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ABSTRACT

After decades of democracy, South Africa (SA) i atcountry that is characterised
by huge inequalities and socio-economic challenggish are intense in most rural
areas. As microcosms of a larger context, rurabalshtend to bear the brunt of
numerous challenges as they have to cope with ipf@istructure, scarce resources
and under-qualified teachers. In spite of the maimallenges rural schools
experience, the country has adopted an accounyabifstems approach that uses
examination results in measuring school performanitereby ignoring the
contextual factors that rural schools face. Thiadgt sought to explore and
understand the notioanderperformancen a secondary school in the rural llembe
District in KwaZulu-Natal from the perspectives lefirners, parents and teachers.
Guided by the propositions derived from theoriesuoferperformance and of
rurality, the study was located within an interpretparadigm and utilised the
qualitative approach to research. An ethnograplesigh involving observations,
interviews and document analysis was utilised asai$ important to capture the
experiences, interpretations and meanings thaticgemts gave to school

underperformance in their particular contexts.

The findings suggest that there is a disjunctutesbéen educational policy, schooling
and contextual factors afflicting particularly rusxchools. In essence, participants’
perspectives on school underperformance were méke@ by a number of contextual
factors; however, existing national education poliends to ignore not only what
happens within the rural school, but also the cdnte which the school is located

(i.e., its rurality). The factors that informed therspectives of the participants can be



categorised into: 1) factors within the school sashthe school context or location
(rurality), learning prospects, the values and ddiaths that rural people attribute to
schooling, and curriculum relevance; 2) perspestioe the relationship among the
rural household, the community and the school; Znderspectives on the role and
value of schooling in a rural setting. The studgrétiore argues that approaches used
to measure performance or underperformance mu& #ato consideration the
context/place in which such schools are locatedreldeer, educational policy and
decision making should place rural inhabitants l& forefront of educational
planning. In order to address school underperfooman rural areas, the study
advocates an improved theoretical lens in the fofna place sensitive approach
which will engender understanding of this phenonmerBuch an approach would put
context/place at the centre of educational analgedsallow for conciliation between

policy, schooling and contextual factors.
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CHAPTER ONE

INTRODUCTION TO THE STUDY

1.1Introduction
Being there is different. Being there is not ronanTo be there is to be
engaged in a struggle to live and to hope. Monelyjabs are scarce, the land
itself harsh and demanding, and the schools, whkiciddle the old rural
routines the glittering prospect of a differentelifieralded by political and
economic change in the far-away cities, are oftkmequipped, under-

resourced and poorly staffed. Rural people know thi

(Emerging Voices, 2005, p. 2)

This extract gives a vivid description of ruralitythe South African context. South
Africa faces immense inequalities and socio-ecorochiallenges which are most
intense in rural areas (Pennefather, 2008). Thesse areas are still immersed in
problems that are ignored by education policiesgi@iim, 2004b; Emerging Voices,
2005). These include learners’ socio-economic ¢aknds which are characterised
by, among others, poor housing, poverty and ladkso&l power (Emerging Voices,
2005; Malhoit, 2005). These challenges translate riaral schools which experience
vast inequalities and are confronted with challsrgech as bad infrastructure, scarce
resources and under-qualified teachers (Lindequ&/atdeyar, 2004; Emerging
Voices, 2005; Pennefather, 2008; McQuaide, 200%r&tihn & Ferreira, 2012,
Hlalele, 2012). These challenges become a bamieurtal children’s chances of
accessing quality education (Spreen & Vally, 2086}hey have made it difficult for
policy makers to improve the quality of rural ediima. Even after education reforms

and a litany of monetary interventions aimed avisgl these problems, rural schools



are still regarded as performing below set natiatahdards. Moreover, despite the
many challenges which are negatively skewed againat schools and the failure to
address them, school performance in South Africamisasured by student
performance in national examinations, particulaatythe end of their schooling

career in Grade 12, also referred to as Matric awtls Africa. This means that

contextual factors both within the school and ia surrounding community are not
taken into consideration when schools are labelednderperforming. The country
has adopted this approach to measuring schoolrpefece despite growing critique
that standardized testing and examinations do mourately measure learner
achievement and school performance (Gibson & Asth&898; Guisbond & Neill,

2004), especially in schools in socially and ecomaity disadvantaged areas like
rural settings. Evidence has emerged which suggdbststhere is a very strong

negative correlation between contextual factorsi¢gseconomic characteristics) and
examination performance (Muijs, Harris, Chapmamw)l® Russ, 2004; Nicolaidou

& Ainscow, 2005). In a country that is sufferingegt inequalities (especially skewed
negatively against rural areas), it is highly pesbatic that a uniform measure where
all schools are held to the same performance stdsdagardless of socio-economic

differences is still used (Jansen, 2001).

Informed by the plight of rural people, the diffitas they experience and the
significance of diverse contexts which play an im@ot role in schooling,
particularly school performance, this study wasnpsed on the notion that
examination results only give a limited perspectore the success or failure of
schools generally and rural schools in particulhis study argues that to understand

success and failure, it is important to explore #mws of those served by the



schools: the learners, teachers, parents and otmemunity members. This study
therefore aimed at exploring school underperforreaas understood by learners,
parents and teachers in a rural context. It examnitieeir experiences and
understanding of underperformance in their rurdost While it may be a valid

argument that the challenges confronting rural fe@pe not distinctive to rural

schools, the study hoped to challenge the stermatlymegative understandings
adopted about rurality. This was done by listenioghe real stories of learners,
parents and teachers who were served by these gcinabls. The approach was
influenced by the need to consider the agency @&l people in taking the lead in
shaping a better future for themselves; a factorclwhs often ignored in rural

education matters (Emerging Voices, 2005). Thussthdy addressed the following

critical question:

« What are the perspectives of learners, parents aeachers on an

underperforming rural school? What informs suchgpexctives?

1.2 Rurality in the South African Context

Rurality has not been sufficiently explored in Soufrica but what comes out
clearly is that it is not a uniform structure bwingrises of a number of diverse
contexts and theorisations. For example, it coefiérrto those settings that are
sparsely populated and where agriculture is the@nmagans of economic activity. It
could also be areas that consist of the many tidoadls controlled by traditional
leaders (Mahlomaholo, 2012). Rurality can also beeustood by exploring the
historical settlement on land ownership of ruraaa which are directly related to

“...apartheid and the colonial policies of disposseggesettiement and a systematic



exclusion from opportunities” (Hlalele, 2012, p11B8s such, the inequalities that
exist in South Africa can neither be separated faam past nor from the unequal

power relations between urban and rural contexdariBfather, 2008).

This section will continue to present the contexhe study with particular reference
to the changing political, geographical and edwceti contexts in South Africa. All
these factors have implications for measuring schowlerperformance in rural

contexts.

1.2.1 The Native Land Act of 1913

The issue of land possession in South Africa dagéek to the passing of the Native
Land Act of 1913 which was an act of parliamentednat controlling the ownership
of land by black Africans (Native Land Act, 1913he act created a system of land
possession that robbed the majority of South Africéizens of the right to own
land. It declared that only 7% of the total landssaf the country could be owned
by black Africans. Black Africans were no longeteato own land or even rent land
outside of designated reserves. This promoted atpaesidential areas for black
Africans (or Natives as they were referred to ificedl documents). The Act was the
first legislation that promoted segregation of ahojroups and later became a

foundation of the system of apartheid which enaeti994.

The Native Land Act (1913) was central to rural gy as the areas demarcated for

black Africans became overcrowded and suffered femih erosion and decline in

! This was a term used to refer to black peoplefin S

4



agricultural production. Most black African men neovto the city to look for work
and this changed the lives and status of many bkfckan families from land

workers to wage earners. This largely created theenpy that is still overwhelming
black rural communities even today and which aff¢lse schooling of rural children

to a large extent.

1.2.2 Bantu Homeland Constitution Act of 1971

Under the Apartheid systénmine ‘native’ groups, referred to under aparthaid
‘Bantus’, were assigned their own homelands or Bstand (Bantu Homeland
Constitution Act, 1971). The Bantu Homeland Consitin Act (1971) gave powers
to the government to give independence to any ‘temde as determined by the
apartheid government. These Bantustans were ‘imilgrd’ states within South
Africa. Movement outside these Bantustans was tistricegulated. All black
Africans, depending on their ethnicity, becamezeitis of these self governing
homelands. This was meant to control the movemiebkack Africans in and out of
the cities where residential and business propgertiere reserved for white people.
Black Africans who worked in the areas outside Bantustans had to apply for
permission to ‘travel’ and they always kept pa$segheir possession to prove that
they had permission to be in the city. The Bantust@as were predominantly rural.

In the new South Africa, the provinces that wererfer Bantustans are the locales

% This was a system of racial segregation enforrsligh legislation by the National Party
government who were the ruling party from 1948%04. Under this regime the rights of the
majority of Black Africans in South Africa were ¢ailed and White supremacy and Afrikaner
minority rule were maintained.

® These were territories set aside for Black African part of the policy of apartheid.

* This was a document that Black Africans were neglito carry with them when moving outside
their homelands or designated areas. Failure tdyzea pass often resulted in the person being
arrested.



that still suffer from great poverty and socio-eoonc disadvantage which impact
negatively on schooling (Emerging Voices, 2005)edé areas include the current
provinces known as the Eastern Cape, Mpumalangapdapo, North West and

KwaZulu-Natal. This study was located in the lafissvince.

1.2.3 Bantu Education Act of 1953

As was the case with land possession and lancesettit, the education system
under apartheid suffered many inequalities. Undes $ystem, which lasted more
than four decades, the Bantu Education Act of 1&%&cated a racially separated
education system. Bantu education served the stteod white supremacy. The then
government argued that the policy of Bantu edupati@s aimed to direct black
Africans or non- white youth to the unskilled labooarket. It deprived black people
of access to the same educational opportunitiesrasdurces enjoyed by white
South Africans. It degraded black people’s histarylture and identity. Bantu

education restricted the quality of schools servitigcans. This was based on the
argument that black people could not be given gualiucation because this would
be irrelevant in the life that they were expectedldad in South Africa. Black

schools were given limited resources.

Under the Bantu Education Act (1953), separate atthrc departments catered for
the needs of the four principal racial groups irnutBoAfrica (i.e., Black Africans,

Indians, Coloureds and Whites). Schools for whitese given generous funding
while those of black students were denied adediaatkties, textbooks and quality

teachers (Betram, 2009; Omar, 2009). This resuitedhe creation of nineteen

6



education departments catering for the educatineadtls of four racial groups on a
separate and grossly unequal basis. This raciallyedhnically organised education
system prepared learners in different ways forgbsitions they were expected to
occupy in their social, economic and political lifeder apartheidAs Naicker (2005)

points out,apartheid education was characterized by wide-r@ngnbalances and

inequities. Some of the more notable inequitiesdhool-based education were the
disparities in the per capita expenditure, theneaeeducator ratios, the qualifications

of educators and the allocation of physical resesi{®laicker, 2005).

Thus it can be argued that, under apartheid, vahitelren enjoyed a good education
whereas black Africans lived in a dehumanizing ssvinent where their every
move was restricted and where education and vetmpportunities were limited.
The government relied heavily on the state edusatystem to support and maintain
the values of apartheid and to keep black Afridansheck. All aspects of education
were controlled by the government which ensured tpavernance, funding,
professional training and curriculum were drivearg racial lines to promote white
superiority over black Africans. Although these $awere repealed in the new
democratic South Africa, their effects are stillt feven today. More significantly,
since the Bantustans were mostly rural and wereehtonthe majority of black

Africans, this situation still persists today.

1.2.4 Post-Apartheid Reforms

On 10 May1994 Nelson Mandela took office as thst foresident of a democratic

South Africa. In 1996 the new constitution promisashong other things, the right to
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basic education for all (South African Constitutid®96). A new education system
that was to remove all traces of racial inequities vital to set the foundation for a
democratic South Africa. The South African governmentroduced a range of
educational reforms to overcome the legacy of tpartheid education. These

reforms are discussed fully in Chapter Two.

The reform process began with the formation of pagonal ministry of education
together with nine provincial education departmeifuts the nine newly formed
provinces. Also, the new democratic government cdtacitself to the eradication
of inequalities that existed in education. It whe intention of the government to
ensure an equitable, efficient, qualitatively sigreand financially sound school
system for all its learners irrespective of theicial or ethnic background (Omar,
2009). With the post-apartheid reforms, a new culim was introduced. Like all
other post-apartheid education policy reforms, ¢beiculum is premised on and
promotes the principles of equity and redress ameans of overcoming past
inequities. However, despite all these changes laftg ideals, 18 years into
democracy education remains unequal and lags begtartitularly in rural areas.
Moreover, the challenges experienced by schoalsral areas have made it difficult
for policy makers to improve the quality of ruralugation. Rural schools in South
Africa are still performing below set standards &mucation (Emerging Voices,
2005). In particular, most rural schools are regdrés underperforming when
learner performance is measured in national testd examinations. These
observations prompted me to explore rural peopl&sierstanding of school

performance/underperformance.



1.3 Rationale of the Study

My interest in rural schools dates back 17 yearenmhbegan my teaching career in
a rural school at Ndwedwe Circuit, llembe Distriethere | was a History teacher.
My experience there was very frustrating as, despiie fact that | was a new
graduate, hard working and dedicated, | could motyce good results with my
Grade 12 learners. Five years later | left the ethb started teaching in an
independent (private) school for girls where, wihks effort, | managed to produce
excellent results and got an award for the begbHigesults in Matric in my circuit.

| left that school to teach in a townshigchool where, again with little effort, the
school was producing good Matric results. My exgreres opened my eyes to the
fact that the three schools where | had taughtrigeld to three different ‘worlds’. It
also made me wonder whether the uniform method @methe assessment of all
learners (i.e., using the Matric results as thg gafrdstick to determine the success,
or lack of success, in academic performance) wapsogpate in the diverse contexts
of SA schools. | realised that the issue of undéopmance in rural schools needed
to be understood holistically before any measwdsansform these schools could be

taken.

In January 2008 | was appointed principal of aneupdrforming rural secondary
school. | inherited a school that was underperfognwhile | served under an
underperforming ward in a district that was alsaenperforming. A month after |
had started working there, the school was giveapacial measures school’ status

which meant that it had achieved a lower than 60&trigl pass rate for three years in

® Townships are urban areas occupied by black Afsca
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succession. The school was automatically put urber National Strategy for
Learner Attainment (NSLA) Programme. This is areiméntion project by the
Department of Basic Education (DBE) which intends turn around
underperforming schools. The intervention measurethis case included detailed
guidelines of the provincial turnaround strategyt thriginated from the office of the
Superintendent General of Education. Although theseasures were called
guidelines, it was clear that all the strategieshia guideline document had to be
implemented by the principals of these schools. ddties as a principal revolved
around conditions set by the DBE for underperfognschools. The issue of
accountability was stressed in all meetings. Agiacppal | was overwhelmed by
instructions from DBE officials who came to my sohto offer ‘support’. This left
me with the task of interpreting external necessitather than determining aims and
objectives on the basis of the needs of my leaynpesents and teachers.
Assumptions about the reasons for underperformararee from officials. The
community | was serving and the teachers in my aglchvere never given a chance to
truly plan and contribute to the improvement e8dreyond implementing what was
‘indirectly’ imposed by the DBE. Although my schomhproved and is no longer
labelled as underperforming as we maintained arveal®% Matric pass rate, |
remain concerned about the sustainability of thgeed' results. Linked to my
worry is the fact that government’s initiatives tton around underperformance in

schools have not been very effective.

The government has shown commitment to quality atime in South Africa, as
evidenced in school intervention projects that h&eeome relatively common.

However, these projects are either initiated by @DBE or are donor-funded. They
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are intended for the development of various aspafctse education system for the
purposes of school improvement and subsequentipdegperformance (Moletsane,
2002; Chisholm, 2004a; Taylor & Prinsloo, 2005; &,&008;). However, studies
suggest that these improvement projects have ndt ehaignificant impact on
teaching and learning and learner performance €3ari996; Christie & Potterton,
1998). Researchers have also noted that despitartie amount of money spent on
education in South Africa, schools are still at tloétom compared to other countries
of the world (Chisholm, 2004a). In addition, despiie enormous positive changes,
South Africa is still a country characterized byajrinequalities and high levels of
poverty rooted in the legacy of apartheid. The nadfdcted are rural communities
whose schools continue to be negatively affected are therefore labelled as

underperforming (Pennefather, 2008).

When | embarked on this study | hoped that it woptdvide some answers and
illuminate understanding of the complex phenomenioschool underperformance in
rural contexts. Upon its completion the study’stisafar significance for me was the
knowledge that it contributed enormously to my peed and professional
development and that it would help me to strengthmnrole as a principal of a
recently ‘improved’ school. Insights gained fronistetudy will inform the direction
my school should take and enable me to assistcti@okto generate a strategy that
will not only produce sustainable improvement cfulés, but that will also serve the
needs of the community the school is serving. Meeeait is my contention that the
study will contribute significantly to the debatesurrounding the issue of

underperformance of rural schools.
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1.4 Significance of the Study

Rurality is an educational phenomenon that is ratinelerstudied, under-researched
and underdeveloped within the social sciences utlSafrica (Balfour, 2012; De
Lange, Olivier, Geldenhuys & Mitchell, 2012; Molate, 2012). Internationally,
research done on schools in rural areas is linttedpared to the work done in urban
and suburban educational settings, with little exysttic research being done in rural
schoolsg(Hardré, Sullivan & Crowson, 2009). For examplesdié (2008) points out
that over 30% of schools in the United States (&8)in rural communities, yet less
than 6% of research conducted in schools has iadlagral schools. In South Africa,
no sustained scholarship concerning rural educatiosted until the publication of
the Emerging Voices Report (Emerging Voices, 2005)hich attention was given
to the challenges and problems associated withlitsuras a learned and lived
experience (Balfour, Mitchell & Moletsane, 2008urRl school leaders are eager for
information about research-based interventions strategies that increase student
success in rural communities. However, identifyswugh interventions is difficult
because of the lack of high-quality research cotedtlién rural settings (Arnold,

Newman, Gaddy & Dean, 2005).

There is a concern that rural research is largetp@ated with urban-based teachers
in rural areas and campus-based student-teachkospften associate rurality with
deficit and disadvantage (Balfour, Mitchell & Mddane, 2008). Furthermore, the
people who write and speak about the negative impat poverty in rural

communities, including poor educational outcomesgeneral and poor Matric
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learner achievement in particular, are mostly olets. Moreover, rural people are
never part of the development of interventions taeg meant to improve their
education; rather, these interventions are devedldpe them by these outsiders
(Moletsane, 2012). It is envisaged that this studly challenge the stereotypical
assumptions about rurality. By listening to anduwa the real stories of learners,
parents and teachers in a rural school, | endeadatar bring their perspectives and
concerns to the forefront of educational provisiomural settings. Moreover, it was
my intention that the study should provide a platfdor rural people to share their

knowledge, experiences and understanding of salr#rperformance.

The study will hopefully add some depth to our ustending of the phenomenon of
underperformance in the context of rurality and rowe our approach to
‘transforming’ these rural schools. The findingdlwinable us to understand rural
schooling, what the key barriers to learning milgef and the possible strategies to
address these. It should further assist policy msatecreate meaningful policy and
other intervention programmes that are aimed airdeaith underperforming rural
schools. Policy makers have to acknowledge the egoiof members of rural
communities across South Africa and ensure thatipslundertaken to improve the
quality of rural education are informed by the pdweinsights of the people in
those communities (Emerging Voices, 2005). This,findings of this study may
have significant implications for policy, practiceshool effectiveness, and school

improvement.

1.5 Conceptual Frameworks
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Since the purpose of the study was to elucidateenstahding of school
underperformance in the context of rurality, thextngection explores these two

concepts as they framed this study.

1.5.1 School Underperformance

Underperformancean education appears to be a laden concept thatrhadsple
meanings in different contexts. Various concepte arsed to refer to
underperforming schools to which recent policy weitons have added further
complications (Harris & Chapman, 2004). These cptgasually speak to either the
schools’ internal circumstances or acknowledgesibaificance of external factors
in measuring school performance. For example, withie Department of Basic
Education (DBE) in South Africa, school underpenfanceis understood to be
associated with those schools that have not acthiave0% pass rate amongst its
Matriculants (Grade 12 learners). In this instancederperformances related to
bench marking based on pass percentages of sudcesshers in Matric which, in
turn, are associated with accountability measuresahmool performance. A second
concept linked to this notion of school underpearfance is ineffective schools. This
is based on the argument that the main problehmisthere are circumstances within
these schools that do not allow learners to learmach as they could (Reynolds,
1999). A third concept refers to schools that digelde for special measures. These
are schools where internal factors lead to theddading to meet standards set and
therefore they require great corrective measurdsirto around the situation (Gray,
2000). The fourth refers to failing schools whighpkes to schools that achieve

poorly in tests and examinations and schools wiat@nment, pupil behaviour,
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teaching quality or management systems are comsidespecially poor (Downey,

Von Hippel & Hughes, 2008; Araujo, 2009).

Other perspectives relate school underperformamceritext. In this regard concepts
such as schools in challenging circumstances, smmaomically disadvantaged
schools, schools in difficult circumstances, anghlpoverty schools apply (McHugh
& Stringfield, 1998; Barth et al., 1999; Borman a@t, 2000; Van de Grift &
Houtveen, 2006). These perspectives are baseceqrémise that the key feature of
underperformingschools is that they are mostly situated in aréas $uffer high
levels of social deprivation and that social isshese a strong effect on school
performance, as there seems to be a link betwegin-esconomic deprivation and
school failure (Gray, 2000; Nicolaidou & AinscowQ@5). In light of the above
iluminations and in line with the DBE’s nomenclegufor schools ‘in trouble’, the

concept underperforming school was used in thidystu

1.5.2 Rurality

Researchers often lament the lack of a common,stens and explicit definition of
rurality (see for exampleArnold, Newman, Gaddy & Dean, 2005; Anriquez &
Stamoulis, 2007; Sauvageot & da Gra 2007). Definitions of rurality mostly
depend on the context of the subject being disdusSamilarly, research uses
multiple definitions of rural education, making difficult to understand the
phenomenon or to establish a universal set of ctexatics to describe or define
rural schools and rural communities (Herzog & Paitm2003; Lewis, 2003; Budge,

2006).
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Rurality is commonly described as that which is ndian. Rural areas have been
defined as places out of the city, the other touttiian, inter-urban space with fuzzy
outer limits, the socio-economic category opposedthte urban (Anriquez &
Stamoulis, 2007). The reason why this view of tralrstill persists is the confusing
and constant comparison with the urban (Hlaleld,220with rurality often defined
as the passive attendant to urbanity (Budge, 20D notion of understanding
rurality in its relation to and in comparison witlhban contexts ignores the fact that
rurality is dynamic and has its own values andngfites unrelated to urbanity and

urban influences (Balfour, Mitchell & Moletsane,(H).

Much of the writing on rurality focuses on the wotithat there are many challenges
facing rural areas. For example, what usually comgsstrongly in defining rurality
is that it is characterized by negativity. Ideasurhlity are concerned with “...space,
isolation, community, poverty, disease, neglectckibardness, marginalization,
depopulation, conservatism, racism, resettlementuption, entropy, and exclusion”
(Balfour, Mitchell & Moletsane, 2008, p. 97). Rusadttings, unlike urban areas, are
not seats of power as they usually lie on the peryp of social, educational, political

and economic activity (Woodrum, 2011; Mahlomah@i@]2).

This notwithstanding, it has been suggested thalityican be viewed positively as
a place that has some benefits and whose peopleesoerceful (Mahlomaholo,
2012). Therefore, depending on one’s perspectiuelity can be portrayed as

representing a space of deprivation, isolation|usxan and backwardness (Ebersohn
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& Ferreira, 2012) or it could be understood as acelfull of untapped potential
waiting to be discovered and developed (Mahlomgh®d2). This study took the
latter view. When | undertook the study my viewrafality was that its people,
namely learners, parents and teachers, have tmeywage understand their situation
and the potential to identify possible strategies dddressing the challenges they
face. Thus the study sought to explain their vi@isan underperforming school.

This view is unchanged since the outcomes of theysthowed it to be true.

1.6 Methodological Approach

This study looked at school underperformatite®@ugh the eyes of learners, parents
and teachers in a rural secondary school. Contastimportant in this study as the
intention was to understand perspectives of learrmarents and teachers regarding
contextual factors and their influence on schoalarperformance and the different

meanings and interpretations (Yates, 2004) thargenfeom it.

In particular, the research question wa&ghat are the perspectives of learners,
parents and teachers on an underperforming scho@®at informs those
perspectivesA qualitative research study was thought to be nsosable. This
approach allowed the study to develop in-depth @uiso of these participants’
experiences in the contexts in which they operaldds is especially crucial in
studying rural contexts which are complex, with yiag social, economic and
political situations. This study was guided by theets of an interpretive framework
which required going into the participants’ natussdtting and experiencing the

environment in which these participants createdr tfeality (Radnor, 2002). This
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framework resonated well with the study, where mitgmtion was to find meaning
within social interactions and where | fore-grouthd®mntext as a significant factor
that influences human behaviour, understandingtia@dnterpretation of things. The
aim of the study was to reflect on the participapésspectives on underperformance
of a rural school and to discover the meanings ity made of school
underperformance within their rural context. Frdmede perspectives | could make
meaningful statements and draw significant conohsithat would assist in our

understanding of underperforming rural schools.

The study gave a voice to rural communities as tteegmunicated their knowledge
and understanding of their ‘world’; thus the choafeusing a naturalistic method of
inquiry such as an ethnographic study was appr@pridis study used ethnography
because it was important to capture the meaning rthral people gave to their

circumstances. The ways in which people describglagn and present their

perspectives is derived from relationships withheather and their environment
(Hammersley & Atkinson, 2007). Thus, an ethnogragtudy allowed me to study
the participants as they interacted with one amothetheir daily lives. As an

ethnographer | spent time in the research site avparticipants carried out their
daily tasks and had their daily conversations gteoto be able to eventually render a
thick description of their experiences and perspest(Henning, 2004). In keeping
with ethnographic principles, data were collectesing three methods of data
collection, i.e., observation, interviews and doeuats analysis. This allowed for

methodological and data triangulation.
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1.7 Overview of the Thesis

This thesis is divided into seven chapters.

Chapter One: Introduction to the Study

This introductory chapter orientates the readehéostudy, particularly outlining the
concept of underperformance of rural schools. #¢ fge scenery for understanding
underperformance - the main concept under scrunirtlyis study - in the context of
rurality. This chapter begins by giving the backgrd and purpose of the study,
followed by a brief historical overview of the Shufrican context in relation to
education systems and rurality. In the next sectbrChapter One | discuss the
rationale and significance of the study. | thenvde a conceptual understanding of
school underperformance and rurality, the two cptec¢hat are at the centre of the
study. | conclude this chapter by providing a bogérview of the research design

and methodology utilised in this study.

Chapter Two: Perspectives on Underperformance in Rl Schools: a Review of

the Literature

This chapter begins with a critique of the accohitityg systems approach used in
measuring school performance. This is followed byanalysis of policies related to
school performance/underperformance in South Afridae chapter then reviews
literature focusing on the significance of cont@xtgeneral and rural context in
particular in understanding school performancesThiused to develop the argument

that context is an important factor in school perfance/underperformance. The
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chapter also presents various perspectives on sgtaloling and illuminates how
rural schools experience challenges that emanae dontextual factors. | conclude
the review by discussing the patterns that emefiged the literature review. This
chapter concludes with reference to some conceptarmleworks for understanding

underperformance in rural schools.

Chapter Three: Understanding Underperformance in Rual Schools: Towards

A Theoretical Framework

In this chapter | review and discuss the generatheory of rurality (Balfour,
Mitchell & Moletsane, 2008) and theories of undefpenance: opportunity to learn
theory, compensation hypothesis and contingenayryh@an de Grift & Houtveen,
2006). These theories presented a good basis flarstanding the views of the rural
learners, parents and teachers of their underpeirigrrural school. | use these and
the conceptual framework from the reviewed literatto present a number of key
propositions about underperforming rural schooleese propositions guided the

data collection and data analysis in this study.

Chapter Four: Research Design and Methodology

This chapter provides a comprehensive methodolbgigantation of the study. It

locates the study within a qualitative approach iatefpretive framework. The study
was an ethnographic study exploring school undé&peance through the eyes of
rural learners, parents and teachers. The reséatdhwas a rural secondary school

and the methods of data collection used were obhserv interviews and documents
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review. In this chapter | also expound on the eathissues that were taken into
consideration when conducting the study. | alsaudis the data analysis procedures

that were used.

Chapter Five: The Influence of Community Context onthe School

This chapter reports on the perspectives of rurabpfe on rural school
underperformance. The focus falls on the relatigngletween the school and the
rural context within which it is located. This chepdemonstrates that the views of
rural people on an underperforming rural schooltee to their contextual factors
and/or socio-economic experiences. The impact ofest is reflected in how rural
people judge schools against their needs or théexbin which they live. This
relationship is examined through the connectednefssthe rural household,
community and the school as well as that betweenstihool and its rural setting.
This report shows that contextual factors as ilhated in this study are important as
they seem to play a significant role in how peop&ceive an underperforming

school.

Chapter Six: Perspectives of Underperformance in &ural School

This chapter reports on the perspectives of rgainers, parents and teachers by
focusing on their views of schooling within thewral community. The chapter
reports on how participants assessed their schpetfrmance/underperformance in

respect of the activities that happened or didhapipen within the school.
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Chapter Seven: Understanding an Underperforming Rual School: Some

Concluding Reflections

This chapter provides concluding remarks based henfindings as reported in
Chapters Five and Six. The implications of thedgtand some implications for
further research are also discussed. | furtheradte how the study will contribute

to the body of knowledge on underperforming ruclcols.

1.8 Summary

This chapter served as an introductory chaptehéostudy. | began by giving a
background to and elucidating the purpose of thdystThereatfter, | highlighted the
historical South African context in relation to edtion systems and rurality. This
was followed by a discussion of the rationale aigshiicance of the study. | then
provided a brief conceptual understanding of schumalerperformance and rurality,
the two concepts that were at the centre of thetysflihis was followed by an outline
of the methodological orientation of the studyiniafly provided an overview of the

thesis and its chapters.

In the next chapter | review the literature thatu®es on school underperformance

and rural schooling internationally and in Southied.
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CHAPTER TWO

PERSPECTIVES ON UNDERPERFORMANCE IN RURAL SCHOOLS: A

REVIEW OF THE LITERATURE

2.1 Introduction

This study focused on the perspectives of stakensldkgarding an underperforming
rural school. It addressed the critical questMinat are the perspectives of learners,
parents and teachers on an underperforming rurahost? What informs such
perspectives?In the previous chapter | oriented the reader lbgsgnting an
introduction to the study. This chapter presentsvéew of literature that focuses on
issues pertaining to the critical question thadgdithe study. The chapter presents
an examination of literature which focuses on upddorming schools in general
and underperforming rural schools in particulare inedominant question that was
addressed in the literature review whsmw does a rural context impact on school
performance/underperformarizeln my examination of the literature | held the
notion that the ways in which school performancensasured are skewed against
rural schools as they ignore the context in whicichsschools are located; in
particular, contextual factors and the socio-ecanostatus of the community the
school is serving are disregarded. This thesiseargjuat school underperformance in
rural areas cannot be defined based only on acability systems that have
centrally determined criteria. Most of these rusahools serve disadvantaged
communities that are characterised by low socigegoc status, high deprivation
and great inequalities. These factors should bentako consideration when dealing
with issues of school underperformance in rurabsr@ hus, this thesis presents the

views of the stakeholders on underperformanceair tlaral school.
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This literature review chapter is organized inteeghsections. In the first section |
review literature on the accountability systemsrapph used in measuring school
performance. In this section | also explore thaisicance of context in general and
rural context in particular in understanding schpeitformance. This builds on the
argument that the rural context is an important tdiac in school
performance/underperformance. | also give an ogenof policies and legislation
relating to the issue of school under/performanteSouth Africa. This gives a
framework for understanding school underperformafimen a South African
perspective. In the second section | discuss varpmrspectives on rural schooling
and how rural schools experience challenges thanata from contextual factors. |
argue that these challenges have an impact onelepenformance and subsequently
school performance and therefore should be takdn woonsideration when
determining whether a rural school is performinguoderperforming. The third
section discusses the patterns emerging from teeafure review. The section
concludes with some conceptual frameworks for wtdading performance and

underperformance in rural schools as utilised is $kudy.

2.2 The Accountability Systems Approach and Schodalnderperformance

There has been an international call for schoolsetmore accountable. According to
proponents of the accountability approach (WoodyttlBs, Kafka, Park & Russell,
2004; Mintrop & Sunderman, 2009), this leads to nowed examination results
among learners and, subsequently, to improved $clpeoformance. These

accountability systems consist of “...standards asadily framed orientations for
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subject matter, content and skills; standardizestistas the basis for performance
indicators; and performance targets and quotasnfeasuring performance and
underperformance” (Mintrop & Sunderman, 2009, pt)35Vioreover, accountability
systems employ rewards and sanctions which ardrthe behind efforts to improve

school performance (Woody, Buttles, Kafka, Park &sg&ell, 2004).

Although there are similarities in the measures apstems approaches used in
different countries, individual countries use theaspproaches differently. For
example, in the United States of America (hereakéerred to as the US), the No
Child Left Behind (NCLB) Act of 2001 compels schedb describe their success
through students’ attainment of academic standamd their performance on
standardized tests. The US has created a syststarafards and students’ progress
towards those standards is measured through sthpeldrtests. Each state does the
compilation and classification of annual test ssomcording to race, class,
language, and special education status. This ig donthe purposes of detecting
achievement gaps associated with underperformadgen( 2003; Masumoto &
Brown-Welty, 2009). In England and Wales, as Rdsani{2004) points out,
educational and other standards of individual diasnced schools go through
inspections which are large-scale, on-site andlagiguconducted by the Office of
Standards in Education (OFSTED). The objective®BSTED are improvement in
learner attainment with the hope that inspection eirectly influence exam
performance in a positive way. It also examinesrtmber and features of special
measures schools (Rosenthal, 2004; Sammons, 260Bputh Africa a standardized
measure of performance is also used where therpafe of a school is measured

through the Matric (Gr. 12) results. According histsystem all secondary schools
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are expected to achieve a certain level of passeptage (Jansen, 2001). This
measurement system addresses possible gaps indaegathools, yet no such
system exists for primary (Gr. 1 — 7) schools, teusluding them from possible
interventions should their students perform below morms or standards. This was

not a focus of the study but bears mention as silplesarea for future research.

Supporters of the test-based accountability apprdetieve that schools work best
when teachers and students know what is expectdtenf and society has a way of
measuring how well those expectations are being usefally through standardized
tests and examinations. On the other hand, thesevarious critiques to the
accountability systems approach to measuring schpekformance and
underperformance. For example, for Gibson and Astl{a998), examination results
provide, at best, an extremely problematic guidestiool performance. The
emphasis on state-mandated standards for teaghesadents tends to work toward
uniform, if sometimes segregated, skills and out®rnhat schools are expected to
promote. They seem to ignore contextual factorsciiiave an impact on learner
achievement. The pressure of accountability andothmication of standardized test
scores in the media reinforce the assumption thadest, teacher, and school
achievement can be determined by classroom routah@se. This ignores the
influence of contextual factors such as, amongrstresocio-economic factors in the
area where the schools are located. This apprdactpeomotes the assumption that
the only kind of achievement that really mattersamsindividualistic, quantifiable,
and statistically comparable one. This assumpsomisleading because it distracts
attention from the larger cultural contexts ofigj of which formal education is just

a part (Apple, 2001; McNeil, 2002).
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According to Petty and Green (2007), accountabitigasures have led to schools’
progress being judged on academic results only eelseother contributing factors
have been ignored. The authors charge that megssiident achievement tends to
focus on the contribution made by the school wigjeoring other contributing

factors such as student ability, prior schoolingd aocio-economic background.
According to them, associated with the increaseel afsstandardized tests, this
growing move towards school accountability miglirease inequalities between and
among groups. In practice it is clear that it igdsints from low income families who
continue to be more likely to perform poorly onmstardized tests and leave high
school without graduating (Ou, 2010). It has loregib acknowledged that academic
performance varies systematically between diffetgpes of pupils and also with

respect to the home background of pupils (Kel@&)9This is mainly because there
is a strong relationship between the socio-econarharacteristics of schools and
school outcomes (Beck & Shoffstall, 2005). Thusingisthe same standardized
measures of accountability for schools with varyaigracteristics and contexts is
unlikely to cover the various factors contributiegiearning and learner performance

in schools.

There seems to be a strong relationship betweetexdoial factors (socio-economic
characteristics) and examination performance (Midolu & Ainscow, 2005). Thus,
the above discussion suggests that the accoutyalyistems approach is not
appropriate for measuring performance in rural sthavhich are characterised by
high levels of deprivation and low socio-economiatss. Schools in rural areas

generally achieve at lower levels than urban sch@dlalele, 2012). This is evident

28



in the leagues for performance published by theafigpent of Basic Education
where the majority of the poor performing schoots @vealed to be situated in the
rural areas (Department of Basic Education, 20Thg low achievement of these
schools could be attributed to the challenges tinatl learners face in and around

their schools (Chance & Segura, 2009).

The section below focuses specifically on the reasehy the accountability systems
approach does not work well in measuring schoofop@ance in varying socio-

economic contexts.

2.2.1 Accountability Systems Approach and Socio-esomic Factors

As discussed in the above section, academic ouwomsually measured by
examination results, have dominated school assegsmvbile other outcome
measures have been ignored. This manner of measnterm based on the
assumption that student achievement is a direcsuneaf school quality despite the
fact that there seems to be a strong link betweedals deprivation and
underperformance in schools (Gray, 2000; West &nekn2003; Patton, 2008).
Writing in the context of the US, Toutkoushian a@artis (2005) stress the
importance of taking the socio-economic statuscbbsl districts into account when
trying to explain, amongst other things, studemtgrage standardized test scores
and ranking of schools within states. Socio-ecomofiactors explain the large
portion of variations in school level outcomes #mel subsequent ranking of schools.
As such, policy makers need to acknowledge thabitld be a great challenge for
public schools located in relatively low socio-ecomic status (SES) districts to

achieve the same level of academic performancelasoks located in higher SES
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districts. Toutkoushian and Curtis (2005) furthegue that it will be unfair to
compare schools situated in poor socio-economiticiss with those in other socio-
economic districts based on observed outcomes @hlkyy also opine that rankings
based on observed outcomes only might give fae&s/on the success of schools in
meeting the needs of the students they are serlintpe context of this study, this
means that the comparison of rural schools whiehl@cated in districts with low
socio-economic status with schools located in idistrwith high socio-economic

status using observed outcomes is inappropriate.

Similarly, there is a growing critique of standaeti testing as a measure of learner
achievement (Guisbond & Neill, 2004) and subseduenit school performance.
According to Toutkoushain and Curtis (2005), whenoho®l performance
measurement is based only on average test sctissiends to punish schools
located in districts with a relatively low SES. Téethors used data from public high
schools in New Hampshire in the US to demonstrate the socio-economic status
of a district can help explain variations in stutdéaverage standardized test scores,
college attendance rates and subsequent rankingshobls within states. In their
study, socio-economic factors accounted for neddyf of the disparities in
performance among students on standardized testssaschools as well as on
students’ choices when considering pursuing a gelleducation. These findings
illustrate the importance of taking SES into acdowhen measuring school

performance.

It is for this reason that researchers like Gra@O@) question the relevance and

appropriateness of the current performance measuntesgstem, suggesting that it is
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based on an ‘inappropriate yardstick’ and tendgrore socio-economic factors and
their influence on schooling. Gray further (2004gwes that a significant weakness
of the current evaluative efforts is that the as@lyof performance tends to be
restricted to a single measure when there is noeehool effectiveness than these
quantifiable results. Moreover, these accountgbitieasures have posed a series of
problems for socio-economically disadvantaged skshbecause such measures tend
to be insensitive to the challenges faced by schinaihese contexts. These measures
also set overly high expectations in relation t@argdie and development in these
schools and, by simply labeling them as underperiog, the good work these

schools are doing is being undermined.

Furthermore, accountability based approaches imdachvaluations are likely to
underrate the effectiveness of schools that sensaddantaged communities
(Downey, Von Hippel & Hughes, 2008). This view igpported by Petty and Green
(2007) who state that judging school performanceth@nbasis of performance in

standardized tests only is limited because:

Schools also contribute to other learning, pregaryoung people to
participate fully in society. Academic results nrayt reflect this learning for
example in leadership, integrity, empathy, goatltirsgt self-esteem, and
parenting skills, although this learning may haverafound effect on the
future life of a pupil than the academic learningasured by examinations

(Petty & Green, 2007, p. 68).
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Downey, Von Hippel and Hughes (2008) concur whay tirgue that failing schools
are recognized by many as schools where studem®& $oor performance in
achievement tests, ignoring other measures of sacoe these schools such as
community impact and value. This then brings inlesiion whether schools that are
labelled as failing (based on examination scorgghb state are really failing in the
eyes of the communities in which they are located a&hich they serve. Downey,
Von Hippel and Hughes (2008) argue that achievetbaséd indicators of school
effectiveness are prone to have errors and de littthelp schools improve. They
further recommend that the methods for the idexatifon of failing schools must
recognize that children’s learning abilities areaagesult of multiple social factors
and contexts. It therefore becomes unfair to jusigfeools based on influences that

are beyond their control.

Critics of this approach believe that it makes sthidteach to test’ (Nieuwenhuis,
2007). For example, Gamoran (2007) argues that lagh-stakes assessment
encourages teaching to test tendencies. His viawaisany high-stakes assessment
must confront four basic dilemmas: the level oftisgt the bar for standards;
identification of what counts as progress towastlndards; a clear and precise
explanation of what standardized tests measurewdether it is fair to set high and
similar standards for all when opportunities faarleng are unequal. He questions
whether the administered tests measure somethinghia, and whether teaching to
the test means teaching a curriculum that mattatiser than simply instructing
students on how to respond to a particular assegside also points out that, with
regards to the dilemma of where to set the baruadability systems aim high.

Therefore schools with disadvantaged student ptpuok are increasingly being
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identified as failing to meet standards at highees than occurs for schools with

more advantaged populations (Gamoran, 2007).

Demi, Butler and Taplin (2010) argue for contexized league tables that compare
achievement of schools. In their study, the authexamined the relationship
between being disadvantaged and school achieverket: study drew data from
local education authorities (LEAS) in London. Thessearchers undertook a detailed
analysis on levels of school achievement and thapbexities of judging school
performance. The findings suggested that there sra@ng relationship between
deprivation and examination success. This was csalEAs situated in non-
deprived areas were found to be achieving higherep¢ages in GCSE passes. More
analysis of the relationship between pupils’ baokigd and school achievement also
indicated that schools with a high number of leesrfeom disadvantaged families
achieved lower compared to schools with a smaltgeage of these pupils. The
authors therefore argue that uncontextualised peeoce tables are deeply flawed
and that there is a need to compare similar sctaalsto move beyond league table

approaches of comparing different schools.

The discussion in this section suggests that thewstability systems approach used
to measure learner performance and subsequentbplsplrformance is problematic
because they ignore contextual factors, even thasgth factors have a great
influence on school performance. Although it isidetd that schools work well if

they have a yardstick to measure their successg ubis method in poor schools

(like rural schools) may underrate the effectivengfssuch schools.
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2.2.2 What does this mean in terms of measuring uedoerformance in rural
schools?

As discussed above, the focus of most state acabilibg systems is on school
performance. This is characterised by summativeestuindicators such as average
test/examination scores and percentages of studeatsg at the proficient level.
This approach takes for granted that schools dtectively and directly responsible
for these performance measures (Cobb, 2004). Nighwe (2007) notes that not
one but various measures should be used to estabbsy well schools are
performing. He further asserts that school accduilitta measures should include
both qualitative and quantitative approaches amdlshtake into consideration local
contexts, responsiveness to the needs of the studed communities, as well as
professional practices and standards. Since schamds complex and unique
institutions that address multiple societal nedlste should also be allowances for
local measures, tailored to meet local needs amderns. Accountability systems
should not only be used to judge but also to fira/svto serving the needs of the
school communities. Although testing could be ulsefproviding data for educators
wanting to improve their practice, there are mamasures of school success that are
important to parents and to educators that aregisded in favour of standardized

tests.

Flessa, Gallagher-Mackay and Ciuffetelli-Parker1(@0highlight various ways of
defining success in schools. These extend beya@amdiatdized indicators to issues of
school culture and climate; the nature of relathgps and shared meanings and

practices within the school among teachers, betvwstafi and students, between
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teachers and school leaders and beyond the schtwlchildren‘'s families and
communities. The current study was therefore predhisn the assumption that, in
order to understand school performance, the vieWvdocal stakeholders and
community members should be brought to bear on wimadkes a
successful/performing school. In this regard, theestigation aimed at exploring

how learners, teachers and parents viewed an werdenmming rural school.

2.3. School Underperformance in South Africa: Polig Review

In spite of the international scholarly critiquddloe accountability systems approach
that uses standards and examination results toumeashool performance, post-
apartheid South Africa has adopted and maintairiesl approach to measure
progress and achievement in its schooling systefarrhed by my understanding of
the plight of rural communities and schools anddHtculties that they experience
to improve the quality of rural education, this ts@t presents a critical review of
policy and legislative trends relating to underparfing schools in South Africa.

The questions that were explored and that are agedan this section were:

In terms of the policy framework of the South Afiiceducation system:

1. What is an underperforming school?

2. What are the criteria used to identify underperforgnschools?

3. What is the impact of policy initiatives that areant to address the issues of
redress and equity in the under/performance ofdliaataged schools?

4. Given the demographic and geographic diversity al as inequities in the
country, to what extent and in what ways are cdotxfactors taken into

consideration when dealing with issues of schodeuperformance
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| consider this particular section of the reviewb®of great significance to this study
as it provided a framework for understanding thespectives of rural people on

school underperformance.

2.3.1 An Overview of Education Reforms in Post-apdheid South Africa

As discussed in Chapter One, the education systegouth Africa during apartheid
was characterised by great inequalities; hencetis¢-apartheid education reforms
which were informed by a political agenda which mhaifocused on equity and
redress. The main aim of the new education systester deliver its political and
educational mandates of redressing the inequatifiise apartheid education system
and providing improved education to all South Adne (Omar, 2009). Among
others, these changes included the integration haf 19 different national
departments of education into one. This was dorensure that all South Africans
have access to equal quality education regardiesised’ geographic location and
ethnic and racial backgrounds. In this sectiongdlese the reforms in the education
system. | also examine the funding policies forlubchools and the impact that

these have on disadvantaged (rural) schools.

2.3.1.1 Influence of Curriculum Reforms on Disadvataged Schools

An important change to the education system wasirtreduction of the new
curriculum in 1997 called Curriculum 2005 (C200%)igh, after democracy, was an
important effort to transform the education systdmt was inherited from the

apartheid system. This new curriculum was builtlua values that were inspired by
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the South African Constitution which, among othkings, aimed at healing the

divisions of the past and establishing a societsetieon democratic values, social

justice and fundamental human rights (Departmeiddafcation, 2003).

Notwithstanding its various reviews and adaptatisimee its inception, the new

curriculum was based on basic human rights priasipl

Social transformation: ensuring that the educatiomdalances of the
past are redressed, and that equal educationaltapjiees are provided
for all sections of the population;

High knowledge and high skills: the minimum stamidaof knowledge
and skills to be achieved at each grade are spéaind high, achievable
standards are set in all subjects;

Human rights: human rights, inclusivity, environrtedrand social justice
are infused through the principles and practices sokcial and
environmental justice and human rights as defimethe Constitution of
the Republic of South Africa. The National Curriwul Statement Grades
R-12 is sensitive to issues of diversity such asepy, inequality, race,
gender, language, age, disability and other fagidepartment of Basic

Education, 2012, p.5).

Since its adoption, the new curriculum has expeedmmany challenges, including

scholarly and public critique that it fails to adetely serve the needs of under-

resourced communities in terms of teacher supplglifications and expertise as

well as quality education. The reasons for theseicisms and the reviews and
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adaptations that followed were many and varied.&xample, one critique was that
teachers failed to effectively implement the curien (Jansen, 2001; Mattson &
Harley, 2002; Jita & Vandeyar, 2006). Among othleings, this was because it
required teachers to make radical changes in fhnaatice, this without the required
training. It called for teachers to teach in newysvéhat were totally different from
how they had been taught and how they had leartdgach (Spillane, 2000). These
radical changes in the curriculum required a lotrfrthe teachers whose identities
were within the traditional approaches which wetalty different from those of the
new curriculum (Jita & Vandeyar, 2006). For exampte new curriculum had pre-
specified outcomes which were supposedly givinghees the freedom to facilitate
the achievement of these outcomes in any way ttegtltked. According to Morrow
(2000) this was a fantasy because many teachershatichave the conceptual
understanding required to do so. Although many heec accepted C2005 as a
political project which was different from aparttieeducation, their pedagogical
responses were not the same. Criticism did not éméyis on challenges of its
implementation but teachers also struggled withstihecture of the curriculum itself
(Jansen, 1998; Matson & Harley, 2002). Some of rdesons cited are that the
teacher development and the learning material sacgsto achieve curriculum
transformation were simply not in place (PotenzaMbnyokolo, 1999). The
structure of the curriculum was under-specifiederms of content and, as a result,
teachers just did not know what to teach (Jans888)1 For rural schools which
were already experiencing challenges of under- wrglalified teachers, this was

even more challenging.
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A Harley and Wedekind (2004) argue that this cuttim brought together different
teachers and different classroom practices undangie administration. According
to them this was a clear indication that there wolbé disparate effects in the
implementation of the curriculum. Drawing on thewn research, the research done
by their students and a review of publicationsyttenclude that C2005 as a political
project was successful, but that this success wesngplished at the expense of a
pedagogical project. According to these researchbes new curriculum failed to
take into consideration the realities of the indigjea that characterise South African
schools. This meant that the successful implementatf C2005 in previously
disadvantaged schools (mostly those serving bldcicak learners as well as rural
schools) proved to be almost unachievable comp@aréide success it could achieve
in previously advantaged schools (mostly those #emed white children during
apartheid). Mattson and Harley (2002) studied theteggies that teachers adopted to
try and make this new system work. Their findingggest that the ‘mimicry’
strategies that teachers used meant that the lvetearced, historically privileged
schools were more likely to be able to manage thplementation of the new
curriculum than historically disadvantaged schaqMsttson & Harley, 2002), most

of which were in the rural areas.

Due to challenges regarding implementation anderinthe new curriculum was
reviewed in 2000. The review committee undertookeidew the implementation
and timeframes of C2005 and not its primary prilecigf outcomes-based education.
This committee recommended the reduction of thécdlf terminology used in
C2005. They also recommended the development e¥iaed National Curriculum

Statement which would detail in understandable uage the curriculum
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requirements at various levels (Department of Etloica2000). The review resulted
in the adaptation of the curriculum and the productof the Revised National
Curriculum Statement (RNCS) for Grades R-9 in 280d the National Curriculum
Statement for Grades 10-12 in 2003. The RNCS alsarlg maintained that
educators and learners were to take on new rabethi$ regard, educators’ roles
were significant as they were meant to nurturedhadghe learners. This curriculum
regarded teachers as major contributors to thesftbemation of education in South
Africa. It envisaged teachers who would be quali@end competent (Department of
Education, 2003). Teachers were expected to assarnis professional roles such
as being mediators of learning, interpreters argigders of Learning Programmes
and materials, leaders, administrators and managefsolars, researchers and
lifelong learners, community members, citizens padtors, assessors and Learning

Area or Phase specialists (Department of Educaod3, p. 3).

In 2009 the newly-appointed Minister of Basic Ediarainstituted the review of the
NCS. The aim of the review was to explore the mataf the challenges and
difficulties that were encountered in the NCS impdmtation and to make
recommendations aimed at improving this implemémmatThis review initiative

emanated from substantial criticism during the gubfollowing the 2001 review and
suggested that the implementation of the NCStstidlight challenges of curriculum
and administrative overload and learner underperdorce in local and international
assessment (Department of Education, 2009). These wacute in rural schools,

especially with rural school learners at the bottdmperformance tables.
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The 2009/10 review resulted in the revision of Meional Curriculum Statement
(NCS) and the development of the Curriculum ande8smsent Policy Statement
(CAPS). The CAPS combines the two documents instingle document which is
now called the National Curriculum Statement Graded2. The reviewing
committee came up with a number of recommendatieos example, to relieve the
pressure on teachers, the committee recommendekdiietion of the number of
projects given to learners, the elimination of foid files for learner assessment,
and the abolishment of the Common Tasks for Assess(CTA) for Grade 9. The
NCS has also been repackaged to be accessibleatbets. For example, each
subject has a single, comprehensive and concisewum and assessment policy
statement that provides details on what teacheghtdo teach and assess on a grade-
by-grade basis. The CAPS provides a better undetisig. of what needs to be taught
and learnt. The effects of these changes are yu &®en as this new curriculum will
be gradually implemented. The first implementaticas in 2012 for Grades 1, 2 and
3 for primary schools and Grade 10 in secondarydsh Grades 4, 5 and 6 in
primary schools and 11 are to be implemented in32&dd finally Grades 7 in

primary schools and 8 and 12 in secondary scheoeltoabe implemented in 2014.

2.3.1.2 Impact of School Funding Reforms on Disadwéaged Schools

As discussed in Chapter One, school funding hasma history of inequality among

the different races in South Africa. The schoolat tiwere historically white under

apartheid were characterised by good infrastructovestment, good resources and
access to well-trained and qualified teachers, evbiack African education was

characterised by high teacher-pupil ratios, unfjedliand under-qualified teachers,
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and a lack of books, libraries and laboratoriesrigé@, 2010). A solution to these
vast inequalities required policies that would sgly address these issues; hence the
democratic government’'s attempt to introduce messuo equalise and redress
funding in all schools. This was done through d&hing a policy through the South
African Schools Act, Act 84 of 1996, called the iatl Norms and Standards of
School Funding (NNSSF) (Department of Educatior§&)9In this section | give an
overview of this policy and how it impacted on fmal standing, teacher

availability and curriculum offerings in disadvagéal schools.

According to the NNSSF, funding was to be allocateduch a way that children
from poor schools serving poor communities, inahgdrural schools, would be
allocated more funds than children from other sth@bepartment of Education,
1998). A crucial aspect of this policy was the essifi school fees. Once funds were
allocated to schools for personnel and non-perdoexgenditure, school budget
deficits were supplemented by the charging of scfees. To address the issue of
disparities in the socio-economic status of familad school going children, the
South African Schools Act (SASA) endeavoured teeehg financial responsibility
of school fees for poor parents by allowing induadl school governing bodies to
decide on school fees and by allowing poor pardatsapply to schools for
exemptions from the payment of schools fees (Depant of Education, 1996).
However, this created problems of access for peammlers and also perpetuated the
problem of poor schools lacking financial resourtesun their schools (Veriava,
2010). After a series of assessments of this policyvas amended in 2006 to
improve, amongst other things, the parts of thacpahat deal with the school

allocation and fee payments in public schools. TWas done after the realisation that
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the monetary value of the school allocation waslteg as related to the inequities

across the country (Department of Education, 2006).

The Amended National Norms and Standards for Schoonting (ANNSSF) policy

makes provision for an improved way of addresseggldarriers to education for poor
communities (DoE, 2006). Firstly, a system of naaidy determined quintiles was
established which ensures that state funding far pearners is distributed in an
equitable manner (Veriava, 2010). According to fhosicy, schools are divided into
five categories, or quintiles, with the poorestaalh in quintile 1 and the least poor
in quintile 5. This division is based on schoolevprty ranking which is determined
nationally on the basis of national data on incdmels, dependency ratios and
literacy rates in the community in which the sch@lphysically located (Giese,
Zide, Koch & Hall, 2009). Evidence suggests thatajority of rural schools fall in

quintile 1 (Veriava, 2010).

Secondly, the national funding norms and minimuamdards for each learner were
established. The national department specified atm®unt the provinces should
allocate to each learner in each quintile for nerspnnel spending (Veriava, 2010).
The national department also established the ‘aggbenchmark’, which it regards
as the minimally sufficient amount of money reqdifer a learner to adequately
access his or her right to basic education. Acogrdo Veriava (2010), in terms of
the national norms for 2010 the poorest quintildosts ought to receive an
allocation of R855 per learner and the wealthiesihtde R147. The adequacy

benchmark is set at R571 for 2010.
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Thirdly, the policy divides schools into ‘fee-pagirand ‘no-fee’ schools. According
to this provision, by 2007 all schools in the p@bigvo quintiles (i.e., quintiles 1 and
2) would have been declared as ‘no-fee’ schoolshvheans that these schools are,
to date, no longer allowed to charge school feesmake up for the loss of income
from school fees, these schools are allocatedgedamount of funding per learner.
Almost all rural schools which fall under quintilésand 2 have a ‘no fee’ school

status (Veriava, 2010).

In their study Giese, Zide, Koch and Hall (2009)rid that some of the positive
impacts of ANNSSF were relieving the burden of sdHfees for poor parents and
the increased income for most no-fee schools. Hewsdtiey assert that, while it is
important to acknowledge these positive factorss iimportant to note that it was
evident from this study that increased fundingmidd mean sufficient funding. Many
poor schools, mostly those in rural areas, aregiérating on limited budgets that
do not promote provision of quality education ore tiprovision of school
infrastructure that is conducive to learning. AsrtBam (2009) notes, while poor
schools have been granted the no-fee status, evdlb-tschools are able to charge
their own fees additional to state funding. Thises previously white and
advantaged schools charging high fees which alleemtto employ and pay extra
teachers and to sustain their good infrastructunechvincludes swimming pools,
sports fields, laboratories, libraries and compuatatres (Bertram, 2009). These are
privileges that schools serving black Africans, tmos which are in rural areas,
cannot afford. These policies were meant to proreqigty; however, they are not

successful in doing so as they are skewed agairatgchools which still mirror the
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pre-apartheid education as they still face thelehgés of unqualified and under-

qualified teachers, lack of books, libraries armblatories.

The ANNSSF does not deal directly with personnedtg€an provincial education
departments. However, it does have implicationgpfust provisioning norms (PPN)
which ultimately affect curriculum offerings in smbls. This policy affects the
decisions that provinces make around the numbdruafan resources (personnel)

they may appoint and pay as it clearly states:

Unless the relative proportion of personnel costtal provincial education
spending is managed down, provinces will contirméd unable to finance
essential non-personnel education services, whssebdtion at present is
both inadequate and highly inequitable. (DepartnuériEducation, 1998, p.

5).

The direction of the ANNSSF towards a reductiorthe amount of the education
budget spent on personnel so as to increase ao¥syopedagogical non-personnel
items such as new school construction, provisioresgential services, supply of
books and other learning support materials, andadu development (Department
of Education, 1998) has resulted in the downsizihgducator posts. Although the
issue of distribution and norms for non-personnielctv comes highly recommended
in the ANNSSF is important, the decision to redtive budget for personnel has
resulted in indirectly disadvantaging learners @ompschools, most of them in rural
communities. The aim to minimise and reduce thet adspersonnel has also
contributed to a numerical mal-distribution in ediars and in exacerbating inequity

in educator distribution (Naicker, 2005). Given threvalent high learner-educator
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ratios, schools are being forced to employ edusatmough their school budgets to
support the number of learners in their schoolsidlké, 2005) as well as the

curriculum where elective subjects need to be eddrio draw learners to secondary
schools. Schools can appoint educator staff intexdio those employed and paid
for by the state. The appointment and remuneratfosuch staff is the exclusive

responsibility of the School Governing Body (SGRBYldhe additional funds to do so
are raised by parents (Department of Education6)199bviously, the employment

of SGB-paid educators favours the more economicadlyantaged schools. Given
their good financial standing through the collestaf school fees, they are able to
employ a considerable number of SGB-paid educatbish results in these schools
having far lower learner-educator ratios than sthao disadvantaged areas where
most are ‘no-fee’ schools that can simply not afftor employ SGB-paid educators.
The impact this has on the provision of quality@tion is likely to widen the gap in

output between such economically advantaged aradieiitaged schools (Naicker,

2005) generally, and rural schools in particular.

Whilst the reduction of educator posts has contetuto economic efficiency and
has served government's purpose of decreasing sperah personnel, it has
seriously affected learning in poor rural schodlsis cut-back of educator posts in
schools has resulted in principals of these schexgp&riencing crucial challenges in
meeting the curriculum needs of learners (Naic2805). While economically

advantaged schools can afford to employ SGB-paidcadrs to satisfy the
curriculum needs of its learners, schools serviagrgr communities suffer as they
cannot afford SGB-paid educators; they have nooapbtut to offer a limited

curriculum. This has serious implications for th&igy on educator provisioning
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which links curriculum offerings to the number afueator posts. This serves the
interests of advantaged schools as they have tlaadial resources to widen their
curriculum choices and thus qualify for more edacsain terms of this policy. A

drawback for poor schools is that they have limitedriculum offerings and, as a

result, a smaller educator entitlement in termthisf policy.

The next section addresses the questi@men the inequalities in schooling among
learners from different socio-economic backgrouadd geographic locations, how

is performance measured in South African schbols

2.3.2 Underperforming Schools: A South African Pergective

Despite the continuing inequities in the educasgstem in South Africa and the
failure of the government to address them, schawfopmance is measured by
student performance in national examinations, @adrly at the end of their
schooling career in Grade 12. This means that gtrde factors (including the
learners’ socio-economic characteristics or baakigdoor the school and community
context) are not taken into consideration when llalge schools as high or low

performance institutions.

The South African Schools Act of 1996 did not foeasch on school performance;
thus, it was amended through the Education Lawsmaiment Bill, 2007, to include
issues relating to school underperformance with lause referring to the
‘Identification of underperforming public schoolsThis section authorises the
Provincial Head of Department (HOD) to identify amderperforming school.

According to this clause the principal, as the espntative of Head of Department at
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school level, must submit an annual report to tli&DHN respect of ‘the academic
performance of that school in relation to minimumtoomes and standards and
procedures for assessment determined by the Minidteeducation and clearly

defined in the National Curriculum Statement’ (Detpeent of Education, 2007).

This requirement is applicable to all public sclso@gardless of location or context.
Schools that fail to achieve on average the staisdset by the Department of Basic
Education are labelled as underperforming and émtive’ measures are taken

against them. As Moletsane (2010) points out:

Schools are expected to be effective and effigremiroducing the particular
outcomes pre-determined at government nationall, lewel those who fall
short, are said to be inefficient and ineffectivedaare appropriately
sanctioned and punished and/or identified as ngedpecial intervention

(Moletsane, 2010, p. 2).

In this regard, the section also sets out the dtepdiead of Department must take
after he or she has identified such under-perfognschools. These steps include,
amongst others, sending a written notice to theodctand, if necessary, the
appointment of a person to perform the functionghefgoverning body and a person

to serve as mentor for the principal so as to imgtbe performance of the school.

Accountability measures also fail to take into édagtion the diverse make up of
schools as the performance of all public schoolslagermined through a single
aspect, namely end-of-year examinations. This ispite of the fact that there is

recognition amongst education researchers that eadad performance varies
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systematically between different types of pupilsl @aso with respect to the home
background of pupils (Nicolaidou & Ainscow, 200%. great concern about the
standardized measure of performance is that atbadshare compelled to achieve
within the same performance levels regardless aif thistory, resources or capacity
(Jansen, 2001). For example, rural schools suffstgnequalities and are inundated
with challenges of learners' poor socio-economickfeounds, poor school

infrastructure, inadequate resources, poor quafity shortage of teachers (Lindeque
& Vandeyar, 2004; Emerging Voices, 2005; PennefatB®08; McQuaide, 2009;

Hlalele, 2012). It is mainly because of these imditjes that it is deemed

unreasonable to hold them to the same performaacelards as schools in more

economically advantaged contexts.

In particular, in South Africa school performansedetermined by the results of the
National Senior Certificate (NSC) in Grade 12, cooniy known as Matric,
whereby schools that obtain less than a 60% péssra judged as underperforming.

To illustrate, in relation to the 2011 Matric resyukthe NSC report states:

In the 2011 NSC examination 544 schools obtaine@?d,02 432 schools
obtained between 80% and 100% and 1 895 schodisrped between 60%
and 70%. These schools are commended for theicaksmin and commitment
to the quality of education in this country. Theneening 2 243 schools will
be the focus of district intervention relating t@hsol improvement

(Department of Basic Education, 2012, p. 1).

49



The 2012 NCS Report lists the performance of dllosts in the country in the
National Senior Certificate examination, indicatitihge humber of candidates who
wrote the examination, the number who satisfied NI®C requirements and the
percentages obtained. Although the report statgsittis crucial that schools are not
judged solely based on these figures and that degoerformance is one of the
indicators that could be used to judge the outpubh® school, there seems to be no
evidence of any other criteria used to identify empeérforming schools. School
efficiency and effectiveness continues to be linteedtandards which are reduced to
the percentage of learners who pass Matric. Theridaiass rate remains the
dominant and publicly touted indicator of schootellence, with league tables of
pass rates regularly published in newspapers ahticptions of the Department of
Basic Education. Thus, the pass rates are the prostinent indicators of school
success and continue to discursively categoriseoadshas performing or

underperforming (Omar, 2009).

The media also feeds into this, publicising listhigh achieving schools which tend
to be dominated by schools which serve mostly wiitddren, and the worst
achieving schools, which continue to serve blackcah children and are mostly in
poor communities, particularly those in rural comse(Jansen, 2001; Department of
Basic Education, 2012). Of course, this is not &y ¢hat all rural schools are
performing below these set standards. However,can@ot ignore the fact that the
four bottom provinces in the country in school parfance are those that are mostly
rural (i.e., Eastern Cape, Limpopo, Mpumalanga, kwdZulu-Natal). In KwaZulu-

Natal, where this study was conducted, the foutobotdistricts in performance
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benchmarking in 2011 were mainly rural (i.e., Oleomj Empangeni, llembe, and

Sisonke) (Department of Basic Education, 2011).

The DBE uses assessment results to plan for sieatémy school improvement. To
illustrate, the Strategic Plan 2011-2014 indicdtes standardised assessments and
systemic evaluations will be used to measure wihdtsaners are achieving the
curriculum outcomes and to identify the key areaghie curriculum that require
improvement. The DBE will use all the internal adernal evaluation processes to
check where underperformance occurs and the umadgrhgasons for this so that
appropriate interventions can be made (DepartmieB&sic Education, 2011). This
fixation with academic performance has been exwnderimary schooling where
the Annual National Assessments (ANA) have beeningiover the last three years
on a sample basis and are being expanded intorsalvesting programmes of all
learners in all schools in Grades 1 to 6 and 9.t€kBng programme is designed to
assess the level of achievement by learners irecegh the learning outcomes and is
also designed to identify root causes for poomleaachievement. Grades 3, 6 and 9
will be used to benchmark the performance in edws@. According to the DBE,
this is critical for improving the overall qualitgf teaching and learning and

improving the quality of basic education acrossdbentry.

Like all other post-apartheid education policy rafs, the curriculum is premised on
and promotes the principles of equity and redress aneans of overcoming past
inequities. However, with the challenges that sth@xperience in implementing

this curriculum, measures used to identify unddgoering schools are ironically
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harshly felt by the schools serving learners framorpsocio-economic backgrounds,

especially rural schools.

2.3.3 The Continuing Disparities in South African $hools

Jansen (2001) raises a concern about the staneldrdiasure of performance,
arguing that what this means is that all teachetearners or schools are compelled
to attain the same levels of achievement, regasdésheir history, resources or
capacity. In South Africa, a school with studentsowcome from a well-resourced
background and has good infrastructure and ressuficeluding adequate, well
qualified teachers and material resources) is nmedsan exactly the same basis as a
school with the opposite characteristics such aslpgualified teachers, insufficient
numbers of teachers, dilapidated buildings, andoar pculture of teaching and

learning’.

In his 2001 work on the politics of performanceSiouth Africa, Jansen argued that it
was premature for the state to focus on using staiskd systems of measuring
performance while they were still dealing with deabes in the education system.
He questioned the fact that the state was condergranore on performance at the
expense of the required educational efforts neettedredress the historical
inequalities of an apartheid education system.atggiments still apply as evident

in the published results where the pattern of perémce still reflects the pattern of
the apartheid education system where schools sprlack African learners,
particularly those in rural areas, continue to picel lower pass rates. Jansen

questions the use of the standardised performareasumes as they ignore the
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inequalities the country inherited from the apadhgystem. He further attributes
learner performance inequalities to inadequateuress, poor school infrastructure,
poor teacher training and development in thesedsh&or him, these inequalities
must be addressed before sanctions are imposeddanperforming schools (Jansen,

2001).

Taylor and Yu (2009) conducted a study which exa&ahithe effect of learners’
socio-economic status on their educational achiewenin South Africa. Their
findings indicate that the education system seamepeat the inequality patterns
that existed before democracy. This means thatadhbat have learners with high
SES continue to do well while schools with learnBsm poor socio-economic
backgrounds are underperforming. In particular,ratt@rised by, among others,

poor SES, rural schools continue to perform thestvor

Poverty is part of the everyday life of peoplerigiin rural areas in South Africa
(Emerging Voices, 2005). This affects schooling foral children. There is
widespread agreement that poverty and poor eduehtmitcomes are related. For
example, Van der Berg (2008) examined how povesigted factors impacted on
the performance of poor schools. His findings ssgdkat poverty decreases the
ability to learn amongst poor learners and this peag throughout learners’
schooling life. This study suggests that poor rilgatners are not accessing quality

education effectively.
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The government has made efforts to correct sonteesle inequalities by providing
more resources to poor schools; however, there seémn be more to
underperformance than resource distribution. Whale sizable proportion of
educational resources, in particular learning aathing support material (LTSM),
has been made available to historically disadvautamd rural schools (Department
of Basic Education, 2011), the challenge here a$ this does not seem to translate
into improved learner outcomes. Improving distribatof resources in poor schools,
including rural schools, does not necessarily tedasinto improved quality of

education and is therefore not enough on its ovaylfr & Yu, 2009).

2.3.4 Implications for Performance/Underperformancein Rural Schools

The above discussion suggests that the new edaocsygtem introduced after the
advent of democracy in South Africa was intendegromote equity and redress
and, in particular, to correct the injustices oé thast by offering equal access to
quality education for all learners. First, the riiieire reviewed above suggests that
the interventions implemented to achieve this haither been inadequate or
inappropriate. Furthermore, the approach used tasore school performance
concentrates on standards and pass rates bas¢dndardised examinations which
tend to ignore the influence of contextual factors learning. This means that
marginalised groups, especially rural learners, iwltibese reforms were meant to
assist, are still left behind in terms of perforrm@nin other words, rural schools are
still lagging behind in performance as this is mead in a uniform way despite the
diversity of schools in South Africa. The governmi®igommitment to equal and fair
treatment has unfortunately not yielded enoughtpeschange for rural schools as

the educational attainments of children in ruraasrare amongst the lowest in the
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country (Emerging Voices, 2005; Department of B&sicication, 2011). This could
be regarded as a violation of children’s humantsgts the reforms promised quality
education for all and not just for those in wekaoarced schools and communities

(Malhoit, 2005).

This study was underpinned by the assumption tb&iming the views of rural
people themselves (parents, learners and teadlegiading their educational needs
and what they regarded as good school performanes anderperforming school
might yield positive results in identifying intemviions that will work in developing
relevant measures of performance for schools @l montexts. To this end the study
explored the approaches that rural people used dasune school performance,

addressing the following questions:

How do rural people measure school performance?

To what extent do they have their own indicatorpesformance that are influenced

by their rural context®

In the next section | discuss the rural context amdmpact on rural education, a
factor that is of significance in understanding empetrforming schools in the context
of rurality. This is meant to continue to arguettbar understanding of that which
we call rurality is crucial as it is an importaatcfor that should be considered when
measuring rural school performance. It will alsp &afoundation for understanding
that despite all the challenges that rural peogde fit is also important to explore the
attributes that they have and listen to them afmvathem to say how they view

school performance and underperformance in theal nontext.
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2.4 Factors that influence School Underperformance

The study was premised on the notion that the gtteithin which children grow
up influence their everyday lives, their familyeliftheir schooling and their future
(De Lange, Olivier, Geldenhuys & Mitchell, 2012)uidl settings have a negative
influence on rural children and ultimately grea#ffect their education. This is
because these areas present challenges such asodmveconomic factors, high
deprivation, poverty and inequities. The fact thaany children living in rural
settings lag behind their urban peers is unjustabee the choice of rural
communities to reside in a rural area should nigicathe quality of their children’s
education. There is therefore a need for an eduetiapproach that provides rural
learners with quality education which is relevamiganingful and rooted in their
experiences. It is for this reason that researchieggsCorbett (2009) advocate the
significance of place in education. Corbett stresbat despite persistent attempts to
erase and neutralize its influence in educatidmalight, policy, pedagogical practice
and curriculum, place matters in multitude wayscdxding to him, place should
occupy a more central position in the way we thafdout and deliver education.
Hence the purpose of this study was to understadérperformance in the context
of rurality and, in particular, to understand ibrir the perspectives of the rural

communities themselves.

There is a very strong negative correlation betweaeasures of social disadvantage
and school achievement (Muijs, Harris, Chapmanl| &duss, 2004). In England,
Gray (2000) found that schools in socially deprivee#@as are more likely to be
eligible for special measures and that they takgéo to emerge from these adverse

conditions despite efforts to transform them. le WS, efforts to provide support to
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failing and ineffective schools have often takee tbrm of school-wide reform and
school restructuring programmes aimed at partiulakv-performing schools and
schools serving low socio-economic status commesi{Nicolaidou & Ainscow,
2005). In some Dutch elementary schools, the aeepagformance of students over
several years was found to be significantly belbe level that could be expected of
them. The most important identifiable weaknesseat thould explain this
underperformance included poverty, ethnic minosigtus and language issues (van
de Grift & Houtveen, 2007). In South Africa, most the schools labelled as
underperforming schools are rural schools (Departnoé Basic Education, 2011)
serving communities with poor socio-economic stathe suffer from high poverty

levels and deprivation.

As social class differences remain a powerful iattic of subsequent educational
achievementon average most children from low-income familienhd not to
overcome the hurdle of lower initial attainmentcéesss differences affect them long
before they start school. Moreover, these diffeesnibave a growing influence as
they get older (Reynolds, Harris, Clarke, Harrisl&mnes, 2006). Thus, schools in
low-income communities continue to present a prmobte policy makers in many
countries. The relationship between levels of diaathge and poor attainment
continue to be stubbornly resistant to policy imégtion (Reynolds, Harris, Clarke,
Harris & James, 2006). For example, high levelspoberty have been found to
interfere with a school’'s ability to successfullgpnprove student achievement
(Rumberger & Palardy, 2005; Ylimaki, Jacobson & ftgle, 2007). While the
attainment levels of poor children have slowly eased over time, the gap between

the majority of children from low-income familiesxé their more affluent peers
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persists throughout schooling; hence the more bpcdsadvantaged the community
served by the school, the more likely it is thaé techool will underperform

(Rainwater & Smeeding, 2003).

In a study in South Africa that was aimed at explprthe poor performance of
Grade 6 learners in general and learner differebeéseen middle and low income
learners in particular, Van der Berg and Louw (20i@eéntified three main issues
that account for poor performance by some of thHeseners. These were poor
monitoring of students’ progress by principals, pquoality of teachers, and teacher
absenteeism. What influenced these three factossta socio economic status of
the learners, which put learners from richer fagsilat an advantage over learners
from poor families. In other words, what this stuslyggests is that SES is an

important determinant of learner performance.

Lupton (2005) states that social justice in edecatiemands, at the very least, that
all students should have access to the same qudliggducational processes. Yet
schools in the poorest communities are believetetmffering a lower quality of

education than those in more advantaged areasd Bawsa qualitative study of four

such schools, Lupton’s article explores the linggaeen the contexts in which these
schools were operating and the quality of educatlmy offered. His findings

indicate that high-poverty contexts exercise dowwaressures on quality and he
recommends that high levels of quality in schoolsthe poorest neighbourhoods
need to be assured by policy measures that chaegecontext, among other things.
The author claims that social justice will not behiaved by managerialist policies

that seek to improve schools by addressing theoprdnce of managers and staff,
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without recognition of the context in which thisrfsgmance takes place. He further
maintains that while they are moving in the righedtion, policies for dealing with

school quality in poor areas are still formed aethated within the constraints of a
managerialist paradigm and informed by the larg@&gntext-blind school

effectiveness movement. Unless policy makers belignat it is just a coincidence
that so many of these incompetent staff members gathered in the most
disadvantaged institutions, there is a need to kidke context in which practice is
developed and implemented. Lupton’s study makeaseatdink between evidence of
the impact of context on school practice and tHepagenda for improving schools

in disadvantaged areas.

2.5 Understanding Underperformance in Rural Schools

The previous section argued that learner and sclp@oformance is greatly
influenced by contextual factors such as low s@wdonomic factors, high
deprivation and inequalities. In this section lieswv literature which explores how
rural schools tend to be burdened with more socamemic challenges than schools
in urban contexts, and how this results in pooearrer and school performance in
the former contexts. Schools that are situatediial rareas already put learners at a
disadvantage because of all the contextual chaketitat learners have to overcome.
Students living in rural areas achieve at lowerelgvthan do their non-rural
counterparts. This low achievement could be attetuo the challenges that these
students face which affect their academic perfogagfarmer et al., 2006; Johnson
& Strange, 2007; Chance & Segura, 200Bhis further supports the notion that
performance in rural schools should not be measimgdcentrally determined

standards. Moreover, rural people should contridoteand be part of decision
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making with regard to the education of their chaldrand appropriate measures

should be taken to ensure the success of theiofcho

In spite of the huge positive changes in Southcafrafter democracy, it is still a
country that is characterized by great inequalittesl high levels of poverty,
especially in rural areas (Pennefather, 2008).qAltn as a country South Africa has
experienced enormous changes at policy level, theratill considerable differences
in terms of learners' socio-economic backgroundsjoa infrastructure and
resources, learner-teacher ratios, qualificatiohteachers, availability of teachers
and teacher shortages in key subjects (PennefaB®8). The government’s
commitment to equal and fair treatment has unfatiely not yielded enough
positive change for rural schools as the educdtiattainments of children in rural
areas are amongst the lowest in the country (Emegryioices, 2005). Thus, the
failure of national education policies in South i8& remains most evident in rural
areas (Harley & Wedekind, 2004), and educatiomértral areas remains inundated
with problems and challenges that are simply noisimiered by educational policy
makers and within theoretical and pragmatic inited¢ (Chisholm, 2004b; Emerging

Voices, 2005; Balfour, Mitchell & Moletsane, 2008).

One of the most persistent qualities of rural comities is poverty (Hlalele, 2012),
since the majority of people who are extremely do@r in rural areas (Anriquez &
Stamoulis, 2007). Rural schools are still confrdnitg challenges caused by a poor
environment that is characterized by high levelpa¥erty and social deprivation.
Many of these rural schools serve youth who expeege impoverished

developmental contexts that are linked to poor atiogal and occupational
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outcomes (Kim, Brody & Murry, 2003; Farmer et &006). These challenges
significantly hinder the educational achievemeritshaldren served in such settings
and may limit the attainment of even the most psimg students, as there is a strong
association between the socio-economic characdtsrisif schools and school
outcomes (Beck &Shoffstall 2005). In these areas, poverty becomes the major
obstacle for educational development as it posgseat challenge to most rural
schools (Howley & Howley, 2010; Ebersohn & Ferrgig®12). There is general
agreement that there is a strong connection betwegarty and poor educational
outcomes. The poorer the child’s family, the fewleances s/he has of doing well in
education. Education therefore barely offers a watyof poverty but simply seems

to confirm existing social hierarchies (Raffo et 2009).

The Emerging Voices (2005), which was a study oalrpoverty and education in
South Africa which was commissioned by the Nelsoanhkla Foundation, adds
depth to the understanding of the phenomenon alityr poverty and schooling. It
gives light to an understanding of what rural sdimgois all about, what the key
barriers to learning might be, and the possiblatagjies to deal with the huge
challenges facing people in rural areas. The sfjudguced a thorough qualitative
overview of the problems of rural schooling in thentext of rural poverty. It

revealed that rural children are robbed of themstibutional right to education, as
their rights within education are limited. For theshildren, access to primary
schooling is threatened by the circumstances umdech they live (Emerging

Voices, 2005).
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Knight, Shi and Quheng (2009) investigated the riat different aspects of
household and community poverty play in determiriing quality and quantity of
education obtained by children in rural China. Shely was based on the hypothesis
that poverty at both the household level and theananity level can have an
adverse effect on the quantity and quality of etlana The authors argue that
education and poverty are closely related in nuogergays and that the interaction
among a set of poverty related and education ctla@iables is capable of
generating a vicious cycle of education deprivatml poverty and also a vicious
cycle of positive interaction between education smdme. They use the concept of
‘poverty trap’ to support their argument. Povertgpt is a general phenomenon
associated with lack of saving and access to ¢ratiéence of productive social
networks, scarcity of local economic opportuniteesl the debilitating effects of a
culture of poverty [among communities]. They sttiat there are many conditions
that can trap individuals or groups in intractapteverty and education is one of
them. Poor households may not invest in educatiahtilaerefore perpetuate locking
their descendants in a poverty trap, thus perpaanequality. Children remain
uneducated and therefore poor. Poverty might retheerospective rate of return to
education and thus discourage enrolment. Povediyces the chances of completion
of middle school and continuing to high school. yishow that there is a strong
positive relationship of community income and comityuenrolment. Lower parent
income means inferior education quality for théidren. This is why students from
sprawling informal settlements, poor townships amel areas are prevented from
accessing and receiving quality education. Thisipheenon has become a feature of

the struggle of poor communities (Spreen & Vall§0a).

62



Riddell (2005) raises the important concept ofeay disadvantage which may be
exacerbated by poverty. This arises “...when youngpfges circumstances impair
their functioning as learners or prevent their pyes learning from being accessed
in the classroom. It derives from social and matedisadvantage but also arises
when the dominant culture and expectations of dcho® at odds with those of
family or community” (Riddell, 2005, p. 44). Thisen results in learners from
disadvantaged communities or families lagging behin performance. While
schools enable young people to accumulate matettlral and linguistic resources
as a result of their experiences at school, theoitapce of young people’s
experiences for the majority of time they spenthgir community and home cannot
be underestimated. If children’s lives are imposteeid socially and materially
outside school and go on being so throughout t&hiool careers, it is difficult to
develop a mutually reinforcing relationship betwéearning in all aspects of their
lives. It is more difficult for the experiences pided at home to complement and

reinforce what is being studied at school.

Second, not only are rural areas poor in termsunhdn resources and livelihood
resources, but they also lag behind in terms actesgiality learning in schools
(Lindeque & Vandeyar, 2004; McQuaide, 2009). Asd@ny(2010) charges, one of
the major barriers to quality rural education ie government’s deliberate ignorance
of the conditions in rural areas and schools. ihrelated to the fact that there seems
to be a lack of understanding of what constitut@slreducation (Mahlomaholo,
2012). Furthermore, rural people tend to be palityc socially and economically
isolated. This results in rural learners being aked and therefore side-lined from

the national education agenda (Balfour & De Lar§¥,1). Their needs are utterly
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ignored when it comes to educational policies aratfes in the curriculum, as
these seem to model and focus on the urban ledwnexducational provisioning

(Mollenkopf, 2009). Hence the need to understandtw of great value to rural

people so education initiatives that are meantdiacate rural children can take this
into consideration when planning for rural educatiMost of the children in these
areas come from poor families and they lack prdyeising, access to quality health
care, proper nutrition, and adequate child carees@hfactors all have a negative
impact on their schooling; there is general congeniat these factors contribute to

limited access to quality education for rural cteld (Malhoit, 2005).

Third, emerging literature suggests that thereitile lunderstanding of how rural
people view schools and what makes a good schoolekample, Hlalele (2012)
suggests that for rural people, quality educat®nmportant for rural economic
development. In this regard parents, principalachers and learners place a high
value on education and the benefits that they thinkan bring in terms of
development. However, there seems to be a disjtnttetween the needs of rural
communities and educational expectations. Thisus tb failure of education to
value rural people’s ways of life and what theyueain education (Emerging Voices,
2005). Unless policy makers take these factor®ssly in rural education planning,
efforts to improve education in rural contexts wathntinue to fail. For example,
Nemes (2005) classifies rural values into threenntaitegories: ecological values,
cultural values and community values. Ecologicalluga refer to a clean
environment, open space, natural and cultural Eapmss, possibilities for the
production of food, and good productive conditidns high quality agricultural

products. Cultural values focus on rural ways f&: lirural culture, folklore and the
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built environment, local foods, arts and craftsalogproducts and production methods
and traditional beliefs and customs. Community &sluefer to social networks:
Kinship relations, mutual trust and understandirgpd special ways of
communication (Nemes, 2005). Unfortunately, these to be ignored in curriculum
policy and content, resulting in mainly foreign (iaral contexts) content being

taught in schools.

Similarly, people in rural settings have a saliatiachment to place (Gruenewald,
2003) and the consideration of place is cruciahaeducation of rural people. Rural
attachment to place is characterized by relatiggsshiith land, a sense of connection
to nature, and rootedness in local relationshipsdy & Howley, 2000; Flora &
Flora, 2004; Howley, 2006). Place, for rural peoplesolves the meanings and
relationships associated with land, nature, locstbhy and knowledge and these are
of great value to them. Greenwood (2009) assedsplaces are pedagogical both
because their contexts shape our experiencesroiigaand becoming, and because
our experiences of learning in turn contribute kacp-making, place-changing, and
place-leaving. Despite the meaning of place to Iryr@ople, place has been
inconsiderately ignored in education matters. Eweneducation research, for
example, much of the research on rural educatiasplrations fails to take into
consideration the particular significance of pléaehe rural families in which such
children come of age (Howley & Howley, 2000). Thesea strong possibility that
rural youth are also motivated by attachment tcallgglace and that such an
attachment, along with other benefits of rural, Idéers residents advantages that are
often popularly ignored or devalueBludge (2006) notes that there is something very

powerful about the sense of place in rural comnmesithat helps them transcend the
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challenges of poor infrastructure and few resour@éss is what education policy

makers should explore in rural education issues.

The cultural aspects of rural life are also neglédh educational policy and content.
Rural ways of living and being and knowing are deed and literally marginalized.
Rural people are seen as inferior and, in this vgayply divided from their own
meaningfulness and power. This in turn has gregtach on how parents view
schooling. They often realize that pursuit of aafrdeal of schooling by their
children means that the young will leave their re@mmunities and families, never
to return (Corbett, 2007). Since parents want e hear their children, they then
regard schooling much more suspiciously. A comntmmie among nearly all rural
people, young and old, is the desire to keep liwng rural place, especially the one
they grew up in, remaining close with their fansligrhich, in rural places, often
constitutes a durable extended network of relatfzesnell, 2003). Schools could do
a lot more to enhance the chances of success #itohént for rural young people
who want to remain near family and community. dreaa decent and frugal life in
rural places is a significant accomplishment. Rerdlools could surely support this
option much better than they currently do in maagnmunities. Schools, with their
supposed interest in academics, could do sometimpgrtant here as well, and
advocates of place based education already re@dgniz possibility (Gruenewald,

2003; Corbett, 2007).

Fifth, population in rural areas is spatially disgel. This spatial dispersion means
that schools in rural settings are few and far frevhere the learners stay

(Mahlomaholo, 2012). Long distances to towns, tberpconditions of roads and
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bridges to schools and limited transport for leesrn&merging Voices, 2005) mean
that rural schools are confronted with the chaléenf learners who still walk long
distances to school. It also means that on rairyg daere is no schooling in most
schools because roads become inaccessible. Maat sattings also lack basic
services such as running water, electricity, s#ioita and health and educational
facilities. These omissions impact negatively orteas to and the quality of

education.

Sixth, the problems associated with rurality amthfer exacerbated by poor resources
and inadequate infrastructure in schools (Ebersbliterreira, 2012). The districts
where the educational outcomes in rural schoolgireghe most urgent attention are
likely to be those with most impoverished minowiyd rural learners, where schools
receive the fewest resources (Hlalele, 2012). Tack of infrastructure which
receives inadequate attention (Mashau, Steyn, \anWhalt & Wolhuter, 2008)
becomes a main stumbling block towards quality atdan (Ebersohn & Ferreira,
2012). Rural schools usually comprise dilapidateddings, insufficient classrooms,
broken windows, limited or no access to water, teldgty and sanitation and
restricted access to resources such as librarteb@oks, information technology and
specialized science laboratory equipment (Departmeih Education, 2005).
Gustaffson (2006) suggests a link between the tyuali schools and physical
infrastructure and performance. He cautions thist difficult to separate the effects
of rurality and poor quality of education. Thishecause there is evidence which
suggests that the physical environment has anteffiecschools. Schools where
resources are better seem to be able to pass camey of the major problems

whereas poorer schools are not able to do so. dndée establishment of a
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favourable teaching and learning environment indlassroom becomes even more
challenging if the school accommodates learners wdme from less favourable
contexts such as under-resourced rural commurfied_ange, Olivier, Geldenhuys

& Mitchell, 2012).

Seventh, the quality of teachers in rural areagery poor. Teaching in deep rural
settings incites many images of barriers, diffiegdtand despondency (Ebersohn &
Ferreira, 2012). Rural education is negatively @éd by the often poor quality of
teachers found in rural schools and the challetiyggghese teachers confront in their
daily endeavours of teaching. Academic researchtptd the importance of teachers
in facilitating student performance, yet studiesteascher qualifications have shown
that many teachers, especially those in high-pgvartd rural districts, are not
certified and lack knowledge of the subjects thegch (Shaul & Ganson, 2005;
McQuaide, 2009). This lack of qualified teacher®ime of the most crucial factors
hindering the development of basic education ialrareas. Research has shown that
teachers in rural schools are often scripted asemgdalified and unqualified
(Emerging Voices, 2005; Ebersohn & Ferreira, 20T2js means that the rights of
children in these areas are compromised by pooalpdd teachers with few
incentives to live in the areas where they teashyell as incredibly limited facilities
and resources to assist them in their task (Emgngoices, 2005). Many teachers in
rural schools are unqualified or under-qualifiecakmg it impossible for them to
deliver the kind of education that could be transfative of rural contexts and rural

people (Emerging Voices, 2005).
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Arnold, Newman, Gaddy and Dean (2005) point out the need to attract and
retain highly qualified teachers is more pronountedural schools. This is a huge
challenge especially because there is a link betweacher quality and student
achievement. There is therefore a great need idepwe-based guidance concerning
teacher recruitment, preparation, and professideatlopment to be made available
for superintendents and principals in rural comrtiesi Rural schools cannot recruit
or retain highly qualified teachers who have appetp training and credentials
(Holloway, 2002; Arnold, Newman, Gaddy & Dean, 20Q%we, 2006). This is
necessary especially because rural teachers age ofquired to be experts in
multiple subject areas (Hardré, Sullivan & Crows2809), do multi-grade teaching
(Mollenkopf, 2009), and endure unreasonable tealgaener ratios (Hlalele, 2012).
Moreover, most teachers in various fields of sgesaiion face professional isolation

because they are the only teachers in their frettie area (Hlalele, 2012).

Rural schools also experience disturbing teachebilityoand turnover. Teachers
may be unwilling to move to rural areas where domm cultural opportunities are
limited and salaries may not contain an enticenpag. Even when teachers are
willing to work in rural areas, working conditiose likely to make them reluctant
to stay for long (Mollenkopf, 2009). As a resuligse teachers are filled with poor
morale and very low levels of motivation (Mollenkp2009). The distances that
separate these schools also impact negatively eraltility of the staff to share
educational facilities according to students’ n@@dmage & Howley, 2005; Johnson

& Strange, 2007).
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Eighth, another challenge is the severe out-mignatbf the youth. An entire
generation can be absent from certain rural laealiMoreover, those who leave are
usually the most educated and resourceful young beesnof the community
(Nemes, 2005). Young people are moving from ruraba to urban areas and this
leaves rural areas with mostly ageing populatidisléle, 2012). In low-income
rural places with a predominantly ageing populafioancial power is reduced even
more (Malhoit, 2005). Even worse, most of the sggpoeconomically active adults
are unemployed which means that there is low ecanetatus (Hlalele, 2012). This
also results in rural communities being characterisy high levels of adult illiteracy
(Hlalele, 2012) which makes parental involvemensaéhooling a challenge. A high
proportion of teachers in rural schools cite a laik cooperation by parents
(Ebersohn & Ferreira, 2012). Rural children suffeg common misfortune of poor
adult education. Rural schools serve many singtefpaidamilies where the head of

the household has little education (Flora, Floree, 2003).

Rural challenges need to be addressed otherwisefftinés for school improvement
or for meeting higher educational standards will fnetless (Malhoit 2005). As
Malhoit (2005) points out, policy makers should elep policies that measure
schools’ capacity and performance in meeting edutalt goals and outcomes for
rural students. In measuring those outcomes, stat®untability systems must
acknowledge that progress will take time and thatitiple measures, not just
standardized test scores, should be used as y&sidth measure success. For
instance, education success should also be detstnbiy looking at the graduation
rate, school discipline rates, the level of paremtaolvement, and the success of

schools in preparing students for active partiegrain civic and community life,
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higher education, and employment that pays a lieealmge Rural students also
deserve some opportunities to learn as it is #e’stresponsibility to ensure that its
young people are educated. Those who are in distigslaces are often the poorest,
the least well educated, the least mobile, andhibst at-risk of educational failure.
They have the same rights to an equitable and atleceducation as all other

children (Malhoit, 2005).

The studies cited above reinforce the notion thedlrcontexts that are characterised
by low socio-economic status, poverty and deprivatre preventing rural school
children from performing well in school. This thenrther suggests that the
accountability measures used to measure schoalrpeafce are not appropriate as

they do not consider the challenges that rural gishface.

2.6 Stakeholders’ Perspectives on Underperforming &al Schools: Lessons

from the Literature

In the preceding sections | reviewed literatureatesl to policy perspectives on
school underperformance, particularly the accodulgbsystems approach as a
popular measure of school performance. | then wedkliterature related to the
significance of context in school performance. Fnahe review focused on rural
education, particularly rural schooling. The rewelvliterature will be used to

develop a theoretical understanding of underperémer in rural schools.

South African policy presents school performancesasie aggregate measure of

student performance on tests and examinations. tAawbterature reviewed in this
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study suggests that there are three factors that bmiconsidered in understanding
underperformance in rural schools. These are iatenschooling factors, external
or contextual factors and policy factors. Figurd 2luminates these factors

graphically:

/ Macro Policy Factors \

Educational Values:
accountability, standards,
assessment, pass rates

Education Objectives:equity,
redress, development

. )

Underperforming
Rural Schools
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ﬂxternal Factors (Contextual)\

Rural Household: family SES
(employment status, household
income), nature of parents (age,
literacy levels, etc.)

/Internal Factors (Schoolingh

School Situation:resources,
infrastructure, quality of
teachers, curriculum, leadership
and management

Rural Environment/Situation:
poverty, services, distance &
transportation, infrastructure,
resources

Rural values: culture, place, land,

development / \ /

Figure 2.1: Underperforming rural school concepfrathework

2.6.1 Macro Policy Mandate

The first factor that influences perspectives onuaderperforming school is the

national policy issue. This includes policies whictiorm the measures used to
assess school achievement and performance. Ttoalleson the one hand the policy
mandate after 1994 was for an education systemwtbald address the inequalities
of the past through equity and redress. It wassagéd that this would assist schools
in historically disadvantaged contexts and theimownities to develop towards

parity with historically advantaged schools. Yettla¢ same time, to achieve this
goal, the DBE developed an accountability systerppraach to assess the

performance of the education system in relationh&se objectives. In particular,

learner achievement in standardized tests and asdions was adopted as the most

important marker of success. This uniform measu®ss all schools has been
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adopted despite the differences in the economic exhdatational profiles and the

geographic and cultural contexts of the schoothéncountry.

Based on the objectives of the education systema) school performance can be
viewed as the ability to produce positive developtaen rural schools and in rural
communities. A school should then produce positliange to the community in
terms of redress and equity. In rural areas, asetheation objectives predict, a
school has to be seen to be producing results angds by showing great
improvement and by serving the developmental neéttee community in a tangible

manner.

2.6.2 External Factors (Contextual)

Contextual factors refer to issues in rural comriesi that affect school
performance. These include socio-economic factoegure of parents, poverty,
infrastructure, resources and rural culture anduesl The literature reviewed
revealed that, despite the huge positive chang8sinh Africa after democracy, it is
still a country that is characterized by great udgies and high levels of poverty,
especially in rural areas. These rural areas suftan challenges of low socio-
economic status, deprivation, a lack of basic sessiand poor infrastructure. These

factors impact negatively on the quality of the @ation of rural children.

The value of place, land and culture is very imaatrto rural people. Rural schools

need to understand this and education initiatived fire meant to educate rural
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children must take these factors into consideratiban planning for rural education.
Schools could do a lot more to enhance the chaoicesccess and fulfilment for
rural young people who want to remain near famigt aommunity. Moreover, rural
people regard quality education as important faralrieconomic development.
Creating a decent and economically viable life imal places is a significant
accomplishment and schools should be able to db thewever, the question
remains whether the value of place among rural leeigpconsidered in educational
matters, particularly where rural schools are comeg Schools should value rural
culture and rural ways of living, being and knowinthere is something very
powerful about the sense of place and culture ial ommunities that helps them

transcend the challenges of poor infrastructurefewdesources.

2.6.3 Internal Factors (Schooling)

Schooling factors refer to the issues within a sthioat also contribute to how rural
people view school underperformance. These factorslude resources,
infrastructure, the quality and training level ehthers, curriculum, leadership and
management. To illustrate, rural schools suffemfichallenges of limited resources,
poor infrastructure and poor quality of teachefhey have limited or no access to
water, electricity and sanitation. They also hawdtéd access to resources such as
libraries and books, information technology and cegdesed science laboratory
equipment. These schools further face the challengeachers who are reluctant to
work in rural areas. Some teachers reflect poorkwethics as they are under-
qgualified. There is also a huge shortage of teaclkaed teacher mobility occurs

frequently as schools find it difficult to recrusind retain good teachers. These
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factors impact negatively on the quality of edumatoffered in these rural schools

and limit the quality of education offered to rusahool children.

The literature suggests several key lessons foemsteghding underperformance in
rural schools. Foremost are policy matters - inipalar the problem created by the
accountability systems approach in measuring schedbrmance in rural schools.
Second is the influence of contextual factors suash socio-economic factors
(poverty, deprivation, low SES, poor infrastrucjuire rural schools. Third are the
challenges faced by rural schooling such as pdoastructure, the poor quality of
teachers and a lack of resources. These challefogesed the basis for the
investigation to understand the perspectives ahbtra, parents and teachers on an

underperforming rural school.

2. 7. Summary

In this chapter | reviewed literature related thaa underperformance. In particular,
I illuminated the policy of measuring school perm@nce through the accountability
systems approach. | then looked at the significamiceontext in school under-
/performance. Finally, | looked at rural educatigarticularly rural schooling in

relation to school performance. | concluded thigptar by highlighting lessons
learned from the reviewed literature which formeftaanework for understanding

the perspectives of stakeholders on an underpeirigrraral school.

In the next chapter | present in-depth theoriesusélity and underperformance

which underpinned this study.
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CHAPTER THREE

UNDERSTANDING UNDERPERFORMANCE IN RURAL SCHOOLS:

TOWARDS A THEORETICAL FRAMEWORK

3.1 Introduction

The study explored school underperformance in text of rurality. It aimed at
examining school underperformance through the eyesral learners, parents and
teachers. In the previous chapter | reviewed liteeathat informed the development
of a conceptual and theoretical framework for ustderding these perspectives. |
begin this chapter by reviewing a theory of ruya{Balfour, Mitchell & Moletsane,
2008). In addition, | review various theories thatve been used to study and explain
school underperformance. The theories of schoolegp@iformance include the
opportunity to learn theory, the compensation higpsis and the contingency theory
(van de Grift & Houtveen, 2006). These theoriessented a good basis for
understanding the views of rural learners, pareatsl teachers on their
underperforming rural school. Informed by the cqtoal and theoretical
frameworks, | conclude this chapter by presentingy kpropositions about

underperforming rural schools.

3.2A Generative Theory of Rurality

The first theoretical framework informing this syudias the generative theory of
rurality as posited by Balfour, Mitchell and Molete (2008). This theory is
premised on the claim that social theories (ineigdiheories of rurality) are very
useful in our understanding of particular systemerganisations. However, they do

not account for the rural environment as an acfmee in shaping self and
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community identities. These researchers advocatideary of rurality that is
transformative, which is strongly based on the vithat challenges facing rural
communities require their active role as agentth transformation. A significant
feature of this theory is its main focus on rurabple. It accounts for the “...ability
of people in space and time to sustain themselots ds subjects and as agents able
to resist or transform the environment, depending[the] resources available”
(Balfour, Mitchell & Moletsane, 2008, p)4it conceives rural people as having the
agency to, given a chance, propose ways which tleetdn of their education

would take.

As Balfour (2012) points out, this social theoryasned at examining existing
beliefs about rurality and education in rural catdelt is easy to theorize rurality as
a passive context, which is how most research goggtit; but rurality can also be
portrayed as an actively formed collection of farcagencies and resources (Balfour,
Mitchell & Moletsane, 2008) that could be clearligible in lived experiences as
well as in educational and social processes inmglwiural learners, parents and
teachers. Rurality is further a concept that isedasn the view that rural people
make use of time, space and resources differerdlytransform their rural
environment rather than be subject to it. Thishis total opposite of the popular
belief of the negatives associated with ruralitys A context, rurality here is
considered as transformative, capable of not ofigceing positive change but also
of inspiring teachers, community workers and leesna rural contexts. Balfour,
Mitchell and Moletsane (2008) maintain that thepgmse of this generative theory of
rurality in addressing rural education researchld/te to credit rurality as a primary

focus and not as a secondary factor that rarelwslneeople’s attention to rural
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matters. While rural places face serious econoputitical and social challenges,
they also possess a number of qualities that aren afyjnored or overlooked

(Mahlomaholo, 2012).

This theory reflects on three dynamic variabled tr@ available to address rural
challenges (i.e., forces, agencies and resour@&sajo(rr, Mitchell & Moletsane,
2008; Balfour, 2012). Forces refer to the “...movemehlabour and production
from the rural to the urban and back again as dated by space, place and time”
(Balfour, 2012, p. 14). Balfour, Mitchell and Matene (2008) and Balfour (2012)
refer to space and place as that which is occupjeg@eople and as having great
influence in shaping people’s identities and suiyég. Place does not only have a
great impact on who people are in the world, bwlsb influences their behaviour
and thinking. This brings to light the significanoé place in education and the
notion argues that if learning is socially situatéen place has great influence on it.
These researchers also place great value on timeahlife as that which determines
movement. Forces are mostly about how space ane itriluence each other’s
change depending on movement between places (Batitchell & Moletsane,

2008; Balfour, 2012).

Education is as much an activity as labour or pctida and as such occurs within
space. This highlights the significance of placeural education. This theory calls
for education to take into consideration the coodg in these rural settings; rural
people’s beliefs and culture, social, economic a@etitical situation which may

extend to the state of rural households. Cruci#hi®is rural people’s attachment to

place (Howley & Howley, 2000; Gruenewald, 2003; Heyy 2006). This makes the
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curriculum and teaching and learning processesatrircterms of what is taught to
rural students as well as the mediation of schapketations and rural expectations
on education. Time determines movement such asngdrom one place to another;
how this movement happens affect time spent doingBalfour, Mitchell &
Moletsane, 2008). In schooling, the importancaragtis determined by the distance
travelled to school by learners and teachers, thtartte from homes to school and
the distance between other services and the schioiglraises the important question
whether rural communities that are remote in s@awktime and further suffer the
issues of distance and poor infrastructure (suchtrasportation) can access

education fairly and equally.

The second variable is agency. Agencies are idedti#s a series of behaviours and
dispositions such as “compliance and disruptiotivisem and entropy and involves
an exercise of will towards both ends” (Balfour,tdhiell & Moletsane, 2008, p.
101). Two contrasting perspectives of rurality highlighted namely a negative and
positive perspective. The negative perspectivénad it portrays rural as “passive,
static, backward and ignorant”. It sees ruralitybamg in need of rescue, pity and
charity (Balfour, Mitchell & Moletsane, 2008; Balfg 2012, p. 101). On the other
hand, it views rurality as transformative and capail changing behaviour and of
bringing out people’s positive traits if both spaaed time are controlled. The
defining characteristic of agencies is their apilib transform the relationship
between space, place, and time. In rural settinggdiffusion of the environment to
change the relationship between space and timentgiets the extent to which these
require agency to be modified or brought into clpseximity to each other. This

could also refer to the ability of rural people dbange or transform things. In
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education, this basically refers to accessibilityiclt implies the physical distance
between school and home. This theory also highditie importance of the ability of
and the extent to which rural people can contribaitgchooling. This implies, among
others, their involvement in school activities drav they deal with issues that may
disturb schooling (such as the distance betweenehand school and how this
distance can be reduced or managed) and the roleafpeople (learners, teachers,

parents, community leaders) in being the agenthange in rural education.

The third element of a generative theory of ruyalét resources. Like agencies and
forces, these variables have various meanings wdrielmutually connected. They
refer to material and emotional resources as weltcaconceptual and physical
resources. These are resources which are eithehgmed or generated but their
efficacy in a context depends mainly on agenciebmes and the extent to which
these might delimit their availability and use (Bak, Mitchell & Moletsane, 2008).

Commitment and connection to the area have thenpaketo extend access to
resources and to transform the relationship betvagace and time. As such, the
generative capacity of communities to deploy thezpeshds in turn on agencies’

effects on forces.

Low levels of resources in rural schools narrow apmities of performance in

these schools (i.e., performance as defined byd#partment of education). These
resources can be “...person-based (individual sthepgfamily-based (household
income, employment), school-based (infrastructumck expertise), community-based
(institutions, services, beliefs) and society-bagmlicies and structures)” (Ebersohn

& Ferreira, 2012, p. 32). They represent the retetiips of rural communities and
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settings in their entirety. These resources canuged effectively if there are
successful relationships within rural settings #adble their provision, maintenance
and sustainability. These relationships would tleesure that agency is enabled
which would therefore mean that rurality is not idegd as lacking in resources but
as active in causing educational change or tramsftton (Ebersohn & Ferreira,

2012).

This theory allows for scrutiny of rural people’srppectives on an underperforming
school. Such an investigation should take into iciemation the nature and quality of
the opportunities that the school and communitgro$takeholders to take an active
role in schooling activities as well as the extentvhich the school considers their

values, services and needs.

3.3 Theories of School Underperformance

The second theoretical framework informing thisdgtuwas van de Grift's and

Houtveen’s (2006) theories of school underperforrearopportunity to learn theory,
compensation hypothesis and contingency theoryowlteg to van de Grift and

Houtveen (2006), there are both internal and eateiactors that influence learner
performance in underperforming schools. Thus, tplar these factors these
researchers draw our attention to the theorieslda underperformance, including
the opportunity to learn theory, the compensatigpothesis and the contingency
theory. These theories have been identified asceswf both external and internal

locus of control for school problems and solutions.
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3.3.1 Opportunity to Learn

The opportunity to learn theory focuses on intefaators emanating from schools
themselves. It gives explanations of school undéspaance that favour an internal
locus control. This theory concentrates on endogerfactors like the curriculum,
learning time, quality teaching, an educationalmelie, knowledge of learner
achievements, and measures for learners with dpeshiational needs. It is based
on the notion that, in underperforming schoolsriees are not given sufficient
opportunities to achieve the minimum objectivegha curriculum (van de Grift &
Houtveen, 2006; Houtveen et al., 2007). This is wue the many challenges that
are experienced by underperforming schools. Fomeig textbooks and the
teaching material used in these schools are nab Waceptable standards and, as a
result, learners are robbed of the opportunitydisieve even the basic objectives of
the curriculum. Added to that is insufficient legrg and teaching time, inadequate
teaching which does not inspire learners, unsutesseasures for learners with

special needs, as well as ineffective leaders ¢ea@rift & Houtveen, 2006).

There are usually conditions in underperformingosth that impact negatively on
the amount of teaching time that is allocated sxiéng and learning. Compared to
schools with more favourable socio-economic cirdamses, teachers in schools that
are facing challenging circumstances, like rurdlosds, have to work harder and
show more commitment if they want to improve learaehievement. Furthermore,
they have to work even harder for that improventertte sustained. These schools
face challenging learner behavior, high rates aff gurnover and a poor physical

environment (Muijs, Harris, Chapman, Stoll & Ru2§04). These factors do not

83



only negatively influence the schooling procesbes,also have a negative impact on

teaching and learning.

Gustaffson (2006) gives a good example of how omstances in schools with
challenging circumstances might not allow for reaghthe minimum objectives of
the curriculum. In these schools a lesson can $terthed by the learners’ inability to
grasp what the teacher is teaching. He points loatt in schools that are facing
challenging circumstances, a teacher wanting lesneefollow a set of instructions
will have to spend time explaining the instructidregore learners can be expected to
begin an exercise. Added to that, the physicalrenment will most likely not be
conducive to learning and once learners start gtsingugh the exercise many, will
require additional help in interpreting the instrans because their reading ability is
limited. Compared to the more affluent schools whearners are more likely to be
competent readers, schools in challenging circumssthave to struggle to achieve
even the minimum discipline measures and otheesssiot related to conditions for
teaching and learning. During the limited time of&hool day, learners at poorer
schools will therefore have less time to actuadigrh from an exercise as more time
is required for explanation. In addition, learnare more likely to require help,
creating a distraction to other learners and furtfeereasing the amount of learning
actually achieved. Conditions are therefore workagginst learners where more
time is required for learning. A teacher at poosehools will have to invest
significantly more energy during class time andiksly to have to deal with a host
of social problems. At more affluent schools a begiowill more likely be able to
direct problems to the school’'s social worker wh@aid by the School Governing

Body (SGB) as nu such support service is providedhke education department in
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public schools. At the end of the teaching dayazher at a challenged school will
often be drained and not be able to pay attenbathé learning needs of those who
desperately need it, which means they fall furtbehind and perhaps become
disillusioned with school, which eventually motigatthem to drop out (Gustaffson,
2006). These factors impact negatively on learnespacity to learn as insufficient
learning and teaching time, inadequate teachinghvtioes not inspire some of the
learners and a disregard of struggling learnersaarine order of the day (van de

Grift & Houtveen, 2006).

3.3.2 Compensation Hypothesis

In their compensation hypothesis van de Grift andtMeen (2006) acknowledge the
importance of both endogenous and exogenous fact@shool underperformance.
The compensation hypothesis focuses on exogenotddike the complexity of a
school's surroundings and the socio-economic statighe learners and the
community (van de Grift & Houtveen, 2006). In theiork on the identification of
weaknesses in underperforming schools, van de &rdtHoutveen (2007) confirm
that endogenous factors affect learners’ opporutaitlearn. The factors they list
include insufficient learning material offered atheols which does not allow for
achieving core targets; insufficient learning tinfier reaching the minimum
objectives of the curriculum; poor instructionalatjty; insufficient insight into
students’ performance levels; insufficient or inaqguiate special measures for
struggling learners; and prolonged dysfunctionajaaization (van de Grift &
Houtveen, 2007). However, they found exogenouofads well, like high mobility
and recurring fluctuations in learner enrolment ame@ching staff, and high

percentages of children at risk due to severalfastors (such as poverty, low socio-
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economic status, and ethnic minority status). T@pt out that schools that perform
well suffer less from teacher mobility, have lingitstudent mobility, have fewer
low-SES children, and are smaller than underperfoggmschools. Hence they
conclude that more affluent schools’ contextualtdess are more favourable for
creating improvement than those in underperformantpools (van de Grift &

Houtveen, 2007)

The compensation hypothesis is based on the nth@nschools in disadvantaged
areas must compensate for the fact that learnessenter these schools are already
lagging behind their peers in better functioningas; thus dysfunctional schools
must do more to provide in the basic needs of fleaimers such as creating a safe,
orderly, and stimulating environment before they @@ork on making structural
improvements to educational processes (Janssefd,).20his means that these
schools need to make up for what the learners tibanee due to their disadvantaged
circumstances. They need to provide a safe, ordmrty stimulating environment
before they can deal with effective teaching ararieg. This hypothesis suggests
that staff in schools in disadvantaged areas haweotk harder on improving both
academic and situational factors than staff in fiem@l schools in order to achieve

the desired educational outcomes.

Lupton (2005) argues against the notion thatchiosls are failing to deliver quality
education, the school leadership and teachersodbe held responsible and should
bereplaced. She highlights two ways that show thigt dsumption is problematic.
Firstly, while more financial support alone cansotve every problem in education,

problems in schools in challenging circumstances generally made worse by
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insufficient financial support. For instance, irr hesearch, she found that teachers in
disadvantaged schools were compromising qualitghieg and management in
order to deal with priority issues concerning thelfare of their pupils. She argues
that this was as a result of lacking resourcesciBpally, financial assistance would
enable schools to have appropriate staff to prop@soral support. Secondly, she
argues that discourses on quality in education l@ls at any single matter like
funding or management as a cause of failure ant dbas not include socio-
economic contexts in which these schools are sitliatannot make a significant

difference.

3.3.3 Contingency Theory

The contingency theory looks for connections betweedogenous and exogenous
factors (van de Grift & Houtveen, 2006). It is bdsen the argument that the
effectiveness of an organization (such as a schasgends on internal and external
contingency factors (van de Grift & Houtveen, 20@jternal contingency factors
include the complexity of a school's surroundingjse school’'s socio-economic
environment, the age of the organization, and solmernal contingency factors
include school policies, school organization, amel $chool board. According to the
contingency theory, schools should look for thet bestch between their internal and
external contingency factors. This theory envisafes the activities of principals,
teachers, and school boards reconcile the edueitimmcess and the school’s
situational factors (Creemers, Scheerens & Reyn@060). In underperforming
schools, this process of mediation is not succéskfuijs, Harris, Chapman, Stoll

and Russ (2004) state that effective schools iad¥isntaged areas are characterized
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by a specific pattern of elements of organizatiod policy that distinguishes these

schools from ineffective schools in disadvantageds

In rural schools, the internal situation is likétybe informed by external factors. For
example, Reynolds, Harris, Clarke, Harris and Jar(®306) investigated a
development programme that focused on a group gift eiecondary schools. The
schools in this study were considered to be facexgremely challenging
circumstances characterised by high levels of secamomic disadvantage and
deprivation. They were also schools considerecetsdriously underperforming and
in need of improvement and support strategies.stindy reflects upon the emerging
evidence about improving schools in the most difficircumstances and argues that
more context-specific programmes of interventiore aequired if the goal of
improving performance in such schools is to beisedl These researchers reached
the conclusion that socio-economic context is aehaigd unquestionable force that
shapes the aspirations and subsequent attainmemtuafy people in disadvantaged
areas. There is the residing, powerful issue cére factors that continue to impact
negatively upon the school, irrespective of itsoeff to improve and sustain
improvement. However, despite the recognition @& those relationship between
poverty and attainment, this has generally beemragph in attempts to improve
schools in disadvantaged areas which opt to coratenbn problems internal to the
school. As a result, many of the improvement progn@s and initiatives have
simply failed to tackle broader contextual issud@$is has meant successive
disappointments for many of the externally fundegrovement programmes and
projects aimed at raising achievement in the paosebools (Harris & Ranson,

2005). Therefore, unless the wider social and econ inequities are addressed,
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schools in challenging circumstances are unlikelyimhprove (Reynolds, Harris,

Clarke, Harris & James, 2006).

Harris, Chapman, Muijs, Russ and Stoll (2006) aaetlthe findings from a small-
scale research study that explored how a grougadrglary schools in challenging
contexts had improved and raised attainment ovepeaod of five years in

succession. The study stresses the importance tefnak factors and how these
influence schools’ ability to improve and to sustemprovement. It identified certain
strategies for improvement that schools found tesumessful in securing improved
performance. These researchers argue that moréy lddferentiated improvement

approaches to school improvement are needed famoklin such circumstances.
They conclude by suggesting that while schoolshallenging contexts can raise
attainment and performance through their own effothe external environment
remains an important influence upon a school’sitgbtb improve. The strong

control that these socio-economic conditions haveahools in challenging contexts
means that substantial resources will be requegtadually remove the social and

economic barriers to underachievement.

Chapman and Allen (2006) argue that schools incdiff contexts tend to mirror the
communities they serve. This phenomenon makes #lew signs of a variety of
internal barriers to improvement which stem fromeexal factors. This notion is
supported by Harris, Chapman, Muijs, Russ & St2006) who assert that school
improvement efforts can prove to be very diffictitir schools in challenging
circumstances. This is because these schools feeels| of socio-economic

deprivation. In his work he used existing empiridata to focus on the process of
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leading change in a group of schools in challengingumstances in England. He
agrees that quality and leadership are importatiteése school contexts but he goes
on to argue that it is not enough to tackle thesiggnt relationship between social
disadvantage and underachievement. This relatipnsbuld be dealt with through
structural change, localized and community basetioracrather than through

standardization and accountability.

Harris and Chapman (2004) argue that contemporpproaches aimed at the
improvement of schools in difficult or disadvantdgeontexts are not likely to
succeed as they are neither sufficiently diffeeeti nor context specific. They
recommend an alternative approach to the improvemérsuch schools. They
recommend an approach that is against standardiakdions and in favour of
differentiated measures that take into considaratemd value the diversity,
variability and complexity of schools in difficultontexts. Stakeholders in rural
schools are likely to view school underperformaticeugh the relationship between
the school and its rural context, with particukaference to how the school takes the

community context into consideration when planrsnbooling activities.

3.4 Propositions for Understanding UnderperformingRural Schools

Based on the elucidation of the concept of ruradityl informed by the reviewed
literature and the conceptual and theoretical fraanks, four key propositions were
developed. These propositions were linked to tltecar questions that guided this
study and might shed light on the perspectivegairers, parents and teachers on an
underperforming rural school. These propositionsewsoadly based on the three

important aspects influencing school performanagéuperformance: schooling
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(internal) factors, contextual (external) factomghich are discussed in the next
sections) and macro policy factors. Macro policgtdas refer to the principles and
values as set out by the policy directives guidsegooling processes. The policy
factors relevant to school under/performance nmti@re equity, redress, and
development. Macro policy factors also refer toosthperformance measures:
standards, assessment and Grade 12 pass rateg Stasld be in line with

schooling and contextual factors and the perspestdf rural people could be based
on the fact that these should complement one anoiké three affect school

under/performance and should be viewed individualhd as whole to explain

under/performance matters.

The first proposition is based on the opportundylgéarn theory (van de Grift &
Houtveen, 2006) which posits that students in ymeléorming schools are not given
sufficient opportunities to learn and to achieve tminimum objectives of the
curriculum. This proposition holds that there améeinal factors in rural schools
which negatively influence the opportunities ofaluiearners to learn. These include
insufficient teaching resources like textbooks,olatory equipment and other
learning and teaching support materials. This latkresources might impact
negatively on the quality of teaching and learnhppening in the school. Poor
infrastructure also means that the school envirarinmgenot conducive to effective
teaching and learning. Rural schools are also oatdd with the challenge of
ineffective teachers who may struggle to understsiudlents’ lack of academic
performance and who may also not be able to demgwopriate strategies for
struggling learners. Underperforming schools as® alharacterised by weak and

poor leadership and management. These factors moeypp stakeholders to view
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school underperformance as a consequence of thenstances in rural schools that

deprive rural learners of adequate opportunitidedm.

The second proposition is based on the compenshtipothesis (van de Grift &
Houtveen, 2006) which acknowledges the importarfceoasideration of external
factors in school underperformance. The compensakigpothesis focuses on
external factors like the complexity of a schodsality (in this case rurality) and
the socio-economic status of the learners anddherwnity. It is centred on the idea
that schools in disadvantaged areas must proviteEamers’ basic needs before they
can work on making structural improvements to etianal processes. Rural schools
need to make up for what the learners do not hawe td their disadvantaged
circumstances. This proposition maintains thatgessves on underperforming rural
schools might be based on the fact that schoolsl@glgmnploy corrective measures to
compensate for the deprived social and economikgoaand of their learners. This
means that rural people may expect schools to dfifgr which is lacking in their
children’s lives outside school. Thus a succegsutorming school might be viewed
as one which provides the learners with what tlaek in the community and hence

an underperforming one as one which fails to oftesh services and resources.

The third proposition is based on the contingemepty (van de Grift & Houtveen,
2006) which is rooted in the argument that for stfido be successful, there is a
need to look for the best match between their mateXschooling) and external
(contextual) factors. Activities of principals, tdeers and school governing bodies

should reconcile the educational process and theo$s situational factors. This
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proposition suggests that rural people might viehosl underperformance from the
perspective that schools should plan in such a thay their internal processes
complement the contextual realities around it. &ample, rural stakeholders might
view a performing school as one whose internalviies reflect community and

family values and activities. In this regard thentounity may respond positively to
a rural school that offers a subject like Agricudtwvhich is relevant to the rural way

of life.

The fourth and final proposition is based on theegative theory of rurality as
advocated by Balfour, Mitchell and Moletsane (2008his theory posits that
challenges facing rural communities require thevaatole of these communities as
agents of transformation. This proposition mairgaimat rural people’s views on an
underperforming school depend on the nature andtyjud the opportunities and
participative decision making that the school pnésén order to allow them to take
an active role in defining good rural schools andliy rural education. This would
then allow for a deeper understanding of what schedormance means for rural

schools.

These broad propositions were used to frame thiy stnd to guide data collection
and especially the analysis without limiting or grgssing the voices of the rural

people in the study.
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3.5 Summary

In this chapter | reviewed and discussed theoekdead to underperforming schools
as well as the generative theory of rurality whickhmed part of the conceptual and
theoretical frameworks underpinning this study. Thapter was concluded with a
list of propositions developed from the theoretitameworks. These were used to
guide the processes of data collection and analygisch are elucidated in

subsequent chapters.

In the next chapter | discuss the research designtlze methodology used in this

study.
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CHAPTER FOUR

RESEARCH DESIGN AND METHODOLOGY

4.1 Introduction

The study explored an underperforming school incibvetext of rurality. It aimed at

answering this critical question:

* What are the perspectives of learners, teachers aadents on an

underperforming rural school? What informs suchgperctives?

This study explored school underperformativ®ugh the eyes of learners, parents
and teachers in one secondary school in a rurdkgbrit aimed to give voice to a
rural community’s understandings and interpretaiohtheir ‘world’. In this chapter

| present a comprehensive discussion of the metbgal orientation and research
design, data collection, ethical considerationswadl as the processes of data

analysis and interpretation that were employedhénstudy.

4.2 Research Approach

As stated in the previous chapters, my intentios waunderstand the perspectives
of learners, parents and teachers on underperf@enigina rural school. As such,
context was a very important aspect of the studyadhieve my aims, a qualitative
research approach was considered to be the mostpegte. This approach allowed
a close examination of the social and cultural eststin situating different meanings
and interpretations the participants would makeargigg their school vis-a-vis

performance/underperformance (Yates, 2004). Thsageh further allowed me to
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closely observe the practices and experiences efrégearch participants and to
develop in-depth accounts of these and the coniaxighich they operated. This
approach is especially important in studying ruahtexts with their complexities,
involving varying social, economic and politicalgions. In addition, a qualitative
approach was an effective choice as it stressesnibp@rtance of context in studying
the meaning embedded in the actions of individwalsocieties (Yates, 2004). In
qualitative research, a researcher studies phereomed behaviour in their natural
settings, attempting to make sense of or to inggrphenomena in terms of the
meanings people bring to them (Denzin & LincolnP2 Qualitative research is
premised on the notion that research is not onbutbbserving and measuring, but
also about collecting data from different sourced anaking sense of those data
(Yates, 2004). It further supports the notion tmaking sense of data could only be
possible if participants’ thoughts and feelingsnadl as the significance of context
are taken into consideration through methods o#& dallection and data analysis
(Yates, 2004). As such, this approach was usefiilistudy as | tried to understand
how groups of learners, parents and teachers gaamning to and expressed their

understandings of school underperformance withair tlural context.

A research paradigm guides the process of inqumy forms the basis for the
practice of science by directing the research tdwappropriate research methods
and methodologies depending on the nature of thengrhenon being studied
(Henning, 2004). This study was located within theerpretive paradigm. This
paradigm requires going into the participants’ ratsetting and experiencing the
environment in which they create and recreate treglity (Radnor, 2002). It also

regards all human action as meaningful and aspreggd and understood within the
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context of social practice (Usher, 1996). It isdzhen the belief that it is not only by
observation that knowledge is constructed, but d&goexplanations of people’s
intentions, beliefs, values, reasons, meaning ngakand self-understanding
(Henning, 2004). The paradigm resonated well with study as my intention was to
find meaning within social interactions. Moreovérfore grounded context as a
significant factor that influences human behaviauntlerstanding and interpretation.
Informed by this thinking, both | as the researcd the research participants were
viewed as interpreters, which is another significaharacteristic of interpretive
research. As such, the study utilized qualitatig@dollection methods that included

observations, interviews and document analysis.

4.3 An Ethnographic Study

The choice of research design and methodologyisnstindy was influenced by the
objectives of the study and the critical questidmad to find an approach that would

allow me to best answer this critical question:

e What are the perspectives of learners, teachers aadgents on an
underperforming rural school? What informs suchgpexctives?

A research design determines what a researcherlook at, how data will be
collected and how it will be analysed (HitchcockHughes, 1995). Informed by the
interpretive paradigm and the qualitative reseapproach, this study utilised an
ethnographic desigricthnographic design was selected based on the nibtadnt is
particularly appropriate where deeper understasdiage sought. Ethnographic
studies are not characterised by their boundaleegeathe principles that guide these

studies are more complex as they include the gettirboundaries with the aim of
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capturing the way of life within the system or agp (Hammersley & Atkinson,
2007). This study used an ethnographic design lsecsuwas important to capture
the meaning that the participants in the study gavenderperformance in their
school within the context of rurality. The ethnggna approach was also chosen
because it allows for an exploration of the waysvinich people describe, explain
and present their perspectives as derived frontisakhips with one another. This
approach allows the researcher to capture suchsviwd relationships through
observing behaviour and interactions, how partitiparespond to circumstances
(social, economic and political), how they areha world, and their connection with
the place in which they live. Key elements in tlEgudy were participants’
understandings and interpretations of actions aadeglures and the sense they made
of these as well as their discourses regardingstheol processes and schooling in

relation to their rural context.

In this study | endeavoured to illuminate rural tiggpants’ views on school
underperformance in relation to their context. Eftenographic process allowed me
to get close to the learners, teachers and paaedt$o observe what was happening
in the school on an ongoing basis within a cergariod of time. It allowed me to
give meaning to and understand participants’ sani@anings and activities in the
rural setting. | was able to get close to the iasidorder to ‘tell it like it is’, ‘give an
insider’'s account’, ‘be true to the natural phenoorg, ‘give thick descriptions’ and
to ‘deepen rich data’ (Brewer, 2000, p. 37). Tatlis, | employed a relatively open-
ended approach in order to investigate how thesplpesiewed the situations they
faced, how they regarded one another and also hey $aw themselves in this

context (Hammersley & Atkinson, 2007).
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Informed by the principles of ethnography, | neettedpend an extended period of
time in the setting where participants carried their daily tasks and had their daily
conversations in order to be able to eventuallyleera thick description (Henning,
2004). Although traditional ethnographers woulctlivith a researched group for an
extended period of time (sometimes a year or moreprder to document and
interpret their distinctive way of life, the fielawsk of this study comprised a period
of eight months. In the initial observation periospent two weeks in the school for
five days a week; thereafter | was in the schodéast three days per week for the
rest of the eight-month period. Times allocated ffeldwork varied depending on
what | intended to do. Most days | would be in #ahool during normal school
hours, arriving in the morning for assembly andvieg in the afternoon when the
learners were dismissed. Guided by the data alreatlgcted | would sometimes
arrive in the area very early in the morning beftive school started to observe the
social activities and activities of learners andepés coming to the school in the
morning. Some days | would leave at least threeshaiter the bell had rung to
observe the activities of learners after schooteAthe completion of the fieldwork
phase of the study, | made at least three retwits\tb the school for the purposes of
data verification and clarification. Hammersley aAtkinson (2007) argue that
although there is no specified length of time fatadcollection, the researcher can
stay until s/he feels that sufficient data havenbeellected to address the critical
guestions. Thus, in total | spent eight monthshagchool and left when | felt that |

had collected sufficient data to illuminate thdical question.
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The data collection process was informed by théondhat ethnographic research
includes observations of people’s interactionshiirt setting (Delamont, 2002) and
involves the presence of an observer for prolongedods in a single setting.
Hence, during the time | spent in the school, lepksd and talked with learners,
teachers and parents. As an ethnographer my iht@essto see my participants in
the school context and to try to reconstruct thekperiences, beliefs and
understandings from their own standpoint (Smitl98)9Informed by the theoretical
frameworks as presented in Chapter Three, | walteldbcument the entire range of
school activities; the social life of learners,dears and parents; the relationship
between what happened outside the school and vaipgiehed inside school; and the
impact that these relationships had on each offes. process enabled me to draw
together all aspects of learners’ school, socidl lmome lives and to illuminate their
experiences related to schooling. | could also stt@vcomplexities of rural life by
valuing participants’ views, perspectives, opiniopgejudices and beliefs about the
underperformance of their rural school (Delamou@002). This in-depth
ethnographic study of a rural secondary school comiy (Hammersley & Atkins,
2007) focused on a phenomenon (a rural secondapoBcas a bounded system in
its real-life context and, in particular, it focasen the interaction between context
and action (Henning, 2004). Participants were saiavithin the rural school context
with events occurring naturally while boundariesravelearly defined. It was an
ethnographic study of members of one school shatteyy perspectives on the
underperformance of their school as they interagtéd one another in the rural

school context.
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4.4 Sampling Process

Delamont (2002) notes that honesty and reflexiargy crucial in sampling and that it
Is important to document how the sampling took @lalo select the research field
and research participants (Henning, 2004), | engulothe system of ‘purposive’
sampling (Cohen, Manion & Morrison, 2000). To uredend the perspectives of
learners, parents and teachers on an underperigmnial school, | chose one school
in a rural context in order to provide a uniquerapée of real people in a real-life
rural context. The ethnographic study method otiingafforded me the opportunity
to observe the natural environment of the schd@,dlassroom and the playground
and also to probe deeply into the school situa{@ohen, Manion & Morrison,

2000).

Therefore, informed by my critical research quesi¢Hitchcock & Hughes, 1995)
and the ethnographic study, | selected a rural dcivbich had been labelled as
underperformingoy the Department of Basic Education (DBE). Iich®l obtains a
Grade 12 pass rate that is below 60% for threeemnize years, it is regarded as
underperforming and the DBE places it under theiddat Strategy for Learner
Attainment Programme and gives it a special meassecbool status (see Chapter
One). A second criterion for selecting the schoabwnformed by its proximity to
my place of work. Therefore, for convenience pugsd selected a school in the
same district where | worked, namely Isifa®econdary School in the llembe school
district in the KwaZulu-Natal province. The profitd the school is presented in a

following section.

® This is a pseudonym used to protect the idenfithe school
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Following the system of ‘purposive’ sampling as gested by Cohen, Manion &
Morrison (2000), | targeted subjects likely to vig¢he richest data for the research
guestions under study. | had planned to intervieachers, parents and learners in the
selected school using both semi-structured inteusviend focus group interviews for
all the structures in the school (i.e., learndre, Representative Council of Learners
[RCL] members, parents, School Governing Body (S@#&mbers, and teachers. |
was engaged in participant observation for overeaod of one month before |
finally identified the interview participants. Duag this time | purposely searched for
information rich participants. | also got very aa® one of the teachers whom other
teachers spoke highly of as she was the youngesbereof staff and also furthering
her studies. She became my contact person andd communicate with teachers
through her. She was instrumental in assistingorfextt my way around the school

in the initial stages of the research and alsdhoosing suitable participants.

During this ‘initial observation stage’ | got to & my target group well and also
began to understand, to a certain extent, the reutitithe school. | had chats with
learners when | was monitoring classes that weteatiended to, which was quite
often. | got to know learners very well, which a$sd me in finding information rich

learner participants. After chatting with Gradelé&2rners for some time, | began to
identify learners who were outspoken and who regmesl different subject streams.
| later chose seven learners (four boys and thid® drom Grade 12 to serve as
interview participants representing the learnerthefschool. | did not have a choice

regarding the RCL members as only two learnersqpegrved on the RCL in the
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school. As far as parent sampling was concernbddlIto be careful because parent
participation in school activities was very poorchecked the parents’ meetings
register and chose seven parents (four women aed then) who regularly attended
parents’ meetings. These included a cooking lagy, @ woman who was employed
as a cook in the school’s feeding scheme) andyavidmb sold snacks to the learners
at break time and whose children also attendedstheol. The School Governing
Body members were also limited in numbers as thesevonly five so | planned to
work with all of them. | ended up working with onfgur (three women and one
man) because the fifth one was not available. | tgoknow the educators well
enough to identify those whose participation migerve the purposes of the
research. For the semi-structured interview | weaved a Life Orientation teacher
who was commuting daily from the nearest city te #ithool. She was a qualified
educator with 10 years’ teaching experience. Skieblean at the school for only two
years. The choice of teacher focus group interveswgas limited as the school had
only a few teachers so | interviewed six of theheigachers in total (four women
and two men). These teachers were teaching adiaggades. One was from the area
and the others travelled daily from the city. Threere qualified educators and the
other three were pursuing their teaching qualiitces. In total, | interviewed seven

learners, two RCL members, four SGB members, gignis, and six teachers.

4.5 The Research Site

Since this was an ethnographic study which foreumgged context, a clear
description of the rural locale in which the schaals located is crucial as it provides

a foundation for understanding the analysis andirfigs of this study. In this section
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| therefore offer a framework for understanding tesearch field by giving a full
background description and illuminating the conteixthe school. This will facilitate
a deeper understanding of the perspectives ofdesrparents and teachers of school
underperformance from within this rural school extt It was this context that,
according to the theories of underperformance usethis study, impacted on
schooling in general and on teaching and learningcgsses in the school in
particular. Again, the theoretical frameworks usedhis study served to stress the
relationship between internal (schooling) factorsl a&xternal (contextual) factors
which, in terms of place and time, impacted ondtigooling activities and processes
that were observed. These frameworks also fa@ititathe interpretations and
meanings given to the behaviours, interactionsratationships that were observed

in the research site.

4.5.1 The Community Context

In order to understand the school in which thiglgtwas undertaken, it is important
to first describe the larger community context ihieh it is located. The school is
located in a rural area called Ezindondgesituated five kilometres away from the
tarred road leading to the nearest commercial eeAtrcommercial centre is central
to most rural villages; in this case it is 40 kiletres from the nearest town and 90
kilometres from the nearest city, Durban. The netivities and meeting place for
people in the centre happens in the main taxi liaking people to the nearest town,
nearest city and the neighbouring villages. Teakarking in schools in the area

take the taxis from this point to their respectedools and villages.

" This is a pseudonym used to protect the idenfith® community
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There are local municipal offices and governmefite$ of the Department of Home
Affairs where births, deaths, marriages and relaikégirs are registered and where
adults 16 years and older obtain their identitywoents and passports. There is also
an office for Social Welfare; this is the ministhat is responsible for the issuing of
old-age pensions and social grants for orphaneldirehi and unemployed single
parents. There is a lot of activity in these offiees the majority of people in this area
depend on pensions and government grants. As msicdged parents appreciate
these offices which make access to old-age pens@as\sfor them, they also feel that
their services encourage teenage pregnancy begausg girls are tempted to have
babies so they can register their children, gehlsertificates and apply for their
social grants. The presence of these offices tberefymbolizes poverty alleviation
in terms of old-age pensions and social grantofphans, but on the other hand it
perpetrates teenage pregnancy because of socms doa young girls. This place is
very busy on pension days because it is a pay fmimensioners and grant holders.
On ‘pension day’, traders from surrounding villagesne to the centre to sell their
wares to the pensioners. On these days schoolsriexpe large numbers of
absentees with young mothers receiving grants dmidren accompanying their

aged grandparents.

The centre also functions as a shopping placedople from surrounding villages,
including those from Ezindongeni. It boasts a numifeshops and a bottle store.
These shops are bigger and cheaper than those Ihorimand in the villages,

making the centre popular and convenient for puwsicitga ‘end of the month’
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groceries. It is also in this centre where smaBihess people and informal traders
seek their fortune. These are people who havesstedund the economic centre and
work as shoemakers, carpenters, technicians, égreTare also stalls where fruit,
vegetables and snacks are sold. There are alsawalgecontainers that sell cooked
food and drinks. This is a good source of incomiddoals as most people leave their
homes very early in the morning and can only eatrnwtiney get here. It is also a
halfway station for people travelling from the citythe villages as they stop here for
ready meals. This is also where taxi drivers hawstnof their meals for the day.

This area creates jobs and business opportuniesnémbers of the surrounding

villages.

The kinds of houses built in this village are evide that these people suffer from
great poverty and disadvantage. The common styledoh household is a ronddvel
with a thatched roof andifladi which is usually a square one or two roomed house
made of mud or blocks with a zinc roof. Rondaveésteaditionally used as a kitchen
during the day. This is where people make firectmoking and for warmth in winter.
At night children sleep here which explains why triearners in rural schools smell
of fire smoke as that is where they hang theirarmf to dry at nightsifladi is used
by older people as places where important visiéoesreceived and also where older
people sleep. Most households are headed by agamegts who are mostly illiterate
or have had limited access to education. As moshg@arents already have new
lives in urban areas, their children remain behantth their grandparents. Some of
the learners are orphans as there is a high ntgrtale among young adults. This

affects parental involvement in the children’s eatian.

8 This refers to a round African style hut usuallgda of mud with a conical thatched roof
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Travelling from this centre to the school takes tlometres on the tar road to a
main gravel road. From here it is another five ikidres to the school. Even though
this commercial centre is the heart of a clustervilhges, there is not much
movement of people from the immediate area of ti®al to this centre during the
day. Also, because local public transport is expengeople prefer to walk these
seven kilometres to the centre. The road from theal to the commercial centre is
riddled with pot holes which makes public transsmdrce. Because of this difficulty
with transport, learners rarely go to this commarcentre; most only go there on
pension days. A walking trip to this area is some8 planned, but learners who
reside in this area are excluded. Another reasoyn le@irners seldom go there is
because this centre has no educational facilitles libraries or places that offer
educational programs. On the main road to the d¢chibe only activity in the
morning is children going to school. You also sdewa cars that transport teachers
to schools in the area. During the day you raregetra car while a few livestock
graze contentedly along the road. You can alsgyseeg men hanging around in the
supermarkets and taverns (alcohol outlets). Whevindrto school, you join the
gravel road off the tarred main road. The centtatgs for this community are the
churches and shops (which are called supermarketswdich sell alcohol). The
shops are popular meeting places for the commumltich explains why, in the
words of a parent,..young people drink from an early age becausedhsralcohol
temptation everywhere they hang o@Parents’ focus group interview). In the five
kilometres to the school there are about five stadpsg the road. Next to the school
are two shops where some learners spend most iofstteool day. This is where,

according to them, they buy cigarettes, play gaamesbuy alcohol. These shops are
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also hangouts for young boys who have dropped batlwool or who have passed

Matric but have no further education or job progpec

This village lacks basic services like running wated electricity. Most households
rely on candle light and they still fetch waterrfrahe river or boreholes which are
far apart (at least 2 km). This means that peol Wong distances to fetch water or
to do their washing. The community also still colgefirewood from far away to

make fire for cooking or for warmth in winter. Most the household chores are
performed by school going children. In the aftemame can see young children,
mostly girls, even of primary school age, carryingkets full of water, washing and
walking to the common borehole tap. On weekends the same children (again
mostly girls) who walk long distances to the netfesest to fetch fire wood. All

houses have pit toilets that are manually dug hyilfamembers.

This context shows that there is a visible highe rat poverty in the area. Most
households are confronted by great deprivation @& kommunity members rely on
pensions and government grants to support thensselad their families. Some
women rely on self-generated income as they sedetsvand snacks to learners and
run a small business in a stall in the commera@alre on pension days. The village
has a very high unemployment rate; even adults stioald be economically active
are unemployed and most young boys and men spmedini and around the shops.
Drinking is common among both men and women. Thast®rs are likely to affect
the education prospects of young girls and boys iamghct negatively on their

schooling.
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4.5.2 The School Context

This section describes the history of the schoal @#r@ school in its current state.
Data used were obtained from observations, interwiand document analysis. To
obtain information regarding the history of the @gh | interviewed an elderly

gentleman in the community who had been a membireoschool Committee when
the school was established in 1977. | also revietiwedninutes of School Committee
and Parents’ meetings for the period 1977 to 199lobtain a clear picture of the

school in its current state, field notes from olzaadons and interviews were used.

4.5.2.1 The History of the School

Community members played a major role in the estamient of the school in 1977.
The school was the first secondary school in atefusf three villages in the area. It
was established so that children from three diffengllages could proceed from
primary to secondary school in the same area. Amoast rural areas at the time,
schools would only offer instruction up to the laktss in primary school (which was
Standard 6 or currently Grade 8). In most ruraharé you wanted your child to go
further than primary school you had to send him#oea township school in urban
areas where they often had to stay with relatiiéss was not easy as very few

people in the community could afford this.

‘Those times were difficult for struggling parentho wished for their boys
to finish school but because of financial constigicould not. If you did not
know anyone in the township then your child cowltigo beyond Std 6. They

would either work in the sugar plantations or omia, if they are lucky when
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they are old enough would go to the city to lookvimrk.” (Conversation

with Former SGB Chairpersontf‘tﬁxlovember 2010 — verbatim transcription)

This is what motivated people to request for a sdaoy school in the area. In 1976
the three chiefs from three neighbouring villaged ane of the community members
who was a teacher in a secondary school in Kwagalme together under the
chairmanship of a pastor from the Faith Missionrchuo discuss the possibility of

establishing a secondary school in the areas. citlisctive effort by the three chiefs

from the three villages was very rare as the v@fagiere competitive and there were
usually faction fights among people from differeiitages. The task team travelled
to Maphumulo to ask for permission from the therp&rément of Education to

register a secondary school that would be usedhdsetvillages which already had a
primary school each. This was not an easy task eesquired great patience. The
application required that departmental offices tathe revisited a number of times

for submissions and this involved a lot of travedli

When permission was granted to build a secondanpdc there was a delay in
registering it as all three chiefs wanted this stito be built in their respective
villages. They eventually reached an agreementladagreed on a spot next to the
main road opposite the courts which was centrah#othree villages. However, it
was discovered that this area was dangerous fochlihdren as it had a waterfall.
Later they settled for the area where the schoolrgently located, which is in one
of the villages. To this day the name of the schieplesents the unity of these three

villages. Planning to build the school was fraugith problems. They only had the
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land that had been donated by one of the chiefaiduboney. It was common at the
time in rural schools that the community would resjLthe establishment of a school
and that permission would be granted by the Departnof Education. When the
community had identified a suitable piece of latie Department would allocate a
principal to the school. The same thing happenettisischool. To obtain funds to
construct the school, the chief suggested that émisehold should contribute
financially towards the project. People did thippidy without complaining because
they looked forward to having a secondary schoahéarea so their children could

finish school.

In the rural areas in the 70s and 80s, the proeedmas that the community would
take full financial responsibility for the consttion of the school building, which
explains why much schooling occurred in people’sdes and in churches as there
were simply not enough resources among rural contresnto fund building
projects. Government only accepted responsibility &llocating a principal,
registering the name of the school and receivipgms on school activities from the
principal. At Isibani secondary school (the sitetlig study), the allocated principal
and the school committee consisting of two chur@$tqgrs and two male members of
the community held their first meeting on th¥ Bf March 1977. Minutes of this
meeting recorded this date as the official datetlier establishment of the school.

Discussions on the school finances also took padteis meeting.

‘The principal was introduced to the members ofSbkool Committee. The
principal then gave a financial report. The monbégttthe school had was

R650 which was used to open a banking accounh&osthool later that day’
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(Minutes of School Committee meeting"2March 1977 — verbatim

transcription).

The money that was used to open the first schomwad came from contributions
made by the community members. This bank accouantrtéat even though there
were no buildings and no learner enrolment yetsti®ol was officially operational.
The steering committee tried in vain to obtain smwships from other sources;

hence the only source of finance was the commumésnbers.

‘Mr Themba Ngiba (pseudonym) suggested that they Vetters asking for
funding from leaders of other organisations. He wsasonded by Mr Sibisi
(pseudonym). They then asked the principal to peephose letters that
would have two stamps, from the school and fromcthief (Minutes of

School Committee meeting!“March 1977).

At the same meeting a suggestion was made to refpredonations from other
sources as no sponsorship could be obtained. Assefimeetings followed in 1977
to report on financial issues and progress on coctstn. School Committee and
parents’ meetings were held where the committeetia@garents were given a full
report on the expenses of the construction of tholessrooms. The principal
submitted financial reports and presented evidefhceceipts and bank balances. By
the end of the 1977, Isibani Secondary School ‘hatlhree classrooms that were
built at the cost of R3 041(Receipt book, 1977). After the classrooms hadbee
inspected and approved, the schbalgot permission to admit the first group of
Form 1 learners in 1978(Minute book, 1978). Later on, the school was &libsd

by the Department of Education to build more classrs. The following extract
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gives evidence of the subsidised funds that thedateceived from the government

and how those funds were allocated for more classmoonstructions.

f. Financial report showed a balance of R1208,13c
g. They were informed about funds from Lundi: R4&®ich made a total
balance of = R6008, 13c: This money was to be usegay outstanding
balances and for the construction of the new boddi= one classroom and

an office’ (Minutes of School Committee meeting! Hecember 1979).

As was the case in most rural schools, the schiterenl instruction only up to Form
3 (now Grade 10). Higher grades were later phaseahd the first group to do Form

5 (Matric/Grade 12) was in 1991.

‘This year we are fortunate to have the first SBdgtoup at Isibani. We are
proud of that and we hope that the majority of thveithpass and we need the
support of the community to make this happéRMinutes of School

Committee meeting, 6April 1991).

The history of the school is significant. It reve&lbw this rural community took the
initiative to ensure that a school was built foe teducation of their children. Yet
today the community is regarded as powerless aftentive and parents fail to take

part in the activities of their school. This themses two important questions:

* Does this school, for which the community wentugloso much, still serve

the needs of the commuriity

* Is the agency of rural people who need to takel¢hd in the education of

their children still recognized tod&y
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4.5.2.2 Isibani Secondary School Today

As stated above, Isibani Secondary School is |ldcat¢he rural area of Ndwedwe in
the province of KwaZulu-Natal. It is a no-fee schaod is classified as a sectior’21
school. The school has been part of the Nationalt&jy for Learner Attainment
(NSLA) Programme for the past three years (Seae@edt3 above). This means that
its Grade 12 pass rate has been below 60% for sulegequent years. During data
collection in 2011, the school had a teaching si&ff0 which comprised the school
principal, two heads of department, three permaeduatators and four temporary
educators. Seven of the teaching staff, includhmey grincipal, commuted from the
city (Durban) to the school every day. The schoall iwo non-teaching staff
members consisting of a cleaning lady and a satiedt. There was also a lady who
worked as a cook who was privately employed byraice provider as the school

was part of a National School Nutrition Program(®ISNP).

In 2011 the school had an enrolment of 250 learoemnsprising 150 girls and 100
boys. The school offered instruction from Grade &tade 12, with an average of 50
learners per class. As reflected in the previoudis® these learners came from
economically disadvantaged and poverty stricken dgomvith no access to basic
facilities like water or electricity. Almost all ¢hlearners came from low- or no-

income families. Parents’ status ranged from ureyedl to state grant funded

o Section 21 of the South African Schools Act, 1986tates that all schools classified as Sectios@ibols receive a
lump sum, per-learner transfer for the paymentioich they have responsibility. School governinglies in these
schools may deal directly with suppliers and carttns for the relevant budgeted items in accordavittestandard
procurement procedures (ELRC, 1996)

19 This is a school feeding programme where the Depart of Basic Education provides free lunch
for learners in disadvantaged schools.
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parents or guardians and to those who earned-geadirated income from informal

employment. The girls who had babies received sgcamts for their children.

The school was situated not far from the gravel nmesad and two local
‘supermarkets’ where | observed that most learharsy around before, during and
after school hours. The gravel road leading tosttieool took me to the school gate
from where | had a horse shoe view of the schodtlings which were, at the time
of the study, painted green and yellow, matchirgggthool uniform for learners. On
the left side of the school was a building whiclmgisted of four classrooms. During
data collection these classrooms looked very otth Ware concrete floors, old desks
and old, green chalkboards. The walls were paiatidling yellow and were riddled
with graffiti. Most of the windows were broken. &vw metres behind this building
there was an old building that served as a kitckieere learners’ food was prepared
and served. On the right side of the school wasildibg which had two classrooms
similar to the ones on the left. One classroom usexl for Physical Science; it was
called a laboratory even though there was no laborafurniture or equipment
inside. The biggest classroom in the school wastt here. This venue was used

as a hall.

The third building at the far end of the schoolveeras the administration block. It
had three main doors. The first door was the eo&awhich led you to the

administration area that was partitioned into threems. The entrance hall was
furnished with a table and a chair which were cami$y used by one of the teachers.

On the notice board there was a timetable and itapbnotices. The room at the far
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end of the administration area was a staff roonddres furnished with about three
chairs and two tables. Next to this room was thecjpal’s office which had a desk
and a chair for the principal and two plastic chdar visitors. The principal’s office
also had a notice board with the year plan, caleadd departmental notices. Next
to the principal’s office was the clerk’s officehi§ office also had a desk and a
chair. It also had a photocopying machine, compaurera printer which teachers had
access to, even though most of the time the sdrambho electricity as power supply
was weak. This was the only building with electsidn the area. Then there was a
door that led to the room that was used by malehtya as their staff room. Next to
that room was a computer room which had eight olshmuters and a printer. This
room was used by the Computer Applications Techmpl(CAT) students. The
fourth door led to a room that had a fridge, a st@and tables and chairs that were
used by the HOD as a Hospitality room cum officemiale teachers gathered here
during break time to have their lunch. A hundredresbehind this building were
the pit toilets for the teachers; one for male beas and one for female teachers.
These toilets were always locked with padlockseswriers could not use them. The
learners’ toilets which were also a pit system wateated further down behind the
teachers’ toilets. The school was surrounded byire@ ¥ence which had many
openings that the learners and community membed tasenter or exit the school

premises even though the school had a gate whistalways wide opened.

Inside the principal’'s office was a display of teehool's service delivery charter

which had the vision of the school:
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To be a school of excellence by providing educatiat will empower and

uplift learners to play a meaningful and responsitidle in the society.
(Isibani Secondary School’s Service Delivery Charte
It also displayed the school’s mission statemeffhishvwere:
To provide education of high standard and quality;
To provide effective teaching and learning; and

To provide education that will develop learnerseltgctually, socially and
emotionally, recognising individual strengths amnaktilling sound moral

values through involvement of their parents anddb@munity.

(Isibani Secondary School’s Service Delivery Charte

Although the school aimed at empowering the learngr become functional
members of this rural society, it was my first iegsion that the odds were against
them because of the challenges that the schodbwously faced. From the physical
appearance of the school it could immediately ltegmaized as a poor school. It was
clear that the school suffered from poor infrasute with buildings that were old
and unkempt; inadequate resources as there walsraryland no laboratory; and the
fact that half of the teaching staff were underiifjed temporal educators. As was
the case in the majority of schools in poor ruradas, the school was also
underperforming. This means that it obtained lowven a 60% pass rate in the

Matric results as determined by DBE standards.
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4.6 Data Collection Process

Ethnographers draw from a range of sources of dat&thnography during data
collection the researcher participates, overtlgarertly, in people’s daily lives for
an extended period of time, watching what happlkstening to what is said, asking
guestions through informal or formal interviews,danollecting [and perusing]
documents and artefacts (Hammersley & Atkinson,7200he study used critical
elements of ethnography to pursue the researchdagamd various methods of data
collection were used. My intention was to underdttre perspectives of rural people
on an underperforming rural school; therefore, ¢doeas data in this school | used
three methods of data collection: participant obestons, semi-structured and focus

group interviews and document analysis.

Data collection and data analysis were unstructaretnot necessarily based on pre-
planned schedules. Although | planned detailedndes schedules (see Appendix
M), these were used more as guidelines than awiewes. | did not follow these to
the dot. Although | had no pre-given categoriesgimuping the data, the theoretical
lens which | used for this study allowed for datallection on both internal
(schooling) and external (contextual) factors metatto school underperformance.
Data were collected in natural settings in reabstlife activities as they unfolded
in the daily school related lives of the particitgamAs an ethnographer | allowed the

data to shape the findings (Hammersley & Atkin&0Q7).
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4.6.1 Observations

The heart of the ethnographic study lies in paéint observation (Henning, 2004)
where the researcher is the primary tool for datkection (Le Compte & Schensul,
1999). | had no pre-planned observation schedtheswas because | wanted to use
a rather open-ended approach which would allowarieettrue to the perspectives of
my participants. In the first two weeks | came lte school to observe and capture
patterns of all the schooling activities. Later loalso allowed data derived from
interviews to shape the observations. As certaitegoaies and themes started
emerging during initial data analysis, which wase@@arallel to data collection,
observations became more focused on those categarid themes that were

generated from initial analyses.

In this study | took the role of a participant obsz as | engaged myself in the
various activities in the school. | was even some$ asked to monitor some of the
classes when teachers were absent. The Englishereagen asked me if | could
assist with the teaching of Grade 12 literaturé was also teaching this class in my
school. According to Cohen, Manion and MorrisonQ@) one of the advantages of
participant observation is that researchers are tabéstablish ongoing behaviour as
it occurs; the researcher is then able to makeogpiate notes about its significant
features. The challenge with collecting observatiodata is ensuring that your
presence does not alter the behaviour of the penglee setting (or what is known
as the ‘Hawthorne Effect’) (Anderson, 1999). Thismdnaged to avoid by being in

the field long enough for my participants to ‘fofg@about my presence, by
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participating in various school and classroom #otiy and by sometimes putting my

notebook away while observing.

As a researcher | had to maintain a balance betinseter and outsider status. | had
to identify with the people under study and getseldo them yet maintain a
professional distance which would permit adequditseovation and data collection
(Brewer, 2000). A proper balance allows the redearthe opportunity to be inside
and outside the setting; to be simultaneously a lbeenand non-member and to
participate while also reflecting critically on whig observed and gathered while

doing so (Brewer, 2000).

| was an insider by virtue of my being a principéla rural secondary school. My
professional experience came with both advantages disadvantages. As a
participant observer it was less challenging ass#tgng or field was familiar to me.
This made it easy for me to locate myself as aareber (Brewer, 2000); hence the
eight months spent collecting data. | did not hev&amiliarise myself with the field
so not much time was invested in getting to know #ativities taking place in a
school. | already knew what to expect (e.g., thplication of the bell ringing in the
morning, between lessons and in the afternoon; mtateding the timetable; finding
my way around the school; interpreting learner b&ha such as bunking of classes,
etc). Here, | did not have to undergo an extengemtod of re-socialisation into the
practices of the group. For this reason the amaofiritme spent in the field was
considerably shortened. As Brewer (2000) statesleihgth of time spent in the field

can be shortened depending on the nature of teeadupted and the diversity of the
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activities and social meanings in the field. | dpenost of the time doing
unstructured observations in the classrooms dufieg’ periods (when learners
were on their own with no teacher in class), onglagground during break time or
when learners were ‘bunking’ classes. | also spagttime doing community
interaction (when members of the community cameth® school), observing
interactions between teachers and learners andebetéeachers and teachers, and

also observing school occurrences.

The disadvantage of being an insider researchermyapreconceived ideas about
underperforming schools. For example, | assumetdinhan underperforming school
there would be little proper teaching and learnamgl that management would be
ineffective. It was challenging sometimes to mamia proper balance in my dual
role as part insider and part outsider. During thi®le process | was aware of how
my prior knowledge and experience of being a seapndchool principal could
tarnish and influence the way | viewed my partioiga My subjective experience
and my knowledge of what underperformance meanddceametimes not be
separated from this process. | found myself mdsibking at things that we in our
profession have been led to believe constitute noadrmance. It became very
difficult to remain a neutral observer as | hadstppress my own viewpoints and
perceptions about underperformance and learn awy fthe participants. As a
principal of an underperforming rural school mysélmanaged to turn the school
around and | therefore had my own preconceived sidef what constituted
underperformance and what should be done to tuonnar an underperforming
school. My experience, ideas and expectations aotigt pre-empted my

observations, something | struggled with throughthé research process. Yet |
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learnt to always remind myself of the critical qiies all the time to avoid being

easily distracted from the task at hand.

During field work, behaviour and interactions indaswround the school were noted
and written down later. Observing different aredsere people spent their time was
also an important part of the study. As many aspeicthe natural setting as possible
were observed: the staff room; class rooms; vigitsommunity members; teachers’
and learners’ activities in the morning, lessonesnand free times, break time and
after school; school routines. | walked on the mdes observing classes, chatted
with the pupils regularly and carried out follow-opats on observed behaviour or
occurrences. | observed and wrote field notes @élents which had relevance to my
study, such as the significance of place in thdyaigand organisation of everyday
interactions, and constructing traditional truthsd aobjectivity (Hammersley &
Atkins, 2007). These notes helped me to compare amrast actions and to
interpret relationships. | chose not to walk arowriith a notebook but to observe and
then quickly find time to write down what | had elbged in private in a space that
was allocated to me in the staffroom. This | deditte do to avoid distraction that
could be caused by my notebook as this would henended the participants that |

was a researcher.

During the time | spent with the learners duringslens, break time and after school,
| noticed that learners saw the opportunity to repa some of the things that were
happening in school that they felt were not rigtdr example, they started ‘blowing

the whistle’ on teachers who were having sexuaitiats with learners, those who
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came to school under the influence of alcohol,iteesswho were not honouring their
lessons and those who were using corporal punishi@érich is illegal in South
Africa as stipulated by legislation). They alsoké&al about teachers who came to
lessons ill-prepared and would chat for the wheksédn about subjects that learners
felt were not supposed to be discussed betweensamud young learners. Although
| discouraged them to mention names, | was in entiha about whether to use this
data in my work. This was because it was heartlmgato know that the learners
expected me as someone they trusted to remedyttlagian for them or report this
to the authorities, but because of issues of cenfidlity | struggled with this. In the
end | decided not to use those data in the thesisat to report sensitive issues to
the authorities as doing so would have meant gagainst the ethical considerations
of this study. However, | decided to encouragephecipal and the RCL members
to initiate classroom conferences where learnemgldveeport issues affecting them
to the RCL and, in turn, the RCL would give a fidport to the principal. | hoped
that this would give learners a platform to ralseit concerns and for the principal to

use his authority to act on sensitive information.

4.6.2 Interviews

Both formal and informal interviews were conductedh learners, teachers and
parents in different situations in the school. AsdRor (2002) points out, if we want
to understand why people do what they do, we neesk them, as asking takes us
to the realm of meaning. Interviews help us getrtfeaning that people give to the
social situation in which they find themselves (Rad2002). | conducted informal

interviews (which | referred to as conversationghuearners, teachers and parents.
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| ‘chatted’ informally with parents who worked ihe school and with an elderly
gentleman who had been a member of the first ScBoaimittee when the school
was established in 1977. | also had informal cosatgsns with the young boys who
were usually hanging around the shops next to¢hed. These informal interviews
were used to follow up on issues which emerged freynobservations and formal
interviews. Sometimes an important source woulanieationed by my participants
and | would follow that up. A good example of thweas when the principal
mentioned to me that the current SGB chairperstatfer, who had been a member
of the School Committee, was still alive and livinghe area. | decided to arrange a
meeting with him. With the help of the principaimet him and he proved to be a
valuable source of information regarding the higtof the school. Moreover, by
interacting with learners inside and outside tHeosts | tried to get an understanding

of their views.

| also used formal interviews as a method of datkection. The formal interviews in
this study took the form of semi-structured intews (See Appendices M, N & O)
and focus group interviews (Appendix P). | conddcsemi-structured interviews
with a Grade 12 learner, the SGB chairperson, ifee Qrientation teacher and the
principal in the same order. These interviews théss than an hour each and were
tape recorded. | chose to use semi-structuredvietgers because they allowed me
to create an atmosphere where my participants dafkeely and were clearly
understood. They allowed me to ask questions thebwaged them to open up
about their perceptions, attitudes, thoughts arelinfgs. They also allowed me
flexibility as | was free to follow their interesend concerns (Cohen, Manion &

Morrison, 2000; Radnor, 2002; Yates, 2004).
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| also conducted focus group interviews with pasenéarners, RCL members,
teachers and SGB members. The advantages of forgiews are that they are an
easy way to collect data as they require less inteless effort compared to semi-
structured interviews. They also generate a disousthat can bring a variety of

issues to the fore and are possibly less influernmethe researcher (Yates, 2004).
Compared to semi-structured interviews, | found floaus group interviews were

better in terms of the quality of the informatidmat was generated. Here all my
participants were comfortable, willing and freeparticipate. | had to do very little

because they debated amongst themselves, andwieesgust chats that required
very little probing. All I did was to introduce gst@ns and the conversations would
flow. | even thought they forgot that | was intawing them. These focus group

interviews were also tape recorded.

| had to be very careful in developing instrumetatsassist the process of eliciting
information and making meaning. Hence the useidiils (the local language) and
the careful structuring of research questions. fidesons | chose to IsiZulu was
because some of my participants were elderly pawptewere either illiterate or not
fluent in English and had used IsiZulu all thewel. | also wanted learners and
teachers to speak from the heart and to make teeview process as relaxed as
possible. As a second English language speakenoWwkfrom experience that
speaking English can be a daunting task and ifllihaisted on English it might have
discouraged my participants from participating. dAsesearcher | had the advantage
of speaking the same first language as my partitgpso | exploited that fortune to

my advantage as it elicited rich data. Howeverisadvantage of translations is that

125



translated discourse sometimes loses its meaningaislation. To avoid this, |

presented direct (verbatim) translations in thigore even if it meant breaking the
rules of English such as repetitions, using fragsiesentences with no clear
subjects, etc.) Verbatim transcriptions or direahslations are referred to as such in

the text.

Interviews have disadvantages too. They are tinmswming in the sense that they
require careful preparation and one always haseankiefore an interview (Radnor,
2002). | also found it very challenging to find aief place as the school was
normally noisy. | ended up using the classroom v used as a hall. | had to be
careful with my timing and make sure that the wirs did not occur during break
time where all the learners were outside. Durirgfhocess of interviewing | wrote

notes and used a tape recorder.

4.6.3 Document Analysis

Documents are important because they provide vkduatmss-validation of other

methods used to support or disconfirm informatidm further strengthen the

triangulation in this study, documents were analyfieobson, 1993). | perused a
variety of documents to get a better understandingchool activities, events, plans
and issues around school under/performance. Thenterds | analysed included
minutes of meetings (staff meetings, parents’ megsti SGB meetings and

departmental meetings). These were analysed fqyutgose of gaining more insight
into issues of performance discussed at meetingghét, the school's Service

Delivery Charter was analysed to look at the visioission and values statement of

the school as determined by all stakeholders (pmreteachers and learners).
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Teachers’ time book and learner registers wereyaedlto check learner and teacher
punctuality and absenteeism rates. ProgressiondBidse were also reviewed to

check the pass rates in all grades.

| found that using the three data collection methatlowed me to compare my
observations with what | derived from the interveeand with what | came across in
the documents | analysed. This was in line withgiexess of triangulation, which is
the use of multiple methods in order to extendrdrege of data and is routinely a
feature of ethnography (Brewer, 2000). These methaete used to study people in
a naturally occurring setting or ‘field’ in which hs the researcher, participated
directly and in which there was an intent to expltlie meanings my participants
ascribed to schooling in general and to their skeamderperformance in particular.
After the fieldwork was completed, | made seveetum visits to the school for

purposes of data verification, clarification andmber checks.

4.7 Ethical Issues

4.7.1 Gaining Access

To gain access to a research site, ethnographest lonate a setting in which the
study will take place. This usually needs carefahping as the researcher frequently
operates through ‘gate keepers’ who can help o gatess to a site and participants
(Miller & Salkind, 2002). After the school (resehrsite) had been identified, | began
the processes of negotiating access to the schball to keep in mind that gaining

access to the participants would have a majorenite on the relationship that | as a
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researcher would have with them and that it woldd afluence the way they would
respond (Yates, 2001). From perusing the literadma previous research documents
| learnt that gaining access to a school (and raguparticipants) is one of the most
challenging responsibilities when conducting a gtudthe main challenge in terms of
accessing the schools was ‘selling’ the researaa itb relevant educational
authorities and potential participants. This inelddjiving them full details regarding

the processes of my research.

Fortunately for me, access to the school was nahalienging as | had envisaged
because the principal was not only someone | wovkigd but his school was in the
same district as my own. Moreover, he was a unityegsaduate who understood the
benefits of research. He was very keen to supperiptoject. Even so, | had to be
very careful and strategic. | called the princigaling the holidays just to explain
my intentions to him. | also informed him that tlsehool had been highly
recommended as a research site by one of his galblsavho spoke highly of him. |
then made an appointment to meet with him and fda@x the research process in
person. It was a relief to find that the principehs very excited about this and
welcomed me warmly. After securing my position e tschool, | then did the
formalities and sent a letter to the principal whfally explained the nature of the

study.

It is important what people are told about the aede in the process of negotiating
access both with regard to its purpose and whaiiliinvolve for them. Moreover,

any possible consequences stemming from the ptiblcaf findings should be
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shared. | was fortunate in the sense that the ipahavas as excited about this
research as | was and he quickly arranged meaetiitgghe staff and SGB members.
The principal was very supportive; he embraced giagect and sounded excited
about the research. He ‘sold’ it to the teacherd SGB by saying that they had
worked hard as a school but had failed to produmal gesults. He argued that they
might get the answers they were looking for throdgh findings of the research.
During meetings with the teachers and SGB membergdve me a platform to
explain my research intentions and did a very gmddof selling the research to
them by explaining how the findings of the reseanduld benefit the school. As
someone who was well respected and liked by hisatd his SGB, they warmed to
the idea and also expressed that they looked fdrnt@mworking with me. It was
possible that some of the teachers might have lbeltied or coerced into
participating in the study due to power relatioesneen them and the principal. My
interactions with them suggested that this wastimetcase. However, to ensure that
the principal’'s voice did not dominate, | interviesv the two groups separately

throughout the study.

Access to a research site requires skilful nedotiatoften requiring research
bargains and compromises with either the gatekesperholds the key to entry or
the subjects in the field. It also involves coniilgunegotiations and renegotiations
until the field is exited (Yates, 2001). There wérmees when | felt that | was not
needed and that | was interfering with people’scepaThis happened during very
busy times of the school year such as on due datewarked scripts, moderation
dates, preparing for the visits by departmentatiais, or sometimes for no apparent

reason. | had to allow space when that was needléghlan on renegotiating access
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when | felt that | could go back to the schoolwls exciting to see that once | was
able to read the school patterns on relaxed dagissaessful days, | could easily

rejoin the staff and was accepted with enthusiasm.

4.7.2 Getting Past Gatekeepers

Negotiating access also involves ethical consideratthat have to do with whose
permission needs to be obtained if initial accesgoi be granted. Initial access
negotiations started with the school principal dhereafter ethical clearance was
sought from the Provincial Department of Basic Edion. Once the sample schools
were identified, letters and proposals for the gebjwere sent to KwaZulu-Natal
Department of Basic Education (KZNDBE) for the atien of the Head of
Department (HOD). | also had to deal with KZNDBEqueéements which all
researchers have to meet before they are allowedomoluct research in KZN
schools. The first of these requirements entailedtanission of research documents
to KZNDBE. These included a summary of the researdposal and the name of

the school where the research was intended to iducted.

Gatekeepers are those people who control or hawerpweithin the research context.
There are formal and informal gatekeepers. The déormefers to individuals who
have the power to grant access to the researcth fiel my case these formal
gatekeepers were the principal and the HOD of tABIBBE. Informal gatekeepers
are those who can affect access positively by beiage open and forthcoming than
formal gatekeepers; however, sometimes they caneatively by objecting to the

permission granted on their behalf by someoneaiseby then trying to limit what
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is seen and heard (Brewer, 2000). Knowing who hasgpbwer to open up or block
off access or who consider themselves or are ceresidby others who have the
authority to grant or refuse access is importarnirhersley & Atkinson, 2007). The
most friendly and cooperative of gatekeepers witlape the conduct and
development of the research. The ethnographer véllchannelled in with the
existing networks of friendships and enmity, temyt and equivalent ‘boundaries’
(Hammersley & Atkinson, 2007). When initial accegss granted it was important
for me to choose an influential person, someone wa® admired and respected by
most teachers, to be my contact person. This weauise it was going to determine
the support | would have from my participants. Tiwas also important as it was
related to gaining access which had to be congtamtiegotiated (Yates, 2001). My
contact person could not be the principal becaesbad a busy schedule and also
because it had to be one of the teachers. | theelajged a good relationship with
one of the teachers who was very influential. Slas well admired by the teachers
as she was the youngest and was also furtheringstuelies. She became my
‘assistant’ and was instrumental in ensuring tHhatrg interview activities went
smoothly. She offered advice when | was stuck withvenues or experienced a lack
of participation. | also formed a very close ralaghip with the administration clerk
as she held the keys to the knowledge about theitees in the school, the
whereabouts of teachers when they were not in $cad information of parent

participants and documentation.

Although access to a research site needs to beesetirough gatekeepers, it also
has to be negotiated with the people being studinetthis case | developed a working
relationship with my contact teacher who assistedwith the ins and outs and told

me about people’s personalities and attitudes abltleould easily approach them
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(Hammersley & Atkinson, 2007). Interview accessnrbe assumed to be available
automatically; relations have to be established idedtities reconstructed. | had to
wait a while before | interviewed teachers to makae that they were all
comfortable and would accept me as one of thengogspy because they knew |

was a principal.

4.7.3 Gaining the Trust of Research Participants

Gaining trust, which is also called building rappas not done overnight. It takes
time and considerable effort and it requires of rsearcher to gain the trust of the
people involved in the research community. It does end until the researcher
leaves the research site (LeCompte & Schensul,)1%88searchers earn people’s
trust by showing willingness to eat like they esggteak as they do and do as they do.
Time spent in the field can even be restrictechatlteginning in order for people to
get used to the presence of the researcher; slawfirst and more intensively
thereafter. Trust is continuously worked at, neggetd, renegotiated, confirmed and
thereafter repeatedly affirmed. This developmentro$t gave me more access to
data in teachers’ freely shared stories about tkamers and about themselves. For
example, | developed a trusting relationship witt HOD to such an extent that at
one stage she shared with me the story of leawhgat early and getting caught by
the principal. | felt that once | enjoyed a trugtirelationship, | could reach out to
teachers. At some stage they shared their viewstdbe principal with me, whereas

at the beginning they would not.
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4.7.4 Informed Consent

Informed consent means that people must conserbetog researched in an
unconstrained way, making their decisions on theisbaf comprehensive and
accurate information about it (Yates, 2004). Instbtudy the specific moral and
ethical issues that were considered in terms of ghdicipants were informed
consent, deception, right to privacy and right tiwhdraw (Yates, 2004). All the
participants were given letters which had full dstaf the research process. They
were given letters that they took home to discugh their families. Letters to
parents and SGB members were written in IsiZulartsure that they understood the
contents. These letters gave a full explanatiorthef nature and purpose of the
research. The letters also assured the particidirte confidential and anonymous
nature of their involvement in the study. It wasoatlearly stated that data would be
treated with strict confidentiality and used fosearch purposes only. Moreover,
they were given the assurance that the schoolptimeipal, parents, learners and
teachers would not be named but that they wouldiben pseudonyms. This was
meant to encourage participants to give rich daahthey might not give otherwise.
My participants displayed incredible honesty ay tle#t comfortable speaking about
school activities. This was because | created afrarment in which they could
express their opinions without feeling uncomforéatit exploited (Yates, 2004). This
was done through continuous assurance that matiscsissed would under no
circumstances be shared with other people. Paatitspwere also informed that they
were free to withdraw from the study at any stagend) the research process. When
they had fully understood these conditions, thesntkigned the informed consent
forms (Henning, 2004). Fortunately for me thereaweo grounds for deception. This

has to do with how much you tell your participaalt®ut the research (Yates, 2004).
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| assumed the role of overt participation as | akym@d everything to my participants
and told them everything there was to tell aboatrdésearch. As a researcher you do
not want to impart knowledge that will affect howrficipants respond, but at the
same time you have an obligation to gain informeaisent and explain everything to

your participants.

Unlike the relatively easy process to recruit ptgeand teachers to become
participants in the study, recruiting learners wasre difficult. The learners of the
school were still regarded as minors and theref@guired their parents’ or
guardians’ consent for participation. Parents’ ajudhrdians’ free and voluntary
consent was requested in writing. If they agreéey tsigned the consent form,

thereby officially giving consent for their childreo take part in the study.

4.7.5 Termination of the Data Collection Process

Termination of the data collection process dependsthe discretion of the

researcher. Researchers may decide to stop coledtita when they feel that they
have collected sufficient data to complete the wtufla researcher has saturated
his/her research categories and is only receivepgated information, or when the
researcher begins to observe consistency in thetifiéel themes, categories or
constructs, then the researcher can decide itme tio terminate the collection

process and exit the field (Anderson 1999). My slea when to terminate the

fieldwork in this research study was based on #Het that, eventually, | was not
getting any new information but only confirmatioh what | already had. Most

importantly, | terminated the fieldwork phase oé tstudy when | knew that | had
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collected data of sufficient quality and quantitydddress the research questions |

had set out to pursue.

4.8 Data Analysis

Data analysis in ethnography involves examininggimeip’s observable and learned
patterns of behaviour, customs and ways of lifethis study data collection and
‘initial’ data analysis were conducted simultandpukdecided to transcribe my own
data so that | remained informed about the tremdisthemes that emerged. During
the day | used earphones to listen to my data ab Itikould mentally begin the
process of identifying patterns. This took the fasfma preliminary analysis, which
gave me an idea of how to prepare my questionst@wids for informal chats and
also how to bring focus to my observations and kwawch important themes to
focus on as | continued observing and interviewifige data were then analysed
manually by repeated examination of the field nated interview transcripts. All the
data were labelled with specific codes for refeeeparposes so that | could move
backwards and forwards through them. Categories @eveloped from these coded

data.

The process of identifying, coding and categorigimg primary patterns in the data
was done repeatedly. | categorised the selecteerimlanto themes and produced an
analysis of how the various themes interwove. Exsrdrom the raw data were
selected and paraphrased or quoted to illustraterpa. | then started to develop
themes that indicated shared views. As an ethnbgrap therefore developed a

description of the culture-sharing group and arealydata for themes that indicated
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shared patterns (Hammersley & Atkinson, 2007). Ae tnterviews and most
informal chats were conducted in IsiZulu a decidian to be made bout translation.
| had huge volumes of data from field notes andrinéws so translating all of that
into English would have been an enormous tasken thecided to do the analysis in
an IsiZulu version of the data and only transldtedlexcerpts that | was going to use
for my dissertation. In the final analysis, theadakere presented in a thematic format
with the final analyses and interpretations presgnnh three main themes with

subthemes.

4.9 Trustworthiness

The trustworthiness of the data was assured byriagh&o two criteria. The first
criterion was triangulation through the use of nplét methods of data collection:
participant observation, semi-structured and fagnugHp interviews and documents
review. The second criterion that was adhered t® tivat feedback from participants
was continually sought during fieldwork and by meaf several post-fieldwork
visits to the school to seek clarity and verifioatiand to ascertain meaning of

statements and behaviour.

4.10 Summary

This study intended to understand how rural peppleeived underperformance in a
rural school. In this chapter | discussed the me$ealesign as well as the
methodology that was employed in the study. Guidgdhe propositions derived

from theoretical frameworks discussed in the prasiohapter, the study was located
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within an interpretive paradigm and employed a iqaiale approach to research. An
ethnographic design involving observations, intmg and documents analysis was
adopted to enable me to capture the experiencespiatations and meanings that
participants gave to school underperformance inr theal context. To assist in
understanding and interpreting the data collecedjetailed description of the
research site was given. The data analysis methed was described. The ethical
issues that had to be addressed in the study werenated. These issues included:
gaining access to the research site, negotiatiogsa¢ seeking permission to conduct
the study, gaining the trust of gatekeepers anticgants, informed consent and

termination of the data collection process.

The next chapter elucidates the findings basethe@mmnalyses of the data.
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CHAPTER FIVE

THE INFLUENCE OF COMMUNITY CONTEXT ON THE SCHOOL

5.1Introduction

The purpose of the study was to understand the@etises of learners, parents and
teachers on an underperforming rural school. Inptleeious chapter | discussed the
research design and methodology employed in thidystin Chapter Five and Six,
guided by the propositions developed from the cpned and theoretical
frameworks, | analyse, interpret and discuss thdirigs of this study using data

generated from interviews, observations and doctinestews.

This study was premised on the notion that theierfte of context on rural people’s
perspectives on underperforming schools would hgnifstant. This chapter
examines the relationship between the rural schndlrural context and the way in
which this relationship influenced schooling and thews that rural people had on
an underperforming school. Available research ssiggiat contextual factors play
an important role in learner performance and sulpsetty school performance (Beck
& Shoffstall 2005; Nicolaidou & Ainscow, 2005; Petty & Gre@®07; Patton, 2008;
Chance & Segura, 2009). This chapter argues tegbehspectives of rural people on
school underperformance are shaped by their sacpesmic context. The
investigation that is reported in this chapter wdermed by two propositions. The
first was based on the compensation hypothesisoaged by van de Grift and
Houtveen (2006) which recognises the importanceexdérnal factors in school
underperformance. Such external factors include dbmplexity of a school's

location and the socio-economic conditions in themunity. Moreover, it focuses
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on the fact that schools in deprived areas faceli#enge of dealing with learners’
basic needs before they can work on educationa¢ssdt builds on the premise that
rural schools need to make up for what the learmkrsnot have due to their
disadvantaged circumstances. Perspectives on weréterping rural schools might
be based on the proposition that schools shouldlogmgorrective measures to
compensate for the deprived social and economikgoaand of their learners. This
means that rural people might look for schools ti@rowhat is lacking in their
learners’ lives outside school. The second proosits based on the contingency
theory and the compensation hypothesis as propmge@n de Grift and Houtveen
(2006). Both are rooted in the argument that, @rosls to be successful there is a
need to look for the best match between their mateXschooling) and external
(contextual) factors. School activities should beers as bringing together the
educational process and the school’s situatior@bfa. This implies that schools in
rural areas should operate in such a way that thernal processes complement

their rural context.

In this chapter | focus on perspectives on rurdiost underperformance but
concentrate on the relationship between the salnobér study and its rural context. |
use the term ‘context’ in this study to refer sfieally to the circumstances,
conditions, situations and factors that define thisl area (as discussed in Chapter
Four). This relationship is examined through thennextedness of the rural
household, community and the school as well ashié@teen the school and its rural
setting. Research points out that an understanofirgpntext is vital if we want to
understand how rural schools function and if we twardetermine what the causes

of rural failure are (Khattri, Riley & Kane, 1997)he identification of contextual
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factors was important in this study as they seetoqulay an important role in how
people perceived underperforming schools. The eha organised into the

following two main themes that emerged from theadat

* Perspectives on the relationship among the rurakdlaold, the community
and the school; and

» Perspectives on the role and value of schooliryrural setting.

5.2Perspectives on the Relationship among the Rural Hisehold, the
Community and the School

Learners’ success, positive change and progressoaanly influenced by the school
they attend, but also by their parents, the broadenily, peer groups and
neighbourhood influences (Desforges & Abouchaa@320lt is therefore important
for schools to understand the rural communitiey @re serving and to ensure that
the vision of the school is shared by all stakebddi.e., learners, parents and the
community). This will ensure that parents and otlkemmunity members are
involved in school activities and that schools fiimt well as a consequence. When
communities are not directly involved in setting, lgupporting or overseeing a
school, the latter is often seen as a ‘foreigntiingon within the community and
something which is not part of the community whickerves (Gershberg, Meade &
Anderson, 2009). This section analyses the datahmhiere obtained with regards to
the relationship between the home, parents, thenumomty and the school. It
highlights the perceived lack of connectedness éetwthe rural home and the
school and illuminates how this disconnectednegsaated negatively on parental

and community involvement in school matters.
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5.2.1 Rural Household

The study found that a lack of a harmonious conoedietween home and school
practices had a negative impact on how rural peapleed schooling in general and
rural school performance in particular. First, #eetion focuses on the experiences
of participants in relation to the ways in whic, the one hand, school experiences
tended to contradict and often undermine what hagbén the rural household. On
the other hand, the data also suggested that valpgiened in the rural household had
an influence on schooling. This dichotomy is supgdiby Van Wyk and Lemmer
(2009) who comment that schools and families do se¢m to have common
perspectives on what is needed or wanted in tHd'sldest interest. They argue that
the rural household is often not conducive to ganing that which schools expect
as an extension of classroom activities (e.g., woonle assignments, etc.). The data
analysed in this study suggest that what happen#tkirural household was often in
conflict with what happened in the school. As aileghildren did not get sufficient
opportunity to learn as opportunities at home westrictive in terms of extending
and supporting what they learnt in school. Varitacdors within the households led
to this situation such as poverty and a lack ofdoascessities like water, sanitation,
electricity, family dynamics, household chores gadents’ expectations. The data
revealed that these factors showed an interrelagsdthat had a collective negative

impact on schooling.

Firstly, the poverty that was experienced by maesigbe in these rural households

impacted negatively on the schooling of the leanatr the school under study.
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Learners came from a very poor socio-economic backgl where there was great

need and deprivation and this affected their spldgs at home.
As one of the teachers in a focus group intervigplaned:

Most of our learners come from very poor famili€sey cannot even afford
things like calculators, study guides or even chéaipgs like pens and
rulers. As a teacher you cannot even ask parentaiyoadditional important
study material like Atlases, dictionaries which amery important because
they cannot afford them. So as a Maths teacher wh#ie point of giving
them homework if they do not own calculators. Thélyend up doing that
homework here at school during other teachers’dass If even my best
students are giving me the same excuse of notdhaaiculators then | know

it is the truth.(Teacher focus group interview,"1&eptember 2010)
One of the learners in a focus group interview atsted:

If I ask my grandmother to buy me a book that raghter recommended, she
shouts at me and ask me if | would eat books fppeu | even feel bad for
asking because | know my granny is struggling fgpsu all of us.(Learner

focus group interview, f8August 2010)

Secondly and also related to poverty was the ldckasic necessities like water,
sanitation and electricity which made life hard ftirese learners. The rural
households in this school community lacked somertdkr granted ‘luxuries’ like

televisions, radios, light for studying purposeswapapers, computers, etcetera,

which otherwise would have contributed greatlyhe learners’ studies.
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For example, in the focus group interview one eftiachers stated:

You see, sometimes it seems like our learnersnigaother ‘world’ because
they are not even aware of what is happening iir then country because
they do not even watch the news on television. feaeher during lesson
time you also need to find time to discuss curreaws in the media. They
depend on us teachers to keep them up to date #bmldtest debates in the
media whether it's about politics, national disastand the like. The only
thing that they are always knowledgeable aboutoscer (Teacher focus

group interview, 14 September 2010)

Thirdly, the data revealed that family dynamics aoied on perspectives of
underperformance. In the area under study doubienpé.e., both mother and father
residing with their children) households were ueigehich meant that children lived
with their grandparents or family members as tpanents were either dead, working
far or remarried and living with their new partneféis meant that young children
had to be actively involved in household chores.eWlthese young children got
home they took on the responsibilities of takingecaf the home. The following

extract from RCL focus group interview one of tearhers stated:

| am a boy but | still have to do house work likeking, cleaning and
fetching water from the common tap because if hatodo it no one will. I'm
the eldest at home so | have to take care of mggensiblings.... My mother
does not stay with us because she has a new husbanshe has to take care
of him. But she comes on weekends to check onduganake sure that we

are okay(RCL focus group interview, J5August 2010)
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The fourth factor is therefore also linked to paygetack of basic necessities and
unique family dynamics. The fact rural children koon the responsibilities of
household chores meant that they did not havecserti time to study at home.
Doing household chores and parents’ expectatiotigsregard were in conflict with
the school's expectation that children should curdilearning at home (e.g., by
completing assigned homework and projects). Assaltietensions existed between
the home and the school in terms of school workswerhousehold experiences
which resulted in a lack of sufficient study time reome. Parents are left in a
dilemma because although they have a positiveud#titowards schooling, this is
overshadowed by the home situations or home nédédwslack of basic necessities
like water and electricity in this area meant ttfatdren spent a considerable amount
of time doing household chores. Taps were few andétween and young people
had to walk long distances to get water. Water svagry important commodity in
their homes because they used it to wash disheis,sthool uniforms, and to clean
and bathe. In the afternoons | observed both ydayg and girls carrying 25 litre
containers and walking long distances in grouptaps and boreholes. When they
got there they washed their uniforms, especialiytstand socks. These tap points
became a social gathering point for young boysgarisl in the afternoon. | observed
long queues at the taps and on the side they didwlashing and chatted. When they
had finished, they took their washed uniforms, fhe water containers on their
heads and walked the distance back home. Mostedktrners | observed had only
one set of uniform so they needed to wash the itewesy day. They would hang
them in the rondavel or kitchen at home where tihégd from the warmth of fire

made for cooking. Most of these young children wilomiake a water trip more than
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once so they could fill up a bigger container ia trouse. If the water supply ran out
it meant another trip in the morning before theynin® school. When they got back
home it was cooking time and they had to prepappeuand wash the dishes and
prepare for the next day. Parents / grandpareaksttos responsibility seriously and
expected their children to do these chores witlmomplaint. The following extract
reveals a grandparents’ concern about the factthieathildren always made a big
deal about their responsibilities in the house.ngdhese chores was viewed as part

of growing up, as one of the parents in a focusigiaterview stated:

My granddaughter is always complaining and tellsshe needs more time to
study but she goes to school for the whole dayaritme we also have to
live, 1 need her to go at least three times tolfeiater so we can have
enough for cooking, dishes, bathing in the mornfog herself and her

brother and | also need to have some left to usanduhe day when they are
at school. I'm not sure why it's a big deal becausemy time we walked
longer distances because there were no taps; wevgtdr from the river...

(Parent focus group interview, 2&ugust 2010).

This discourse revealed that parents believedttiet children should respect the
responsibilities that they had and not to use demé as an excuse not to do chores
at home. They clearly stated that the home sitnatiad rural situation did not allow
for children to spend all their time studying. Aoding to these parents, there should
be clear boundaries between the work that is doherae and the work that is done
at school. They believed that doing house work pag of growing up and they
were training their children to be responsible tslurhey believed that, as children
spent a large amount of time at school, it was ghaio cater for their learning

needs. For example, when asked whether homes sheulsed by children to do
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their school work, one lady’s response was thata“school is a school, home is

home, work needs to be ddiRarent focus group interview, 32wugust 2010).

Although I generally found that parents had a pessiattitude towards schooling and
were happy to support their children, there seetodak a conflict when it came to
time spent studying. This is because there wagtimer way for children other than
to be actively involved in household chores. Vesw flearners had young parents
who were always available to assist with housewsokmost of these learners took
that kind of responsibility. Concerns about the antoof housework were only
expressed by learners who felt that they neede@ mrae to do their school work at
home as teachers gave them large amounts of horkewdrprojects which they had
to finish at home and housework seemed to be eadigin. For example, a learner

explained:

Parents do not understand that if you are studyggric or Grade 11 you
need to get more time to study. They just contioggve you domestic duties
and if you complain they would tell you that othpesssed and they were

doing their work(Learner semi-structured interview,"1¥ay 2010).
In a focus group interview one of the learners alsserted:

Parents are very strange, when you try to study theuld tell you to go to
the river (to get water) or prepare food for youblsgs. If you tell them that
you are studying they would tell you that you candt sit there and study.
They tell you that they’ve had children who wesoah Matric who did their
chores but still passed,[and ask]: Are you specidd?you want to go to

evening study at school they would refuse to aljjow to go. That causes a

146



lot of stress and you end up failing. Even if yome back from school late
they would shout at you and ask you why you arargphrome laté€lLearner

focus group interview, I8August 2010).

Teachers did not seem to be sympathetic regartiegldomestic situation of their
learners. They saw learners as not being serioositateir work and as only
committed to studying at school and not at homeeyThlso complained about
learners not completing their homework or projeicts they had to do outside school
hours. Teachers saw this as a sign that learnems mgg serious and committed to
their school work. They saw this as a lack of cotrment from both the learners and

the parents. For example, one teacher stated:

Learners do not bother themselves with studyin@aahe; they only study

here at schoo{Teacher semi-structured interview! dune 2010).

The home situation prompted learners to dependysofethe school for studying. |
observed no or very little continuity between tloene and school as learners did not
get enough time to study as they had to do housewte home therefore became a
separate entity and was divorced completely froamnlers’ schooling. In the rural
context under study the school was seen as the axtlye venue for learning,
especially in terms of formal education. In turne tschool was also insensitive to
what parents and learners were experiencing im timenes. The kind of learning that
happened at home as children learnt to cope wdporesibilities was not viewed as
relevant to schooling and the school did not talemektic education into
consideration when it evaluated children’s acadewniputs. As a result of this lack

of connectedness, parents did not see the conneltween the school and the
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home and therefore not much was done for the tvammaoplement each other. In this
regard, there has to be open communication abeutdlles of parents and teachers
and these roles need to be reconciled so therbeaffective teaching and learning

of children both at home and at the school.

The section below analyses the data that focuseth@rchallenges faced by the

school in terms of parental and community involvatne

5.2.2 Parental and Community Involvement

Families are known to have the most powerful argtiig influence upon the
attitudes, behaviour and academic performance itdren. Much of the knowledge
and skills that children eventually acquire areedmined in the home (Van Wyk &
Lemmer, 2009). As such, this thesis argues thatgde learning is guaranteed when
families and schools work together in a mutual wemt This can be done through

effective parental involvement.

Definitions of parent involvement vary according ddferent researchers. Some
define it simply as good parenting which a chilgpexences at home, while others
see it as communicating with teachers whilst yaerst define parental involvement
as parents’ total participation in school functi@ml school governance (Desforges
& Abouchaar, 2003). As discussed in the previowsi@ae, in this rural community it
was mostly grandparents and children who were madlevith the responsibility of

‘parenthood’. However, the school seemed to coetiouassume the presence of the
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traditional mother and father in the homes of garers. They still expected parents
to be immensely involved in their children’s edumatthrough attending school
meetings and helping and supporting their childwgh their school work. However,
a poor relationship between the school and the h@®saliscussed in the previous
section), impacted negatively on rural people’'guates towards the school and this,
in turn, affected parental and community involveimérne data revealed that there
was poor parental involvement in the school. Pigditts attributed this to the lack of
communication between the school and the home elisaw/ the fact that the benefits

of schooling were not yet evident in this rural coonity.

The findings of this study further suggest thatrehevas lack of or poor

communication between the school and the homenBafostly grandparents) did
not seem to understand their role in the schoolthés had not been clearly
communicated to them by the school. The data alsmtgd to a lack of

communication between the school and parents regarbw the school expected
the parents to be involved. This resulted in theeps staying away and not being
part of the school activities. As the school atiéa and teaching and learning
strategies were not communicated to the parentgamning culture among the
learners was therefore not possible. This lack ashmunication raised a concern
among the participants. For example, in a learaeus group interview one of the

learners stated:

Parents and the principal should work hand in hahkey should inform him
what they want their children to do or what theyrax want their children to

do (Learner focus group interview, T@ugust 2010).
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This lack of communication also resulted in parents fully understanding
schooling activities and therefore not complyinghwmivhat the school required of
them. As a result learners missed out on the oppibks for learning arranged by
the school. In the following extract from focus gpointerview with learners, one of

the learners reiterated:

Parents can work on their own or with the princigal give each other
advice. Take for instance my case, you see if it wago to school in the
afternoon, my mom would say: “You are not goingvamgre”. So they must
inform each other that if a child goes to schoothe afternoon, why do they
go there and what do they do when they get thedevary that is important

(Learner focus group interview, 1&wugust 2010).

This lack of communication also meant that pardst&ed knowledge about what
went on in the school as they were not fully infedrabout school activities. Hence,
the participants felt that the principal needednform parents about all the school
activities [and educational objectives] so that lalirners could participate fully.
Participants also felt that if parents were enkgletd about all aspects of schooling,
they could play an active role. As it was, howeymrents in this school did not
attend meetings; they only come if there was a Ipmband the child had
misbehaved. Even then some did not care to comaeeder, their participation
options seemed to be limited but participants tekt if there was effective
communication, parents would take the initiatived e present in school more

often. One RCL learner stated:
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Parents should not wait until they are called tmaeting; they should just come
to school anytime to check if there is effectiaebéng and learning in the

school. (RCL focus group interview, 25August 2010).

Even learners felt that in a good school parentsla@vavork hand in hand with the
teachers and other learners. If invited they wazddhe in big numbers. Learners
expressed a great need for the school to work tegetith their parents. They felt
that this lack of communication resulted in pareatsl the school operating in
different worlds when, in actual fact, these twovimnments should be brought
together. They felt that the school should plasuoh a way that its role and the role

of the parents matched each other.

The fact that the school and the parents did natesha common understanding of
their roles resulted in parents not feeling resgmador playing an active role in
their children’s education. Learners felt that th@rents/caregivers were not giving
them enough support as they did not interact wigmt about school activities. They
also felt that parents did not share in their edanal aspirations and this impacted
negatively on their work as they felt that theirgras did not motivate or encourage
them to do well in school. The detrimental effeatghis are unarguable because a
learner’s attitude towards education and expectatmf education are rooted in the
home as well as in his or her own efforts. Alstarge part of the educational impact
of parents is mediated by their aspirations andeiiel of parent-child interactions
(Van Wyk & Lemmer, 2009). In the study parents weieved by their children as
lacking motivation and as not sharing in their goaAs parents did not give

themselves enough time to check learners’ worksee how they were doing at
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school and to determine if there was something girdiney failed to share in the
educational vision and aspirations of their chitdr€hey did not interact with them
about schooling or about their future plans. Festhreasons they were seen as not
encouraging and motivating their children. The deling extracts illustrate the

feelings that learners expressed about their psiratiitude towards their work:

Learner 1. If we come back from school parents dbameck our books.
If they checked them we would be motivated and war#ter
because we would want them to see good work when th

check our books.

Learner 2: They are not close to us. Between adild a parent there
are no signs that you are close; parents do ndt talus, your
parent does not share your vision because he doeknow it
- he has never asked you. If people ask him whatwant to

do when you finish school he does not know.

Learner 3: | think parents should always encourage so we can be
successful. But if you are at home parents do rutivate you
even if you are in Matric; they just keep quiet araVer talk
about your schooling. You lose hope and you realiae they
do not care. If maybe they encouraged us and tsldoudo

well we would be encouraged and work harder.

(Learner focus group interview, 1&wugust 2010)
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What transpired in my discussions with parents thas as much as they supported
schools and thought they were bringing somethingjtpe to the community, the

positive attributes of schooling had not yet futhaterialised in this community.

Their expectations of schooling were still a dredithis will be discussed fully in

the next theme). This resulted in parents’ relumtaio involve themselves in school
activities that called for their attention. Parehsd had experiences of children
failing Matric or passing Matric and not gettindpg so the reality they seemed to
accept was that the school was not of much valomeScited that they never went to
school but were surviving and that children who lasténded school did not earn
much to make a living. Moreover, there seemed todéirect connection between
the school and community achievements so the scivasl seen as a separate
institution that was not serving the needs of tl@emmunity, resulting in a

disinterested parent body. The minutes reflected plarents did not attend school
meetings and they did not even go to school wheiteith to attend hearings about

their children’s behaviour. One parent noted:

Sometimes | notice that parents do not have lowehiir children. You see, if
they are called to the school some parents saydbayot have time for that, and
[they] let the child go by herself(Parent semi-structured interview,”ig/lay

2010).

Learners themselves also noted parents’ poor ateedof school meetings. In a

focus group interview one learner noted:

If parents are called to the school for a paremeeting they do not attend which
is a big problem. But then again, most of the tinmesetings are for Grade 12

parents only. We've never had all parents calledaix about their learners’
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behaviour for all learners in the school... Pareatg called and they talk about
other things and they are not told about the fdwttat home they need to
continue where the school left gffearner focus group interview, T8ugust

2010).

Research has shown that children do well in sctidbé parents involve themselves
at school, support their learners and encourageatidn and learning at home,
regardless of the educational background or setask of the parents (Van Wyk &
Lemmer, 2009). Even teachers believe that pareetsmaimportant tool for learner
performance. However, the activities that the stlmmonmunity offers should be
such that the parents will be able to participditas therefore important to take

context into consideration when planning for paiaablvement.

Not surprisingly, the data suggested that therela@sof community involvement in
this school. Community forms an important part lué school. Parents and schools
alone cannot ensure that learners receive the tdudaey deserve; they need the
community to be involved in their children’s eduoat According to Van Wyk and
Lemmer (2009), community involvement is viewed asng back to the ancient
African truth that it takes the whole village tasea child. Community involvement
can be formal where the school works together whilsiness people and
organisations, or it can be informal where frieadsl family members of learners at
the school become involved (Van Wyk & Lemmer, 200%)e participants perceived
community involvement as a situation where comnyumembers gave support to

the school in terms of working together with thasa to monitor learner behaviour,
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protect school buildings, and motivate and encaaitagrners to do well. However,

this was not happening. As one learner in a focasminterview stated:

‘Parents are intimidated by the school situatiohgy feel that what is
happening inside the school is the responsibilitythe teachers and they
don't want to interfere with that. Most parents ibee that their
responsibility is in the home and what happenschiosl is the teachers’
responsibility. Schools are not doing much to acomalate our parents
because they are illiterate and are intimidatedsichool situation’(Learner

focus group interview, f8August 2010)

School activities did not cater for community inveinent. The only contact with
outside people was when they were employed to ctetain services to the school
like fixing doors, painting, etc. However, thesets rarely happened. As discussed
in the previous section, the school seemed to ‘Baeign’ institution that happened
to be situated in this area but that was not reallynected to it. The school and the
community were seen as two separate bodies. Aswdt,reommunity members,
including community leaders, did not feel part bé tschool. This had a negative
impact on the potentially positive relationshiptthlae school and the community

could have.

Learners who participated in this study also suggeshat community members
were not supportive of their schooling at all. &=t, they felt that they were
discouraged through ill talk (i.e., “bad mouthind?y members of the community.

Learners indicated that they wished that the conmityuoould motivate and
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encourage them to do well and to transform theedi Instead, some community
members humiliated them by putting pressure on taechmaking fun of them just
because they attended school. Community membehsasuformer learners who had
finished school accused current learners of thopkivey were better than them just
because they had not achieved success when they stitrat school. A learner

explained:

When we are studying here at school and we fir@s) bn our way home we
find people sitting in shops and when they seéeys discourage us and say:
“We will see whether you are going to pass”. Thacdurages us and makes

us even less motivat¢dearner semi-structured interview," ¥ay 2010).

Participants felt that the community could suppbé school by monitoring evening
study, especially because most teachers commutdtieyocould not stay late to
monitor evening study. They also felt that adulmoaunity members should not
allow learners to be outside the school premisesguesson time. They should
question and tell learners off if they saw themaitring. This would assist in

reducing truancy. In a focus group interview oneepacommented:

We should not allow learners to walk around theghbburhood freely when
they are supposed to be in school. We should stdmak them why they are
outside school during school hours. | am old btatlk to them and they know
it. | stop them and ask them why they are notlabaslcand they would lie and
give excuses but at least | ask thé@arent focus group interview, 23

August 2010).
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Participants expressed further concern regardiadatk of community involvement
in schooling matters, particularly in discipliniagd guiding learners and supporting
their schooling. The problem was highlighted tharemts, and by implication
community members, did not get involved even whezy tsaw things going wrong
(e.g., when children were not in school when theyensupposed to be). Participants
believed that the community members should notalarners to buy from shops
when they should be in class and learning. Somadat strange that learners
behaved in this manner in the presence of older lmeesrof the community but that
they would never say anything. Parents agreedthiest could not discipline other
people’s children and that they could only concaetron their own children. This
abdication of parental and community authority wdouhpact negatively on the

schooling of the children within a community.

Even learners were critical of the lack of authoekerted by community members.

In a focus group interview one learner commented:

Also when, as older people, they see that shopslase to the school, why
can't they tell off learners when they see thenmethe Why can’t they ask
them why they are not in school but sitting in shdpring school hours?
Even the shop owners — yes, of course they needymdout why are they
selling and allowing us [to buy] cigarettes and athol? (RCL focus group

interview, 2% August 2010).

Participants expressed the view that all parerasildhdiscipline learners if they saw
them on the road doing something against the schoes$, regardless of whether

they knew those learners or whether they had amnlerho went to the same school.
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The data revealed that community members were megortributors to the
challenges experienced by the school, especialtgrims of disciplinary issues and
truancy. To illustrate, regardless of legal agéri@sons the shop outside the school
premises would sell alcohol and cigarettes to k@ luring school hours. Learners
were allowed to buy such substances while wearirly sichool uniform during
lesson time. This implies that shop owners werecooicerned with supporting the
school but with making a profit. The principal evieled to strike a deal with shop
owners about not allowing learners to buy illegadstances or during school hours,
but in vain. Learners played snooker and jukebothatshop even in the morning
before they came to school, resulting in late atsvOne of the learners expressed

the following view:

The community is very careless like for instan@pkrson owns a shop, you
will find that the shop owner does not care eveyoif go to his shop wearing
a full school uniform and buying beer. You buy beerour full school
uniform and you also buy cigarettes. The shop ovdu&s not care; he is
only focusing on making mon@yearner focus group interview, t’l‘8\ugust

2010).

As a solution, the learners suggested that the aoritynmembers should assist the
school by guarding against learners who frequesitegs and bought alcohol during

school hours. For example, in the RCL focus grau@rview one member stated:

| would request the community members, especiatiget who are always
sitting in shops, not to allow learners to sit imops and buy alcohol in their
presence. Even the shop owners should have spetifiees to attend to

learners; they should not be selling alcohol to meoin a school uniform
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because after that, that person will not be goiagsthool to learn but to
disrupt lessons and disturb other learn¢RCL focus group interview, 35

August 2010).

Even parents raised concerns about shop owneragsalcohol and cigarettes to
young people. Parents commented that when the bdamoe out, some of the

learners behaved in an unruly manner.

Linked to the above concerns was the perceptionab@munity members did not
take the school time and schedule seriously. Toesdhe school was a place where
they could go any time. Parents visited the sclabodd times. For example, during
data collection it was common to see parents cortongake their children out of
school during lessons or just hanging around theoac The RCL members

commented on this:

RCL member 1: Those who have done Gr. 12 and é&disichooling,

they come to school just to walk around the school

premises.
Interviewer: To motivate you?
RCL member 2: No, just to walk around. Some evanecbere to

propose to girls.

(RCL focus group intewie25" August 2010)
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| was puzzled by this behaviour of community memb&ho were not part of the
school but who would come in and hang out evennguiésson time. | would see
them just standing outside the windows in full viefvhe learners, watching as the
teacher taught. On one occasion, when | was mamjf@nd chatting with one class,
a strange visitor watched us through the window tihel learners assured me that the
man meant no harm and was just curious, maybe bedamisaw me for the first time
in the school. The teachers later told me that hlispened a lot and that they were
used to strangers walking around the school. Howeliey were quick to tell me
that it never happened when the principal was afobecause the community

members were scared of him.

The involvement of parents in school activitiesletermined by the value that the
community in general and parents in particularqgueducation or on the process of
schooling. The data in this study suggested thegrnps and the community were
passive when it came to involvement in school &&w or in the education of their

children. The community was not concerned about\whppened in the school.

This section highlighted the fact that the valust tlural people put on schooling was
based on the relationship between the school anddammunity. As discussed in the
previous sections, this negative relationship wasrecern as it had an adverse effect
on the level of participation and commitment rupabple gave to their children’s
learning. The system of schooling at the schookuistudy and the attitudes of some
community members did not allow full participatibg the community in the life of

the school.
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Participants in this study felt that the school fiaakng the community because there
was a disjuncture between what the school did amat the community valued. The
internal activities of the school did not complemémse of the community. The
home situation was not considered when school amtelwvork was planned.
Teachers did not plan the work in a way that wahHdw an understanding of the
challenges that learners and parents experiendeohat. As a result, the school and
the home were in a tug-of- war situation where hmilied in a different direction.
Not much was communicated to learners’ parentsetbee they did not feel obliged
to be part of the school. The community was alst fady involved in and

supportive of the school and its activities.

These findings were likely to impact negatively t¢earner performance and
subsequently school performance, as schools antifgameed to have a common
understanding on what is needed or wanted in a’shibbest interests. This is
important as learner achievement is positively shapy the school as well as by the
parents, family and neighbouring influences (Degdsr& Abouchaar, 2003). So, it
is important for all of them to work together astivould lead to learner and school

Success.

5.3 Perspectives on the Role and Value of Schooling &nRural Setting

An understanding of context is vital if we want iuaderstand how rural schools
function and when we want to determine the causes mral school’'s failure to
achieve well (Khattri, Riley & Kane, 1997). Thedings of this study suggested that

contextual factors were important in shaping pespes on a school as they seemed
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to play an important role in how people perceivag tunderperforming school.
Participants felt that the school should directidi®ss the context/space in which
they were located. The findings also illustrate@d twvay in which challenges
experienced in rural contexts had a bearing on Inoral people perceived an
underperforming school. They suggested that the tegtual/environmental

challenges that were experienced by this rural conitym had a direct effect on

schooling and determined the opinions formed byalrygreople on the school’s

performance/underperformance.

According to the participants, schooling was impott as it could promote
development that would bring about positive chamgéhe lives of learners, their
homes and in the community as a whole. Howeverp#rdcipants pointed out that
the benefits they associated with schooling were yab evident but that it was
something that they believed should be happenidge participants seemed to
associate being successful in school with livirgpad life. For these participants, no
schooling would mean being doomed to remain podth\Wgard to the extent to
which this school was successful in promoting tegetopment they deserved, the
participants indicated that several factors ingheironment stood in the way of this
happening. These included poverty, poor infrastmectand a lack of community

development.

5.3.1 Poverty and Poor Infrastructure

To understand the challenges associated with sclggolincluding school

underperformance, the problems facing the commushypuld be understood
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(Mmotlane, Winnaar & wakKivilu, 2009). Such commuynfroblems have a direct
effect on schooling as schools are inseparable filmencommunities they serve

(Emerging Voices, 2005).

Firstly, the rural community under study was cheased by poor infrastructure.
For example, the data suggested that a lack ditfe€isuch as a library, clean tap
water and electricity, as well as a poor infradtne like gravel roads and a lack of
transport, had a direct impact on learner perfoocaaand subsequently school

performance.

In terms of infrastructure, | observed that thererevno libraries or any other
facilities to assist school-going children withreiag support material. In this regard

one teacher asserted:

There are no resources like libraries in the comityuto feed these learners
with general knowledge. There are not even youtires where learners can
meet and develop each other; as a result mosteotithe these learners do
not know anything other than the subjects taughsdtool. Yet in some
subjects they require exposure to general knowleddes becomes a

disadvantage to learnef@eacher semi-structured interview! dune 2010).
The principal agreed:

There are no educational facilities in the areaatreers are only taught at
school; once the teacher is out of the classrooth arse, when the
learners are out of the school nothing reminds tloéischool. They do not

even have libraries in this area to allow themtiady or gain knowledge on
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their own. If the school gates are closed, that fsr a rural child (Principal

semi-structured interview, f4June 2010).

The fact that there were no facilities in the comituthat could expose learners to
education outside school and support or enhanceitgameant that the school was
the only institution that was relevant to formaluedtion. The fact that the school
itself lacked these facilities meant that the leasnwere deprived of the necessary

opportunities to learn and succeed.

Secondly, the lack of good roads resulted in a p@rsport system. This impacted
on transport for learners and teachers to and fsohool. Learners walked long
distances and by the time they got to school, these too tired to concentrate and
they were already thinking about the long walk hofifgs also meant that they came
to school late and on rainy days the school wagasily accessible. In the following
interview extract the learner highlighted the obiadles caused by lack of good roads

in the community:
Interviewer: What do you mean rural poor environingffiects you?
Learner: Like walking long distances to school.
Interviewer: Ok, how long does it take you to wallschool, 30 minutes?

Learner: No, 30 minutes is nothing, | walk to sdfoo more than an hour in

the morning because | stay far away. You will beckkd to see how far some
of these learners are staying. This is one of #sons why other learners
get to school late. You get to school late anchnfirst few periods you are

too tired to concentrate. Again in the last perigasi [are] thinking of a long
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distance that you still need to walk home and thares that you need to do
when you get home and it becomes difficult to autnae (RCL focus group

interview, 2% August 2010).

Even teachers were affected by this problem. Meettiers did not live in the area.
Most relied on public transport to get to schodhisTbecame a problem because
transport was scarce and the roads were bad. T@wip the costs, they organised
group transport (or lift clubs). This had its owhatienges because if the teacher
whose car they used was late, they were all latbeldriver was absent from school
they had to use unreliable and scarce public t@hs®n rainy days, travelling

became a huge problem and most people who ownedchase to stay away. This
increased teacher absenteeism in the school. Fon@e, in the following extracts

from teacher focus group interview teachers expikise challenges they faced:

Teacher 1: It's very hard for us, we travel longtdhces to school, for
instance, | wake up at 50’clock in the morning, @eéaxi to where | will get a
lift from Mr A who is a principal in a primary schb Because we pay him
monthly if he is absent for meetings or leave etslyulfil his management
duties like submissions at the circuit office weehto spend extra money on

public transport and this can be expensive.

Teacher 2: On rainy days most of us can’'t comectmal because the roads
are not accessible. And you can imagine how mucdints in summer. We
used to try and walk from the tar road to the sdhma we realised that it

does not make much difference because it is a tistgnce so we get to
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school late, and we leave early and most of thmkra would be absent. And
no one wants to walk in the rain on a muddy roadtivis slippery.

(Teacher focus group interview, 1&eptember 2010)

Thirdly, lack of electricity was also revealed asig challenge for learners and
teachers. Participants highlighted the concerng ltlael regarding some of the Matric
intervention programmes available on radio whichstmechools benefit from but
which are not accessible to rural learners. Fomgse, the DBE, together with the
South African Broadcasting Corporation (SABC), ariga revision lessons for
Grade 12 (Matric) learners which are aired on raid television. Learners stated
that this was a facility that most rural pupils wbnot benefit from because most
families could not afford to have radios or teleumissets; those that did have them
used them sparingly to save on batteries. The ribanwas observed was that the
adults in the home would listen to the news and tfagourite broadcasts, leaving
the children’s needs uncatered for. One of themarelt that government needed to

intervene:

The government needs to assist us with electrioigybe our children will
gain something through listening to radio or TVefdis no electricity. You
find that the radio is off because the batteryimshed. Because she stays
with me | have to wait for pension day before we bay another battery.
Electricity is a necessity so that our children daarn from radio or TV

(Parent focus group interview, 2&ugust 2010).

From a curricular perspective, the teachers agngdthe above concerns:
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Learners here lack knowledge; even this rural emwnent affects them. They
don’'t have TVs so are not exposed to informatiovi.h&s a major role to
play in enlightenment because sometimes you seehiegs that you never
thought you will know about. The fact that learnbese are not exposed to
TVs impacts negatively on their schoolindeacher semi-structured

interview, 4" June 2010).

Most of the challenges that affect rural commusitiend to be transferred to
schooling. Issues of late coming and absenteeismnaite of great concern to rural
people cannot be totally solved as the environmentributes to them. This means
that the improvement of infrastructure is essenkixhotlane, Winnaar and waKivilu

(2009) point out that provision of infrastructuge assential in the improvement of

schooling and education, as lack of basic infrastme affects schools greatly.

The next section focuses on the participants’ matpges regarding lack of

development and its impact on schools in rural comitres.

5.3.2 Lack of Development and its Links to School rélerperformance

Education has always been perceived as an agémaingformation, development and
social change (Teffo, 2008). As such this studyteoas that rural communities tend
to judge schools based on their understanding cftvan improved or developed
rural community ought to be. They see the schooh aymbol of improvement,

progress and development. They believe that theatds expected to bring positive
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changes to this rural community. This is suppoligdHargreaves (2009) who posits
that if one purpose of the school is to be parth&f cause for development of
sustainable rural communities, there is thereforeee@d to educate learners to be
capable not only of finding jobs, but most impothanof creating jobs. The

community participating in this study was no exeapt All the participants agreed

that when it came to schooling, positive gains donbt yet be seen but that
schooling had long term benefits. In other wortlsytbelieved that the main benefits

would only be seen long after the children haddeftool.

To illustrate, learners and parents expressed i#he that schooling should create
opportunities for learners to live a better andrioved life. According to them, the
school should equip learners with skills that woalldw them to improve their lives.
The school should help young people to discover takents and improve their lives
and ultimately those of the community. Indicatihgttparents wanted their children

to live a better life than they did, one of theqyds asserted:

Some of us as parents did not get a chance to gohol to learn. We do not
like our children to live the kind of life we aiigihg. We want them to have a

better life(Parent focus group interview, 22ugust 2010).

Furthermore, the parents expressed the view thatadidn brought enlightenment to
their children and that, when this happened, tlodslielren would live better lives

than those of their parents. Another parent stated:

We might not see any gain from schooling now in lougs but the main
purpose is to see my child not suffering like wd,living the kind of life we

are living now. The child will gain by having a ghtt future; as parents we
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wish for our children to live well, for a child tze able to live a good life with
his family. This will make me happy because asrarmtayou would not be
happy if your child is sufferingParent focus group interview, 23ugust

2010).

One of the reasons given by parents for the impoeaof schooling was that
education allowed people to improve and to be exgde different careers. In this

regard in the parents’ focus group interview onéhefparents asserted:

| think it’s important for a child to learn becausgfd die | will leave him with
provision for the future. Even if | do not have #myg a child would go to
school to prepare himself for the futu8GB focus group interview, 10

September 2010).
Another added:

Yes, they develop important skills and identifyimgr talents like if a child
has a gift of poetry, he can use that to be inddpehand make a living out
of it. Without school they'll never have the apilito see what they are

capable of SGB focus group interview, 10September 2010).

On the one hand, the findings suggested that tten{saviewed education as leading
to a better life; on the other hand, they also aekadged that there was not much
difference between a person who went to school angerson who did not.

Specifically, learners were of the view that inaluareas there was no difference
between a person who had completed secondary sehdane who had not, as they

argued that most people ended up doing the sanse falb example, most people in
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rural areas worked as taxi drivers or conductorthag could not access other job
opportunities, whether they had completed schoohair To illustrate, a learner

stated:

Most of the former students who have passed Mataqust walking around
doing nothing and those who happen to find job# sistaxi conductors and
if they are lucky they become taxi drivers. Thisamething that anyone can
do, you do not need Matric to work théteearner semi-structured interview,

17" May 2010).

Teachers believed that there was a huge differbatveeen those who were educated
and those who were not. Although most successfsinlegs people in the area such
as taxi owners and shop owners were not educaachérs believed this served as a
disadvantage to them as they could not access sbrilee amenities available to
them, including banking and other services. AltHoteachers believed that finishing
secondary school was important as without thisgjodess would be a challenge, they
were quick to point out that even if learners pddgatric, they still wanted to work
as taxi conductors in the area. This could be mxawofessionals were limited in
the area as most people moved to urban areas. rasu#t, learners had no role
models as most successful people in the commurate wot educated. Teachers felt
that this served to de-motivate young people franshing school. One of the

teachers expressed this view:

| think the problem is that a number of succesp&dple are not educated.
You see most people are not educated. You seeppugse are taxi drivers

and taxi owners and they own beautiful houses. Sxrtleem have businesses
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but they have never been to school. So our leamirerdm of being like them,
so this means school becomes irrelev@ieacher focus group interview, 14

September 2010).

Confirming but also extending this view, the prpali raised a concern that the
current education system was more about self inggm@ant than community
development. Learners were encouraged to concertratdeveloping self and not
the community. He felt that for rural areas theaswa need to encourage learners to

improve their lives for the purpose of developihgit communities. He asserted:

Education improves the life of a child and makebatter but should also
improve the life of those around the child. So thieire becomes bright
maybe a parent has never been to school. The wahillde enlightened and
realise that they can improve their lives and tbhthe communityPrincipal

semi-structured interview, f4June 2010).

Participants in this study generally believed tisahooling should be part of
improving the lives of the learners so that theylddbe able to change their lives
and those of their parents by improving their honaesl making them better.
According to them this would bring positive charigehe community. For example,

in a focus group interview an RCL member stated:

We all want to have a bright future and also toki@d ourselves and say one
day | want to own my own things. We all want sus@ghe end of the day
but you will never be successful if you do not@asdhool. Another thing is
that if you look closely at the rural areas youlviihd that most people are
uneducated. So parents and the community are hiéggpythere are schools

here and they want us to learn. So we can liveteebéfe. Everyone would

171



love that one day when you show people your homsllitbe good and
attractive, a home that everyone can wish (RCL focus group interview,

25" August 2010).

For the parents, the school symbolised a brightréutor their children which would
also bring good fortune for them as well. They esged the hope that, when their
children were educated, they would even afforduyp & house for them. One of the

parents asserted:

You see, my house is built of mud. Sometimes leam id thoughts thinking
if my children complete school | will leave thisdrhiouse | am living in with
my children and sending them to school. | look hatwwve eat at home, look
at how our lives are like and think one day chamgié come if my children

continue and finish scho@Parent focus group interview, 2&ugust 2010).

However, parents raised the concern that when thddren were educated, they left
the rural areas and never improved the lives af trerents. They cited evidence in
the community where parents with educated childexperienced no home
improvement as their children had left the ruraaato live in an urban area. One

parent lamented:

We can’t make our children to live here. Most & time, our children leave
the rural areas. They don’t want to stay here #tlare educated. They buy
houses in the urban areas and they stay there. Vititsncome to visit they

stay in these dilapidated houses they grew upheirbeautiful houses are in
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the urban areas. They just run away from here, Indo know whyParent

semi-structured interview, Yavay 2010).

Wanting them to elaborate on this, | probed further

Interviewer:

Parent 1:

Parent 2:

How can we encourage them to comek®adow can you

make them come back?

There is nothing we can do even if wetwlam to come back
we hear them saying: ‘I was born here, grew up hare you
want me to die here?’ They will tell you about theeeds
which are not available here. They even forget toldb

beautiful houses for us. Your child sees you asisance.

There are many homes here with the sarablegm. In my
uncle’s place they still live in the same housd thas built by
my uncle even though their daughter is a land stovend

has a beautiful house in Pietermaritzburg. But amie when
she visits she is still in the same house that melelbuilt. One
of her sisters is a nurse and the other a policemmiut the
house is still the same. When she dies they wtltents even
for cooking. When she graduated she did not warltatce a
party here but in Pietermaritzburg. But one day shiédie or

a parent will die and she’ll rent tents because hlogise is not
in a good condition. You see the father had bustrang and
beautiful house but it was like that back theshibuld be even

better now(Parent focus group interview, 83August 2010).
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Participants also believed that schooling shouldngor about community
development. This means that all stakeholders ghmeilenlightened enough to assist
with bringing basic necessities to the communitg afso assisting with bringing
service delivery to improve infrastructure. Whetheschool is judged as performing
or underperforming is based on whether it is abl@roduce learners who will be
able to do these things successfully. Participbeteved that a community gained
respect when there was a school in the area. Fonghe, the learners dreamed that
when they were educated and working, they would ecdrack to contribute to
community development. Parents, on the other hbeligved that if their children
were around, they could assist with language tatiosl should someone outside the
community who did not speak IsiZulu came to theadi@ service delivery. This
ideal was based on the fact that most people icdh@nunity did not speak English.
In this way their educated children would help caminate with such persons. The
learners pointed out that they would love to behelp to their parents by coming
back and building houses for them. They also exgad bringing electricity to the
area. This meant that people’s lives would imprasehe infrastructure of the area

would improve. One learner stated:

We will be able to assist in the community whenaveeworking. We will

build our houses and maybe finally bring electyidid the area, if community
members are not able to communicate with Eskoranido it for my house
and that will make it easier for other communitymnmbers who cannot afford
or cannot communicate and will gain from my effoaisd they’ll also get it

(Learner semi-structured interview,"L¥ay 2010).
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Participants believed that the community gainegeesif it had educated people.

This was expressed by one SGB members in the foltpmanner:

| find that in a school a child learns but it entleere it does not change
anything at home there isn’t much that they leawomf school that has a
direct impact on our lives. Like | said before ifchild has completed
schooling and is now working and earning a saldimat is when he can be a
provider and give you stuff; that is when you cae s$hat schooling has

benefit{SGB semi-structured interview"8une 2010).

On the one hand, parents expressed the wish teat ¢hildren would stay and
contribute not only to their self development bisibao the family and community.
They believed that this could happen if their ddld continued to be part of the
community because if they left it became easy fent to forget where they were

coming from. As one SGB member stated:

They [our children] should stay here and develois tirea, what they do is
they leave this area and when they come to visit'ltrsay, ‘Why is this area
not developing? Even now there is no developm&hey say that but when
they leave the area who do they think will impra?e(SGB semi-structured

interview, 8" June 2010).
Concurring with this view, learners asserted:

Learner 1: Most people do not come back here; thay in the urban

areas so some houses here are empty especiallgrents
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have passed away. Children go to tertiary institn§, pass

and find jobs there and never come back.

Interviewer: Why is that?

Learner 2:  There are no work opportunities here, a@velopment, no
electricity, no running water and worse, the roadyravel.

(Learner focus group interview, 1&wugust 2010)

The findings suggested that the children dreanat lnédtter life outside the rural areas.
To these childrencoming back’meant visiting and not staying in the rural areas.

One learner stated:

It may happen that here in school we all learrathieve different things, it
may happen that one of us is here so he can comgribto community
development, in that way he can come back. Nmadtsall of us who can
come back, but that one person would be represgmiinof us who are in

this schoolLearner semi-structured interview,™ May 2010).

There seemed to be different views between parants teachers on how this
improvement of self, family and community shouldppan. While both groups of
participants believed that education brought ra@velopment, teachers believed
that the answer to rural development was that amldshould go to tertiary
institutions and then come back to work in the afea teachers schooling meant
self improvement, home improvement as well as comtypuaevelopment if learners
found jobs and gave back to their community. Theered urban conditions as they

also highlighted the fact that schooling and edooaghould allow learners to bring
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the ‘urban’ to rural areas. To them the fruits oh@oling were seen when kids
realised that their lives should be like those iofskin the urban areas. They were
very sceptical about learners who passed Matricréotained in the rural areas,
which they perceived as failure. In a focus groogernview one of the teachers

explained:

If there are skills there is development, becaeseners gain knowledge, go
to tertiary institutions. When they come back thay promote community
improvement, bring rural development and bring digwments which are
new in the rural areas because here developmentesostowly. But if
learners are educated they will bring developméh¢acher focus group

interview, 14" September 2010).

Parents, on the other hand, wanted their childoeremain in the rural areas. They
believed that children gained knowledge at schaalua various job opportunities
and stood a better chance of being employed ancowmg their homes. If children

were not educated their future was dim. One patated:

Success means you know where you are coming frdngancome back to
help others in the communitParent semi-structured interview, ™ ®ay

2010).

Parents also expressed dreams for their childraohwdid not necessarily involve
going to tertiary institutions. They envisaged tllaeir children should use the
knowledge they gained from school to start theindwsinesses. In the SGB focus

group, one parent stated:
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Our children do not necessarily have to be emplgydleey can be self
employed. For instance, if you have a catering camgpyou can improve
your life. Even if you can’t afford to go to unisdy you can use what you
have learnt from school. My eldest daughter was&d here in this school
and she is now self-employed as a trader. If itsgoell she can even grow
her business and employ many peof8&B focus group interview, {0

September 2010).

An entrepreneurial vision and entrepreneurial itiwes should therefore be created

for learners in rural schools.

The findings revealed that participants linked sthumderperformance with the rural
setting; particularly with the lack of infrastrucal development in the area.
Participants believed that schooling should cregigortunities for learners to live a
better and improved life. They envisaged that sthgoshould bring about self
improvement, home improvement and community devekg. Stakeholders
acknowledged that schooling did not make a siganficdifference to current
conditions in this rural area, but they hoped fod @reamed of more constructive

long term effects flowing from their children’s ezation.

The next section focuses on the participants’ gatsges concerning the benefits

from schooling.

5.3.3 Societal Benefits of Schools
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Participants expressed the view that schools weranimto empower rural people to
better deal with societal issues. In their viewusnderperforming rural school was
one that failed to bring positive attributes to dtesmmunity. They mentioned that a
well performing school should keep learners comsitraly busy so that they did not
have time to commit crime or engage in sexual imahips. This would result in

reduced teenage pregnancy as well as in a bettierstanding of environmental and

health issues.

To illustrate the views of the school as a detdreggainst crime, in a focus group

interview, one of the learners asserted:

If there were no schools in the area, this couldréase the crime rate
because if young people do not go to school théyuse their time thinking
of making quick money and they will steal, break ipeople’s houses and

pickpocke(Learner focus group interview, #&ugust 2010).

Most of the learners agreed that schools contribptsitively to the community. For
them, if there had been no school there would Hzeen a lot of hooligans and

thieves who would rob people of their possessiérsecond learner elaborated:

| think school helps learners to learn good behaxid.ike now | am here at
school, if I wasn't here maybe | would have invdlveyself in lots of bad
things. So because I'm in school | just focus drostwork. If | have school
work even at home | do not get time to loiter abtime neighbourhood and
be tempted to do bad things like stealing. | justysat home and work

(Learner focus group interview, 1&ugust 2010).
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Parents also agreed with the view that schoolsekdiarners and taught them about
good behaviour. To illustrate, one of the paremtsai focus group interview

elaborated:

If a person is educated they would not be tempoetréak into people’s
houses to steal but will afford to buy their owimgs and live a good life and
be able to buy what they neéarent focus group interview, 23August

2010).

Another significant contribution of the school tfeetcommunity, according to the
parents, was that it prevented teenage pregnaanctarly marriages. One of the
challenges experienced by the youth in this rumdaawas the high rate of
pregnancies. Many young girls of school going alepiregnant and had babies. One

of the parents in a focus group interview observed:

If there were no schools in the area we will migsan a lot of things. If an area
is not developing and people are not educatedydte of crime increases, if in
that area young people do not go to school the oftgregnancy would increase
because all they do for the whole day would be a&erbabies and rush into
traditional cohabitations at a young ag®arent focus group interview, 23

August 2010).
The learners agreed as an RCL member stated:

Without schools young people will only think of dme&g only. They will be
having babies because that will be the only thingheir mindgRCL focus

group interview, 28 August 2010).

The same views were expressed by teachers. lmthis fyroup interview, one stated:
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Traditional cohabitations are a problem. Most oetygirls in this school live
with their partners and they also love school seytivant both. You also find
that at home a child now has her own ‘ilawu’ (habey stay there with a child
and the child’s father, that destroys everythingefk is that tradition that at a
certain age you are expected to have a boyfriendirtiriend even if you are
still in school. After the girl has accepted a kas her partner a boy or man
hangs a white handkerchief in the yard as a siginfafrming everyone that
you have accepted his proposal and you are nowialffi his girlfriend and

thereafter a girl will send a basket to the famdg the beginning of a

relationship(Teacher focus group interview,1&eptember 2010).

However, parents argued that people were now nmgusiis tradition. In the past,
when the symbolic act of exchanging a handkerchied a basket of gifts had
occurred, a man would then begin the process ofngo® girl in order to ask for her
hand in marriage. According to the parents, these @ only took a basket of gifts
and children were allowed to live as husband arfd.\Wihis resulted in many girls
and boys of school going age living together asrie@rcouples and having babies,

with dire consequences for effective and succe$sawhing.

Another benefit that schooling had for the commumtas the knowledge that
children brought with them into the home which cimited to better hygiene and
environmental education. For example, participdgitsthat school exposed learners
to information that was useful in their day-to-dayes at home. They were made

aware of hygiene and health issues and, in tufpetieheir parents with such issues.
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What was learnt at school was used by everyonenéenhome. Three learners

highlighted some of these positive gains of scmgpin the community:

Learnerl: These kids help us a lot and tell us fwgsur hands’, ‘don’t drink
this water’. They know things that we were notnesware of. Although
sometimes they would exaggeré&GB semi-structured interview!"8une

2010).

Learner 2: School helps us to be aware of environtalessues that affect
our health. We now know that water pollution is garous as it would give
us diseases so we know that we need to keep oar elaain all the time ...
and that electricity kills and you need to be catéiearner semi-structured

interview, 17" May 2010).

Parents appreciated the new knowledge that thadreh brought to their homes.
The learners also acknowledged the relevance o€ sifrthe subjects that they did at

school which, in their view, made schooling releMathe community as well.

5.4 Summary

This chapter presented the perspectives of staftereobn school underperformance,
focusing on the relationship between the school imdural context. The findings
suggested that these perspectives were shapecehyatticipants’ socio-economic

(contextual) experiences. This was reflected in htwey measured school
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performance against their experiences in rural élooisls and in their rural setting.
Firstly, the chapter focused on the relationshigwben the home, parents,
community and the school. The lack of connectedbesseen the rural home and
the school and the ways in which this disconnedssinmpacted negatively on
parental and community participation in schoolingtters were discussed. It was
found that the conditions in rural homes, couplathwhe social commitments of
learners in these homes, broke the educationablktween the school and the home.
Moreover, the lack of communication between the @&oamd the school also
exacerbated the situation. This breakdown resuitetthe fact that parents and the
community regarded themselves as outsiders tocth@o§ hence they were loath to
take part in school activities. Secondly, the caapboked at how participants
viewed the existence of schools as representingrgss and rural development. To
them schools were meant to improve the lives ddlrpeople, serve their needs and
empower them to deal with challenging societal@assuHowever, they pointed out
that, while the school was helping them to dealhwsocietal issues, other
expectations had not yet been met by the schooWwkwt anticipated in the future.
This suggests that the school was not yet meeliegekpectations of these rural
people in terms of bringing progress and rural tgment. Thus, informed by the
evidence presented in the chapter, this thesisearthat the lack of connectedness
between the school and community impacts negatimelthe value that rural people

put on education and schooling.

In the next chapter | explore the participants'spectives of the school’s status as an

underperforming school within a rural context.
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CHAPTER SIX

PERSPECTIVES OF UNDERPERFORMANCE IN A RURAL SCHOOL

6.1 Introduction

In the previous chapter | argued that the perspestof rural people on school
underperformance were tied to their context andseconomic experiences. In that
chapter | presented these perspectives, focusinghermrelationship between the
school and its rural context and highlighting thaywin which this relationship
influenced the views that rural people had on theeuperformance of their school.
In this chapter | continue to illustrate this irdhce of context on rural people’s
perspectives as | focus on the participants’ comaep of an underperforming school

and the reasons for these perspectives.

The decision to focus on the perspectives of noealple on school performance was
influenced by the proposition that learners in updgorming schools are not given
sufficient opportunities to learn (van de Grift &ottveen, 2006). This proposition
holds that the reason for underperformance in rschbols might be embedded in
internal factors and the school situation. In rw@tools, these factors (issues inside
school) are influenced by the rural community. Thts allow for a deeper
understanding of what school performance meansufat schools, the study aimed

to solicit the views of stakeholders from a ruiciaeol.
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6.2 Understanding Schooling in Rural Contexts

The focus of the investigation that is reportedhis chapter was premised on the
notion that the views of rural people and their entptions of schooling were
influenced by their experiences in rural settinggailable literature suggests that,
generally, school performance/underperformancedmiyn understood as involving
academic performance. Conversely, however, thdings suggested that the
stakeholders in this study (i.e., people in anduadothe rural school) perceived
school underperformance as involving more than ewéd outcomes based on
exams and test scores (Nicolaidou & Ainscow, 200%)s confirms the views of
scholars in the field who have concluded that fowusexclusively on academic
outcomes tends to disregard other outcome meaanckshe larger cultural context
of living, of which formal education is just a pg@pple, 2001; McNeil, 2000,
2001). The literature further suggests that suplerapective also ignores the socio-
economic background of learners and other factohsclw have a significant

influence on student learning (Petty & Green, 2007)

To the participants in this study, schools were Imowre than just places where
children should be taught subjects and pass gradédsen asked about an
underperforming school, the starting point forta# participants tended to focus on
academic results. On the other hand, when askedt gjomd schools and quality
education, their perspectives broadened. Partitspaiewed successful schools as
having a significant role in character building andnoulding the behaviour of their
learners, thus socialising them towards being prtde adults within rural

communities. The participants assessed the schootlsrperformance in respect of
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the activities that happened or did not happerhéenschool. They measured school

performance against their understanding of thegeemf schooling.

6.3 Conceptions of an Underperforming Rural School

Participants in this study mainly viewed school emerformance as linked to four
aspects: academic results; the school environnmatiggt and learning prospects;

learner conduct and school routine; and curricutalavance.

6.3.1 Academic Results as a Measure of School Underformance

Underperformance of schools is viewed within vasiooommunities, among
stakeholders and in the literature on school ettutads having one indicator,
namely that of academic performance (Jansen, ZD@dtkoushian & Curtis, 2005;
Petty & Green, 2007; Downey, Von Hippel & Hughe802; Mintrop & Sunderman,
2009; Flessa, Gallagher-Mackay & Ciuffetelli-Park@010). As stated in the
preceding chapters, in South Africa a standardimedsure of school performance is
used whereby a secondary school is labelled asnpa@rfg or underperforming with
reference to its Grade 12 examination resultshénsthool under study that had been
measured as underperforming based on its Matridtseever at least three years,
this label tended to have an influence on the @pents’ perspectives on
underperformance. In other words, this embeddednexdion between school
performance and exam results greatly influenced Ipanticipants viewed their
underperforming rural school. The learners, paremtd teachers identified the

Matric results as an indicator of school perfornearand the participants were
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concerned about the Matric results as the offiarad publicised way of measuring

their performance and getting people’s attentiomémber of the RCL observed:

The results that get people’s attention is (si®@ tBrade 12 result§RCL

focus group interview, 25August 2010).

Similarly, teachers also recognised the signifieaoicthe Matric results. One teacher

observed:

The department is interested in Matric resultguéss that is where we have
to do well. At the end of the day everything etsedo doesn’'t matter; if your
learners don’'t do well in Matric your school is o(lfeacher focus group

interview, 14" September 2010).

Participants acknowledged that the end of the ye@mination results were an
important factor that determined whether their sthwas underperforming or not.
They felt that it was important for a school to guoe good results because that was
the ultimate goal for all learners. They believiedttif a school obtained good results,
it was well respected and many learners would tracied to it, which would work
positively for such a school in terms of enrolmetibwever, their opinions on the
importance of examination results as a tool to mm@aschool performance differed.
On the one hand, parents believed that Matric tesutre an important criterion to

measure school performance. For example, one pstaget:

A performing school, you see as December is apiagdMatric results will

be out in the newspapers - that is how we are gtingee that even here in
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the rural areas we are doing wefParent semi-structured interview,"®lay

2010).

The parents’ views tended to be influenced by theosure the school received
through the publication of the results in the mediaey seemed to be aware of the
fact that the eyes of the community would be onmthibrough this exposure. This
awareness of the effect of the publication of thetr\ results could be coupled with
parents’ meetings where the issue of ‘Matric results’ was a common item on the
agenda, revealing the influence that this had am the success — or lack of success -
of the school was measured. The minutes of meethegsl reviewed revealed that
the most common kinds of meetings the school hektyeyear were an annual
general meeting for parents, SGB meetings and WMaparents’ meetings.
Discussions around the issue of results were comamshalways focused on the

strategies that the school employed to improve &fa&results.

Conversely, learners and teachers expressed thethét the emphasis to measure
the school should not be put on Grade 12 resulkg, tt that the school should
produce good results across all grades. They leeliethat the school should
consistently achieve good results in all gradesthatithere should be a link between
what was done in Grade 8 and what was done in Gtad&or example, an RCL

member observed:

The school is said to be underperforming if it basl Grade 12 results but the focus

should be on all grade®RCL focus group interview, 35August 2010).

According to these participants, all grades in shkool should be given an equal

status and the school should strive to produce g@zdlts across the board.
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Participants believed that too much attention wasrgto the Matrics and that this
compromised the quality of education offered in lth@er grades. Even the school’s
intervention programmes to improve results wereediranly at Matric learners and
this meant that other grades were often left undéd. By the time the younger
learners reached Matric, no matter how hard thehtya worked, it would be
fruitless as these learners would have spent nidbew secondary school life being

ignored. One learner explained:

| think schools should be judged from Grade 8 beeathat is where

secondary school starts. Learners do not take teirk seriously when they
are in Grade 8, again not serious in Grade 10 [sM]hen they are in Grade
12, that is when they think strongly about passing the problem is

secondary school learning is a progression throggades, so if you were
not serious from the beginning you will not knowtaimg because you were
neglecting your work. Schools do not encourageneesr to take lower

classes seriously; some learners are condonedenldiver classes but are
expected to pass at the eficearner semi-structured interview, I May

2010).

The data also suggested that the DBE strongly enftad perspectives on
underachievement is it valued Matric more than ognades as a measure of judging
school performance. For example, some of the goventis initiatives tended to
drive schools to concentrate on Grade 12 only. Aeacfelt compelled to give more
attention to Matric learners so as to produce ‘ptatde’ end-of-year results and to

avoid their school being categorised as ‘underperifog’. In this study, teachers
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were not happy with the fact that only Grade lailteswere used by the DBE to
measure performance, especially because theyhtdlthere were contextual factors

that affected performance and that these shoutdesoted. A teacher noted:

| think judging schools through Grade 12 pass ragean unfair judgement
that one, maybe they (Department of Education) tdget have a good
criteria to judge good performing schools becausathappens sometimes
is that you find that the school is underperformaagording to their criteria
but if you look closely at the school you find tbaeryone is working hard
and you can't find a clear reason why the schoalnglerperforming. So the
judgement that uses pass results only is not tjie vne to judge whether a
school is performing or underperformin@eacher focus group interview,

14" September 2010).
Two others added:

Teacher 1: Because they are judging schools wittdé&rl2 the whole school
becomes Grade 12. The teachers, the principal ahdrdearners do not
matter, they just look at Grade 12. If that one @Gd 2 group did not do well
then the whole school did not do well. They doawvein look at their primary
school education, no one even looks at the passresgent for other grades
which are totally different from the Grade 12 ofieeacher focus group

interview, 14" September 2010).

Teacher 2Pass requirements let us down; we do not haveapshools in
the area so primary school teachers condone learh&cause they are not
allowed to keep them in the same grade for long.e®%mn learners with

disabilities they pass even if there are no spe@athers for them. | had a
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learner who was almost deaf but we had to passumitih he reached Gr. 12
and he obviously failed there. We had to push tpntouGr. 12 because that
is what policy says and we also did not know wbatla with him but he
failed Gr. 12 which was okay because he could mohec back to repeat

(Teacher focus group interview, 1&eptember 2010).

The above perspectives were influenced by thetfattthe Matric results were the
ultimate goal of formal schooling and that this sw@éng system put pressure on
secondary schools to do well in the Grade 12 examoin. This then automatically
became a starting point in all discussions on skchedormance. The school was
labelled as underperforming by the DBE becausedt bbtained less than a 60%
pass rate for Grade 12 over three years or morkahparticipants were aware of
this fact. They were clearly influenced by polisgquirements that foregrounded
Grade 12 pass rates as the dominant and publidiyeddameasure of school
performance. However, in this study the participamént further and identified other
factors of measuring performance that were of vatuthem. These are discussed

below.

6.3.2 The School Context and Learning Prospects

The data suggested that the school faced manyeadgal$ such as poorly qualified
teachers, insufficient numbers of teachers, died buildings and a lack of
resources. These challenges affected the extentywady of learning experienced
by learners in the school. Such conditions arenihated by most researchers who
see rural schools as suffering from great inegealénd facing the problems of poor

school infrastructure, inadequate resources, ardptior quality and shortage of
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teachers which impact negatively on teaching aadchlag (Lindeque & Vandeyar,
2004; Emerging Voices, 2005; Pennefather, 2008; iade, 2009; Hlalele, 2012).
Such adversities result in disparities in learnerfggmance which are credited to

inadequate resources and poor school infrastru¢iaresen, 2001).

The findings of this study suggested that there wssally a great shortage of
efficient teachers in the school under study. A# participants concurred that the
school never started a year with a full staff caenpént as there was always a delay
in teacher employment. This was sometimes causethdyDBE’s procedures in
teacher employment and sometimes by difficultiesenruiting teachers to this rural
area. This became a huge obstacle in teachingeandithg, especially because there
is always a link between teacher quality and studehievement (Arnold, Newman,

Gaddy & Dean, 2005). In relation to teacher sh@sag parent lamented:

Sometimes the principal would tell us that thera shortage of teachers for
certain subjects they are still trying to recrunicahe always tell us when they
have found that teacher but there is always a d€Rsrent semi-structured

interview, 19" May 2010).

Government policy was also cited as a problem ande for teacher shortages in the
school, particularly as Post Provisioning NormsNP,Rvhereby teacher allocation to
a school depends on learner enrolment, was rigiyr@pplied by the DBE. Even
when teachers had been recruited and the staffagibm requirements for the school
had been met, the DBE would allocate fewer teacteithe school based on the
number of learners and not the number of subjecight. So, in a small rural school

like this one, the number of subjects taught ditt match the number of teachers
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allocated to do the job. For example, the SGB pleagson voiced the effects of

teacher shortages as follows:

We are given insufficient teachers; learners amg, fges, but there are many
subjects so teachers end up teaching subjectsdbayot know so learners
complain and if teachers teach something that theyot know learners can

see tha{SGB semi-structured interview"8une 2010).

The principal also expressed concerns regardinchileg staff shortages. The fact
that the school had low enrolment numbers like mosdl schools meant that few
teachers would be allocated to the school. Theromber of teachers in the school
meant that teachers ended up teaching subjectghéhaivere not qualified to teach.
This was not good for the school because it mdmattthere were more subjects than
teachers to teach them. One teacher pointed out:

| was trained to teach Mathematics and Biology Ibaiso teach a little bit of

Technology and Arts and Culture because these anesubjects and no one

is qualified to teach them, but I try my béBeacher focus group interview,

14" September 2010).

This teacher has to be commended for her posititeide as the sheer volume of
preparation for these subjects seems to be insurtable.

External factors also impacted on teacher avaitgbillThe principal and SGB
expressed the view that it became very difficultréoruit teachers to the school
because the area was far from the urban settimgs Wwhere most teachers were
recruited. Moreover, there were no proper cottagesesidential facilities for
teachers so most of them commuted to school evayyMoreover, there was a high

turnover of staff as the teachers were always lapkor posts near their homes in
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urban areas and as soon as they found such ahmystefft the rural school. The

principal stated:

An important part of our work as rural school pripals is to recruit new
teachers. We are always looking for new teachebhss Vear alone | have
three new teachers in the school because thredéeadeft last year. We do
not even have that much option, you need to taleevér is willing to work
in your school otherwise you will go for weeks with teacher. We rely
mostly on under-qualified teachers because at l&d@sy will stay and only
leave when they get their proper qualificatiofRrincipal semi-structured

interview, 14" June 2010).

Teachers also concurred that they travelled lostpdces to school and that, by the
time they got to school, they were already tired #imnking about the trip back

home in the afternoon. This affected their perfange. One teacher commented:

It is very difficult to work here; it is not onlypensive but also tiring. You
spend most of the time in an uncomfortable bakiaeetling to school and
back. As a result you are always tired, and youncarwork well if you are
tired. Really, no one can do this for a long tirpey will get sick. The school
is ok but the distance is the problem, which is Wipgople get a post nearer
to their homes they do not think twice about leg\(ifieacher focus group

interview, 14" September 2010).

| found that teacher absenteeism rates were higeischool. This was often caused
by official duties that had to be performed outsite school like attending
workshops and moderation sessions for grades 1@ targanised by the DBE. The

fact that there were few teachers in the schoolningeat almost all of them taught
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all the grades, and that if a teacher was abskmheagrades would not be taught the
relevant subjects on that day. Moreover, the scdabhot have enough teachers to
monitor the classes of absent teachers. | alsonadx$¢hat even if teachers attended
workshops which started in the afternoon, they walisent themselves from school
for the entire day because if they came to schothé morning they would struggle
to find transport to take them to the workshop wepn time. Teacher absenteeism
was also caused by poor infrastructure (e.g., poads, a lack of transport facilities,
and the fact that most teachers did not live indb®munity but commuted from the
city on a daily basis). Regarding teacher absesiteaind its impact on teaching and

learning, the principal reported:

One of the challenges of managing a rural schoth#t there is a high level
of teacher absenteeism in the school. The challentfeat most of the time is
it is beyond the teachers’ control and as a priatigou are powerless,
especially if you are also part of it and you urstand what is happening.
For example, if roads are not accessible you cariote people to walk on
muddy roads. Unfortunately, it is the learners wdudfer because they lose
hours of learning time which affects their performa (Principal semi-

structured interview, 1June 2010).

Participants in this study raised a concern regagrthe poor quality and inadequacy
of resources in the school. According to them, fidoet that the school could not
afford to buy adequate textbooks for learners &gfitche teaching and learning
process and rendered the school deficient. Althdhghwas a Section 21 school that

could procure textbooks and stationery, the furlisaed to the school depended
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on learner enrolment (fewer learners meant lessegjorVith the high cost of
textbooks, this meant that the school was ofterblgn@ buy enough of the required
textbooks for the learners, which meant that thailable textbooks were never

enough. An SGB member commented:

Rural schools always delay in getting books andnvtieey finally deliver

books they are not enou¢BGB semi-structured interview"8une 2010).

The teachers also lamented the inadequacy of teksbfior teaching and learning.

For example, one teacher complained:

It is difficult to teach when not all learners hatext books. As a teacher you
are the main source of information and that limysur teaching style, it
really makes teaching difficult. You cannot evewegihem work to do at

home (Teacher focus group interview,1&eptember 2010).

The ever changing curriculum also meant that nestbt®mks would be needed, thus
requiring the school to keep buying new textbookspeeviously bought ones had
become obsolete. While the school had a book vedrigolicy which clearly stated
that learners should return all the textbooks tiaak been allocated to them at the end
of the year, the school appeared powerless wheame to dealing with learners who
could not or simply did not return books. When aklabout the book retrieval
system, teachers expressed concerns that this etagonking as they could not do

anything if a learner lost a book. For example, maeher stated:

Before we used to withhold results until a pareay$a lost book for the
school but we cannot do that anymore. Now thingsehehanged the DBE
warns that no learner should be punished for losanigxtbook and learners

and parents know thideacher focus group interview, 1 &eptember 2010).
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Learners argued that they did not lose books dalibly but that books sometimes
got wet inside their bags on rainy days. Sometienbsok could get wet at home if
the roof leaked and they were embarrassed to reafty books and then explain

what happened.

Linked to the shortage of textbooks was the lackbwéry and laboratory facilities.
This was a great concern among the participants argaed that this deficiency
impacted negatively on their learning. Learnersnestated that they would have
loved to have a library in the school so as to dpssme time there studying and
gaining knowledge, rather than walking around tbleosl yard doing nothing. To

illustrate, a learner asserted:

If we had a library we would spend most of our flegsons there studying

and doing projectéLearner semi-structured interview,"L1May 2010).

For the learners the fact that there was no libraeant that for work like projects
they had to rely on insufficient information obtath from teachers. One learner

explained:

The fact that we do not have a library means thatde not have access to
extra information to do for an example projedisearner focus group

interview, 18" August 2010).
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To illustrate the negative impact of these shogagarticipants attributed the high
failure rate in Science subjects to the lack obtatories and laboratory equipment.

By way of an example, an RCL member stated:

Teachers are teaching but let me make an examplBhysics we do not
have anything [equipment]. If Miss A wants to doexperiment she has to
borrow from other schools. Sometimes we are tolat the cannot do
something because there is nothing to (REL focus group interview, 25

August 2010).
In a separate interview, a parent concurred:

You see, resources are not enough, let me makexampée we are told
Science is difficult but our children only listemteachers but they cannot see
what they are learning about because there is romdatory (Parent focus

group interview, 2% August 2010).

In my experience, rural schools do not have thanfonal capacity to procure library
books and complete science kits because they eetasg funding from the DBE and
have to use those limited funds to do so much. Klseovations revealed that there
was a room called a laboratory which had a fewgyestn the wall and old bottles of
different left-over chemicals. This room was useddcience lessons; hence it was

called a laboratory.

Poor school infrastructure was also identified gsr@blem in this school and the
effects of rurality were visible. This was a comcén the participants because they

thought if the situation was different learners Vdoloe exposed to a better education.

198



Their concerns are supported by Gustaffson (200&) posits that there is a link
between the quality of schools and physical infrestire and performance. This
author warns that it is difficult to separate tlife&s of rurality and poor quality of
education because evidence suggests that the phgsicironment has an effect on
schools. In this regard an SGB member stated:
You see, in this school windows are broken, dute@sgon time it is even
windy inside the classroom, there are no doors dnithe weather is too
windy even the roofs make a funny noise; if itaiging there are too many

leaks in the roofSGB semi-structured interview"8une 2010).
Similarly, a teacher argued:

The school environment has to be conducive to iegrinere it is not... even
the buildings are damaged and look old ... windanes broken ... no doors

(Teacher semi-structured interview! dune 2010).

Poor infrastructure also led to absenteeism arahtyiamong learners. For example,
uncontrolled entry and exit through the school gates a concern among all the
participants, including the learners. The fact thate was no gate control promoted

truancy among learners. A parent explained:

There is no security guard at the gate, learnemhe@and go as they please
and it is not easy for teachers to control themdose they are teaching

(Parent focus group interview, 2&ugust 2010).

Because of this uncontrolled entry and exit of pedp and out of the school,
learners left the school premises any time thelylifed it, even during lesson time.
As mentioned in the previous chapter, even communégmbers tended to come in

and out of the school premises without reason. ds wommon for community
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members to listen in when teachers were teachiegrrers also bunked classes and

left the school premises to go to the nearest stiopang around.

6.3.3 Conduct and School Routines

Looking beyond Matric results as a measure of aement, the participants in this
study linked school underperformance to how leantrachers and the principal
conducted themselves in and around the school. rAoap to them, learners,

teachers and the principal should always be orr thest behaviour and conduct
themselves vis-a-vis school routines. To illugirttis point, the participants put
strong emphasis on the need for all learners tor whesr full and proper school

uniform as a sign of respect and care for the dcdioa their education. They seemed
to share the sentiment that if learners wore thehiool uniforms properly, it was an
indication of being a good and well-behaved learien asked how they would go

about identifying a good school, one parent respdnd

If it is a good school, you will see it by learn@rsaring a full school uniform

(Parent semi-structured interview).

In addition, during a focus group interview with mieers of the School Governing

Body (SGB), the following views were expressed:

You see a good school by first seeing learners iwgax full school uniform
as this is a sign of respect for the sch(®GB semi-structured interview™8

June 2010).
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On their part, the learners also echoed thesensents. To illustrate, one learner had

this to say:

In a school learners should behave well. Learnéisutd, for example, wear
a full school uniform and be clean because how w@ar your school
uniform tells people the kind of person that yoa and the kind of life you
are living. If learners come to school wearing task with no tie, not
presentable as if it is a school for hooligans, waill not learn anything if
you are wearing something other than a full schooform. A uniform makes
you and other people believe that you are in sclamal are determined to

learn (Learner semi-structured interview," 1May 2010).

The learners highlighted the importance of lookireat and they were outspoken
against learners who wore their uniforms like ‘oadly people who are not school
goers’. According to them, there was a special Wayear a school uniform which
distinguished learners from other youths. As tlarlers pointed out, things like big
earrings, beanies, scarves and takkies (sneakerg)dsnot be worn with the school
uniform as this was a sign of disrespect. To thidgm®,school uniform and the way it

was worn symbolised a good education.

The learners also linked school performance/undimpeance to stakeholders’
commitment and respect. They regarded a schoolmefarming school when its
learners were taught about and demonstrated respéatir conduct. To illustrate,

for one learner this meant the following:

Another thing that we gain from coming to schodleispect. You see if there
was no school here people would not respect eduwdr,oive would not have

the respect that we learn from school. Because mesehool we don'’t just
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learn what is in the books but we are taught regpgecespect not just older
people but to respect younger people as well. Evg@erson who comes to
school for the sake of whiling away time ends ugingi with people who
have goals in life who want to be something in &fed ends up being
motivated and also ends up dreaming to be somethirige. We come to
school because we want to achieve our goals. Noconges to school just
because everyone is coming. We all have goals (hearner focus group

interview, 18" August 2010).

In addition, the learners pointed out that a sciwealild be underperforming if its
learners did not show commitment to their work didinot respect teachers and the

principal. A learner expressed this sentiment thus:

In school learners should have respect becauseectdp important; if you
have respect you gain a lot, you get blessinge.den’t respect teachers, we
don’t come to school on time, if the school finslae 4 or 5 (for extra
lessons) we don’t want to do that. If we do stay fyjod that we are on our
own, we end up not studying but make noise and.cl@imetimes we just
don’t want to study our books, | don’t want to Isgmetimes we just don’t
want to study, like everyone we also get lazyudysbur books | don’t know
why... As you can hear them now, learners are ngakoise but this is lesson
time but they are just making noise you can see nthateaching is taking
place, they had their break time they should nowirbeclass learning

(Learner semi-structured interview,"LMay 2010).
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Similarly, teachers also expressed the view thatnkrs contributed to a school’s
underperformance when they showed a lack of comemtrand discipline in and

around the school. In this regard, one teachesdstat

What | think contributes mostly to underperformarsckack of self discipline
from learners. Learners should be disciplined andw that when they are
given a project and they are guided to do that @cothey have to do it. If a
learner decides not to do that project, that is pheblem because you cannot

force someone to do wofKeacher semi-structured interview! dune 2010).

Parents concurred with the view that learners warecommitted to their school

work. One parent said:

As a person who is here in school regularly | ususée that learners are not
serious about their work. They do not have resparcteachers(SGB semi-

structured interview, '8June 2010).

My observations in the school also suggested lesrdesrespect for authority. This
was evident from the noise levels in classroomsidlwimostly happened in those
classes where there was no teacher in the classswnwhich | return to later in this
chapter). Parents and teachers in this study vieeaadhers in the school as not
caring for their school work. The sentiment wasregped that most learners tended
to succumb to peer pressure and were coerced adadbbhaviour by their fellow

schoolmates who were not interested in their schvook at all.
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Participants in the study also identified bad béhavand lack of discipline as
contributing to school underperformance. They dsfia good school as one which
had an effective code of conduct or system of nooimigy learner behaviour. In such
a school learners would always be well disciplin€dnversely, they viewed an
underperforming school as one which did not havengt school rules to monitor
learner behaviour and where learners were notdistiplined. They were cognisant
of the fact that, in underperforming schools, leasrbehaved in ways that disrupted
teaching and learning; no disciplinary measuresewaken against unacceptable
behaviour; and school authorities were not stritiis allowing learners to
misbehave. This was the opposite of a good schdwrevlearners would be
encouraged to show good conduct and where they werstly at their best
behaviour. In effective schools learners were atvasyarned against and guided
away from bad behaviour. All the participants bedig that a school should teach
learners about good behaviour. For example, teacpeinted out that it was the
school’s responsibility to teach learners good keha and to ensure that learners
knew wrong from right. They felt that it was the®sponsibility to ensure that

learners were always at their best behaviour. kamgle, one teacher stated:

Teaching is not just about academic work and wmitteork only, we also
need to teach them [learners] about good behaviemrthey know how to
make good decisions about good and bad behaJibeacher focus group

interview, 14" September 2010).
Another added:

We also need to give them moral lessons, we dast't¢ach from textbooks.

We talk to the learners about morals, so we mohént to be responsible
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people and to survive in the outside world. Wettedin that for you to live a
good life you need to behave in a particular manfieacher semi-structured

interview, 4" June 2010).

Learners also agreed that good behaviour was iapoas it prepared them for life

outside schooling. One learner commented:

Here in school we come for an essential need wisi¢b learn but we also
learn about life issues like how to behave. Teaxlhee able to give us advice
on life issues like good behaviour as they were &arners once and they
know what we are going througlfLearner semi-structured interview, ™7

May 2010).
A second learner added:

From schooling we gain because we are taught agoatl behaviour. If you
go to school even in the community young childoak lup to you and say
they also want to be like that well behaved per<dlder people [in the

community] also look at how well behaved we are seel that we are really

educated RCL focus group interview, 35August 2010).

A third learner concluded:

School is very important. A school is not a platere you carry your books
and study them only. At school you learn good bielbayvyou learn that you
need to behave in this manner. Even if you are rasioeducated people you
know how to behave around thethearner focus group interview,18

August 2010).
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On their part, parents tended to see the schogtasning learners to behave ‘like
educated people’. For them, educated people behasdidall the times. They
believed that uneducated people were unfortunateuse they would always behave
like ‘amagaba’(barbarians), a term for people who are not erdigbdl enough to
know the difference between acceptable behaviodr @macceptable behaviour.

According to one parent, schooling was importacibee:

There is a lot that our children learn from schdide good behaviour...
amaqgaba [people who have never been to school]gnsut when they are
talking, educated people don't do that, we don’ntwaur children to behave

like that(Parent semi-structured interview,"8lay 2010).

A member of the SGB added:

If a child goes to school he learns respect, topees older people and
different types of children he meets at school.l¢déens the correct way of
talking with other people and learns to speak tdeotpeople in an

appropriate manner  (SGB focus group interview, 1Geptember 2010).

Furthermore, learners believed that good behawaurld help them to cope in the
workplace when they were older. In a focus grouprinew, learners were asked:
“What if in a school there is no order and learnars allowed to get away with
mischief and bad behaviour but still pass welhaténd of the year?” The following

responses emerged:

Learner 1: I don’t think there is a problem as loag you pass because

that is the reason why we come to school.
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Learner 2: | personally think that is a big probldmecause in a school
you also need to learn good behaviour. When you nane
working you will be asked to do something if youse you'll

then lose your job.

Learner 3: | agree with that; you will learn and ggmwell and at work you
will continue with what you were doing at schootuYfind
that you do your work in your own time or maybe gounot
come to work on time. At work it is not about doyogir work
well but also about being punctual. You will alwaysne to
work late and be dismissed and lose your jdearner focus

group interview, 18 August 2010)

Participants in the study identified late comingancy and absenteeism as some of
the factors that determined poor school performahnbey seemed to share the view
that bad behaviour, and subsequently poor schatrmpgance, could be measured
against the rates of late coming, truancy and absem. According to them, a good
school would be one where all learners observeddatatoutines according to set
rules. They rated bad behaviour as prevalent iuraterperforming school when
learners did not seem to respect the school tilWlgsobservations revealed that
learners came to school late in the morning andndidrespect the school bell after
break time when they were seen to be in no rusktton to classes. Learners were
also seen to be outside classrooms during lessmstand many played truant by
leaving the school premises without permission fréine school authorities.
Absenteeism was also a problem as learners absémésaselves from school
without permission or due reasons. According tol#aeners, most of them bunked

classes if they did not like the teacher; theretbey did not gain anything and, in
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the end, failed that subject. Learners loiteredhaps during school time and played

juke box, smoked and consumed alcohol.

Good behaviour was interpreted as when learnersredd all school routines and
respected the people in authority. The participavieswved late coming and
absenteeism as indicators of an underperformingachVhen asked about a good

school, the participants identified a performingea as follows:

...where learners are well behaved, not loiteringuamd the school during
lesson time, and also that when teachers ensurtewhan it is their lesson
time they honour lessons and teach learners. Ib#derings after break the
learners respect it and return to class. In the niog they are punctual and
get to the school assembly on time. If morningolessare organised they

respect and attend those less@bsarner semi-structured interview, LKay

2010).
In a focus group interview with learners, they axpéd:
Researcher: How would you describe a good rurabsth

Learner 1: Measuring school performance starts wathool rules. You
see, if a school comes out at 12 and again anathgirit is out
around 10. If you walk past the school learners alleover
the yard during lesson time. The school starts whih rules
that have been made inside the school which deternoutine
before we can look at what is happening inside the

classrooms.
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Researcher: Ok, what else?

Learner 2:  Break time should be break time anddessme should be
lesson time at school. If the bell rings we haveetgpect it.
Not that when the bell rings learners just loitetoand the
school and wait until the teacher comes and téilent to go

inside the class rooms.
Researcher: Ok?

Learner 3: | will see a good school by the factttdaring lesson time
learners are all inside the classroom, no learnars all over

the school premises as if it's break time.
Researcher: Alright.

Learner 4: Learners should also know and respeet sbhhool starting
time and the finishing timgLearner focus group interview,

18" August 2010)
Parents also shared the same sentiments. Toallestme observed:

Children should make sure that they do not abseaiselves from school
and also be in school on tim{@arent semi-structured interview, "L®ay

2010).

From the participants’ perspectives, the school walaarly underperforming as it

exhibited the opposite attributes to what they saged a good school to be.
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As far as teachers were concerned, the partigpanthis study believed that for a
school to be regarded as performing, they needéustid discipline and discourage
bad behaviour; in the process they should lead xamele. If teachers did not
discipline learners for not doing their work ana fiad behaviour, then the school
was viewed by the participants as underperformiigen asked how he would see

an underperforming school, one learner responded:

Learner: | can say that an underperformindi@al is where learners

can misbehave without being punished.

Interviewer: So in your opinion an underperformisighool is a school that

lets learners misbehave?
Learner: Yes, anyhow.
Interviewer: What do you mean by anyhow?

Learner: Like when learners come to school lateying not done their
work but teachers say it is none of their busiress they do

not reprimand learners.
Interviewer: Ok?

Learner: ... and when learners bunk classes and be outsiderex

teachers can see them but teachers choose to iginene

(Learner semi-structured interview,”quIay 2010)

Participants saw their school as underperformingabse, according to them,
teachers were not honouring their lessons, werecowimitted to teaching and did
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not respect the school times as they came to st¢hi@olMy observations during this
study also suggested that the rate of teacher tdgsem was high in the school.
Moreover, if the principal was not at school, whislas quite often, classes were
disrupted and no learning took place. Teachers avaitl in the staff room and
learners would either wander around the school eaivd the school premises
altogether. During the time of the study, learngoalld sometimes be in school for
the whole day without a single teacher teachingnthgarticularly on the days when
the principal was not there. Because of the haih of teacher absenteeism, some

classes were often left unattended for long peraidsne.

According to the participants, a good school shcwdde hard-working teachers;
teachers who would be in class on time, teachirigctfely and ensuring that
learners understood the lessons and passed acssibjloreover, they felt that good
schools possessed teachers who worked as a teawhanthught, modelled and
rewarded good behaviour and encouraged good psogne®ng learners. In this

regard, a learner explained:

A teacher should be organised, come to class oa tomteach if it is his
period, if he gives learners work he marks thatkvan time... a teacher who
does not absent himself from work unnecessarilyy ghalways present,
comes to school on time, respects learners and o¢faehers... teachers do
not honour their lessons, even if the teacher sythe needs to send work so
that learners are kept busy and they do not maksendearner semi-

structured interview, 7May 2010).
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According to the learners and parents, teachethdnschool under study did not
respect learners. They gave learners work to daowitexplaining it first. They used

old teaching methodologies which were not condutiivaccessing the new syllabus.
Sometimes a teacher would just ‘teach’ for the wHekson without giving learners
a chance to contribute to the lesson. Some wowed lgiarners written notes about
the work without explaining the work. Moreover, ¢bhars were not marking

learners’ work on a regular basis. Both the paramis the learners believed that
teachers should be dedicated and do their worlctefedy. This seemed to be the

view of all learners in the focus group intervieas,one learner asserted:

‘Sometimes we feel that teachers just come to tlasause they have to and
not because they have a passion for teaching. Taresome teachers who
are dedicated but some (pause) | am not sure wdy ¢cbme to school in the

first place.’(Learner focus group interview, ®&ugust 2010).

According to the participants, although teachersewadged by learners’ results,
they were not supposed to just teach learners aaick rthem pass. Rather, they
should also mould learners into responsible addltey could do this by being
examples (role models) of good behaviour. In a $ogtoup interview one of the

parents stated:

‘Teachers should be good role models to our chiigdithey should behave
well and be responsible in front of their learne@ur children look up to
these teachers because they are educated andetheyd lot from what they

see them doing(Parent focus group interview, 22wugust 2010).
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Further, learners felt that for teachers to be abléeach effectively, they should
network with teachers of effective schools. Soméhefteachers acknowledged this,

as one observed:

Teachers have lost their conscience. You encowsaganotivate learners to
do their work until you give up and say to yours&ly the way, this child is
not my relative; why should | be so concerned anelss myself this much?
Why should | waste my energy chasing after a ol does not want to
work?” You give up because if you continue to dat tearners would hate
you. This then makes teachers to be demotivatednées are not willing to
do their work, we try hard as teachers but they'daant to work(Teacher

semi-structured interview™June 2010).

There was a feeling among the teachers, learnatstten principal that the DBE

should visit schools to assess teachers’ work anchdke sure that teachers were
teaching effectively. This would assist teacheralso assess their own performance.
| surmised from this that the DBE did not have egiohuman resources to allocate

support visits for all schools.

The findings of this study also identified the ralethe principal as key to school
performance. According to the participants, the raf the principal should include
the following: making sure that the teachers didirttwork, providing for learner
needs, providing safety and security, and ensuitiad) the school had classrooms
that were conducive to teaching and learning. Tfedty that it was also his/her

responsibility to ensure that the school had aecéffe code of conduct and that
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learners who misbehaved were disciplined. All tleetipipants believed that the
principal was too nice} they concurred that he had a kind heart buthkappeared
to be ‘a pushover. When asked to explain, theygssted that he tended to accept
teachers’ lame explanations and excuses for thegrdeeism and for not doing their
work. On the positive side, he was regarded abkaads-on’ man who assisted
teachers with their teaching if they were teactsnbjects that he was familiar with.
For example, one teacher explained: | DELETED ONENBENCE THAT WAS

NOT RELEVANT TO THIS SECTION

The principal is a very hard-working person; heefrihis best and unlike most
principals he assists with teaching Maths, but pineblem is that he is too
nice. He allows teachers to get away with unprofesd behaviour. They
make excuses about being absent and also aboundeachool early or
coming to school late. Some teachers take advardagjeat (Teacher semi-

structured interview, 2June 2010).

Like the other participants, the principal expresseme concerns about his own

leadership skills. He pondered:

Maybe my leadership style impacts negatively somesti | don’'t have
leadership skills, although | can motivate peoplg imaybe | use shortcuts.
Although | speak (motivate) to learners now andiagathink it's the style |

am using that creates challenges or maybe peopleatounderstand my

vision for the schoolPrincipal semi-structured interview, "1dune 2010).

Teachers agreed, as one stated:
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Our principal is too nice. Learners want someoneytiwould be scared of. |
have given up on taking learners to the principafice because he just
laughs it off. Learners prefer to be sent to thangipal’'s office than being
dealt with by teachers and they would ask you maol $bem to the principal’s
office. They need a principal that they would ba&red of, a principal who is
decisive, a principal who will be taken serioudiyhe tells learners to get
their parents, for an exampl@eacher semi-structured interview!" 4une

2010).

Significantly, some of the parents believed tha frincipal contributed to the

school’s underperformance. One charged:

Our principal might also unconsciously contribute tinderperformance
because he is too polite and has a good heart hisdnhakes him gullible to
learners’ and teachers’ explanations and excugBsrent focus group

interview, 23" August 2010).

In spite of these sentiments, the participantstpdimut that the principal was very
popular and well liked by both the parents andl¢gaeners; this was because he was
a hard-working person and his actions showed gle¢hdt he had the school’'s best

interests at heart.

The findings as presented in this section suggekigdhe participants in this study
related school performance/underperformance tan#tare of the behaviour of the

learners, teachers and the principal in and arddchool. They also linked school
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performance/underperformance to stakeholders’ cdomemt and respect.
Participants associated bad behaviour and lack igtipline with school
underperformance. They also named late comingn¢guand absenteeism as some
of the factors that determined poor school perfortea The findings of this study

also identified management style as a determinfasittmol performance.

The next section focuses on the participants’ atbges regarding curriculum

relevance.

6.3.4 Curriculum Relevance

A third factor identified by the participants as ntdbuting to the school’s
underperformance was the extent to and ways intwitie curriculum was relevant
to the needs of the learners and the communitythis regard, the participants
lamented the limited subject choices availableh® learners in the school. They
reported that learners were forced to take subjietisthey were not good in. For
example, the learners interviewed expressed unhegpiabout the limited subjects
offered in the school. They felt that they neededhaice of subjects other than
Physical Science and Business Studies and argusdthite school should offer
subjects outside these two streams such as Dram@mry{and Religious Studies,
especially as some learners could not cope in sgiand commerce subjects. One

learner explained:

There are learners who are good in Drama, peopleehao choice but to do

Physical Science and they fail because they aregonot in Physics. Some
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learners are good in History and write about histal events well and they
are capable of doing well if they are given a cledic do History but because
there is no History in this school they are foraeddo Physical Science

(Learner focus group interview, 1&ugust 2010).

Even those learners who were admired by their sxachecause they were doing
well in these subjects had reservations aboutithged choice of subjects in the

school. One explained:

| am also doing Physics and Maths and | am doinly g that has nothing
to do with what | want to do when | finish schdodm very talented in the
Arts so | would have loved to do Music and Dramease that is where my
talent is. When 1 finish school | want to be a mdeejay or music producer
because | am very talented in those things. Everyexpected me to do
Science because | am intelligent so that is whatnl doing but it is not
relevant to my future plans. There is a school tiférs these subjects but
it's too far and | cannot go to that school becaitss far (Conversation with

a Gr. 12 learner, 14September 2010).

In spite of these reservations, the participanentified subjects that were mostly
appreciated by everyone in the school. These iedudractical subjects like
Hospitality Studies and Computer Applications Teabgy. Participants felt that
these subjects assisted learners to leave schtotive skills that would help them to
easily get employment. They also felt that learrmsld use the skills that they
gained from these subjects to start their own lmsses and to employ people to

work for them. A member of the SGB observed:
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Even if my child does not become an employee shebeaself employed

because if you have catering (Hospitality Studigs) can develop yourself.

If you take this subject exactly as it is and kig@u see even if she cannot
go to university but she can use that skill andehprvogress in life(SGB

focus group interview, f0September 2010).

Teachers also felt that these subjects would dssisters after Matric and that even
those learners who did not pass Matric could usesethskills for business

opportunities and job creation.

Second, linked to the above, the participants ofeskthat there was a need for skills
based education as this would be an answer to tbelgm of unemployment

experienced in the community around the school.|@amers felt that some of them
already had talents and they would appreciate dppities to develop these talents

in the school. Explaining this view, one learnaited:

There are learners who are already talented in @ierskills; they can make a
new shoe from scratch, make a T-shirt or jerseyf Beught from a shop but
for those people to be successful a school needapport them by offering
subjects that would benefit them and make themesafid in those areas

(Learner semi-structured interview,"LMay 2010).

Parents also showed interests in skills based #@dacarhey suggested that the
school could offer courses in electrical work, twairk needlework as they believed
that these would assist their children not to nesely work for other people, but to

start their own businesses. For example, one pauggested:
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We want our children to leave the school with sKilkke being electricians,
artists, etc. that they have learnt here. We waett to use those skills to

open small businessé@arent focus group interview, 22wugust 2010).

Teachers also cited skills like woodwork and biagkhg as of great importance in

this regard. They believed that education shoutdigomore on skills as most rural

learners finished Matric and stayed at home bectngseparents could not afford to

send them to university. One lamented:

| thought education was going to change to alloarters to finish Matric,
use 5 years of high school and leave with skilshsas being bricklayers or
electricians. While the academic part of educai®there, the practical part
should be there as well where there is a serioaslpetion of skills of some
kind. You see as we are teachers, in Grade 12éel a child to fit tiles or
roof for me | can get them from school and pay thelfnl need someone to
fix my car | will do my car service here. Thatlhe tkind of education | want
implemented in South Africa. That is what we arpiing for, really if you
look at the system of education we have it is notdgoecause a child leaves
Grade 12 with nothing(Teacher focus group interview, M4September

2010).

Third, the participants identified their aspiragdior a curriculum that would address

the needs of the learners and the community. Famele, there was an outcry from

learners, parents and teachers for Agriculturegqoért of the school curriculum.

According to them, there was a great need for $liject in the school. They
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believed that only then would the school be reghrae really serving the needs of
rural people. For example, when asked what quatitycation for rural people would

look like, one parent stated:

Quality education in the rural areas would be agittare which used to make
children work on land and develop love for laf@arent focus group

interview, 23 August 2010).
Expressing a similar view, a learner observed:

| think here in the rural areas, it is where peoptestly use land to farm. It is
where when you look around you, you see that peamgleising land but not
for profit. That kind of business is done by Afniges but if people can be
introduced to it through agriculture people can opaeusinesses out of land
use So agriculture as a subject is a necegkiarner focus group interview,

18" August 2010).

The participants believed that agricultural skillsuld make learners self reliant and
rural areas would be developed without being t@nséd into urban areas.
According to them, this would also assist in préwvenyoung children from leaving
rural areas in search of work in the urban areatheg could be self-employed. It
would also instil love for the land among the yowidgldren who seemed to look
down upon work associated with land. Agriculture wdo equip learners with
knowledge of gardening, farming, forestry, and irgspoultry live stock for
commercial purposes. It would also create oppaisifor the establishment of
small businesses such as selling vegetables ared ptbduce from the land. A

parent stated:
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| so wish they could do Agriculture, they can emdnot even working for
someone but owning their businesses... We wanttthérarn different skills,
these skills that people look down upon as if peegho studied them are
nothing. Poultry is important because people can &tuff like eggs, chickens
from you. A person can improve his life through Ipgu(Parent semi-

structured interview, fdMay 2010).

The principal also felt that the current educatisystem promoted individual
development and not community development in teoithe curriculum offered.
According to him, the subjects offered by the sd¢hwere unfortunately guided by
the kind of teachers already in the school andheyrtumber of teachers the school
should have in relation to the number of enrolledrhers. He argued that rural
schools would always be at a disadvantage becaosé ofh them had a very low
learner enrolment. The principal, like the learn@arents and teachers also aspired
towards a school that offered subjects in elediriselding and plumbing skills.
However, the latter two skills are no longer oftére subjects in the South African
curriculum whereas Electrical Studies requires ecsist teacher and sophisticated
and expensive equipment on site — something feal sshools can afford. Although
the principal had a science background, he felt thel people saw subjects like
Mathematics as abstract and of no relevance to tivels. These subjects were
therefore unpopular with the learners. Accordingita, a technical school would be
much better in the rural context as current sulgjhoices did not seem to be relevant

to rural people, leaving them unmotivated as altelde stated:
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In the community they use land a lot for farming ke school is not
providing agriculture as a subject. Why? Becausedwer’'t have teachers

who can teach i(Principal semi-structured interview, "L.dune 2010).

Fourth, co-curricular activities were also idemdfias significant in determining a
school’s status as performing or underperformiray. éxample, although the parents
interviewed in the study did not mention any corowlar activities, both the
learners and the teachers believed that sportsicsi@uan important part of their
school life. They believed that a school would heargnteed to offer quality
education if a child got developed mentally (acadatlty) and physically. One

teacher observed:

Schools should have a sports coordinator becausa #weachers are there
they are not trained to teach sports. Learnerstget of academic work only
and most teachers, especially LO teachers, aretnagted to teach sports;
they just take learners to the sports field as acpdure and they don’t do
much. So it is important to have sports faciliieshe school so all learners
will develop fully, mentally and physically. It wdibe good for the school to

have its own sports fielfTeacher semi-structured interview! dune 2010).

According to the teachers, for a school to be seetaking sports seriously it needed
to have a dedicated sports coordinator and wellppgd sports facilities. According

to them there were a lot of talented learners wnghpotential to do well in sport, yet
the school lacked the facilities and human res@utoemine this treasure. This

meant that sport was not given any attention irsttieol.
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Similarly, the learners felt that not all of thenene academically gifted and that
some had talents outside academia. They felt hiosettalents should be nurtured by
the school. They also expressed the hope thatssfamilities would be built at the

school. One explained:

There are people (learners) who have talents bay ttho not pursue those
talents and be successful because school ignoredssphere are people
who are really capable in sports. No one invitag ‘Ehots’ in sports to watch
learners as they play so they can identify thelents. Learners just play
without anyone spotting their talents so it justiethere... those learners end
up being frustrated because they are talented ey tio not pass grades so
they end up taking drugs and dropping out of scl{behrner focus group

interview, 18" August 2010).

Concern was expressed that learners who did netefloin school subjects did not
feel that they were part of the school. They gostirated and dropped out of school.
The opinion was voiced that you could only be sasfid in sports if you left the

rural area and stayed in urban areas where scbffeted sporting facilities.

6.4 Summary

This chapter presented the perspectives of rurabplpe on rural school
underperformance, concentrating on internal or sluhg factors. It focused on how
the rural context had some bearing on rural schgolnatters and how this
consequently shaped the views of rural people ohodmg and school
underperformance. This chapter showed that ruraplpés opinions on schooling

were influenced by issues pertaining to ruralitysthy, | looked at the internal
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factors that negatively influenced teaching andrieq. These factors affected
quality teaching and learning in the school undedy The school experienced the
same misfortunes as most rural schools which teridave them in a state that is
unfavourable to teaching and learning. These faciocluded poor quality of
teachers, inadequate teaching resources and airgaastructure. An evaluation of
the data suggested that rural people assessedl gréarmance as going beyond
tests and examination results. Although they listsddemic performance as a
measure of school performance, they had a cleacepdnof other values and
standards that they expected their school to tdasih children and that they hoped
would be used to gauge school performance. For pbearthey valued respect and
good conduct and expected the school to mould tteidren into respectful and
well behaved citizens. The findings further sugeeésthat rural people were
dissatisfied with the curriculum that was currentiffered in the school as they
preferred a curriculum that would be relevant teirttway of life and that would
assist the learners to work towards rural developraed possibly self-employment.
The argument raised in this chapter was that pegaple’s views and expectations of

schooling were inextricably linked to their ruralperiences, needs and attributes.

In the next chapter | present the conclusion tcsthdy
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CHAPTER SEVEN

UNDERSTANDING AN UNDERPERFORMING RURAL SCHOOL: SOME

CONCLUDING REFLECTIONS

7.1 Introduction

The aim of the study was to explore the perspestoferural learners, parents and
teachers on an underperforming rural secondaryascho Chapters Five and Six |
presented a thematic analysis as well as intetpe$a and discussions of the
findings that emerged from the data. In this chapbegin by presenting a synthesis
of the study, focusing on the purpose, rationage/etbpment of the conceptual and
theoretical frameworks guiding the study and higté of the findings. | then
illuminate the key issues that emerged from thea d&ting my conceptual and
theoretical framework. | also reflect on the resbaprocess and conclude by
identifying the study’s key contributions to theeli and offering some

recommendations for future research.

As this study reiterated, after decades of demgc8&uauth Africa is still a country
that is characterised by huge inequalities andoseconomic challenges. These
challenges are mostly pronounced in the rural avdaish still suffer from great
poverty, poor infrastructure and unemployment. Asratosms of the larger context,
rural schools tend to bear the brunt of this povdrn addition, these schools also
face the challenges of poor quality teachers, pschnool infrastructure and
inadequate resources. However, despite these ilgegiguffered by rural schools,
the National Department of Basic Education has sstbpn accountability systems

approach to measure school performance. This m#etsthe performance of
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schools is measured by learner performance inmatexaminations, particularly the
National Senior Certificate (NSC) examination tisaivritten by Grade 12 learners at
the end of each year. This practice persists ite sgfi the growing critique of this
uniform system of measuring school performance gand & Neill, 2004; Gray,
2004; Toutkoushian & Curtis, 2005; Petty & Greefip2, Downey, Von Hippel &
Hughes, 2008). School performance measurementsnaento ignore the many
contextual factors (e.g., learners’ socio-econdmaickground, the school context and
others) which impact on the nature and qualityeaiching and learning, particularly
in rural schools. It is therefore unsurprising tiabst rural schools, like the one

under study, continue to perform poorly and aré sseunderperforming.

This research was important especially because#jerity of school going children
in this country are located in rural areas (Emaggioices, 2005; Department of
Basic Education, 2011). The study was premisedhennotion that most of the
challenges that rural schools face emanate fronegtural problems. In the context
of the post-apartheid educational reforms, thesg¢extual factors are largely ignored
or poorly addressed. When they are addressedyémions are often imposed on
rural schools and the views of the people livingyrking and learning in these
contexts are ignored. This study was therefore @esinon the understanding that
using examination results only does not fully refflhe failure or success of rural
schools in serving the needs of their rural commmesi It is for this reason that this
study aimed at examining underperformance in al mgaondary school from the
perspectives of rural people. The study was guimedne critical question:

* What are the perspectives of rural learners, paseamd teachers on

an underperforming rural school? What informs spelnspectives?
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7.2 Reflections on the Research Process

As a principal of a rural secondary school serviegrners from economically
disadvantaged families and as an educator whossitea experience included
teaching in a rural school, an independent schaogirls and a township school, |
became conscious that these schools were totdleretit from one another in terms
of resources, quality of teachers, learner socaemic background and the like.
This made me question the uniform accountabilityteasys approach to assessing
academic performance and school performance adyitconsiders the examination
results of Grade 12 (or Matric) as a performancasuement tool. Moreover, the
issue of underperformance in rural schools needsettully understood before any
measures to transform them are taken. My ratiof@leonducting this study was
therefore three-fold: First, this research wouldntdbute to my professional
development as it would inform the decisions | vdotdke in my future quest to
sustain the favourable performance of my schoal.rive, this now means ensuring
that a secondary school should not just performoraicg to the formal
accountability measures, but it should also senmeeneeds of the community within
which it is located. Second, the study should dbute to the currently limited
debates around the issue of underperformance &l sohools. Third, the study
should also be useful to policy makers, school mgarsaand others who are involved

in the improvement of rural education.

This study was premised on the notion that theiarfte of context on rural people’s
perspectives on underperforming schools would baifstant. Thus, informed by

the literature reviewed for this study, | came hbe trealisation that the measures
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currently used to assess performance in rural ¢$shoo South Africa were
inadequate. For example, a review of the policyegowmg the measurement of
school performance/underperformance and of theoappes used to measure school
performance in the new education system in Southc#&fhas revealed the
predominance of the accountability systems appro8ebond, the literature review
suggested that measuring school performance threlughaccountability systems
approach was biased against rural schools as iregn context;, particularly
contextual factors such as the socio-economic staitthe community in which the
school was located. Furthermore, the literaturgere suggested that context in
general and the rural context in particular, wagificant in understanding school
performance. The literature review made it partidyl clear that a rural context

impacts negatively on learner performance and sjuesgly on school performance.

Therefore, emerging from the literature review, éuld identify theoretical
frameworks for understanding the perspectives afniers, teachers and parents on
an underperforming rural school. These framework&luded theories of
underperformance (van de Grift & Houtveen, 2006¢, dpportunity to learn theory,
the compensation hypothesis, the contingency theorg the generative theory of
rurality (Balfour, Mitchell & Moletsane, 2008). Iterms of underperformance, the
opportunity to learn theory centres around factbet are particularly shaped by
internal school systems which hamper learners’ dppdies to learn. The
compensation hypothesis asserts that schools inoedoally disadvantaged areas
(including rural areas) have to compensate forfto that learners enter school
lagging behind their peers in urban schools. Tlheesfthese schools have to work

towards providing for these learners’ basic neegfere they can work on making
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structural improvements to educational processes. means that these schools need
to make up for what the learners do not have dueth&wr disadvantaged
circumstances in the home and community. Third ctir@ingency theory is built on
the assertion that the success of an institutitiesr®n the harmonious link of the
institution’s internal and external contingencytéas. This theory argues that these
two factors should complement each other for a @lctoobe successful. The second
framework used in this study, namely the generatheory of rurality (Balfour,
Mitchell & Moletsane, 2008), is based on the vidvatt challenges facing rural
communities require their active role as agentstrahsformation. This theory
envisions rural people as having the ability tom$farm their lives and who, given a

chance, could propose ways in which the directicth@ir education might take.

Informed by these frameworks, | developed four Grpeopositions which | used to
frame the study and to guide the data collectiahdata analysis. These propositions
were broadly based on macro policy factors, contdx{external) factors and
schooling (internal) factors as the three importasspects influencing school
performance/underperformance. The first propositi@s based on the opportunity
to learn theory which holds that the perspectivesunderperforming rural schools
might focus on internal (schooling) factors that te influenced by the rural school
situation (See Figure 1 in Chapter 2). Informed thig theory, this study was
premised on the notion that there were internaiofacin rural schools which were
influenced by rural contexts that would negativeifluence the opportunities of

rural learners to learn.
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The second proposition was based on the compendagmothesis which is centred

on the idea that schools in disadvantaged areasprmsde for learners’ basic needs
before they can work on making structural improvetedg¢o educational processes.
Informed by this theory, this study argues thatdhs a lot that schools need to offer
learners to make up for rural challenges beforg tta& concentrate on teaching and
learning as required by policy. Guided by policgntext and schooling matters, a

school that wishes to be successful should haveapacity to do this.

The third proposition was based on the contingeghegry which is informed by the
argument that for schools to be successful, treeeernieed to look for the best match
between their internal (schooling) and externaln{ertual) contingency factors.
Informed by this theory and based on the findings study argues that in rural
schools there seems to be no connectedness bessbealing processes and the
rural context. Rural schools operate as foreigtiturieons that have no connection to

rural spaces except in terms of their geographocation.

The fourth proposition was based on the generatheory of rurality which
conceives that challenges facing rural communitgegiire the active role of these
communities as agents of transformation. Informed tihis theory, the fourth
proposition holds that rural people’s views on aderperforming school depends on
the nature and quality of opportunities and pagrtitive decision making that the
school presents to allow for rural people to takeaetive role in defining good rural

schools and quality rural education.
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Guided by these propositions, as a researcher tchade a methodology that would
allow me to look into the multiplicities of the alr contexts as well as the
perspectives of those stakeholders (parents, tesaahd learners) who lived, worked
and learnt in them. In particular, the study hatht@ into account the experiences of
this rural school and its community, the identitiesmed, the schooling experiences
and how these translated into their understandioigschool performance. In
addition, informed by the above theories, the stegded to ensure that the voices
of the participants were heard in terms of theirtipalar understandings and
experiences of school underperformance. As suctat@ralistic method of inquiry,
namely an ethnographic study, was adopted. | usedethnographic approach
because it was important to capture the meanirgjsrtinal people gave to schooling
in their particular context. Furthermore, the apytol adopted was informed by the
notion that the ways in which people describe, &ixphnd present their perspectives
are derived from relationships with one another #rar environment. In sharing
their views on an underperforming school, thesealryseople shared their
experiences of life inside and outside school, liggting what was of value to them,
their needs, their socio-economic status and hothese influenced what happened
inside the school and consequently how they viewgetiooling and school

performance.

Despite the fact that | had my own preconceivedasdeabout school

underperformance and was conscious of my own expezs as a principal of a rural
secondary school, the fact that | stayed in thiiqudar school (my research site) for
an extended period of time allowed me to distangseth from my own perceptions
and to understand and value the views, perspectiypasions, prejudices and beliefs

of the participants | was studying (Delamount, 200&s an ethnographer, my
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interest was to observe my participants in the scbontext and to try to reconstruct
their experiences, beliefs and understandings ftbeir own standpoint (Smith,
1998). This process enabled me to draw togetherdhmplexities of the participants’
lives in and outside school and to harness an stateting of the ways in which
these learners’ school, social and home livesaéltd their perceptions of the nature

and quality of the performance of their school.

Using a multi-method approach, | observed variocsviies mostly within and
sometimes outside the school, conducted semi-gtedttand focus group interviews
with learners, parents, teachers and the prin@pédlreviewed relevant documents.
Guided by the need to ensure the quality of tha datlected within the school, |
sometimes went beyond the school borders to obseivat transpired from
conversations, informal interviews and observatioumside the school premises. For
example, | observed the activities of this ruramoaunity in the early mornings
before the school started and in the afternoong lafter the learners had been
dismissed. | would also stand on the main roadndusichool hours to capture the
location and behaviour of the learners during sthoars. | also went beyond what
had been planned in order to capture the variotdwitees and views in this
community. For example, when the opportunity to ehav conversation with an
elderly gentleman who had been part of the foundicigopol committee presented
itself, | went to his house to speak to him. Thigiaction proved to be invaluable in

procuring background information for the study.
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Ethnography as a research method allowed me tariedeeply involved in and to
share the lived experiences of this rural schoahrmoonity (Smith, 1998; Henning,
2004). 1t allowed me to reflect on these rural pespperspectives on school
underperformance and also to discover and underskenmeanings that they made
of their rural context, vis-a-vis schooling. Froimese perspectives, | was able to
construct what | consider to be meaningful insightgards our understanding of the

notion of underperformance in rural schools.

7.3 Perspectives on Rural Schooling and PerformanceSummary and

Discussion

The purpose of this section is to summarise andhligigt the perspectives of
learners, parents and teachers on an underperignmmal school, to identify their
reasons for such perspectives and to draw tentatveslusions on what these
perspectives mean and how they contribute to aemetinderstanding of
underperformance in rural schools. | begin thigisedy presenting a discussion on
the findings as guided by the propositions frantimgstudy. | then present my views
on how the study will contribute to the pool of kvledge in the field of
performing/underperforming schools. To conclude tbection, | address the
implications of the findings for a place-sensitigpproach to understanding and

addressing school underperformance in rural seti@mgl elsewhere.

7.3.1 Perspectives on the relationship among rurdlouseholds, the community

and the school
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The first broad theme organising the findings irs timesis pertains to participants’
views on the relationship between rural househalag the school and how this
relationship impacted on parental and communitplvement in the school. In this
regard, the findings suggested that there wasculigection between the home and
the school in this rural community. It was foundttiwvhere schools generally expect
the home to function as an environment where schesnining is extended and
enhanced, the experiences in these rural houseteided to impact negatively on
the activities of the school rather than to suppimeim. To illustrate, due to the very
poor socio-economic conditions that prevailed instnbomes in the community,
learners’ study plans at home were often disruptetior curtailed by the numerous
chores they had to perform. Moreover, the lackasid facilities like electricity and
water in the homes made life hard for these learnResources which arguably
enhance learning such as television, radio, etafgtrinewspapers and computers

were luxuries that most households could not afford

The literature has revealed that the family stmectim rural communities is often

negatively influenced by micro-systems such asntigrant labour system (where
most adults from rural areas live and work in urbantres away from their families
for most of the year), illness (for example, thegaot of HIV and AIDS) and the

phenomena of child-headed and/or grandparent-hdzaleskeholds (due to the death
or absence of the biological parents). Within ttoatext, the data revealed that from
a very young age, children in this rural area leathke on household chores which,
in more affluent settings, are regarded as aduéisroAs a result, tensions were
created between the home and the school in termrsshaiol work versus household

experiences, resulting in a lack of sufficient sttidhe at home for many children. It
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was clear that neither the school nor the fam{jpesticularly parents and other adult
caregivers) shared the same view of what was redjuo serve the best interests of

the learners, as is corroborated by Van Wyk andrhen{2009).

The findings of the study also suggested that ther pelationship between the
school and the learners’ homes impacted negatmelthe parents’ and community
members’ attitudes towards the school. This aftegw@arental and community

involvement in school activities. Families are kmote have the most powerful and
lasting influence upon the attitudes, behaviour aretlemic performance of children
(Van Wyk & Lemmer, 2009). The fact that the schaotl the parents did not have a
common understanding of their roles might have libercause why parents did not
feel responsible for playing an active role in thaiildren’s education. There was no
direct connection between the achievements of thead and the community as the
school was seen as a separate institution thatneasserving the needs of the
community. The findings suggested that the parditsnot attend school meetings
nor responded positively when invited to the schimlbe informed about their

children’s progress and/or behaviour. Moreover,gadicipants in the study viewed
community members as part of the problem rathen tha allies. As Mmotlane,

Winnaar and wakKivilu (2009) point out, the schoadahe community should be

understood as a single body rather than as segawdies with different agendas in
the society. If this does not happen, as was tlBe gathis school, the community
members, including community leaders, do not vieaniselves as part of the school
and may instead view the school with some suspicibms in turn impacts

negatively on the supportive relationship betwees $chool and the community

which is necessary for the school to function affety. In the case of the school
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under study, the dysfunctional relationship betwten school and the community
contributed largely to the participants’ percepsionof their school as

underperforming.

Thus, informed by the evidence from the currentgtand the literature reviewed,
this thesis argues that the desired involvemenparents in school activities is
determined by their view of the role of schoolingdathe value that they and the
community put on the process of schooling. In ttine,value that rural people put on
schooling is based on the relationship betweerstih@ol and the community. The
study confirmed that a lack of a harmonious conoecbetween the rural home
situation and school practices has a negative itnpachow rural people view
schooling in general and rural school performamcparticular. In the school under
study, evidence suggested that the stakeholdensdi¢he school as not serving the
needs of the learners and the community and, abk, dhey were reluctant to
participate in the activities which the school sssMmportant for enhancing teaching
and learning and, in particular, academic perforceaat the end of the school year.
As van de Grift and Houtveen (2006) argue, thereukh be a harmonious
connection between educational processes and alsclsituational factors. The
external environment remains an important influemeceschooling, and unless
accommodated and planned for, it may continue fachnegatively on educational
matters or schooling activities. This in turn cdmites to the school being labelled as

underperforming by its constituents.

7.3.2 Perspectives on the role and value of schawliin a rural setting
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The second broad theme organising the findingkisthesis pertains to participants’
perspectives on the challenges experienced by @digplg, working and learning in
this rural setting and the impact that these chglls had on schooling as well as on
their expectations of schooling and developmenttFas demonstrated in the above
section, in less resourced schools such as thesthaol under study, what happens
inside the institution is likely to be influenceg bxternal factors (van de Grift &
Houtveen, 2006). In this regard it was found tHs tack of basic educational
facilities and infrastructure in the community hagrofoundly negative impact on
the school and its teaching and learning activitiegarticular, it had a huge impact
on academic performance throughout the school inmergé and on the performance
of Grade 12 (Matric) learners in particular. Altlghu there are intervention
programmes (such as the ones aired on radio, fampbe) that are supported by the
Department of Basic Education at national and praw levels, learners in this
school reported that this was a facility that nrasal children could not benefit from
because most households could not afford radidelevision sets. Moreover, those
who were fortunate enough to possess such fasilited to use them sparingly to
save on batteries as there was no electricity sujgpmany households. Having to
travel long distances for services (including tbarpey to and from school) and
resources such as water, also meant that learmgescompelled to spend more time
doing house chores than on studying. It also m#asttboth teachers and learners
arrived late for school and on rainy days the sti@s not easily accessible due to
muddy and/or flooded roads. These data confirmedtl énvironmental challenges
that communities experience have a direct effecatols and that what happens in

the community impacts on what happens in the scfidatris & Chapman, 2004;
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Emerging Voices, 2005; Reynolds, Harris, Clarkerrida& James, 2006; Chapman

& Allen, 2006; Harris, Chapman, Muijs, Russ & St@006).

A significant finding of this study relates to thways in which, and the reasons why,
the participants viewed the role of the schooleinms of its potential contribution to
improvement, empowerment and development. This Ig1e with Teffo’s (2008)
view that education has always been seen as am afgeansformation, development
and social change. Similarly, the participants exga the school to bring positive
change to its learners’ lives and subsequentlzéatiral community itself. Contrary
to the official view held by the Department of Ba&iducation that the school was
underperforming, the participants argued that ttesl generated positive benefits
within the community. These benefits included taet the school kept learners busy
(so that they did not have time to commit crimdayge sexual relationships which
might lead to teenage pregnancies), and it educdtesh on environmental and

health issues which the community was currentlypgiiag with.

Thus, the participants’ views were that the scha@al the potential to turn around the
challenging situation in this area. However, despite positive attitudes and
expectations they had of the school, the findings auggested that these positive
expectations had not yet materialised. Parentsuiticolar raised concerns that when
the children were educated, they left the ruralasrér urban areas and never
returned to improve the lives of their parents astters in the community.
According to them, the community suffered the fatechildren leaving the area to

work in the urban areas since there were more jobpects there. This contributed
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to the vicious cycle of poverty and underdevelopmerihe area. In this regard, the
available literature (Howley & Howley, 2000; Burhe2003; Gruenewald, 2003;
Flora & Flora, 2004; Emerging Voices, 2005; Howl2906; Corbett, 2007; Hlalele,
2012) has long pointed to the significance of placthe quality of rural education.
The argument is clear that education should empowat children and people for
socio-economic development within their own ruralmenunities as opposed to

educating them for work in urban centres.

In summary, this thesis was premised on the ndtiahrural peoples’ perspectives
on schooling matters are shaped by their rural esmluural situation and rural
expectations. The findings in this study clearlgefyrounded context as an important
factor that influenced the participants’ perspextion underperformance in this rural
school. In this regard, it was illuminated thattfas that impeded learning prospects
in this rural school emanated, amongst others, friira surrounding rural
community, particularly as a consequence of its |sacio-economic status.
Similarly, the poor quality of teachers, inadequasources and poor infrastructure
were reflections of the disadvantaged communityhiwitwhich the school was
located and which it was serving. Nemes (2007) tpaiat the values that rural
people attribute to schooling are informed by aalttnorms and traditions which
emphasise such values as good behaviour, respgatcemmitment. In this regard
the findings revealed that the participants’ viesvsand their need for curriculum
relevance were influenced by their context-specigeds and values. For example,
the rural people in this study dreamt that theitdcbn would be taught and inspired
to remain in their area, but there was a deep dbase¢hey were indirectly taught to

leave. This became evident in the subject prefe®nte., the need to teach
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agricultural and hands-on skills) and the reasatsral it. These findings therefore
confirmed that rural people’s perspectives on skhgo(internal) factors are

influenced and shaped by their rural context.

With the rural area under study being characterisegoverty, unemployment, an
ageing population and poor infrastructure, theti@tahip between the school and
the community was characterised by alienation. Thiedings revealed

disconnectedness between the rural household andsdhool, as there was no
continuity between what the children were taughtsamool and what they were
exposed to in the home and the community. To Haief teachers’ expectations that
children would do homework to extend what they ktestned in school were not
realistic for many because care givers (parentsgraddparents) expected them to
be engaged in household chores and other traditioles when they got home from
school. These responsibilities took time becaus¢heflong distances from basic
necessities like clean water and shops and a lafecitities such as electricity. As a

result, the school and the home functioned as temamte entities that did not
connect. Ironically, parents viewed the school #mel home as two entities that
should not disturb each other. As a result of thguncture, the parents and the

community refrained from involving themselves ithgal matters.

The findings further suggested that the peopleuralrcommunities have unique
expectations of schools and schooling. To illustran their view the school
represented progress and development. In partjctiar participants in this study

believed that schooling represented and facilita@gjress but that it was currently
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only attainable in the far away urban areas whee& thildren needed to go if they
wanted to be successful. Conversely, they also sewrole of the school as
alleviating the various social issues that negjtirapacted on communities such as

the high rates of pregnancy, crime and poverty.

7.3.3 Perspectives of underperformance in a ruralchool

The findings of this study suggested that the pigdits (all stakeholders in the rural
secondary school studied) had particular perspeston schooling, especially on
what constituted a performing or non-performingaahsuch as the one in their
context. First, the findings suggested that thieiwg were informed by the context in
which they lived, worked and/or learnt. To illusgain terms of the context, the
findings from observations and interviews with sfaélders suggested that there
were circumstances in this rural school that digdpactivities in the school and
therefore impacted negatively on the quality otkeag and learning. This finding is
corroborated by, for example, Muijs, Harris, Chapm&toll, and Russ (2004);
Emerging Voices (2005); Gustaffson (2006); Mash&teyn, van der Walt and
Wolhuter (2008); and Ebersohn and Ferreira (20%8¢h conditions included poor
quality and shortage of teachers, inadequate ress@nd poor infrastructure, among
others. In particular, this school suffered frommdequate staffing and this, coupled
with unfavourable working and living conditionshtied to promote absenteeism,
late coming, fatigue and low morale among teaclsrd learners. For example,
teachers travelled long distances to and from dctiaity. Obviously, the fact that
they commuted to work had its own challenges. laméhat most of the time they

arrived late for they shared public transport vattmmunity members. It also meant
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that, because of the poor road conditions, theyeweable to access the school on
rainy days. If or when they did get to school, thegre already tired from travelling
and were already worried about transport takingmthback to the city or

neighbouring town.

These conditions also led to a high turnover othees as the teaching staff was
always looking for better job prospects in and artbuhe city or bigger towns.
Furthermore, these conditions meant that it waBcdlIf for the school to recruit
and/or retain qualified teachers, leaving it mostith un-/under-qualified teachers.
Thus, the findings seemed to confirm GustaffsoRG06) view that links the quality
of school (and community) physical infrastructurgghwthe quality of teaching and
learning and hence with school performance. Theystherefore confirmed the
notion that, within a rural context, learners ateaadisadvantage and do not get
adequate opportunity to learn (van de Grift & Haan, 2006). This accounts for

their poor performance and, consequently, theiogkth underperformance.

Second, the findings of this study also suggedtati the stakeholders in this rural
school looked beyond academic achievement to iiyemtidicators of school
performance/underperformance. When asked whetbgrddw their institution as an
underperforming school, their starting point wasodjoGrade 12 (Matric)
examination results; but they went beyond this mesa$o include other yardsticks
within the school and schooling that should be @ygd to measure success or lack
thereof. For example, they identified certain valaed standards that they expected

the school to teach their children and their owrysvaf judging whether the school
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was successful in achieving these. The valuesthiegtilluminated included respect
and good conduct as they expected the school tddmitsulearners into respectful
and well behaved citizens. The participants, paldity the parents, measured the
success of the school based on what they saw hagpenand around the school,

focusing mostly on learner behaviour and teachedgct.

This view of the parents is supported by criticsaotountability approaches who
argue that although testing is useful, there ar@ymather measures (including
community impact and values) of school success dmatimportant to parents but
that are disregarded at the expense of standardeztsl (Downey, Von Hippel &

Hughes, 2008). This is because schools also cokdrilo other learning which is not
reflected by academic results but which may neetetis have a profound effect on
the future life of learners (Petty & Green, 2Q0Based on this notion it may be
argued that this school, that was labelled by eilutafficials as underperforming,

might in fact be a performing school in the eyeshdd community as it fulfilled

many of the expectations that they attached todtigp The challenge lies in how
the two perspectives can be brought together teldpvand implement educational
programmes that will benefit children in this rucaintext, an issue that | return to

later in this chapter.

Third, the findings suggested that curriculum ralese was a key indicator of how
successful the school was in the eyes of the varstakeholders. According to most
of the participants in this study, the subjectedt by the school were not relevant
to the needs of learners and the community inrimal context. For example, data

from the various interviews suggested that theig@péants favoured a curriculum that
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would be relevant to their way of life. Most exped great interest in subjects like
Agriculture which would assist in developing a Idee the land among the learners
and which would, in turn, address the issues oepgyfood security and nutrition in
the community. They also wished that the schoolccaifer skills-based subjects
like electrical studies, plumbing and needlewomdjdving that these subjects would
help their children to start their own businessethe area instead of abandoning the
rural areas for the urban areas in search of waxkording to the participants, being
taught irrelevant subjects did not motivate leasner stay in school; instead, they
were ‘forced’ to take subjects that did not beay eanmediate benefits for them or
their community. The parents were also scepticatlhef relevance of the subjects
taught as they felt that these did not mirror tredure and needs of a rural
community. These findings are supported by advsaat@lace-based education who
argue that education for rural people should addtiles needs of rural people and
that schools should work towards improving the fm$ses of success and
fulfilment for rural young people who want to reman rural areas (Burnell, 2003,

Gruenewald, 2003; Corbett, 2007).

7.4 Towards a Place-Sensitive Approach to Understding and Addressing

School Underperformance

The UNESCO action theme on rural development faxuse education for rural
development with the emphasis on education as tlst rpowerful tool for

sustainable development in rural areas (Educatiotay, 2004). If this has to be
successful, education should reach out to those livaan isolated rural areas. To

understand the plight of rural people and to fiotlsons to the challenges they are
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experiencing in education, there is a need, asddeldandela pointed out in the
preface to Emerging Voices (2005), to exploit tigaored possibilities of rural

people and to take the lead in the transformatibriheir lives. It is therefore

important to work together with rural communitieedaschools to ensure that
education policy makers take seriously the voidesi@al people who are meant to
benefit from such policies and interventions (Enreggvoices, 2005). Further, this
study and others before it suggest that educataicypmakers tend to give little

attention to the role of place in education. Theref there has been calls for
education interventions to take into consideratilo@ significance of place in the
education of rural people, as place is pedagogicdlshould occupy a more central
role in the way we think about and deliver educatiGruenewald, 2003; Corbett,
2009; Greenwood, 2009). To corroborate this, tmelifigs of this study clearly

revealed a disjuncture between policy around schedbrmance/underperformance
and schooling factors (i.e., what actually happes&le a rural school); contextual
factors (rural people’s experiences); and ruralppes perspectives on school
performance/ underperformance. This calls for a ra@proach to understanding
school underperformance in rural areas that witloemage the harmony between

policy, schooling and contextual factors.

The findings of this study further corroborated thew as expounded in Emerging
Voices (2005) that education policies tend to ignarral people’s way of life and
what they value in education. It is argued in tthissis that, when it comes to
measuring school performance and identifying uneléopming schools, education
policy only considers one approach, namely the @aaadility systems approach,
leaving no room for the consideration of any otfaetors (Department of Education,

1996; 2007). The identification of an underperfarghschool is done in respect of
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the academic performance of that school in relatiothe minimum outcomes and
standards and procedures of assessment as detérnyirtbe Minister of Education
and clearly defined in the NCS (Department of Etinoa 1996; 2007; 2009).
However, a simple interpretation is that the onlyeasure used to identify
underperforming schools is the Grade 12 (Matrigneixation results. In essence, a
school which achieves less than a 60% pass ratédatric is labelled as
underperforming. Other indicators, including thadentified by the rural people in
this study, are ignored. To illustrate, the findingvealed that the rural school under
study interpreted and accepted policy requiremémtsabelling their school as
underperforming, doing so at the expense of thaidemation of contextual factors.
The school valued examination results, particulatlsrade 12 level, giving little or
no attention to learning at the lower levels. Sdimgoactivities such as school
meetings, extra tuition and spending were concesdran Matric achievement at the
expense of achievement in other grades and phslsesover, teachers insisted on
adherence to school routines such as punctualggular school attendance,
completion of school projects and homework regasgilef learners’ contextual
situation, an issue that most learners strugglgfi. wirto exacerbate the situation,

teachers ironically proved incapable of adherinthese school routines themselves.

The values that people in rural settings attacledacation and other issues are
largely tied to their context or rural situation. this regard place, land and culture
are very important and of great value to them. Thieflected in the findings of this
study which suggested that there was much more ékamination results that the
parents, teachers and learners in this rural sclwodlcommunity valued as part of

schooling. When confronted with probing questiomsamination results were just
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one of several measures that they used to assessdbess or failure of their school
with respect, good behaviour and other values fegfuprominently among the

indicators they illuminated. In particular, the ieis and mission statement of the
school placed strong emphasis on cultural valuésgmod rural citizenship as keys
to providing good education and achievement. lmlh¢ this vision and mission

statement was contradicted by contextual issuds asisubject and teacher provision
in the school, both of which were ‘forced’ on thehsol by external agents such as
the National and Provincial Departments of Basigcation. My findings therefore

support the notion as expounded by Downey, Von éligmd Hughes (2008) that
rural schools serve the needs of outside forcémerdhat those of the rural people
themselves, as other measures of success in the®lssuch as community impact

and values, were ignored.

7.5 Conclusion

In this study | worked with rural learners, pareatsl teachers in their rural school
context. My aim was to try to understand theirspectives on rural school
underperformance and the reasons behind their getrgps. This was an in-depth
study exploring underperformance of a school aserstdod by rural people
themselves. | argued that examination results gy a limited perspective on rural
school under/performance as this form of measuremg@ores contextual factors,
such as socio-economic conditions, which are ingmbrin education matters. What
was of critical importance to this study was toetadvantage of the largely ignored

ability of rural people to offer insights into tipetential for development that could
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improve rural learners’ and communities’ educatidgtence, the study gave a voice
to rural people as they took the lead in sharirgrtherspectives of rural school

underperformance.

Answers were sought to the following critical quest

What are the perspectives of learners, parentstaadhers on an underperforming

rural school? What informs such perspectives?

Hence the study adopted a qualitative, interpreipproach. This approach was
considered to be most appropriate as this studgstd the significance of context in
exploring the views, meanings and interpretatidrad tural people gave to school
underperformance. | employed an ethnographic stndthodology which allowed
for this purpose. As an ethnographer, | spent danebed period of time with my
participants and during this time my interest wa®bserve and interact with them
for the purposes of exploring their experience$yes attitudes and understandings
from their own standpoint. The period of time | spwith them also allowed me to
look at the rural context in its totality and totexd my observations beyond the
physical school boundaries. | observed the emtirgge of school activities, the
relationship between school and social activiteex] the link between expectations
of schooling and a rural context. Through the methogy | employed, | was
successful in ensuring that all the voices of thdigipants were heard through the
interviews and conversations that | had with th@ms method also allowed me to
capture the activities that were happening insidé autside the school so that |

could attach meaning to them.
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However, my reflections on the research paradigsnseall as on the ontological and
epistemological elements | encountered raised akissues. For example, one of the
critiques aimed at interpretive researchers is it studies involve the researcher
as the more powerful and knowledgeable presencea igroup of powerless
participants in need of help (Mertens, 1998; Robs@002). Although my
participants were given a chance to make certamceb, for example choosing a
venue and times for the interviews, the researdtgss did not allow them to
participate in planning and decision making regagydhe research process. Further,
although the methods used gave voice to these pa@ple in terms of defining
school underperformance, the study did little topemer them to deal with the
situation they were currently faced with. While aowledging the relevance and
effectiveness of the paradigm and methods uselisnstudy which resonated well
with its purpose, in the final analysis it is imfort to acknowledge that an
emancipatory paradigm would have been more vallibs paradigm would have
stressed the relationship between the researckletharparticipants as empowering,
especially in terms of the participants who areagisvportrayed as powerless in
research (Mertens, 1998). Methods used within thareipatory paradigm would
have allowed for more constructive conversationd iagflections. This might have
served the aim of emancipating these rural peopte immproving their lives by
showing bias and inequity with the aim of changihg situation. Notwithstanding
this shortcoming, the research will clearly conitéto the theories of understanding
school underperformance as it resoundingly advecatecontext/place sensitive

approach to understanding and addressing rurabsplecformance.
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In South Africa the new education system that caitle the new curriculum after
the demise of apartheid was a symbol of hope topieeiously oppressed and
marginalised groups, the majority of which livedrural areas. This was because the
principles of this new education system were basethe equity and redress values
embedded in the constitution (Department of Edooatil997). Education now
aimed at correcting the historical inequalitieshsf previous education system which
included educational, social and economic ineqgesalitHowever, after years of
democracy and with a curriculum that has been eevisvice, the situation in
educational matters still mirrors that of the apeid era. Rural learners are still
lagging behind their urban counterparts and theyndb seem to be getting the
quality education they need in order to promoteitgcand redress. The democratic
government has failed to address the challengesriexged by rural communities in
general and rural schools in particular. These lehgés are ignored and not
considered in education policy matters. Moreovedacerbating this failure in
bringing equity and redress to rural schools, stpedormance is measured by an
accountability systems approach that uses Matrgult® as a yardstick for
performance. This practice persists despite a gr@writique of this approach as it
ignores contextual factors in determining succesfaiture. Therefore, the way in
which school performance is measured in South Afmorks against rural schools
where most have been labelled as underperforminig. tfavesty occurs because the
approach used to measure performance ignores dhdicance of place/context in

rural schooling.

Congruent with Corbett’s notion of the significanmfeplace in educational matters

including policy, instructional practices and caalum (Corbett, 2009), | premised
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my thesis on the notion that place is an importactor in understanding and
addressing school under/performance. There is wiggointernational scholarly

critique of the accountability systems approach tses academic performance,
particularly examination results, in measuring sthperformance as such an
approach ignores context/place. Also, places adagmgical because their contexts
shape people’s experiences of learning and belgr@nreenwood, 2009). Moreover,
especially in rural areas where people have arndalitachment to place, place
should be at the centre of educational thoughts;luding on school

under/performance, particularly because place/gbriia@s great influence on school
performance. In the light of this, the findingsthfs study clearly revealed that, in
rural areas, a disjuncture exists among policy ofact schooling factors and
contextual factors. This emanates from the fact theal values, needs and
expectations tend to be ignored in education gdievhich, in turn, have an impact

on the values and standards used to view schoelr{pstformance.

The findings further revealed that the policiesdd by the DBE since 1994 have
tended to work against rural schools. For exantpke school was coerced into using
academic performance in Grade 12 as a marker alos@thievement in line with
the accountability systems approach used by the .DBH&s clearly ignored the

significance of the school’s rural context.

Similarly, DBE policies such as the NNSFF impaagatevely on rural schools. This
was evidenced by the low enrolment in the schodleurstudy which meant that it
was allocated less funding and fewer teachers wesipe fact that it needed these

more to redress its rural and historical backlddereover, the lack of funding and
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teacher provision impacted negatively on the culuim the school was able to offer

and, ultimately, on its performance in terms of nla¢gional measure.

7.6 Implications for the study

The findings of this study have several implicaidar educational policy, practice
and further research. First, there is a need facaibnal policies that resonate with
schooling in rural contexts. Given the challendes tural people face, for example
poor quality of teachers, inadequate resourcest pdastructure and curriculum
irrelevancy, policies need to be reviewed to réftee context in which these schools
are located. For example, the fact that the Natibloams and Standards for Funding
are dependent on learner enrolment leaves ruralotslat a disadvantage because
they have low enrolment. This policy also affeatsriculum offerings because the
fewer the number of teachers the school has, therfsubjects it can offer. Linked
to this is the fact that, unlike schools in mor#ugint areas who charge school fees,
communities in rural areas cannot afford schoos faed therefore schools cannot
employ additional teachers. Were they able to raidea school fees, rural schools
would be able to offer a relevant curriculum thaina reflect their rural context and
address the needs of their learners and hence dbeimunities. Incentives in the
form of a rural allowance could also be provided feachers to teach in rural
schools. Reasonable subsidised accommodation sladsihd be offered for these
teachers so that they are able to reside in thiaityicof the school and perhaps

commute to their urban residences only at weekends.

The findings also have implications for the profesal development of teachers

who teach in rural schools. It was revealed thastteachers employed at the school
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under study lived in urban areas and commutedhodevery day. These teachers
tended to have a poor understanding of the dynamicsural households and
communities. This meant that they were often, tghono fault of their own, unable
to meet the needs of the learners and communitiesnd around their schools.
Professional development programs which addressetl@spects, in addition to
equipping them with adequate subject and pedagogimmawledge, are therefore

needed.

Further, programmes that would encourage parenthtammunity involvement are
also a necessity. The findings revealed that thvaelack of parental and community
involvement in the rural school as these peoplenditdfeel part of the school. There
were no school activities that encouraged theiolvement and not much provision
was made by the school authorities to accommodarenfs and community
members. Interventions should recognise that noeaple (parents and community
members), literate or not, are active members ef cammunity who can play
supportive role in the education of their childréhey have the ability to support the
education of their children despite the challentiey are experiencing. However,
the odds are against them as schools are curngpthed as separate entities within
the community. For example, schools should allow donstant consultation and
partnerships with traditional leaders and commurégders to help them to
understand the context, needs and expectatiorfeeafdmmunities they are serving.
While also addressing issues of buy-in from comityumembers, these partnerships
would ensure that rural schools continue to sehee rieeds of rural people. As
indicated eatrlier, the relationship that rural sledhave with rural households has a

profound impact on the parents’ attitudes to sclaoal their children’s work ethics.
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With the growing worldwide focus on education gsoaverful tool for development
in rural areas, government initiatives must speaily focus on this. These initiatives
could include the formation of partnerships betw#en Ministry of Education and
the Ministry of Rural Development and Land Reforffhese ministries could work
collaboratively to address the role that educationld play in rural development.
The findings of this study suggest that, despite ¢lrrent disjuncture between the
community and the school, rural people have a pesiiew of the role of the school
in terms of its potential contribution to learnengowerment, rural development and

career opportunities.

7.7 Implications for Further Research

The study was based on the perspectives of leapenesnts and teachers in one rural
secondary school. As such it was limited to a sengblonly one school in a rural

area. The study unfortunately had to exclude theeard voices of traditional leaders
and community leaders as well as other importakettolders in education such as
DBE officials. However, important lessons, as métl in this thesis, can be learned

from the study. The gaps in this study have impilbeces for further research.

This study provided only glimpses into the liveswfal learners at home and outside
school and it illuminated how this affected schogli These findings highlight a
need for a more comprehensive study which wouldiigeoa fuller picture of the
rural household, concentrating on the lives of Irahdldren outside school. It would
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be important to engage in a deep exploration ofittkebetween schooling and rural
households so as to find out whether educationddo@lplanned in such a way that it
does not disadvantage rural children. This woulavigle insights into how current
educational policies could be restructured to mevia context conducive for
effective teaching and learning and for desiredcational outcomes for rural

people.

Based on the insights of the participants in thiglg concerning schooling and
school under/performance in a rural context, therdso a need for further research
to explore rural people’s perspectives on educationatters in order for us to
understand how best the schools can work towanmdséngetheir needs. There is a

great need for research among rural people ratlaardn or for rural people.

This study did not focus on gender as a consthastiever, it would be important to
address questions such as: do women and men, gsdahd girls understand and
experience rural schooling and the performanceurdl rschools differently? Future
studies could therefore investigate the role plalggdyender in the rural people’s

understandings of schooling and performance inasho

7.8 Final Reflections

This ethnographic study highlighted the significanaf context/place in school
underperformance issues. The findings highlightexlfact that context/place plays
an important role in how rural people view schoetfprmance. It emerged from the

findings that current measures of school perforraaead to ignore the contextual
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realities of the rural environment and it was higiled that there is a disjuncture

between educational policies, schooling and thal montext.

Informed by the literature reviewed for this stuahd the findings, this thesis argues
for a consideration of context and place in meaguschool performance. Linked to
context, the thesis argues for strategies that wilrease and enhance the
participation of local rural communities in plangiand decision making regarding
issues that concern the affairs of rural schoatsluding curricular and extra-

curricular aspects. This would reflect the valuesalr communities attribute to

schooling and facilitate the development of a cuttim that is relevant to the needs

of not only urban and affluent schools, but alsounél learners and communities.

Finally, informed by the above, this thesis progoae improved theoretical lens for
assessing rural school performance and advocatelca-sensitive approach to
understanding and addressing school under/perfarendiis approach should put at
its centre the context/place in which rural schagisrate and allow for conciliation
between policy, schooling and contextual factorer Ehis to be achieved, the
involvement of rural people in planning and deasionaking in rural

schooling/education is key. Such an approach rasegnrural inhabitants and
stakeholders as agents of change in their own,lwmetuding schooling. It is only

when our research, policies and programs take diees of rural people in planning
development and implementation seriously, that ehesuld stand a chance of
success in improving rural education generally tredperformance of rural schools

in particular.
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learners and parents in a rural context. This studkes an important point that it is
critically important to engage with and listen tetvoices of rural communities to
understand their experiences better. Your schoslldeen identified as a valuable
source of information for this study. The findingfsthis research will certainly be of
value to you, your school and the participantswvilt assist policy-makers to make
meaningful policy and other intervention programrttes are aimed at dealing with

underperformingural schools.
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I humbly request your permission to conduct reseatcyour school and assure you
that the data will be used for research purposdg and that the school, the
principal, teachers, parents and learners willoeohamed. Please be informed that |
have sought the necessary permission in advanom filte KwaZulu Natal
Department of Education and has been granfed.an ethnographer | will be
conducting observational research, which meandllbgcome heavily involved in
and share lived experiences of your school commuwsuot | will spend extended
periods of time in your school. The research wake the form of semi-structured
and focus group interviews, observations as welldasument review. Semi-
structured interviews will be conducted with théaaal principal, SGB chairperson,
RCL chairperson, Grl2 parent, Grl2 learner, an®@racher. Focus interviews will
also be conducted with SGB members, RCL executiembers, 6 Grl2 learners, 6
Grl2 parents and 6 GR12 teachers. | will do obsienvs of SGB meeting, staff
meetings, school-based professional developmesiosss co-curricula and extra-
curricula activities. Observed critical incidentscarring in the school that are
relevant to school performance will be identifie@corded and discussed with
participants. Document review will include the schaneetings minute books;
school policy and the code of conduct for learn@ngtnaround Strategy, School
Improvement Plan and IQMS Records. | will use fiee journal to do regular
informal writings documenting interactions with ¢bars, learners and parents and

school occurrences and critical incidents.

You have my assurance that the research will noinge on your normal school

programme or have any financial implications fouryechool.
| thank you for your time and hope that my requmesets with your approval.

Yours faithfully

Phumzile P N Langa Date
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APPENDIX E
LETTER TO THE SGB CHAIRPERSON

Phumzile P. N. Langa
Home Tel: 0315031791 / Cell: 0726277831

Email: pumilanga@ymail.com

Sample Secondary School
Ndwedwe Circuit

llembe District

Dear prospective participant

Letter of informed consent

| am a secondary school principal who is curremthyolled at the University of
KwaZulu-Natal for a PhD. | am conducting a reseattidy as a fulfilment for this
degree. The title of the study is ‘Exploring @mderperformingschool in the context
of rurality: An ethnographic study of a secondarkiaol at llembe District’. It is an
in-depth study exploringinderperformancef a school as understood by teachers,
learners and parents in a rural context. This studkes an important point that it is
critically important to engage with and listen tetvoices of rural communities to
understand their experiences better. You have lsstified as a valuable source of
information for this study. | humbly request yowarficipation in this study in your
capacity as an SGB chairperson of the school. Yae imy assurance that the data
will be used for research purposes only and that yame and that of the school
will not be named. Please be informed that | haugykt the necessary permission
from the Department of Education and the princigfathe schoolThe findings of
this research will certainly be of value your sdhdbwill assist policy-makers to
make meaningful policy and other intervention pemgmes that are aimed at dealing

with underperformingural schools.

283



As an ethnographer | will be conducting observaiaesearch, which means | will
become heavily involved in and share lived expegsrnof the school community so
I will spend extended periods of time in this sdhd@bserved critical incidents
occurring in the school that are relevant to schmaformance will be identified,
recorded and discussed with participants. Intersievill be conducted and these
interviews will take about 45 minutes each. Beftire interview, | will arrange a
time and place for the interview that is convenientyou. During the interview, |
will ask questions and make some notes on youmoress. With your permission |
would like to tape the interview to help me remembbkat was said and | assure you
that these tapes will be erased once the speat@d@dge time has elapsed. After
writing up the data | would like to discuss it wiylou to check that it accurately
reflects your viewpoints. The interview data wiél treated with strict confidentiality
and will be used for research purposes only anthereiou nor the school will be

named.

Permission will also be sought from your principahould you be willing to
participate in this study. You are free to withdriram participation in the study at

any time.

| thank you for your time and look forward to a mnaity rewarding experience with

you.

Yours faithfully

Phumzile P N Langa Date
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APPENDIX F
LETTER TO THE RCL MEMBER

Phumzile P. N. Langa
Home Tel: 0315031791 / Cell: 0726277831

Email: pumilanga@ymail.com

Sample Secondary School
Ndwedwe Circuit

llembe District

Dear prospective participant

Letter of informed consent

| am a secondary school principal who is currerityolled at the University of
KwaZulu-Natal for a PhD. | am conducting a reseattidy as a fulfilment for this
degree. The title of the study is ‘Exploring @mderperformingschool in the context
of rurality: An ethnographic study of a secondackial at llembe District’. It is an
in-depth study exploringinderperformancef a school as understood by teachers,
learners and parents in a rural context. This studkes an important point that it is
critically important to engage with and listen tetvoices of rural communities to
understand their experiences better. You have losstified as a valuable source of
information for this study. | humbly request youwarficipation in this study in your
capacity as an RCL member in the school. You hayassurance that the data will
be used for research purposes only and that youe rmend that of the school will not
be named. Please be informed that | have soughtdbessary permission to work
with you from your parent/guardiafhe findings of this research will certainly be of
value your school. It will assist policy-makersn@ake meaningful policy and other
intervention programmes that are aimed at dealinip wnderperformingrural

schools.
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As an ethnographer | will be conducting observaiaesearch, which means | will
become heavily involved in and share lived expegsrnof the school community so
I will spend extended periods of time in this sdhd@bserved critical incidents
occurring in the school that are relevant to schmaformance will be identified,
recorded and discussed with participants. Intersievill be conducted and these
interviews will take about 45 minutes each. Beftire interview, | will arrange a
time and place for the interview that is convenientyou. During the interview, |
will ask questions and make some notes on youoress. With your permission |
would like to tape the interview to help me rememblbkat was said and | assure you
that these tapes will be erased once the speat@d@dge time has elapsed. After
writing up the data | would like to discuss it wiylou to check that it accurately
reflects your viewpoints. The interview data wiél treated with strict confidentiality
and will be used for research purposes only anthereiou nor the school will be

named.

Permission will also be sought from your principahould you be willing to
participate in this study. You are free to withdriram participation in the study at

any time.

| thank you for your time and look forward to a mmaity rewarding experience with

you.

Yours faithfully

Phumzile P N Langa Date
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APPENDIX G
LETTER TO THE EDUCATORS

Phumzile P. N. Langa
Home Tel: 0315031791 / Cell: 0726277831

Email: pumilanga@ymail.com

Sample School
Sample Secondary School
Ndwedwe Circuit

llembe District

Dear prospective participant

Letter of informed consent

| am a secondary school principal who is currerityolled at the University of
KwaZulu-Natal for a PhD. | am conducting a reseasttidy as a fulfilment for this
degree. The title of the study is ‘Exploring @mderperformingschool in the context
of rurality: An ethnographic study of a secondackial at llembe District’. It is an
in-depth study exploringinderperformancef a school as understood by teachers,
learners and parents in a rural context. This studkes an important point that it is
critically important to engage with and listen tetvoices of rural communities to
understand their experiences better. You have lostified as a valuable source of
information for this study. | humbly request youwarficipation in this study in your
capacity as an educator in the school. You haveassyrance that the data will be
used for research purposes only and that your rzendehat of the school will not be
named.The findings of this research will certainly beaflue your school. It will
assist policy-makers to make meaningful policy aftfter intervention programmes

that are aimed at dealing witinderperformingural schools.
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As an ethnographer | will be conducting observaiaesearch, which means | will
become heavily involved in and share lived expegsrnof the school community so
I will spend extended periods of time in this sdhd@bserved critical incidents
occurring in the school that are relevant to schmaformance will be identified,
recorded and discussed with participants. Intersievill be conducted and these
interviews will take about 45 minutes each. Beftire interview, | will arrange a
time and place for the interview that is convenientyou. During the interview, |
will ask questions and make some notes on youoress. With your permission |
would like to tape the interview to help me rememblbkat was said and | assure you
that these tapes will be erased once the speat@d@dge time has elapsed. After
writing up the data | would like to discuss it wiylou to check that it accurately
reflects your viewpoints. The interview data wiél treated with strict confidentiality
and will be used for research purposes only anthereiou nor the school will be

named.

Permission will also be sought from your principahould you be willing to
participate in this study. You are free to withdriram participation in the study at

any time.

| thank you for your time and look forward to a mmaity rewarding experience with

you.

Yours faithfully

Phumzile P N Langa Date
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APPENDIX H
LETTER TO THE PARENTS

Phumzile P. N. Langa
Home Tel: 0315031791 / Cell: 0726277831

Email: pumi_langa@yahoo.co.uk

Sample School
Sample Secondary School
Ndwedwe Circuit

llembe District

Dear prospective participant

Letter of informed consent

| am a secondary school principal who is curremthyolled at the University of
KwaZulu-Natal for a PhD. | am conducting a reseasttlty as a fulfillment for this
degree. The title of the study is ‘Exploring @mderperformingschool in the context
of rurality: An ethnographic study of a secondackial at llembe District’. It is an
in-depth study exploringinderperformancef a school as understood by teachers,
learners and parents in a rural context. This studkes an important point that it is
critically important to engage with and listen tetvoices of rural communities to
understand their experiences better. You have losstified as a valuable source of
information for this study. | humbly request yowarficipation in this study in your
capacity as one of the parents of learners in¢hed. You have my assurance that
the data will be used for research purposes ondiythat your name and that of the
school will not be named. The findings of this @sé will certainly be of value
your school. It will assist policy-makers to makeeaningful policy and other
intervention programmes that are aimed at dealinip wnderperformingrural
schools.
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As an ethnographer | will be conducting observaiaesearch, which means | will
become heavily involved in and share lived expegsrnof the school community so
I will spend extended periods of time in this sdhd@bserved critical incidents
occurring in the school that are relevant to schmaformance will be identified,
recorded and discussed with participants. Intersievill be conducted and these
interviews will take about 45 minutes each. Beftire interview, | will arrange a
time and place for the interview that is convenientyou. During the interview, |
will ask questions and make some notes on youmoress. With your permission |
would like to tape the interview to help me remembbkat was said and | assure you
that these tapes will be erased once the speat@d@dge time has elapsed. After
writing up the data | would like to discuss it wiylou to check that it accurately
reflects your viewpoints. The interview data wiél treated with strict confidentiality
and will be used for research purposes only anthereiou nor the school will be

named.

Permission will also be sought from the school @pal, should you be willing to
participate in this study. You are free to withdriram participation in the study at

any time.

| thank you for your time and look forward to a mnaity rewarding experience with

you.

Yours faithfully

Phumzile P N Langa Date
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APPENDIX |
LETTER TO THE LEARNERS

Phumzile P. N. Langa
Home Tel: 0315031791 / Cell: 0726277831

Email: pumi_langa@yahoo.co.uk

Sample School
Sample Secondary School
Ndwedwe Circuit

llembe District

Dear prospective participant

Letter of informed consent

| am a secondary school principal who is currerttyolled at the University of
KwaZulu-Natal for a PhD. | am conducting a reseatidy as a fulfilment for this
degree. The title of the study is ‘Exploring @mderperformingschool in the context
of rurality: An ethnographic study of a secondackial at llembe District’. It is an
in-depth study exploringinderperformancef a school as understood by teachers,
learners and parents in a rural context. This studkes an important point that it is
critically important to engage with and listen tetvoices of rural communities to
understand their experiences better. You have losstified as a valuable source of
information for this study. | humbly request youwarficipation in the study in your
capacity as a learner. You have my assurancehbaddta will be used for research
purposes only. The findings of this research welttainly be of value to the school. It
will assist policy-makers to make meaningful poli@nd other intervention
programmes that are aimed at dealing witkderperformingural schools.

As an ethnographer | will be conducting observaioesearch, which means | will

become heavily involved in and share lived expe&esrof the school community so
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I will spend extended periods of time in this sdhd@bserved critical incidents
occurring in the school that are relevant to schmmformance will be identified,
recorded and discussed with participants. Intersievill be conducted and these
interviews will take about 45 minutes each. Beftire interview, | will arrange a
time and place for the interview that is convenientyou. During the interview, |
will ask questions and make some notes on the neggo With your permission and
that of your child | would like to tape the inteew to help me remember what was
said and | assure you that these tapes will beedrasce the specified storage time
has elapsed. After writing up the data | will dissut with your child to check that it
accurately reflects his/her viewpoints. The intewidata will be treated with strict
confidentiality and will be used for research puwg®only and neither your child nor

the school will be named.

Permission will also be sought from your parentafdians, should you be willing to
participate in this study. Your are free to withdritom participation in the study at

any time.

| thank you for your time and look forward to a mmaity rewarding experience with

you.

Yours faithfully

Phumzile P N Langa Date
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APPENDIX J
LETTER TO THE PARENTS OF LEARNER PARTICIPANTS

Phumzile P. N. Langa
Home Tel: 0315031791 / Cell: 0726277831

Email: pumi_langa@yahoo.co.uk

Sample School

Sample Secondary School

Ndwedwe Circuit

llembe District

Dear Sir/Madam OR Parent/Guardian

Letter of informed consent

| am a secondary school principal who is curremthyolled at the University of
KwaZulu-Natal for a PhD. | am conducting a reseasttidy as a fulfilment for this
degree. The title of the study is ‘Exploring @mderperformingschool in the context
of rurality: An ethnographic study of a secondackial at llembe District’. It is an
in-depth study exploringinderperformancef a school as understood by teachers,
learners and parents in a rural context. This studkes an important point that it is
critically important to engage with and listen tetvoices of rural communities to
understand their experiences better. Your child Ieesn identified as a valuable
source of information for this study. | humbly regt your permission to conduct
research with your child as a participant. You haneassurance that the data will be
used for research purposes only. The findings f thsearch will certainly be of
value to the school. It will assist policy-makepssmhiake meaningful policy and other
intervention programmes that are aimed at dealinip wnderperformingrural

schools.
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As an ethnographer | will be conducting observaiaesearch, which means | will
become heavily involved in and share lived expegsrnof the school community so
I will spend extended periods of time in this sdhd@bserved critical incidents
occurring in the school that are relevant to schmaformance will be identified,
recorded and discussed with participants. Intersievill be conducted and these
interviews will take about 45 minutes each. Beftire interview, | will arrange a
time and place for the interview that is convenientyou. During the interview, |
will ask questions and make some notes on the nsgigo With your permission and
that of your child | would like to tape the integw to help me remember what was
said and | assure you that these tapes will beedrasce the specified storage time
has elapsed. After writing up the data I will dissut with your child to check that it
accurately reflects his/her viewpoints. The intewidata will be treated with strict
confidentiality and will be used for research puwg®only and neither your child nor
the school will be named.

Permission will also be sought from your child, gldoyou be willing to allow
him/her to participate in this study. Your childfise to withdraw from participation

in the study at any time.

| thank you for your time and look forward to a mmaity rewarding experience with

you.

Yours faithfully

Phumzile P N Langa Date
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APPENDIX K

CONSENT FORM

(For Parents to sign on behalf of their Children)

CONSENT FOR RESEARCH PARTICIPATION

I payeattian of

consent to her/his participation in the researalyst‘Exploring an underperforming

school in the context of rurality: An ethnograplsiudy of a secondary school at
llembe District’ conducted by Miss Phumzile P Nniga, a PhD student at the
University of KwaZulu-Natal. | understand that itteld’s name will not be used and

that he/she has a right to withdraw anytime.

Parent’s/Guardian’s name:

Signature : Date:

Witness : Date:
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APPENDIX L

CONSENT FORM

CONSENT FOR RESEARCH PARTICIPATION

I
(Full Names) consent to participation in the reseastudy: ‘Exploring an

underperforming school in the context of ruralign ethnographic study of a
secondary school at llembe District’ conductedMiss Phumzile P N Langa, a PhD
student at the University of KwaZulu-Natal. | unstand that my name will not be

used and that | have a right to withdraw anytime.

Name
Signature : Date:
Witness : Date:
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APPENDIX M

Semi-Structure Interview Schedule for Learners

This interview schedule is designed to obtain imfation from learners about the

perspectives of learners, parents and teacheraderperformance of a rural school.

PART 1

Why is school important for you?
Why is school important for your community?

What benefits does the school bring to the comm@nit

A

Is there any connection between what is learnad 8chool and the needs of
the community?

How would you describe a good school?

What type of opportunities do you think the scholvide for learners?
What type of learning do you think children shogé&t from school? Why?
Do you think what is learned from school is enouBkéborate.

© 0 N o O

In your view what is an underperforming school?

10.In your opinion what are the causes of underperémee in rural schools? /
Who contributes underperformance? / How does thedcontribute to
underperformance? / How do parents contribute tterperformance? / How
do learners contribute to underperformance?

11.What structures do you think the school should hHeawdeal with
underperformance?

12.What the responsibilities of all stakeholders bstdkeholders in school

performance?

PART 2

13.1n your opinion what is quality education?
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14.Do you believe you are getting quality educatioly@as see it? Why? (please
explain your response)
15.Whose responsibility is it to ensure quality edigr&t

16.How do you think you should be supported to do we#ichool?
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APPENDIX N
Semi-Structure Interview Schedule for Parents

This interview schedule is designed to obtain imfation from parents about the
perspectives of learners, parents and teachersiderperformance of a rural school
and how these perspectives can contribute to theratanding of underperforming

rural schools.

PART 1

Why is school important for you?
Why is school important for your community?
What benefits does the school bring to the comm@nit

A

Is there any connection between what is learnad ohool and the needs of
the community?

How would you describe a good school?

What type of opportunities do you think the scholvide for learners?
What type of learning do you think children shogét from school? Why?
Do you think what is learned from school is enouBkéborate.

© 0 N o O

In your view what is an underperforming school?

10.In your opinion what are the causes of underperémee in rural schools? /
Who contributes underperformance? / How does thedaontribute to
underperformance? / How do parents contribute terperformance? / How
do learners contribute to underperformance?

11.What structures do you think the school should hHeaweal with
underperformance?

12.What the responsibilities of all stakeholders bstdkeholders in school

performance?

PART 2

13.1n your opinion what is quality education?
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14.Do you believe your child is getting quality eduoatas you see it? Why?
(please explain your response)
15.Whose responsibility is it to ensure quality edigr&t

16.How do you support your child to do well in school?
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APPENDIX O
Semi-Structure Interview Schedule for Teachers

This interview schedule is designed to obtain imfation from educators about the
perspectives of learners, parents and teachersiderperformance of a rural school
and how these perspectives can contribute to theratanding of underperforming

rural schools.
PART 1

Why is school important for you?
Why is school important for your community?

What benefits does the school bring to the comm@nit

A

Is there any connection between what is learnad ohool and the needs of
the community?

How would you describe a good school?

What type of opportunities do you think the scholvide for learners?
What type of learning do you think children shogét from school? Why?

Do you think what is learned from school is enouBkéborate.

© 0 N o O

In your view what is an underperforming school?

10.In your opinion what are the causes of underperémuee in rural schools? /
Who contributes underperformance? / How does thedaontribute to
underperformance? / How do parents contribute tterperformance? / How
do learners contribute to underperformance?

11.What structures do you think the school should hHeawaeal with
underperformance?

12.What the responsibilities of all stakeholders bstdkeholders in school

performance?

PART 2

13.1n your opinion what is quality education?
14.Do you believe learners are getting quality edocasis you see it? Why?

(please explain your response)
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15.Whose responsibility is it to ensure quality edigr&?
16.How do you think learners should be supported tavdlbin school?
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