3.1. Transformation programmes
1.3.2. Matric intervention

1.4. Purpose of the study

1.S. Definition of key terms
1.5.1. System
1.5.2. The school as an organisation
1.5.3. Educational change
1.5.4. IsiZulu medium schools

1.6. Overview of the thesis structure

CHAPTER 2

2. Theoretical framework
2.1. Systems theories
2.1.1.Von Bertalanffy’s systems theory
2.1.2.Bronfenbrenner’s systems theory

2.1.2.1.The microsystem

12

13
16
18
20
22
23
23
24
25
27
27

29
30
30
35
36



Vi

2.1.2.2.The mesosystem
2.1.2.3.The exosystem
2.1.2.4.The macrosystem
2.1.2.5.The chronosystem
2.1.3.Intervention
2.1.4.Implications of systems theories
2.2. Theories of change forces
2.2.1.Constrained change forces
2.2.2.Unconstrained change forces
2.2.2.1.Fullan’s theory of change
2.2.2.2.Cultural change forces
2.2.2.3.Democratic change forces

2.3.Summary and conclusion

CHAPTER3
Research design

3.1. Aims of this study
3.1.1.Research questions
3.2. Choice of design and methodology
3.2.1. Multiple case studies
3.2.2. Action research
3.2.3. Focus groups
3.3. Entering the field
3.3.1. Selecting the schools
3.3.2. Entry into the schools
3.3.3. Preparation
3.3.4. Focus group characteristics
3.4. The process of data collection
3.5. Data analysis
3.5.1. Generating topics

37

38
39
40
41
42
44
44
49
51
53
55
58

61
61
62
62
63
65
68
68
69
70
71
74
77
77



vii

3.5.2. Generating categories 78

3.5.3. Generating patterns 79
3.5.4. Data display 79
3.6. Reliability and validity 80
3.6.1.Credibility 81
3.6.2. Triangulation 82
3.6.3.Transferability 82
3.6.4.Dependability 82
3.6.5.Confirmability 83
3.7. Ethical issues 83
CHAPTER 4
4.Egonqweni high School 85
4.1.Historical background 85
4.2.Socio-economic situation 87
4.3.Entrance to the school 90
4.4.Focus groups 91
4.5.Data Collection 92
4.6.Process analysis 94
4.6.1.Educators’ focus group 94
4.6.2.School Management Team focus group 100
4.6.3.School Governing Body focus group 103
4.6.4.Representative Council of Learners focus group. 103
4.7.Content analysis 104
4.7.1.Parent’s Non-cooperative 104
4.7.1.1.Non-support of children 105
4.7.2.Learners’ qualities 106
4.7.2.1 Misconduct 107
4.7.2.2 Overage 107

4.7.3.Corporal punishment 108



viii

4.7.4.Socic-economic factors
4.7.5.Racial vestiges
4.7.6.Unprofessionality
4.7.7.The SGB members’ incapability
4.7.8.The Department’s prescriptive approach
4.7.9.Principal’s leadership
4.7.9.1. Laissez-faire leadership
4.7.10.Unemployment
4.7.11.Zulu Culture
4.7.12. Lack of time
4.7.13 Resources
4.7.14 Freedom
4.7.15.Communication
4.7.16.Solutions

4.8.Within case study analysis

4.9. Emergent factors

CHAPTER 5

S.Egagasini High School
S.1.Background
5.2. Socio-economic context
5.3. Entrance to the school
5.4. Focus groups

5.5. Data collection

5.6. Process analysis
5.6.1.Educators’ focus group
5.6.2.SMT focus group
5.6.3. RCL focus group
5.6.4. SGB’s focus group

109
110
110
112
112
115
115
117
118
118
119
120
120
121
122
126

128
128
130
134
135
136

138
138
140
141
142



5.7.Content analysis
5.7.1.Learner qualities
5.7.1.1 . Misconduct
5.7.2.Parents non-cooperation
5.7.2.1 Non-supportive parents
5.7.3.Corporal punishment
5.7.4.Socio-economic situation
5.7.5.The Department’s prescriptive approach
5.7.6.Unprofessionality
5.7.6.1.Conflict
5.7.7.Supervision
5.7.8.Recognition needs
5.7.9.Racial vestiges
5.7.10.Principal’s leadership
5.7.10.1.Laissez-faire leadership
5.7.11.Unemployment
5.7.12.Resources
5.7.13.Zulu culture
3.7.14.Communication
5.7.15.Curricular issues
5.7.16.Lack of time
5.7.17.Enviroment
5.7.18.Solution

5.8.Within case study analysis

5.9. Emergent factors

CHAPTER 6

Bushbuck high school
6.1 Background
6.2. The socio-economic content

6.3. Educational status

142
143
144
144
145
145
146
146
148
149
150
151
152
152
153
155
155
155
156
157
157
157
158
159
164

166
166
166
169



6.4. Entrance to the school 171

6.5.Focus groups 171
6.6.Data collection 173
6.7.Process analysis 173
6.7.1.Educators’ focus group 173
6.7.2.School Management Team 174
6.7.3.School Governing Body focus group 175
6.7.4.Representative Council of Learners focus group 175
6.8.Content analysis 176
6.8.1 Parents Non-cooperation 176
6.8.1.1 Unsupportive parents 176
6.8.2. Socio-economic factors 177
6.8.3. Racial vestiges 178
6.8.4. Learners’ qualities 178
6.8.4.1 . Misconduct 180
6.8.4.2. Overage 180
6.8.5.Unprofessionality 181
6.8.5.1.Conflict 182
6.8.6.Lack of time 183
6.8.7.Curriculum difficulties 183
6.8.8.Corporal punishment 184
6.8.9.The Department’s prescriptive approach 184
6.8.10.Principal’s leadership 185
6.8.10.1.Lassez-faire leadership 185
6.8.11. Freedom 186
6.8.12. Environment 187
6.8.13. Unemployment 187
6.8.14. Solutions 188
6.9. Within case study analysis 189

6.10. Emergent factors 193



xi

CHAPTER 7

7. Emergent patterns
7.1. Cross case study analysis
7.2. Legacy
7.2.1 The instructional top down approach
7.2.2. The ethos and philosophy of work
7.2.3.Lack of knowledge, strategies and skills
7.2.4.Racial vestiges
7.2.5.Educators’ loss of authority and influence
7.2.6.Mismatch between job requirements and personal qualities
7.2.7.Lack of energy for problem-solving
7.2.8.The principal as a key role player of the school
7.3.New order
7.3.1.Clashes of ideological and cultural beliefs
7.3.2.Educators’ perception of time
7.3.3.Belief about authority
7.3.4.Mismatch between new educational approaches resources
and demands
7.3.5.Educators’ lack of communication problem
7.4.Educational and socio-economic contest
7.4.1.Education’s loss of value
7.4.2.Social problems
7.5.Impacts
7.5.1.Educators’ characteristics
7.5.2.The DoEC’s management style
7.5.3.Parents’ lack of cooperation
7.5.4.Learners’ responses
7.6.Responses to research questions

7.6.1.Factors which contributed to officials’ and parents’ perception

194
202
203
204
208
210
212
213
214
217
218
219
220
223
224

225
226
227
227
228
229
229
231
232
232
233



xil

of resistance to change in AmaZulu schools
7.6.1.1 Effects of apartheid education
7.6.1.2.The unprofessional conduct of educators
7.6.1.3.Inertia
7.6.1.4.Competency
7.6.2 Factors that contributed to educators’ and principals’ attitude
to initiating and implementing change
7.6.2.1 Non-particiaptory approach
7.6.2.2.Time concept
7.6.2.3. Professional freedom
7.6.2.4. Lack of knowledge, strategies and skills

7.6.2.5. Loss of influence
7.6.2.6. Resources
7.6.3. The approaches to leadership exercised by school principals
7.6.3.1.Instructional approach
7.6.3.2. Laissez faire leadership
7.6.3.3. Follower principal
7.6.3.4. Resistant principal

7.6.4. The role played by parents and other stakeholders in schools
and how these may be improved

2

7.6.5. The relationship between the schools and the circuit/district
officials

CHAPTER 8

8. Discussion
8.1 Consideration of findings in the light of theories
8.1.1 Systems theories
8.1.2. Theories of change

8.1.3. Action research, intervention and change

233
233
235
236
236

237
237
238
239
239

239

240

240
240

241

241

242

242

246

248
248
248
258
261



xiii

8.2. Recommendations for encouraging change
8.3. Limitations of this study
8.4. Recommendations for further studies
8.5. Reliability and validity
8.5.1.Consistency
8.5.2. Generalisation
8.5.3. Triangulation
8.5.4. Pattern generation

8.5.5. Verification

CHAPTER 9

9. Conclusion

9.1. Change is slow and difficult
9.2. Change cannot be mandated
9.3. The multi-level leadership

9.4, Final comments

References

264
267
272
277
277
277
278
278
278

280
280
286
288
290

292



Xiv

LIST OF TABLES
1.1 Education indicators 14
1.2 Causes of learner repetition from Mdluli’s study 15
1.3 Evaluation of EMD programme 20
4.1 Egogweni focus groups 92
4.2 Egogweni focus groups dates and sessions 93
4.3 Egogweni within case analysis 126
5.1 Egagasini focﬁs groups 136
5.2 Egagasini focus groups dates and sessions 137
6.1 Bushbuck focus groups 172
6.2 Bushbuck focus groups dates and sessions 173
6.3 Bushbuck within case analysis 193

7.1 Cross case analysis 202



XV

LIST OF FIGURES

2.1 Representation of von-Bertalanffy’s systems theory 32
2.2 Bronfenbrenner’s Bio-ecological systems 36
3.1 Action research cycle 63
3.2 Building patterns of meaning 77
4.1.Comparison of schools enrolment 85
4.2.Comparison of learner to classroom ratio. 86
4.3 .Learner to educator comparison. 87
4.4.Comparison of income per household. 87
4.5.Comparison of depending ratio per household 88
4.6.Comparison of level of employment 88
4.7.Comparison of literacy level 89
4.8 Matric results in three years 90
5.1.Egagasini enrolment compared with others 128
5.2.Egagasini learner to classroom ratio compared with others 129
5.3.Egagasini learner to educator ratio compared with others 130
5.4 Egagasini average income per household compared with others 130
5.5.Egagasini dependency ratio per household compared with others 131

5.6.Egagasini level of unemployment in the community compared

with others 132
5.7.Egagasini literacy level per household compared with others 133
5.8.Egagasini matric performance in three years compared with others 134
6.1.Bushbuck’s average income per household compared with others 166
6.2. Bushbuck dependency ratio per household compared with others 167
6.3. Bushbuck level of unemployment in the community 167
6.4. Bushbuck literacy level per household compared with others 168
6.5. Bushbuck total enrolment compared with others 169

6.6.Bushbuck learner to classroom ratio compared with others 169



Xvi

6.7.Bushbuck learner to educator ratio compared with others
6.8.Matric performance in three years compared with others
7.1.Matric performance improvement

7.2 Non-productive vicious cycle

8.1.Communication among systems

8.2.Comparison of male to female promotions

170
171
206
209
250
276



CHAPTER 1
THE RESEARCH PROBLEM

1.1. Introduction

Educational change is a common process internationally. Many countries such as the
United Kingdom, New Zealand, Australia and Canada are engaged in the processes of
restructuring their schools (Popkewitz, 1991). Harber and Davies (1997) add to this list
of changing systems some African states, Asia, the Caribbean and Latin America. In all
these countries, schools seem to be in a constant state of reorganization with the
dismantling of centralized authorities and bureaucracies, that include support services and

standard operational procedures and processes (Telford, 1996).

Dimmock and O’Donoghue (1997) have noted that the process of change has taken
different forms in different contexts. In the United Kingdom change aimed at introducing
a core national curriculum which provided the central government with control over the
subject-matter content of education (Lawton, 1983). In Australia change involved a shift
to a decentralized school-based management, where the focus of change was on the
whole school level, primarily affecting governance, management, administration,
introduction of more flexible, responsive and student-oriented service delivery targeting
change in work organization, pedagogical practices and learming process (Dimmock and
O’Donoghue, 1997). Kanpol and McLaren (1995) have reported that in American
education reform was aimed at being explicitly linked to the transformation of the social

and cultural reality in which people live.

In apartheid South Africa, school systems were characterized by hierarchical and
authoritarian structures as a result of the dominant culture of the time. This cultural ethos
resulted in a system of education that produced a poor quality of education for the
majority of the South African population. In post apartheid South Africa change or

restructuring of the whole education system has consequently become imperative.



This study focuses on the existing educational system in a sample of traditionally IsiZulu
schools that in the apartheid era were exclusively for IsiZulu leamers. This term describes
the language and culture of the majority of the constituencies. Such schools create a
unique opportunity to study educational change in the rapidly changing social and
political context. The traditional culture of AmaZulu, coupled with the bureaucratic and
authoritarian approach of the apartheid education of the past has produced a unique
system of power relations in South Africa which made the educational context difficult to
access by all African children. The education system of AmaZulu and all other ethnic
groups tended to be paternalistic, power-coercive, prescriptive and top-down in
instituting change (Ngesi, 1984). The present interface of AmaZulu traditional leadership
styles and more democratic practices of western models appear to be problematic and

fraught with tensions.

In other parts of the world, which were not affected by the political dominance of one
culture over another, change seems to have been motivated by different factors.
Popkewitz (1991) refers to some of these such as social regulation, economic revival,
cultural transformation and national solidarity. The same author further adds that change
could also relate to historically formed patterns of social epistemology, power relations

and institutions.

In South Africa however, it is imperative for the whole education system has to be
overhauled, due to the inequalities of the past, and the African section of the population is
likely to be the most affected by the radical educational reform.

The schools, particularly IsiZulu medium schools that were previously disadvantaged, are
in crisis. Mncwabe (1993) maintains that this demands urgent and critical appraisal of the
whole enterprise of education in South Africa. The crisis would seem to centre on the
apparent resistance to change in these schools, where there has for many decades, been a
concern with the poor quality of education. It was, and it is still maintained that many of
these schools seem to be unwilling to improve their teaching and learning, as the

fundamental aim of education. Such schools, according to Smetherham (1982) and Van



der Westhuizen (1997), appear to be unwilling to seek solutions to problems they have,

but rather seek to remain unchanged, and seem to resist change.

The apparent reluctance to change in IsiZulu medium schools should be seen against the
backdrop of historical and contextual factors, especially during the first half of the 1950,
which informed educational development in South Africa (Ngesi, 1984).

The education of Blacks in South Africa was based on a political system that aimed to
arrest their total development. According to Akhurst (2001) apartheid emerged in South
Africa as the over-arching policy of the Nationalist government after their 1948 election
to power by a whites- only electorate. There was a vision in South Africa for prosperity
and dignity for the Afrikaner, and since the group was a minority, black South Africans

were seen as a potentially great threat to their aspirations

The Afrikaner government decided to use apartheid based education to control the blacks.
Apartheid policies developed into a system of white power based on beliefs in racial
superiority, with such developments as differential policies regarding land ownership,
differing rights of access to certain areas, job reservation, separate development,
Christian National Education for white learners and Bantu Education for Black leamers,
all policed by a vigilant and often brutal police force (Akhurst, 2001).

The ideology of the National Government was firmly expressed in the school systems
which developed between 1948 and 1994 in South Africa (Akhurst, 2001). In order to
perpetuate the system, teachers who were trained before 1948, especially the university
graduates were regarded as highly dangerous for the education system that was being
introduced. Consequently these teachers had to be replaced by a “special creature, a
Bantu-ized teacher was necessary to Bantu education” (Tabata, 1959, in Ngesi, 1984:78).

The ‘Bantu-ized teacher’ would be an under-privileged, low-status and partly trained
teacher who could not realize his professional responsibility. To be thus meant that he

was frequently humiliated and hedged around with obnoxious regulations (N gesi, 1984).



As early 1936, a committee argued that “the education ofthe white could prepare him for
life in a dominant society and the education of the black child for a subordinate

society”(Dovey and Mason, 1984 in Akhurst, 2001).

The architects of Bantu education so planned it that it became a highly controlled type of
education preparing Africans for subordinate positions in the workplace, equipping them
with limited skills and inculcating such values as obedience and compliance. (No critical
thinking was encouraged) and unquestioned authority of the teaching staff and the words
of the textbooks (Akhurst, 2001).

Mungazi and Walker (1997) emphasised historical factors as the essential influence in
crippling the developing education. Its influence can be manifested in its retardation of
the course of reform so that education fails to promote its basic objective. The history of
education has had a negative impact on the cognitive development and the whole social
life of Africans in South Africa.

I support Hartshorne’s (1992) view that Black education suffered discriminatory
hierarchy of financing, resources, facilities, quality and outcomes, with the White
systems faring far better. Most of IsiZulu medium schools are similar to the schools in
developing countries, bleakly described as experiencing wholesale systemic decay:
Classrooms are overcrowded, teachers are overworked and underpaid, .... it
is not uncommon .. in the rural African schools to see a single textbook for a
given subject shared by a whole class and the school and the school
equipment and buildings are in such a state of neglect, due to lack of funds
for maintenance and repairs. For long periods of time students and teachers
have to go without the most rudimentary of classroom learing tools such as
paper, pencil and chalk, let alone such equipment as stencil, duplicating
machines, and not to mention photocopiers and personal computers that have

now become part of the standard equipment for schools in the western



industrialized nations. That any kind of learning is taking place in such

circumstances is a miracle in itself (Harber and Davies, 1997:14).

The imposition of a discriminatory education system, which created the above-
mentioned conditions in most African schools, resulted in unrest, chaos and resistance to
authority by both leamers and educators (Hartshome, 1986). Since then the

aforementioned variables have continued to plague the IsiZulu medium schools.

Modiba (1996) maintains that the thinking of Black educators in the past was conditioned
by both colonial and apartheid ideologies to operate in self-defeatist modes which
obstructed their holistic self-development.

1.2. Background to the study

The impetus for the study arose out of concern about the repeated failure in school for
many learners, which according to Mdluli (1980), became evident as early as 1975 in the
former KwaZulu government schools. This was also reflected in other problems such as
high drop-out rates, and the decline in performance of grade 12 learners. Gumede (1989)
noted that during a period of nine years in this region, there was a sharp decline in the
percentage of grade 12 passes from above 70 percent before 1982 to below 40 percent
after 1983. There was a gradual and steady improvement after 1985, which began to
decline again after1996. In the following years, 1997, 1998 and 1999 the KZN province
obtained 54 %, 50,3 % and 51.3 % pass rate respectively (Examination Document, 1999).

Most IsiZulu schools have not changed much from the days of colonial and apartheid
rule. Dimmock and O’Donoghue (1997) describe such schools’ classrooms as still dull,
perfunctory and disconnected from the reality of life. Educators ignore those learners
who fail to cope. The curriculum appears to be organized in regimented ways for fixed
periods of time, unrelated to individual learners’ needs. Learners still move in lock-step

to the next grade, irrespective of their scholastic performance.



Gaynor (1998) asserts that such schools are still essentially examination driven. The
focus of the whole school, parents, teachers and learners, is fixed on the distant exit point
of grade 12, and not on life skills for survival. The schools seem not to take cognisance of
the function of the school which is, among others, to prepare children for life and the

world of work.

Dimmock and O’Donoghue (1997) warn that the changing relationship of schooling and
long-term adjustment in society demands a strong career-centred education that will
produce learers who are productive and can contribute to the economy. The fast
political, social, economic and educational changes demand that schools radically change

and improve the way they are educating children.
1.2.1. Historical background

The history of discriminatory education in South Africa dates back to the early colonial
rule in 1658, long before the Nationalist government took over in 1948. African
education was built on the foundation laid by previous pre-apartheid colonial and
segregationist educational policies. Plant (Hartley, 1992:37) gave the following warning
that encapsulated the underpinning philosophy of African education in the past:
There was a danger of teaching the Native industries without making him
industrious. Intelligent manual labourers were wanted, not educated Native
mechanics, and it was dangerous to open too suddenly the paths to
comparative wealth. More money would mean more cattle, and therefore

more wives, with increasing sloth in the men.

It seems therefore that the Africans’ perceived genetic and psychological nature
determined their curricular objective, content, methods and evaluation. Hartley (1992)
supports the view above that the organization of the curriculum for Zulu children was
based on their perceived inferior genetic and psychological nature. He further states that
as early as 1894 in Natal, the exercise of political power resulted in policies that aimed at

excluding the Zulus from White education because they were different. It was assumed



that there was a significant genetic difference between the two races which made the two

cultures opposites in many cardinal points.

According to Hartley (1992) one race was assumed to have a large frontal region of the
brain, the other a large posterior region; the one was therefore a great reasoner, the other
eminently emotional, the one domineering but having great self-control, the other meek
and submissive, but violent and lacking in self~control when provoked. The consequence
of this perception of the Zulus in Natal appears to have led to the emasculation of
education to disenable them to compete confidently with people of the dominant culture.
Their education was mainly industrial in nature, with emphasis on practical work and not
cognitive development. The mayor of Durban as reported by Hartley (1992) stated that
the strategy of educating the Africans was not to develop their cognitive potential and
intellectual acuity. The projected role of Africans, according to Samuelson as recorded in
NAC (1906 — 1907), (Hartley, 1992), was that of industrial training of the Africans so far
as it was to be supplied by the Government, would be limited to fitting them for ordinary

industrial service in the dominant culture’s employment and among themselves.

The Eiselen Commission of 1951 as reported by Fleisch (1998), was a blue print for
education of Africans as a separate race. “It became a monstrously elaborate social
planning that dominated every facet of African education” (Fleisch, 1998:50). The
education policies in the 1950’s were above all an attempt to respond to the crisis of
reproduction of the labour force, and especially its urban components. The Commission

demonstrated through examination scores that African schools had the following

problems:
e Ten percent of children could not reach grade 8
e The failure rate was high
e Dropping out was common
e C(lasses were overcrowded
¢ Teachers were unqualified

o Textbooks were insufficient

¢ Poor attendance made progress very difficult (Fleisch, 1998:55)



The Eiselen Commission criticized the education system of the missionaries on the
grounds that no social planning was involved in its development. This inefficiency
justified bureaucratic education reforms; hence the state took central control of education.
In Collins and Christie’s view (Fleisch, 1998), central control was to be the springboard
for educational policies to contribute toward the reproduction of black labour in a stable
form. The Education Act of 1953 entrenched the oppressive elements that had been in
place for many centuries which widened the gap between the education of Whites and
that of Blacks. Principals had to carry out instructions from the centre and to manage

their institutions along autocratic and bureaucratic lines (Harber and Davies, 1997).

The power relations which were manifested through the bureaucratic organization of the
state and educational organs of the era deprived AmaZulu of participation in political and
educational processes. Power-coercive strategies were used in the socialization and
paternalization of AmaZulu in order to create a dependency syndrome and to
institutionalise certain cultural and traditional ways of performance (Ngesi, 1984).

Hartshome (1992) maintains that the social theory of determinism which is deeply
embedded in and reflects the unequal economic, social and political structures of its
society, explains the principles of education in the past. Ashley (1989) argues that the
state offered education which aimed, among other things, at conferring a better social
status on the certificated Africans, who were granted certain special rights, denied other
Affricans, such as the right to liquor and exemption from pass laws — in order to alienate

Africans from one another. Obviously such measures distorted the education of Africans.

Ashley (1989) further contends that the aim of education was to fixate the African child
in the station which was determined for him by the dominant culture. His perceived
inferior culture, language, values and deviant and parochial interests dictated the

curriculum content and method.



Horrel (1964) concurs with Ashley (1989) on the curriculum when he states that the
system of education was designed to train and teach people in accordance with their
opportunities in life, according to the sphere in which they live. Maree (Horrel, 1964)
stressed the retention of the child within his own national community. It was to keep him
an ever-African child, growing in a subordinate position, without desiring freedom of

thought and initiative. Remaining essentially primitive was an underpinning principle.

The education of African children was to be based on their psychological, sociological
and cultural knowledge in order to mould their self-esteem. They were viewed as
psychologically and culturally different, or at least naive to the nuances of western ways,
and as such constituted a potential threat to the well-ordered design of western living, It
could be stated therefore that the education of the past was founded on the fear of the

overpowering of the dominant culture by a submissive and dangerous culture.

The education of AmaZulu, like that of all Blacks in South Africa, is a history of neglect,
inferiority, inequality and discrimination, which consequently resulted in frustration and
wastage of human lives. Mathonsi (1988) and Ngesi (1984) concur in their argument that
an effective bureaucratic machine with an overall aim of systematically destroying the
self-esteem of Africans was introduced in order to induce Africans to accept an inferior

station in life; and this was apparently internalised by Africans.
1.2.2. The pedagogy of African learners

Hartshorne (1992) strongly maintains that the quality of education is in the first place
dependent upon the quality of the teacher, and his qualifications, experience, competence

in the classroom, professional confidence and commitment.

It seems evident that teachers’ thinking was conditioned to perceive their role as
custodians of the cultural values of the dominant culture. I concur with Modiba (1996)
that at the level of ideology of the system teachers would wittingly or unwittingly

promote the values which they had been made to perceive as superior and worthwhile in
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their time. The educators’ opinions during the apartheid era seem to support the view that
the pedagogy of the Africans was geared to stifle creativity and produce instead a
dependency syndrome. The whole teaching and learning process was externally
controlled by the heads of department, the deputy principal and the principal who dictated
what teachers had to do, and compelled them to obey without questioning. The conditions
of their work procedures were so laid down that when they questioned these, authorities
would perceive them as insubordinate.

We are just sent textbooks without prior consultation. The principals simply

say: the department requires you to use this. Teaching is not treated like a

profession because of all the controls and administrators on teachers’ backs —

to know every little they do, .... We teachers generally agree to occupy

subordinate position from which we cannot influence anything within the

system. It’s been always like this. I don’t really plan things for myself.

Subject advisors do the basic planning for every subject. We are not expected

to deviate from these plans. Principals and their departmental heads check on

us to find out whether lesson preparations and our teaching correspond with

what the work programmes require. It is not fair. As teachers we have to be

allowed to think out things ourselves ... but with us it is the education we

offer ... that makes everything to be imposed on us (Modiba, 1996:123).

The power relations as determined by the dominant culture created an environment which
disempowered teachers. It did not encourage teachers to take initiative and play a
meaningful role in matters relating to their teaching. The defeatist attitude and the
backcloth of submission were encouraged by what had been consciously developed in
order to cope with the hierarchical system of control and the rewards it offered for
compliance. Teachers then assimilated a bureaucratic approach from their super ordinates
and they in tum socialized children they taught in this culture:

It is a classroom where the pupils follow the rules of the school. Everything is

done according to rules here. I teach and prepare my lessons the way the

principal wants, pupils must also behave the way I expect them if they want

to succeed in the system. What is important in my work is that children must
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be prepared to listen and stop questioning what we teach them as they do
these days. ... Being critical in this system always results in

sadness...”(Modiba, 1996:128).

IsiZulu medium schools seemed to exist to transmit the dominant culture in South Africa
and to preserve social control. According to Soudien (1995) schooling was deployed as
one of the state’s most effective propagandistic instruments. The central effect of the
educational experience was that it stifled IsiZulu-speaking teachers’ abilities to encourage
debate, discussion and critical thinking in the classroom. This view is supported by Reilly
(1995) who reports in his study that the education of Africans in South Africa has always
been criticized for failing to develop the African child to be an independent thinker, since
the days of the colonial era. He further states that it has failed to bring about a holistic
development of the Aftican child.

The educational processes of the past with their dominant culture that imposed its values,
coupled with the Affican traditional culture, positivistic thinking and the ideology of
Christian nationalism of the past government shaped and produced a submissive and

dependent culture.

Soudien (1995) argues that positivism and Fundamental Pedagogics stifled the capacity
of educators to engender in their learners an active critical consciousness. Fundamental
Pedagogics successfully bent educators to the will of the oppressive colonial state by
installing rigid and intolerant curricula and practices into the educational system.
Embedded in the curricula were prescriptions that teachers and learners in South Africa
were expected to have strong Christian beliefs, and the child had to be taught to believe
that he was inferior (Soudien, 1995). Implicit in the ideology was the concept of a chosen
dominant culture which was called to develop the other submissive dependent cultures.
The top-down approach was consistent with the ideological purpose of the dominant

culture.
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Top-down approaches and paternalism created a fundamental syndrome of dependency
which is called the education for domestication (Christie, 1990). Additional layers of
bureaucracy and traditional authoritarianism exacerbated the syndrome. According to
Hartshome (1992) the traditional authoritarianism aimed at moulding an African to fulfil
a function assigned to him by the state. It can be argued therefore that the significant
others perceived the traditional authoritarianism and adherence to what they called rigid
tribal custom and the possession of the concept of self and problem-solving as being
confined only within the tribal group, which caused the difficulty in separating the self
from the environment, and gaining an individualized self-consciousness (Hartshorne,
1992).

The African teacher was said to lack the cultural capital and the conceptual skills and was
always under siege and fighting for his survival. The deficiency of conceptual skills
resulted in teachers’ low morale, inexperience and under qualification. They dealt with
overcrowded classrooms, their classroom style was one of survival, characterized by
dependence upon textbook, disinclination to allow pupils to question and discuss, and
discipline which was rigid and authoritarian. It was a period marked by an increase in
corporal punishment, most often caused by insecurity and inability to cope with an

increasingly difficult and unsettled school situation.
1.2.3. Socio-cultural perspectives

The school is the main agent of socialization, after the home. School education in the past
caused conditions for creating inequality and sorted people into the dominant and
superior Whites and the subordinate and inferior Blacks positions. The process of
socialization helped to legitimise inequality and justified in people’s mind the system of
racial differentiation. Schools were adversely affected by the social engineering.
AmaZulu and all other Blacks became reconciled to their inferior status in society.
According to Harber and Davies (1997) the coexistence of the western values, beliefs and
behaviours with the traditional cultures polarized these communities. Blacks saw

education as offering everyone the opportunity to pursue unequal power and reward. The
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different levels of educational achievement were seen as legitimate. Those in the lower
streams or subordinate groups personalize their failure. The AmaZulu did this by
regarding their subordinate position as the inevitable outcome of their individual

limitations — lack of ability and laziness (McKay, 1995).

The dominant culture of the past influenced the process of education for social
engineering in order to create a submissive and subservient community. The inherent
socio-cultural beliefs and values of respect and compliance in AmaZulu communities
were institutionalised to benefit the dominant culture. The resultant behaviour of the
children was determined by culturally conditioned rules which manifested themselves in

certain communal norms and school routines (Brunsson and Olsen, 1993).
1.2.4. Declining school results

It is against this background that the majority of African schools continued to languish
with poor results since the last half of the 1970°s. The 1976 and early eighties’ unrest
made education in South Africa as a whole, a time bomb. Deep concerns were expressed
at the magnitude of the education crisis in the poor black grade 12 results. Some former
KwaZulu schools were, and are still characterised by low standards of school
performance. The sharp decline in teaching and learning in some IsiZulu medium schools
started as early as 1977. The educational status in these schools is reported in the Annual
Reports of 1977 to 1985 of the former KwaZulu Department of Education and Culture.

In former KwaZulu the phenomenal drop in grade 12 performance began immediately
after 1976, when from 1977 it plummeted from 84% to 36.48% in 1985. Since then the
performance in most of the grades has continued to decline. The Annual Reports of
KwaZulu have always attributed, the grade twelve failures to the poor quality of
instruction, teacher-learner ratio, leakage of examination question papers, and

irregularities during examinations as a result of unprepared ness of learners to face the

examinations.
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The variables of learner characteristics and the school environment were cited by
Gumede (1989) as factors which cause poor quality of education delivery in these
schools. Among the causes of poor scholastic performance suggested in these Annual
Reports are the poor quality of instruction and high enrolment (Gumede, 1989). The
culture and climate that prevails in these schools is appallingly unconducive to teaching
and learning. The unfavourable educational conditions prevailing in IsiZulu medium
schools have often resulted in a high dropout rate in most of the school phases. The
dropout rate in the Port Shepstone region alone was 16.2% in 1998 (Ngesi, 1998). The
standard of grade 12 learners started to fall in 1978. The percentage of pupils passing
grade 12 had dropped from 76 % to 48 %t and the percentage gaining matric exemption
from 33 % to 10 %.

The poor standards in African schools were ascribed, among other factors, to inequality
of financial provision between whites and blacks. The financial inequality between the
two races revealed that there were more than five times as many black pupils as white,
but the budget for whites was nearly twice that for blacks (Hartshorne, 1992:17).

Evidence of this is clear in the table below.

Table 1.1: Education indicators (Hartshome, 1992:17)

TotalP .::;:;::)er of Unit Costs (R) Teacll.l:tli';pupil
White 98276 (1983) 1211 1:17
Indian 229289 (1983) 711 1:23
Coloured 766179 (1982) 498 1:26
African 5223292 (1982) 134 1:44

The teacher ~ pupil ratio of 1:17 was not conducive to delivering quality education to
African pupils compared to White, Indian and Coloured pupils. Mattock (1982) also cited
another variable, which he regarded as having contributed to poor scholastic performance
in IsiZulu medium schools. He identified the lack of motivation on the part of the

teachers more than the qualifications of the teachers the principals complained about. The
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phenomenal dropout and learner repetition in IsiZulu medium schools is seemingly an
indication of a dysfunctional education system (Mdluli, 1980). Until the introduction of
the educational reform of continuous assessment and Outcomes Based Education, it was
common in IsiZulu medium schools for leamers to repeat a grade for more than three
times without any remedial intervention by the grade teacher or the principal. Learner
dropout and repetition appeared to have been passively and tacitly accepted by educators
because these phenomena had been experienced for such a long time that they became
institutionalised (Mdluli, 1980). In Mdluli’s (1980) study principals gave the following

reasons as the causes for the incidence of learner repetition:

Table 1.2: Causes of leamer repetition from Mdluli’s study (1980)

Raakoi Total Rank Rank
Order Position
Understaffing/high pupil-teacher ratio 3,9 1
Insufficient textbooks 5,5 2
Inadequate accommodation 6,7 3
Irregular attendance of pupils 6,7 3
Inadequate teaching aids 6,8 5
Under or unqualified teachers 7,0 6
Poor study facilities at home 7,5 7
Automatic promotion in L.P. schools 8,5 8
Under nourishment of pupils 8,6 9
Co-operation between parents and teachers 8,7 10
Fatigue due to long distances to school 8,9 11
Lack of pre-school education 10,2 12
Syllabus too long 10,2 12
Lack of teachers’ motivation and dedication 10,4 14
Mental retardation 11,4 15
Medium of instruction 11,8 16
Syllabus too difficult 12,6 17
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Many schools are still operating under the education system that is still shaped by the
ethos, systems and procedures inherited from the apartheid era (Godden and Buckland,
1996). In view of the above, the United Party, an opposition to the Nationalist party,
correctly stated that: “The laws of the land were so weighted against the development of
the blacks, that very few of them could ever break through the handicap” (Tabata, 1959).

The ushering in of the era of rule by a democratic government in South Africa has
necessitated transformation which involves every sector, particularly education as a
change agent of the society. Education is currently faced with the challenge to counteract
the ethos, systems and procedures enacted by the past colonial and apartheid education
department among the African section of the society.

1.3. Motivation for the study

Pressures for reform compelled the Nationalist party government in 1980 to appoint a
commission led by De Lange to look into the education of Blacks. This De Lange
commission made proposal to the Nationalist party government for educational reform as
early as 1981. But few attempts were made to reform education, until the 1994 election,

when the new ANC led government was voted into power.

This study therefore, coincides with many of the new South African Government’s
initiatives to redress the imbalances of the past decades. Change appears to be central to
the present government's approach to educational provision. The purpose of this change
is to improve the quality of teaching and learning, especially in the previously
disadvantaged schools. Attempts to bring about educational innovation in these schools
date back to the era of the former KwaZulu department of education and culture. In the
past most of the schools were notorious for their apparent inertia and reluctance to
change. The educators, parents and learners in those schools which were resistant to

change, were contented with old paradigms of the past, and resisted new paradigms
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(Spady, 1997). Change interventions in those schools appeared to be occasioned by
inherent inertia (Tyson and Jackson. 1992).

The transformation initiated by the government is aimed at addressing the systemic
deficits, and to create a culture that is conducive to teaching and learning in schools.
Black schools’ problems in general are fundamentally structural and systemically related,
and require a radical shift from a linear to holistic approach in addressing the deficits
inherited from the past. They require seeing learning problems not as deficiencies in the
child, but as a mismatch between the school system, the methods it employs, the values it

propagates and the child (Sharratt, 1995).

The govermnment is presently promoting a range of initiatives, which are aimed at
enabling conditions to change. Several enabling legislations such as the Labour Relations
Act of 1995, the South African Schools Act of 1996, the National Education Policy Act
of 1996 and the Employment of Educators Act of 1998, all attempt to transform the
education sector (Developmental Appraisal of Educators document, 1997). Programmes,
such as the Culture of Learning, Teaching and Services Campaign, the new Outcomes
Based Education and Curriculum 2005 are all informed by the understanding that in order
to facilitate change in education one needs to deal with systemic variables such as
governance levels, management levels, teachers, leamers, curriculum, pedagogy, school
community relations, as well as resources and facilities in order to enact a sustainable

educational change (Developmental Appraisal of Educators Document, 1998).

The last three decades have seen many innovative processes being introduced in Schools.
Some of these were life skills programs, such as Sexuality and HIV/AIDS education. In
1994 the then Minister of Education, Dr V.T. Zulu allocated R4 million to Macmillan
Boleswa for the HIV/AIDS programme in KwaZulu/Natal. Macmillan Boleswa’s guiding
philosophy was to change educators and learners’ attitudes and behaviour about AIDS.
This company trained about 500 English subject teachers and later 300 guidance teachers
to implement the programme. The evaluation of this programme revealed that there were
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no attempts made to implement this programme at those IsiZulu medium schools whose

educators were trained in this sexuality, HIV/AIDS education programme.

The innovative initiatives by the department of education which aimed to improve the
education of IsiZulu medium schools, indicated that there appeared to be an inertia and
resistance to change in many educational settings. Intervention and developmental
programs such as curriculum 2005, developmental appraisal, matric intervention, culture
of learning and teaching services, career and guidance education all appear to have been
unsuccessfully implemented. Therefore to prevent further wastage of time, human and
material resources by the department of education, and frustrations of parents and
learners in these schools, it is essential that the processes of educational change,

resistance and inertia to change, be investigated.
1.3.1. Transformation programmes

Many initiatives were introduced immediately after 1994, aimed at radically shifting the
direction and vision of the education system. A series of policy initiatives and legislation
were introduced such as the provisions of Department of Education White Papers One
and Two, the report of the Review Committee on School Organisation, Governance and
Funding (the Hunter Committee Report), the new national legislation (the National
Education Policy Act and the South African Schools Act), as well as provincial

legislation and policy documents.

The initiatives above were imperatives during the post apartheid era to transform
education. In the light of this need, and against the background of the recommendations
of the Hunter Committee Report and other national policy documents, the national
Minister of education appointed a Task Team of Education Management Development
(EMD) in February 1996, with a brief to investigate ways of institutionalising strategies
of changing management in order to manage educational change (Report of the Task
Team, 1996).
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Built into this EMD was a whole school development approach in which principals were
trained. After this training all schools were expected to have a School Development
Committee for school development planning, and a mission statement. They had to

identify problem areas and prioritise areas of improvement and write up action plans.

The Outcomes Based Education and the Education Management Development are some
of the attempts to change the education system in South Africa. These initiatives were
implemented in the Port Shepstone region as early as 1997. In February and March 1999,
a formative evaluation was done in order to monitor and check the progress of the
implementation of these educational innovations. A seemingly resistant attitude to

educational change in IsiZulu medium schools in particular, was observed.

Education Management Development was implemented in February 1998; principals of
schools were trained for a week. In February 1999, I conducted a formative evaluation of
the implementation of EMD. On a dichotomous scale, I asked if principals had developed
and understood the mission statement, the School Development Plan, and its Committee
and the Action Plan as they were taught. Their responses as shown in table 3, indicated
that 54.3 percent of the schools had the mission statement, and 52.1 percent understood
what it meant to them. However this response could not be tested in terms of the degree
to which the mission statement influenced the life and ethos of the school. Only 30.4
percent drew up School Development Plans, 36.9 percent had their School Development
Committees and only 20.6 percent had developed Action Plans.



20

Table 1.3: Results of EMD evaluation

Total | Frequency | Difference | Yes %
1. Mission statement 92 50 42 513
s,

2. Understanding of mission 2 48 a4 521
statement

3. School Development Plan 92 28 64 304
4. School Development Committee | 92 34 58 36.9
5. Written Action Plan 92 19 73 20.6

Total 460 179 281 194.3
° |

I was interested in the implementable items of the questionnaires such as numbers 4 and
5. Evidently very few schools had started School Development Plans, School
Development Committees and written action plans. The initiatives, which are aimed at
improving the quality of teaching and leaming, require strategies, which focus on change
at classroom levels (Godden and Buckland, 1996:13). The implementation of the strategy
depends on the transformation of management in education institutions. The department
of education argues that managers must be changed from passivity to independence of
thinking. The pace of change, and the need to be adaptable to and responsive to local
circumstance requires that managers develop new skills and styles of working. The most
significant change 1s that management systems have to be built from the school up. The
formative evaluation indicated that EMD had very little impact in changing the

management of most of schools.
1.3.2, Matric Intervention

In 1997 and 1998 the KZN provincial grade 12 performances were 51.6 percent and 49.0
percent respectively. The Port Shepstone region during the same years obtained 58.45
and 49.53 percent respectively. One hundred and eleven schools had written grade 12

examinations. Fifty one percent obtained less than a fifty percent pass rate. Forty six
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percent (46) obtained less than forty percent, and 12% obtained less than 20 percent.
Consequently concerns, which were raised by the Minister of Education, led to the
investigation of the underlying causes and designation of intervention programmes by the
Superintendents of Education Management (SEM), subject advisors and school
psychologists. The SEM's programme consisted of constant visits to the schools to give
guidance and identify and discuss problems with the schools. Subject advisors conducted
a series of workshops to empower subject teachers. Scarce resources and time constraints
led the school psychologist personnel to identify six of the schools, which obtained less
than 40% pass rate, for intervention programme case studies. The SEM's and subject
advisors targeted all 111 schools with their intervention programmes. The Psychological
Guidance and Special Education Services personnel introduced a Grade 12 Motivation
Programme, based on the Academic Aptitude Test prediction and career search and
guidance. The motivation program was introduced and discussed with principals and all
grade 12 educators. The problems hindering the success of academic performance were
identified, strategic and action plans were designed, and educators were left to implement

these intervention programs.

The results after all the interventions did not show any improvement, instead some of the
schools did worse than the predicted potential of learners. Also, all case study schools,
except one, did worse than in the previous year 1997 when there were no concerted

intervention programmes.

The problems stated above motivated me to want to know what impact the DoEC’s
intervention programme, which attempted to redress the imbalances of past, has had on
the education of the IsiZulu medium schools. The initiatives the DoEC introduced
between 1994 and 1998 seemed to have been unsuccessful, according to the
aforementioned evaluation reports and matric intervention programme. [ was interested to
know what the underlying causes were behind the seeming resistance. I wanted to study
and observe how school constituents responded to the processes of educational changes

and the role each stakeholder played in these processes.
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1.4. Purpose of the study

The Department of Education has since 1994 engaged in the process of radically shifting
the direction and vision of the education system in South Africa. "The task of
transformation is greater than reconstructing the system and structures which sustain any
society. It requires a fundamental shift in attitudes, in the way people relate to each other
and their environment, and in the way resources are deployed to achieve society's goals”

(Godden and Buckland, 1996:11).

The mammoth task of educational transformation requires empirically proven theoretical
guidelines to enable the department in its change processes to design and use cost-
effective models to address educational problems. One of the main problems in
education, especially in IsiZulu medium schools, has always been the inertia and lethargy
to educational innovations. No in-depth study has ever been done to unravel the

underlying causes of this apparent reluctance to change.

There is a need to investigate some of the systemic variables which underlie this apparent
inertia to change in IsiZulu medium schools. Politicians, educationists and officials of the
department have often given simplistic causes of resistance to change and poor academic
performance in most of IsiZulu medium schools. There has been no in-depth study as far
as | know, which has attempted to investigate the processes of educational change, and

answered pertinent questions addressed to it.

This study therefore seeks to identify and describe the processes, which are associated
with difficulties and inertia to change and improve the quality of education in a sample of
IsiZulu medium schools. The results of the study will add to the body of knowledge, and
assist academics, educationalists and especially education policy-makers, planners and
specialists to understand the processes of educational transformation and shed light on the
formulation of new policies and implementation of education policy changes in schools,

particularly those which were, and are still disadvantaged.
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The study aims to generate theory on educational change, especially in IsiZulu medium
schools. It will also help in the broadening of understanding of these schools’ difficulties.
More clarity about the often stated superficial and simplistic causes of failure to change

in IsiZulu medium schools will be obtained.

It is also intended to increase the amount of qualitative research data available and raise

interest in this type of research amongst educationalists and education specialists.
1.5. Definitions of key terms
1.5.1. Systems

“A system is a set of objects together with relationships between the objects and between
their attributes” (French and Bell, 1990:52). Von Bertalanffy(1975:10) refers to a system
as a set of” elements standing in interaction. Kast and Rosenzweig (1985, in French et al.,
1990:52) define a system as an organised unitary whole composed, or more
interdependent parts, components, or subsystems, and delineated by identifiable
boundaries from its environmental suprasystem.” It can therefore be stated from the
above definitions that a system is an organisation of parts which are interdependent and

interact with one another.

The point of departure is that an organization is a social system. The systems approach
invariably includes questions regarding the parts of a system, the link between these parts
and the objective. In the systems approach the emphasis shifts from the individual and the
group to the organization as a whole. The organization is then seen as a system consisting
of interdependent parts in which the functioning of each part is mutually influenced (van
der Westhuizen, 1997).

Jones (1987) sheds a better light on the concept of the system when he states that an
organization as a system acts and behaves. It may happen that the school as a system

becomes stronger that the principal, and the latter becomes influenced and managed by
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the system. Jones (1987) further clarifies that individuals in an organization can be

considered as subsystems that are either open or closed subsystems.

In this study the whole system will be observed in order to see how management attempts
to bring about the smooth functioning of the parts of the system by determining the
functioning of each part. The definition of an organization and the school as an

organization will be described below in order to facilitate understanding of the system.
1.5.2. The School as an Organization

An organisation consists of “ a number of significant interacting variables that cut across
or are common to all subunits. These variables have to do with goals, tasks, technology,
human-social organisation, structure, and external interface relationships subsystem”
(French and Bell, 1990:53). Tyson and Jackson (1992) are of the opinion that
organisations should be seen as systems that possess the qualities of a biological
organism. The analogy with organisms results in a belief that organisations “ behave
rather as people and animals act.” (Tyson and Jackson, 1992:140). According to van der
Westhuizen (1997) the school forms the systematic and ordered structure in which people
are grouped together in interests of educative teaching. In this light the school as an
organization also shares the characteristics of universality, and individuality and
compliance with subjectivity which has been set up for this purpose. It can be concluded
on the basis of the above that the most important dimensions of the school as an
organization are the structure and people in it. The formal structure is of cardinal
importance in management actions and the determination of the structure of authority and

eventually the success of educative teaching.

Getzels (van der Westhuizen, (1997) calls the structure and people, nomothetic and
idiographic dimensions respectively. The nomothetic or sociological dimensions include
institutions, roles and expectations institutionally defined. Getzel’s social systems model
sheds light on the interactive process between the nomothetic and idiographic dimensions

which produces an organizational behaviour. This is systems theory conceptualisation,
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which is mathematically expressed as B = f (RxP), which in short means that social
behaviour is a result of interaction between role (R) and the person (P) (Van der

Westhuizen 1997).

The model above can also be interpreted according to Getzel (Van der Westhuizen, 1997)
to mean that an observable behaviour is a function of the interaction between role
expectations and personal expectations. The psychological and sociological dimensions
result in a parallel alignment of individual personalities and institutionally defined roles.
Each behavioural act stems simultaneously from the nomothetic and idiographic
dimensions. In a social organization such as the school, a person is influenced by role
expectations and personal expectations, and when needs and roles are incongruent,

conflicts arise.
1.5.3. Educational Change

Change has been defined by several terms by different authors. Gross, Asiacquinta and
Bernstein (1971) use change and innovation interchangeably. In the United States of
America reform and change are also used interchangeably. But for analytic purposes the
two words can be distinguished. Popkewitz (1991) states that reform is a word concerned
with the mobilization of public and with power relations in defining public space. The
same author maintains that change has a less normative and more scientific outlook. The
study of change therefore represents an effort to understand how tradition and
transformation interact through the processes of social production and reproduction.

School reform is viewed as a mechanism to achieve transformation (Popkewtz, 1991)

Dimmock and O’Donoghue (1997) use restructuring and effectiveness in referring to the
change process. In Telford’s (1996) view it is a constant of reorganization and
dismantling of the status quo, or according to Schwabn and Spady (1998), doing
something habitual in a different way.
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Senge (1990) encapsulates an appropriate and relevant concept with a deeper meaning in
his usage of a Greek word metanoia for change. In his view the word metanoia means a
fundamental shift of mind or change or more literally, transcendence. It is the deeper
meaning of learning because leaing involves a fundamental shift or movement of mind.
The concept conveys the import of a school continually expanding its capacity to create
its future, and through learning extending its capacity to create and be part of the

generative process of life.

I concur with Spady’s (1997) use of systemic paradigm shift as the all embracive concept
of describing change. The author maintains that systemic paradigm shifts change the way
major systems work, the goals they pursue and the structures they create. On the basis of
this seemingly holistic conceptualisation of change, it can be stated that a paradigm
transformation is fundamentally redefining, redirecting, restructuring and re-engineering
the school.

Change is a colossal process that involves redefining and reshaping entire

institutions and the belief systems and cultures surrounding them. It requires

continuous attention to changing the perceptions and beliefs of a critical mass

of potential implementers and their constituents about what is possible and

desirable (Spady, 1997:92).

My view of educational processes of change in the context of this study is based on the
systemic conceptualisation of change. The systemic thinking about change is contrary to
the past approaches to change where reforms dealt with individual issues one at a time.
Systemic change is an approach which involves players from throughout the system
considering all parts of an organization. It is closely linked to the concept of continuous
improvement in which people work in a specific process to keep improving their results.

Also linked to this view is remaining effective in the rapidly changing context.

Kolb, Rubin and Mclntyre (1979) maintain that schools must be ready to change, and this
readiness to change can be expressed mathematically as C = (abd) > x, where C =

change, a = a level of dissatisfaction with the status quo, b = clear or understood desired
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state, d = practical first steps toward a desired state, x = “cost” of changing. For change to
take place and for commitment to occur there has to be enough dissatisfaction with the
current state of affairs to mobilize energy toward change. The authors above strongly
maintain that a desired state needs to be consistent with the values and priorities of the

client system.

Perez, Milstein, Wood and Jacquez (1999:71) have correctly summarized the above
conceptualisation in stating that systemic change may be regarded as comprehensive
change efforts which are initiated by the people themselves who need change because
“...solutions to problems invariably exist in the same group that is experiencing a
problematic situation. Those who are caught up in the dissatisfying state (i.e. they are part
of the problem) also have the potential ability to resolve it.”

1.5.4. IsiZulu Medium Schools

These schools are traditionally called IsiZulu medium schools as the creation of the past
apartheid era. Historically, schools were divided according to language. IsiZulu describes
the language and culture of the majority of school members. The bulk of these schools is
found mainly in the rural areas, and is still disadvantaged in terms of resources and
provision. In the past the majority of their educators were either professionally
unqualified or under-qualified. The consequence of this was perennial low learner

achievement in all grades.

1.6. Overview of thesis structure

This thesis is divided into ten chapters. Chapter one describes and gives the historical
background to the education of the population under study with an emphasis on the
process of educational change in the past. This chapter also describes the motivation and

purpose of the study and the definitions of the key terms.
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Chapter two delineates the theoretical framework, which helps to understand what is
involved in the educational processes, theories, and findings that informed the whole
study. The chapter also describes relevant literature, preliminary research and the

personal experience I drew on.

Chapter three deals with the research design of the study, methodologies, procedures,
techniques and instruments I used in the study. It is also about the implementation of the
research design. It gives the guidelines of how data were collected, recorded, written up

and transcribed for analysis.

Chapters four, five, and six cover the data analysis of the three case study schools. The
analysis, interpretation and the comparison of the three schools’ findings are done at the

end of the three chapters.

Chapter seven generates the patterns based on chapters four, five, and six. Patterns are
derived from categories from these chapters. Essentially this chapter begins the theorizing
based on the findings.

Chapter eight considers findings in the light of the theories. Theories are generated and
/or supported on the basis of the findings. Recommendations with regard to educational
change are also suggested. The limitations of the research are also discussed in this

chapter.

The last chapter, nine, draws conclusions in the light of the findings based on the
conceptual framework and research questions. The conclusion also suggests theories for

educational change in a sample of IsiZulu medium schools.
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CHAPTER 2
THE THEORETICAL FRAMEWORK

Individual’s behaviour in organizations is determined by the nature of the organizational
structures, cultures and climate individuals create (Jones, 1987). An organization can be
seen as a system with different parts that must coherently function to achieve desired
goals. A system is an overarching process, which involves all participants, and processes
in an organization (Whitaker, 1993). It is an approach, which involves all players
throughout the system. Therefore, changing management to manage change as the South
African guiding principle in education management development is an attempt to

encapsulate this broad concept of change.

Systems theory was chosen as the conceptual framework for the study because of its
broad inclusivity. I chose von Bertalanffy (1975) and Bronfenbrenner’s (1989) systems
theories as a conceptual framework for this study. I also decided that within the
framework of these two theories I should discuss two theories of change forces and
strategies of educational change. The first is the constrained theory of change forces,
which invariably utilize empirical-rational, and power-coercive strategies to change an
organization. The second is the unconstrained theory of change forces, which utilizes
normative re-educative strategies, consistent and congruent with the systems approach.
Change can be broadly understood to mean a systemic paradigm shift as the all-
embracing concept (Spady, 1997).

It can be further stated that the systems approach includes key concepts currently in
operation in schools in countries that are engaged in the process of change. Schools are
being developed to become self-reliant and to run through school-based, collaborative,

collegial and transformational leadership and management systems.
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2.1. Systems theories

A systems theory is a unifying theory which helps to study objects and people in
relationship with one another (Becvar and Becvar, 1982). Such theories therefore
consider parts of a system and their interrelationships, working together to form a whole.
According to Senge (1990) systems thinking is a discipline for seeing wholes and the
structure that underlie complex situations, and for discerning high from low leverage
change. Senge (1990) further maintains that systems thinking offers a language that
begins by restructuring how we think, and is concerned with a shift of mind from seeing
parts to seeing wholes. It is therefore a cornerstone of how leaming organizations think
about their worlds. It is a framework for seeing interrelationships rather than things, for

seeing patterns of change rather than considering static snap shots.

System thinking is a sensibility for the subtle interconnectedness that gives living systems
their unique character (Becvar and Becvar, 1982). Katz and Kahn (1978) state that the
pattern of activities of the energy exchange in a system has a cyclic character. Therefore
in following this approach of thinking I propose to examine two main systems theories,
namely by von Bertalanffy (1956) and Bronfenbrenner (1989, 1993), as frameworks of
this study.

2.1.1. von Bertalanffy’s Systems theory

Von Bertalanfy (1975) was a scientist man who believed that general system theory is a
perspective or paradigm that can play a key role in the development of exact scientific

theory. The original concept of general system theory was the German ‘Allgemeine

systemtheoric’

Von Bertalanfly (1975) created a new paradigm for the development of theories. These
system theories deal with systemic phenomena, organisms, populations, ecologies,
groups and societies. Von Bertalanffy (1975) produced a new paradigm, for trans-
disciplinary synthesis; given the fact that many intellectual and almost all practical
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problems have to do with systematic phenomena such as  system design, system
management and system development. Therefore according to von
Bertalanffy, system theory should be looked upon as a way of promoting new research

initiatives.

Von Bertalanffy’s main field of work was in biophysics which gave rise to the theory of
the organism as an open system with connected work in cellular and comparative
physiology, known as von Bertalanffy growth equations. These concepts found practical

applications to urgent problems in medicine such as cytodiagnosis.

von Bertalanffy (1975) stated that because the fundamental character of the living thing
is its organization, the customary investigation of the single parts and processes couldn’t
provide a complete explanation of the vital phenomena. He further stated that such
investigation gives no information about the coordination of the parts and processes.
Thus the chief task of biology must be to discover the laws of biological system (at all
levels of organization). He maintained that the attempt to find a foundation for
theoretical biology points at a fundamental change in the world. This view, considered as
a method of investigation, he called organismic geology and, as an attempt at an

explanation of the system theory of the organism.

Von Bertalanffy first formulated the notion of general system theory in the 1930’s and in
various publications. As a practicing biologist, von Bertalanffy was particularly
interested in developing the theory of open system. Therefore according to von
Bertalanfly (1975:159), a system may be defined as “a set of elements standing in
interrelation among themselves and with the environment.” Von Bertalanffy’s theory
was applied to science mathematics, technology, philosophy and epistemology. Von
Bertalanffy’s (1975) theoretical model has led to the general systems approach to the
study of organizational change and development.

Von Bertalanffy aptly promulgated the model of an input-output system that has been
taken from the open system theory of the problems of relationships, of structure, and
interdependence (Katz and Kahn, 1978). It is maintained, in terms of this theory, that
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living systems are acutely dependent on their external environment and are therefore
conceived of as open systems. They maintain themselves through constant and

continuous inflow and outflow of energy through permeable boundaries.

Figure 2.1: Diagrammatic representation of von Bertalanffy’s (1975) theory

Von Bertalanffy’s general systems theory means that the school as a system must always
strive to maintain a balance of inflow and outflow of information and energy through the
boundaries of itself and its environment. The survival of the school and its continued
existence as an educating agency depends on its responding to the outside pressure to

change while at the same time maintaining its stability and homeostatic equilibrium.

Becvar and Becvar (1982) affirm that all living systems have boundaries, which are the
passage for information to and from the system. They understand a boundary as that part
of the system through which inputs and outputs must pass, during which exchanges with
the system in an environment reflect the interactive process. The boundary describes the
possibility of energy or information transfer, in either direction, between all systems that
interface in reasonable proximity with one another. Katz and Kahn (1978) add that there

1s an energic input-output system in which the energic return from the output reactivates
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the system. They further state that social organizations are open systems in that the input
of energies and the conversion of output into further energy input consist of transactions

between the organization and its environment.

In order to facilitate an understanding of the transaction between the system and its
environment, Becvar and Becvar (1982) discuss the concepts of homeostasis,
morphostasis and morphogenesis. Homeostasis according to the two authors is the
construct that describes a systems’ tendency toward stability, or steady—state. This state
of dynamic equilibrium or homeostatic balance refers to the system’s capacity to be
stable. A system seeks stability, but to continue to be healthy, it must also be able to
change, hence morphogenesis and morphostasis are both necessary for a healthy growth
and survival of a system (Becvar and Becvar, 1982). Therefore morphogenesis is
desirable, but too frequent and great change threatens the stability of the system. The
“extreme of the morphogenesis — morphostasis continuum would probably be
dysfunctional. Therefore too much change hinders change. The art of progress is to
preserve order amid change and preserve change amid order ” (Becvar and Becvar, 1982:
16). Change must be controlled because an excess of it destabilizes, and stability should

also not mean stagnation, there must be a balance between the two.

Becvar and Becvar (1982) therefore propose a balance between open and closed systems,
depending on the idiosyncrasies of the system. The more input from other systems, the
more it is an open system, and conversely the less input, the more closed. Input from
within a system and from other systems represents pressure to change. If little change
occurs, a system is said to be closed. A system can be dysfunctional by being either too
open or too closed. If it is too open, it loses its identity as a system distinct from other
systems. Katz and Kahn (1978) concur when they say that the concept of open system
implies openness to the environment; while at the same time it implies system properties,
stable patterns of relationships and behaviour within boundaries. Complete openness

means a loss of those properties, and of differentiation from the environment and

cessation of existence as a distinct system.
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If a system is too closed, it exists totally outside the sphere of other systems, and this is
tantamount to resistance to change. Becvar and Becvar (1982) argue that in a healthy
system, neither openness nor closedness is good per se. In a hostile environment,
maintaining a closed system may be the way to assure continuation of that system. Ifa
system changes too fast or not enough, it can be problematic. Ideally, argue the two
writers, the governing rules of a system should allow for accommodation to gradual
development, growth and pressure. Katz and Kahn (1978) support this view when they
state that the organization lives only by being open to input, but selectively. Its

continuing existence requires both the property of openness and of selectivity.

The ideal pace of change in a system is probably idiosyncratic to that system, as tempered
by input from outside, which in turn is a response to output from the system. Just as its
environment influences any organization, so does its environment impact the school as a
system. Without changing an environment surrounding the school as a system, it is

unlikely that attempts will succeed to change the school as a system.

Becvar and Becvar (1982) also describe the process of feedback as the feedback
responsive to forces that are disturbing to the system. In classical general system’s
terminology, negative feedback is a message that the output by another has reached some
predetermined maximum level and is an indication to reduce or cut off the input. Positive
feedback means that the output is less than some maximum, and the feedback loop
signals to allow more input. Feedback seeks to maintain near steady state functioning,
tempering external variation that would otherwise cause fluctuation. Feedback therefore

serves to increase the probability of the survival of the system.

The following theory by Bronfenbrenner will show the structure and constituents of a
system, and indicate how the interaction between the systems impact on the learners and

the outcome of teaching and learning.
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2.1.2. Bronfenbrenner’s Systems theory

Bronfenbrenner was an American psychologist who developed ecological systems which
view the child as developing within a complex system of relationships affected by
multiple levels of the surrounding environment. Bronfenbrenner (1977) characterized his
perspective as a bioecological model, because the child or learner’s biological
dispositions join with environmental forces to mould development and growth- his

bioecological system.

Bronfenbrenner’s theory developed out of the realisation that in the past educational
psychology was taught as if theories derived in Britain and the USA had “ equal
relevance for all people under all social conditions” (Donald, Lazarus and Lolwana,
1997, in Pettigrew and Akhurst, 2001:1) During this time the child was viewed in
isolation from his environment. Bronfenbrenner (1977:513) stated “contemporary
development psychology is the science of the strange behaviour of children in strange

situations with strange adults for the briefest possible periods of time.

Bronfenbrenner was influenced by the fact that theorists had become interested in the
systems with which the individual interacts, and systems was evolving both as a means of
analysing the multiple influences upon the individual (and the reciprocal influences of
individuals on systems). Also, that ecological theories were also developing, leading to
ideas of the equal importance of all parts of systems and ideas about ways in which life
cycles worked (Pettigrew and Akhurst, 2001). These factors above led Bronfenbrenner to
develop Ecological Systems Theory, now often abridged as Ecosystemic Theory.

Bronfenbrenner’s bioecological systems theory consists of five ecological systems
constituting a multi-layered social environment (Steuer, 1994). Bronfenbrenner (1977:9)
conceived this environment as a “series of nested structures that includes but extends

beyond home, school and neighbourhood settings in which children spend their everyday
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lives. Each layer of the environment is viewed as having a powerful impact on a person’s

development.”
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Figure 2.2: Bronfenbrenner’s bioecological systems adapted from Schickedanz and
Schickedanz, and Forsyth and Forsyth ( 2001:27)

2.1.2.1.The microsystem

The Microsystem is the innermost level of the environment which involves the activities
and interaction patterns in the learners’ immediate surroundings. Bronfenbrenner (1979)
emphasized that understanding the leamer’s development and growth, which includes
learning at the micro system’s level, requires an understanding that all relationships of

learners and the environment are bi-directional and reciprocal. Stated in the context of
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the school environment, it means that adults or educators’ behaviour affect learners’
responses, but biologically and socially determined characteristics in learners such as
physical attributes, personalities and capacities, also influence the behaviour of educators.
It can be further extrapolated from this view that cooperative learners who comply with
educators’ instructions are likely to evoke positive patient reactions from educators,
whereas uncooperative behaviour could be responded to with restriction and punishment

(Steuer, 1994).

It can be further stated, according to Steuer (1994), that within the microsystem
interaction between two individuals, educator and leamer, is influenced by the presence
of third parties as stakeholders such as SMT and SGB. If the two constituents are
cooperative and supportive the quality of relationships will be enhanced. However, if
conflicts between stakeholders of the schools such as parents and educators exist, learners

will be negatively affected.
2.1.2.2. The Mesosystem

The mesosystem encompasses connections and interactions among microsystems, made
up of interrelations among two or more settings in which the child participates
(Bronfenbrenner, 1979). The school must be in constant relationship with the home of
learners, that is, their parents, and with the community and all stakeholders that foster

children and learners’ development.

The most influential mesosystem’s interrelationship is usually the one between home and
school. In order to function effectively, there should be frequent positive interactions
between parents and educators at school. The academic process and success of learners at
school depend to a very considerable extend on the involvement of parents and /or the
SGB in the school life and the degree in which academic learning is carried over into the
home (Steuer, 1994). To this end the active involvement of school constituents such as
SMT, SGB, RCL and the district and circuit officials is always an important factor in

achieving change and improvement of the academic performance of learners. The
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relationship among these constituents is pivotal and critical in the process of school
improvement. An absence of connections between microsystems, and the presence of
conflicts in their values, presents risk to the child in any mesosystems (Schickedanz and

Schickedanz, 2001).

2.1.2.3. The exosystem

“The exosystem refers to social settings that do not contain children but nevertheless
affect their experiences in the immediate settings” (Steuer 1994). It includes those
organizations in the community in which learners, educators and parents are involved and
have indirect influence on the learners’ life and learning. Educators could also include
district and circuit office officials who play a pivotal role in teacher development and
empowerment. It can also be agued that social settings may include social clubs, and
political parties to which parents and the educators belong in the community. The
exosystem also includes parents’ work and the indirect influence of this on children. All
these settings have significant impact on parents’ child-rearing roles and, indirectly foster
development. Also educators who teach leamers are influenced positively and /or

negatively by these settings.

Though the leamer does not participate in this third layer, the exosystem, but an element
or person in the learner’s microsystem does interact with the setting and indirectly affects
the learner. Educators are influenced by the behaviour of district managers and circuit

superintendents. The regional officials in turn shape these officials’ ideas and thinking.

Furthermore, a stressful workplace of the parent, which makes him unresponsive to the
needs of his child, increases the risks to the learner’s development and leamning. Also an

educator’s family has an indirect influence on the learner (Bronfenbrenner, 1979)
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2.1.2.4. Macrosystem

The macrosystem is the outermost level of Bronfenbrenner’s model. This layer
encompasses the values, laws customs, beliefs, ideologies, resources of a particular
culture and accepted behavioural practices of the subcultures and general cultures to
which learners belong (Steuer, 1994). Macrosystems are manifested by the way in which
relationships and institutions are differently structured from one culture to the next. For
instance Brofenbrenner (1979) drew a comparison between the differences between
classrooms in France and United States and stated that cultural differences may influence
development, and invariably learning processes in school. The same comparison could
be drawn between classrooms in IsiZulu and English medium schools. In the former
schools classes are set up with desks facing the front with little or no activities, whereas

in the latter, there is group work and more active involvement of learners.

Culture is essential because it is “the shared philosophies, ideologies, values,
assumptions, beliefs, expectations, attitudes, and norms that knit a community together”
(Owens, 1995:83). Political ideologies such as democracy which includes the
constitution of this country, human rights that brings about equity, redress and equal
distribution of resources, traditions of racism, sexism, violence, totalitarianism or
cutthroat competitiveness, communicated throughout the culture or subculture, will have
obvious effects, particularly for vulnerable children — children already at risk due to
difficulties they encounter at the microsystem and mesosystems levels. Democratic rights
have immensely affected the culture of teaching and learning in schools, especially
discipline of both educators and learners. The emphasis equality and human rights has
affected power relations between educators and the Superintendents of education and

subject advisors.

The macrosystem has also had an economic impact due to globalisation which has

brought about competition leading to elevated unemployment levels. Furthermore,
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international trade has impacted on agricultural import and exports, further exacerbating
an unemployment level. The unemployment has further been compounded by
government’s labour laws which has reduced employment opportunities.

2.1.2.5. The chronosystem

According to Bronfenbrenner (1986), in developmental science, the passage of time has
been treated as synonymous with chronological age as a frame of reference for studying
psychological changes within individuals as they grow older. Bronfenbrenner (1986) has
proposed the term chronosystem for designating a research model that makes possible
examining the influence on the person’s development of changes (and continuities) over

time in the environments in which the person is living.

The impact of a single life transition on family processes and the development of the
child can be illustrated by tracing the progressive impact of divorce on the mother-child
relationship and the child’s behaviour at school. The study by Hetherington (1978), in
Bronfenbrenner (1986), showed that the disruptive effects of divorce were exacerbated in
those instances in which the separation was accompanied by the mother’s entry into the
work force. Also, Moorehouse’s (1986) study (in Bronfenbrenner, 1986) indicated that
the children who experience the greatest difficulty in adapting to school were those
whose mother was working full time. In most rural areas such mothers leave their
children with relatives, and are away from their children for months interspersed with
occasional visits. Poverty and unemployment has compounded this problem of separation
between mother and child. Some mothers go away for a year, working in distant towns or
cities, or in search of employment. Such a family situation impacts very negatively on the

education of children.

A longitudinal study carried out in Hawaii (Bronfenbrenner, 1986) of children designated
as “vulnerable but invincible” revealed that these children were adolescents and youth

who, over the course of their lives had been exposed to poverty, biological risks, and
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family instability, and reared by parents with little education or serious mental health
problems. It was also inferred from this study that parents most likely to employ physical
discipline were those who occupied a lower socio-ecopomic status or who themselves

had experienced an unhappy childhood (Bronfenbrenner, 1986).

Bronfenbrenner (1979) saw development as taking place through processes of reciprocal
interaction between the child and his or her environment, which become progressively
more complex over long periods of time. The chronosystem consists of patterns of
stability and change over time at all system levels (Schickedanz and Schickedanz,
Forsyth, and Forsyth, 2001). Brofenbreinmer (1993 ) referred to the temporal dimension
of this model as the chronosystem.

2.1.3. Intervention

Steuer (1994) emphasizes that change in life events can be imposed externally, and that
alternatively they can arise from within the organism, since learners select, modify create
many of their settings and experiences. Steuer (1994) further argues that how learners
(select, modify) construct their own settings, depends on their physical, intellectual, and
personality characteristics and the environmental opportunities available to them. The
author concludes that according to the ecological systems theory; the development is
neither controlled by environmental circumstances nor driven by inner dispositions.
Instead, learners are both products and producers of their environment both of which

form a network of interdependent effect.

The ecological systems theory is of tremendous significance because it suggests that
interventions, or lack of these, at any level of the system can have an impact on learners.
Brofenbrenner (1989, 1993) believed that change at the level of the macrosystem is
particularly important because the macrosystem affects all other environmental levels.
The beliefs, ideologies cultural values, laws, customs and cultural capital or resources of

a particular culture influence constituents’ behaviour, especially in interaction and
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relationships with one another. It does seem therefore that change must begin at the

macrosystem level.

Bronfenbrenner (1993) proposed examining the effects of the activities of others such as
parents and teachers, in a given microsystem. He also defined as developmentally
instigative, those characteristic qualities of learners which affect others to set in motion
repeated reciprocal interpersonal interactions that influence the course of that learner’s
development (Bronfenbrenner, 1989, 1993). These characteristics include physical
attractiveness, temperament, and activity level, which are thought to be determined
largely by biology, as well as environment. He proposed that children influenced their
own subsequent environment, as well as their own subsequent biology (Schickedanz, et.
al., 2001). The constitutional tendencies evoke counteractions from others which
accentuate these initial dispositions. The child’s biological endowment shapes not only
his behaviour but that of his parents and subsequently his educators as well. Through his
own behavioural disposition then, the child elicits a series of parental behaviours which

reinforce his initial pattern.
2.1.4. Implications of systems theories

The implication of von Bertalanffy’s theory for a school is that it is a system that directly
interfaces with its environment, where there has to be a regulation of energic input.—
output process in order to maintain the homeostasis - morphogenesis continuum. In order
to adapt to its environment, the school may cope with external forces by incorporating
them, resisting them or acquiring control over them. In terms of von Bertalanffy’s (1975)
theory a school may either be an open or closed system depending on its idiosyncrasies,
to maintain its stability. Wherever the school is too open to its environment it loses its

features as a school and when it is too closed it resists change.

I am of the opinion that Bronfenbrenner’s theory complements that of von Bertalanffy
because all Bronfenbrenner’s multi-layers are found within the environment of a school.

According to this theory there are factors in the system that enhance or interfere with the



43

child’s development, for example parents who don’t support a school and their children.

The mesosytemic level and its processes of interaction are critical for educational change
and improvement of learners’ learning. This process and level can create a culture of
conducive relationships necessary for a school’s growth and development. The
exosystemic level indirectly impacts on the learner, negatively or positively, depending
on the systems with which parents interact. The macrosystem is underpinned by cultural
norms, values, beliefs and ideologies. The interactive processes between these systems

impact on the child’s growth and development at different levels over time.

In terms of both theories, the school as a system should interact with other systems in
order to be influenced and influence them to change. The advantage of adopting the
systems theory approach in this study is that it is congruent with the proposal for school
based management, which is a formal inclusionary process whereby all school
constituents participate in the decisions, and promote the concept of empowering schools,
decentralizing, debureaucratizing and democratising school control, thereby opening
schools up to involve groups previously excluded in the school governance (Murphy and
Beck, 1995). The empowerment of school stakeholders puts the processes of change in
the control of the stakeholders, and minimizes preoccupation with processes outside their
control. This view supports the process of mesosystemic interactions to produce a
dynamic equilibrium. Gaynor (1998) states that stakeholder empowerment inspires them

to take responsibility and ownership for their actions.

The chronosystemic model provides insight into how the environment over time can
shape the behaviour of children. Learners who are without parents or who do not have
support systems at home tend to experience learning and behavioural problems. Such
learners tend to experience frustration and consequently become aggressive. The effects

of the past negative life experiences manifest themselves in counter transference to

educators.
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Tt can be stated, in concluding this section, that, systemic change is an approach which
involves players from throughout the system in considering all parts of an organization. It
shows how change in one part of the system might affect other systems, and how to
coordinate change in a system so that it furthers the shared goals and visions. It is closely
linked to the concept of continuous improvement, in which people work in a specific
process to keep improving their results and remain effective in the rapidly changing

context of education.

Further, systemic change offers an opportunity to enact change while moving beyond
thinking about individuals and individual groups, single problems and single solutions.
Most importantly, systemic change in the context of schools is not so much a detailed
prescription for improving education, as a philosophy advocating reflecting, rethinking,
and restructuring.

2.2. Theories of change forces

There are two main theories of change forces, which I consider pertinent in education
change processes. These theories also subsume strategies of change, which have been
observed to be frequently used with a particular theory. Both theories and strategies are,
in my opinion, consistent with the systems approach framework. Sergiovanni (1998) has
written extensively about two theories of change. He states that different change forces
are based on different views on change theories. The constrained change forces are
embodied in the bureaucratic, market and personal change forces operating within the
school as a microsystem. The following section will explore constrained and

unconstrained change forces.

2.2.1. Constrained Change Forces

Bureaucratic forces rely on the application of rational choice theory linked to penalties
for non-compliance to motivate teachers to implement change (Sergiovanni, 1998). Some

writers suggest that bureaucracy is an almost inevitable consequence of increasing size
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and complexity. It was further argued by Weber (Bush, 1995) that in formal

organizations, bureaucracy is the most efficient form of management.

In the past writers in organizations maintained that purely bureaucratic type of
administrative organization is from a technical point of view, capable of efficiency and is
in this sense formally the most rational means of carrying out imperative control over
human beings. It is superior to any other form in precision, in stability, in the stringency

of its discipline, and in its reliability.

Langa (Bush 1995) supports Weber’s view that bureaucracy is an efficient system for
successful change. After acknowledging the sceptical views about the weaknesses of
bureaucracy, he concludes that the bureaucratic model remains valid and appropriate for
education. His view is that there is a formidable tradition that views bureaucracy in
pejorative terms, nevertheless insists that bureaucracy as described by Weber is still the
most appropriate form of organization to facilitate the attainment of educational change.
Musgrave (Harber and Davies, 1997) concurs with and supports Weber’s view of
bureaucracy in stating that the defence of bureaucracy has rested on the grounds that it
has promoted rationality, orderliness and consistency and therefore efficiency and

technical expertise.

Bureaucratic forces require that formal systems be promulgated to propose, manage and
monitor the trading of change on a daily basis. Material rewards are coupled with

penalties to induce change. In this sense the superiors in an organization mandate change.

Personal forces, as part of bureaucratic change forces, rely on the utilization of rational
choice theory, which is linked to psychological rewards for compliance to motivate
teachers to implement change. Sergiovanni (1998) emphasizes that personal forces
depend on formal and intensive leadership interventions to propose, manage and monitor
educational change. Psychic rewards appear to be frequently used to reinforce change
implementation. In supporting the theory, West (1998) regards leadership as the key

element in determining the school’s successful change.
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It may be argued that personal change forces are usually used as the best method of
manipulating employees, using their needs. It tends to hinge on bureaucratic change
forces in the sense that employers use the carrot and stick approach to force employees to
comply with the demand for change. This is a typical example of an outside pressure

leading to change within a system.

Miles (1998) and Sergiovanni’s (1998) two theories of change forces are supported by
McQuillan and House’s (1998) technological and political perspectives in change
processes. The technological perspective puts emphasis on how to do the job, with the
primary concern being to do the job efficiently. The political perspective’s key concepts
are power and authority, and the primary concem is the legitimacy of the authority
systems. The power relations and the technological dimensions of change are seemingly

major concerns of the bureaucratic change forces.

Bureaucratic change forces and micro-political structures in the school create tension.
Blasé (1998) concurs when he states that power and politics dramatically affect and even
drive all key dimensions of change and innovation in organizations. They typically reflect
the strong advocacy of some, and the strong opposition of others. The self-interest of both
groups is at stake and every trick and resource will be called into service to bring about or
successfully oppose the change under consideration. Blasé (1998) further supports the
view that bureaucratic change forces are used in traditional organizations where change is

often a top-down (hierarchical) political imposition.

Fullan’s (1993) contention is that you cannot make people change. You cannot force
them to think differently or compel them to develop new skills. Further he states that
change requires skills, capacity, commitment, motivation, beliefs and insights and
discretionary judgement on the site. In terms of Fullan’s conceptualisation, change in a
school is essentially a political process by which a powerful and dominant group imposes
their values on the school and plans are articulated in the light of the compromises that

emerge from the political debate. Telford’s (1996) view is that the political elements in
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bureaucratic change forces are used to reach agreement through coercion in order to

cause teachers to change.

Governments tend to use empirical-rational and power-coercive change strategies in
bringing about change because these strategies expedite change. The two change
strategies above support the bureaucratic change forces because they tend to dictate and
mandate change. Contexts have usually dictated change strategies in different countries-
though these strategies also depend on the change agent’s perception of the consumer and
beliefs and paradigms.

In support of the contextual influence in making a choice of strategy, Kolb, Rubin and
Mclntyre (1992) are of the view that when a change effort is initiated, the client and / or
the consultant, or some other part of the system has determined that there is some need
for change. Kolb et al. (1992) support the general systems morphogenesis and

homeostasis balance.

Research, Development and Diffusion (R, D and D) is one of the models for
implementing KPU. Van der Westhuizen et al. (1997) state that the R,D and D model
conceives of change as an orderly, planned sequence, which begins with the identification
of the problem. According to Owens (1995) someone begins to conduct research in order
to find solutions. It is maintained that successful change in some organizations appears to
be a consequence of the introduction of an outside change agent at the managerial level.
It was also observed that prestige and experts are more likely to be successful in
obtaining change. Uhlfelder and Wermer (Tyson and Jackson, 1992) support the use of
the expert to facilitate a successful change. However, their definition of change is
different in that it conceptualises experts as the employees who do the work. Cowling
(Tyson and Jackson, 1992) found little evidence that could support the view that the
employees themselves have the expertise that could lead to a successful initiation of

change. He sees their role as essentially advisory to top management.
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The research stage is followed by the development of useful products from the research.
The final stage is the marketing and diffusion of the new knowledge and solutions.
Included in this stage of diffusion is the adoption of the innovation through the three-
stage process of trial, installation and institutionalisation.

A study conducted by Carbon ( Gross et al., 1971) revealed that the mere adoption of an
innovation by the school officials does not necessarily lead to the desired change at the
school; which is the first weakness of the model. The strategy is that the consumer is
involved only during the last stage. Consequently the adopter cannot own the innovation.
This reduces the chances of commitment in implementing the new knowledge. The other
disadvantage of the model is that little attention is given to helping the user to implement
the innovation once it has been delivered. Owens (1995) correctly argues that in spite of
numerous models aimed at bridging the gap between theory and practice, the non-
involvement of the adopter at the first stage does not legitimise the process of introducing
change through this model.

The power-coercive change strategy uses sanctions in order to obtain compliance from
adopters. From the power-coercive point of view, rationality, reason, and human relations
are all secondary to the ability to effect changes directly through the wielding of power
(Owens, 1995). It is usually used during the diffusion phase of change and innovation.
The strategy employs legislation, financial sanctions, judicial decisions and government
regulations with sanctions for non-compliance. The force used by this model invariably
causes frustrations, resentments and anger in the adopters. It is mostly used by

hierarchical structures of government to expedite the process of change through

mandates.

The advantage of such approaches to change is the speed with which innovation is
implemented without a long and tedious process of consultation with stakeholders.
However, the repercussions are usually the resistance to change in spite of apparent

implementation of the new knowledge.
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Research, Development and Diffusion and Power-Coercive strategies share two
assumptions. Firstly, that good ideas are best developed from outside of the organization,
and secondly, that the organization is the target of external forces of change. Implicit in
these strategies is that when organizations are left to their devices they generally
emphasize stability over change and generally resist change. Consequently force is
necessary to make them change. However, where force is used, implementation and

change may be transitory.

According to Sergiovanni (1998) change brought about through bureaucratic change
forces is usually short-lived. When bureaucratic change forces are successfully used,
teachers change just enough to get rewards. But change stops when rewards are no longer
forthcoming. When personal change forces are successfully used teachers just change
enough to get incentives, and change stops when incentives are no longer available or no

longer valued.
2.2.2. Unconstrained Change forces

Unconstrained change forces embody the professional, cultural and democratic forces
which according to Sergiovanni (1998) are based on the unconstrained liberal view of
human nature. This approach is meant to encourage free flow of communication and

interactive process among all microsystems.

Some writers and researchers in organizations tend to use different terms for professional
development, such as human resource elements in change, staff development and support.
It is apparently because professional change forces rely on professional training,
development, standards of practice and norms for behaviour that, once internalised, they
are thought to compel change. Sergiovanni (1998) calls this behaviour a motivation by
professional virtue, that is a commitment to practice teaching in an exemplary way by
staying abreast of new developments, researching one’s own practice, trying out new

approaches and otherwise accepting responsibility for one’s own development.
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Sergiovanni’s views are suggestive of the importance of leamning in bringing about

change in organizations.

Watkins and Marsick (Perez, Milstein, Wood and Jacquez, 1999:8) define a learning
organization as, “one that learns continuously and transforms itself. Learning takes place
in individuals, teams, the organization, and even the communities in which the
organization interacts.” Perez, Milstein, Wood and Jacquez (1999) agree on an essential
process of professional development, which is an integral part of a systems perspective
and systemic change efforts. Further, these authors maintain that professional
development plays a key role in school change. In Telford’s (1996) terms, professional
development is a human resource element in change, which means staff development
through cooperative sharing of their collective experience. It assumes that leaders foster

an environment of mutual support, professional acceptance and continuous learning.

The current buzzwords in the education sector include ‘capacity building’ and ‘ensuring
support’ in terms of Schwabn and Spady’s (1998) theory. These two researchers maintain
that people in organizations cannot change unless there are orientations, abilities to
stimulate employees to grow and develop as people and to establish ever-higher
expectations and standards concerning product and service quality. To ensure support the
school should be structured and aligned to achieve its declared purpose and vision. The
manager or principal ensures the creation of conditions, procedures, incentives, and
structures that enable genuine change to happen.

Organizational change has little chance of succeeding unless those entrusted

to implement the change have the opportunity to do so without encountering

organizational obstacles including procedures, misallocation of resources,

poor communication and coordination, inadequate technologies,

disorganization, rivalries, and a host of other liabilities (Schwabn and Spady,

1998:105). ‘

These two authors further emphasize that effective organizational functioning requires

constant addressing and alignment of policies, decisions, resources, and procedures that
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make it possible for employees and constituents to achieve and sustain the changes in
their stated purpose and vision. This support is demonstrated by the organization’s
willingness and ability to put itself and its resources squarely behind its declared purpose

and vision and the people it counts on to make them happen.

Watkins and Marsick (Perez et al., 1998) identified an institution’s ability to act as a
learning organization as vital to its ability to respond to the changing nature of work,
changes in workforce, and changes in how people learn. By their nature, learning
organizations seek transformational change, which is key to expanding organizational
capacity. Therefore, one desirable outcome of school reform is for a school to become a
learning organization. One way of thinking of becoming a leaming organization is

through professional development.
2.2.2.1. Fullan’s theory of change

[ am of the view that Fullan’s (1993) theory of educator change is very important in
transforming teaching in schools. Its four core capacities corresponding to their
institutional counterparts, are required as a generative foundation for building a greater
change capacity. Educators should have the four core capacities to enable them to

implement change effectively.

Firstly, according to Fullan (1993), each and every educator must strive to be an effective
change agent. Personal vision for each educator is the starting point for change. Its
intrinsic nature gives meaning to work, and exists independently of any particular school
on educator happens to be in. When personal purpose is present in numbers it provides
the power for deeper change because:

Culture gets changed in a thousand small ways, not dramatic announcements

from the boardroom. If we wait until top management gives leadership to the

change we want to see, we miss the point. For us to have any hope that our

own preferred future will come to pass, we provide the leadership (Fullan,
1993:14).
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The second capacity for change as inquiry of personal purpose is a perennial inquest.
“The essential activity for keeping our-paradigm current is persistent questioning”
(Fullan, 1993:15). Inquiry means internalising norms, habits and techniques for
continuous leaming. The process of inquiry involves experimentation, reflective
practice, personal journals and action research. The relationship between personal vision

and inquiry creates dynamic reaction that becomes the genesis for change.

Fullan (1993) accurately states that “people must behave their way into new ideas and
skills not just think their way into them” (Fullan, 1993:15). The third capacity of mastery
and competence are obviously means for achieving deeper understanding. This is
interrelated with vision and inquiry. Senge (1990) supports this view when he says that
personal mastery goes beyond competence and skills, though it is grounded in

competence and skills.

Fullan (1993) further states that mastery is a learning habit that permeates everything we
do. It enables us to know where ideas fit in. In stressing the importance and meaning of
mastery, Senge (1990:1142) further stays that:

people with a high level of personal mastery live in a continual learning mode

... personal mastery is not something you possess. It is a process. It is a life

long discipline. People with a level of personal mastery are acutely aware of

their ignorance, their incompetence, their growth areas and they are deeply

confident. Paradoxically only those who do not see that the journey is the

reward.

The final capacity is that people need one another to learn and accomplish things.
Personal mastery and group mastery feed on each other in learning organizations. Small-
scale collaboration involves the attitude and capacity to form protective mentoring and
peer relationships, team building and the like. Without collaborative skills and

relationships it is not possible to leamn and to continue to leamn as much as one needs to be

an agent for school change.
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I support Fullan’s view that it is difficult and impossible to force educators to change and
think differently or compel them to develop new skills in their teaching.
When those who have the power to manipulate changes act as if they have to
explain, and when their explanations are not at once accepted, shrug off
opposition as ignorance or prejudice they express a profound contempt for the
meaning of lives other than their own. For the reformers have already
assimilated these changes to their purpose, and worked out a reformulation
which makes sense to them, perhaps through months or years of analysing
and debate (Fullan, 1993:23).

The proposed alternative for bringing about change is creating conditions that enable and
press people to consider personal and shared visions and skills development through
practice over time. “Productive educational change roams somewhere between over
control and chaos” (Fullan, 1993:19). Therefore it is maintaining this balance of giving
freedom to professional and independent thought, while at the same time checking that

freedom with close supervision.
2.2.2.2. Cultural Change Forces

Also included in the unconstrained change forces are cultural change forces which rely
on psychosocial characteristics (Owens, 1995) or community norms, values and ideas
that when intemalised speak to everyone in a moral voice (Sergiovanni, 1998). All
constituents of the community are motivated by felt obligations of the community and
norms that define the school as a conventional community. Research into organizational
culture as reported by Owens (1995) supports the importance of culture. Telford (1996)
refers to these psychosocial characteristics as symbolic elements, which are pervasive in

the school, bringing about norms of interaction and collaboration in change process.

The psychosocial characteristics are shown by deep-seated, unspoken, shared beliefs,

values and attitudes that bring about norms of interaction, friendly, informal staff
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relations and persuasive comradeship. Collaborative leaders value diversity, acceptance
of differences, interpersonal openness and atmosphere of genuine care. Concern for

colleagues, personally and professionally is the norm.

Schwabn and Spady (1998) view cultural leadership and ownership as inextricable
processes. They argue cogently that it is critical to have an organizational culture that
strongly influences people’s sense of esteem and belonging. Schwabn and Spady (1998)
further maintain that cultural leadership in a productive change process is to orchestrate
and shape the organization’s ownership developing process. According to these authors,
the critical pillar of change is the feeling within organizational members and clients that
they can identify with and are a part of what is going on. It is this feeling of belonging,
being connected, participating, and contributing which is the motivational fuel of
productive change. Various aspects of that psychological investment are called
ownership, buy-in, commitment, motivation, involvement, and engagement. (Schwabn
and Spady, 1998)

Whitaker’s (1993) view is that a key factor in the successful leadership of change is the
capacity to give deliberate attention to the building and development of an organizational
culture conducive to collaboration, participation and change, and the ability to manage

this process. The school principal is central in this process.

Angus and Londen (1998) concur in suggesting that re-culturing schools can lead to
change. Perez et al (1999) maintain that systemic change is about changing the culture of
the school which is manifested in an equivalent mindset that permeates an organization
and results in dominant patterns of member behaviour. Instilling ownership of the process

of change by all stakeholders actualises psychosocial characteristics.

Hopkins (1998) notes the distinction between structure and culture, which are
interdependent, and note that the relationship between them is dialectical. According to
McLagan and Nel (Hopkins, 1998) structure is important because it creates the
framework for values and relationships. It creates the pathways for the formal flow of
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information, and it guides people’s assumptions about the actions that the institution
considers legitimate. Gultig, Ndlovu and Bertram (1999) maintain that structures create

the framework for values and relationships in an organization.

On the other hand organizational culture, according to Owens (1995:306) is,
The norms that inform people what is acceptable and what is not, the
dominant values that the organization cherishes above others, the basic
assumptions and beliefs that are shared by members of the organization, the
rules of the game that must be observed if one is to get along and be accepted
as a member, the philosophy that guides the organization in dealing with its

employees and its clients.

Owen (1995) furthers states that the culture of the educational organization shapes and
moulds assumptions and perceptions that are basic to understanding what it means to be a

teacher.

It can be extrapolated from the aforementioned, that the structure and the culture are
mutually reinforcing. Gultig, Ndlovu and Bertam (1999) point out that structure
influences culture and vice versa. They further add that structures are regarded as
profound, in that they generate cultures, which not only allow the structures to work, but
also legitimate them. On the other hand changes in cultures can change underlying
structures. It is easier to change structure and get the appearance of change. But it is rare
to sustain changes in culture without concomitant change in structure to support.

Therefore Gultig et al. (1999) emphasize that equal attention should be directed to both
structure and culture.

2.2.2.3. Democratic Change Forces

The third component of the unconstrained change forces is democratic change forces.
According to Sergiovanni (1998) democratic change forces rely on commitment to

democratic social contracts that function as the source for values to guide school
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decision-making and as the source for patterns of obligations and duties that compel
change. Telford (1996) refers to the democratic change force as the political elements of
the leadership behaviour which centre on reaching agreement through discussion,
negotiation and compromise in a climate of openness. Disagreements and discord are
incorporated as part of everyday life, facilitating the attainment of shared goals and
advancing the educational agenda. It is consequently argued that the strategy invariably
transforms the school constituents and makes them willing to sacrifice their self-interests

for the common shared good of the school.

Research has shown that in a democratic process, participation in decision-making is
related positively to the educators’ attitudes about work. Smylie and Perry (1998)
maintain that participation is related positively to school improvement and change. These
authors also report a study which found that schools with the most democratic
governance processes were mostly likely to engage in systemic approaches to educational
innovation. It was also found that schools with participatory decision-making were more
likely to enhance instructional programmes and support services. Schools that had the
most developed mechanisms for educator participation in school govemance made
significant changes. Smylie and Perry (1998) maintain that such schools invested heavily
in team process training, instructional staff development and more effective systems for

sharing information with all their constituents.

It has been argued by some researchers that democratic processes thrive in specific
structural organizations. The structural elements refer to the way in which leaders
structure decision-making processes to allow appropriate staff, students and parents’
participation such that a shared vision and agreed upon ways of implementing the
direction, policies and programmes of the school can occur. These elements are
characterised by a flat hierarchy, open communication, listening, respecting and valuing

people and empowerment.

There is disagreement among organizational researchers regarding structure and culture

and their impact on change. It is maintained by some of them that if the structure is
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changed the behaviour of individuals will change pari passui. Smetherham (1982) rejects
this view and holds the notion that the structure is fundamentally only behaviour viewed
statistically and is very difficult to change behaviour by relabelling slots in the
organization or changing the structure or membership of a committee or group. It is
however maintained by Gultig et al.(1999) that a flattened rather than a hierarchical
structure facilitates change. Katz and Kahn (1978) support the authors above when they
state that direct systemic change begins by changing the situation in which members of
the organization work. This includes authority or the required response to authority, the
size or nature of the task itself, the access to information, the meetings to which
invitations are given and the decisions on which votes are taken. Katz and Kahn (1978)
then conclude that the hypothesized sequence leads from structural changes to changes in
the behaviour of the people who experience them and thus to ramifying changes in the
state and output of the organization, and in the long run to enduring changes in the

individuals themselves.

Telford (1996) states that schools are able to structure the decision-making processes to
allow appropriate stakeholders’ participation such that a shared vision and agreed-upon

ways of implementing the direction, policies and programs of the school can occur.

Smylie and Perry (1998) report a longitudinal study of teacher-dominated decision-
making in schools where it was found that change and improvement were greatest in
schools with the most collaborative and inclusive participative process. Only actively
involving all members of the school in implementation of the mission can generate the

kind of commitment necessary to foster change (Gultig et Al. 1999).

The study by Smylie and Perry (1998) further reveals that classroom change occurs when
participation promotes self-determinism and collective accountability among educators.
Slavin (1998) speaks of ‘Seeds schools’ to refer to those where educators are involved in
decisions. In order to entrench a democratic process these schools were found to utilize a

school based management because it entrenched ownership of the process.
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2.3. Summary and conclusion

I decided to use systems approach, with two general systems theories by Bertalanffy and
Bronfenbrenner to form a conceptual framework in order to understand and analyse
change in schools. I chose these theories because schools as organizations can be better
conceptualised systemically. A systems approach involves all players throughout the
system, considering all parts of the school in a cyclical process. It is particularly relevant
to schools because it is closely linked to the concept of continuous improvement in which

people work in a specific process to keep on improving their results.

The operational concepts in systems theory and change as applied in this study are
integrative, collaborative, empowerment, consultation school-based and transformational
leadership and management, which result in commitment to and ownership of the change
process. Collaboration and transformational leadership engender commitment by all
constituents of the school and result in the institutionalisation of the shared vision of the

school.

The constrained change theories subsume bureaucratic, market and personal change
forces. These theories essentially impose and force change on the recipients. Bureaucracy
is considered to be the most efficient form of management. Such approaches to change
characterised the apartheid system of education, but seem inappropriate in a new

democratic society.

Government departments have tended to use empirical-rational and power-coercive
strategies to initiate and manage change in schools. The national or provincial department
consults with consultants who deliver already researched and packaged innovation, which
is ready for dissemination. Power-coercion is used to ensure the dissemination of the
innovation, and the department uses its power to cause educators to comply with the

process of implementation.
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In terms of the unconstrained change forces, change can only take place if professional
development and capacity building support it. Schools will only change where principals
ensure that allocation of resources, procedures, policies and technology are in alignment
with the vision of change. The principal is central in building and developing an
organizational culture that is conducive to collaboration and change. Successful

leadership is seen to be a key factor, which is dependent on a principal with a vision.

Cultural change forces rely on psychosocial characteristics that when internalised
permeate the whole school bringing about norms of interaction and collaboration in
change processes. The critical pillar of change in terms of cultural change forces is the

feeling of the organizational members that they can identify with what is happening.

Instilling ownership of the process of change by stakeholders actualises psychosocial
characteristics. Ownership is instilled through following a democratic process of change.
Participation in decision-making by all stakeholders of the school, especially educators,

contributes positively to change.

The structure of the school needs to be conducive to participation and decision-making
processes. It is therefore maintained that a flattened structure facilitates change, and that
structural changes lead to changes in the behaviour of people who experience them and

ramify in the whole school.

Participation operates in a school-based management approach, which involves all
constituents in the affairs of the school. The involvement of constituents in decision-
making is an important factor in successful change because it has the potential to improve
the quality of decisions and enhance motivation, and thus lead to internalised

commitment to the outcomes of these decisions.

The involvement of all schools constituents in order to own the process of change is
understood as a transformational leadership. What is important about transformational
leadership is that the constituents of the school pursue shared beliefs through combined
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efforts, overriding their individual interests in the quest for common goals. A
transformational leader believes that his or her team can function independently and

successfully within a framework of expectation and accountability.

Transformational leadership is driven by the development of vision that energizes school
staff toward meaningful and valued actions. The vision development is facilitated by a
collaborative function with the whole community. The collaborative environment makes
it possible for school educators to work unselfconsciously together as a team with parents
and learners, despite their differences, sharing a common goal to be collectively

responsible for its attainment and to help each other towards it.

Team building and collaboration in democratic change forces are underpinned by a
problem-solving approach, which gives power to the innovation users to define what
changes and improvements they want. The non-directive approach of normative re-
educative change strategy leads to the creation of skills among staff members which

enable them to diagnose their problems and systematically work out solutions.

It can therefore be concluded that in the constrained theories of bureaucratic change
forces, users of an innovation are not involved in the initial stages of the innovation. They
are consulted only during the stage of diffusion, and implementation. This approach
mandates and expedites changes. However, change brought about through this strategy is

said to be short lived and superficial because users do not own the process of change.

In unconstrained theories such as professional development, the psychosocial
characteristics of users are important, consequently they are consulted in the initial stage
to make decisions with regard to what and how they want to be assisted. Though this

change takes a snail’s pace, users own it, and hence it is said to last.
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CHAPTER 3
RESEARCH DESIGN

This study is an exploratory research because there is very little work done in South
Africa about change processes, particularly, at IsiZulu medium schools. A systemic
framework was used because it has the advantage of examining the research phenomenon
in a natural setting and seeing it as a whole (Gross, Giacquinta and Berstein, 1971). The

methods within the design aimed at answering research questions.
3.1. Aims of the study

The study seeks to identify and describe the pfocesses associated with the difficulties and
inertia hindering efforts to improve the quality of education in a sample of IsiZulu
medium schools. From this analysis, an understanding of educational change in such
contexts will be generated and used to plan the empowerment of both the officials of the
department and educators.

The study also hopes to contribute to the formulation of new policies and to the
implementation of educational innovation in such contexts. These policies should aim to

enable schools to develop the capacity to manage themselves and to improve the quality

of teaching and learning.
3.1.2. Research questions
The study will attempt to answer the following questions:
1. What factors have contributed to officials and parents’ perception of resistance to

change and inertia in AmaZulu schools?

2. What contributes to educators and principals’ attitudes to initiating and

implementing of change?
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What approaches to leadership are exercised by school principals?
4. What roles do parents and other stakeholders play in school, and how may these
be improved?

5. What is the relationship between the schools and 