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ABSTRACT

School-teacher union partnership has been found to have a positive impact on school
performance, teacher development and learner achievement. The purpose of this research study
is to examine the impact of a school-teacher union partnership to facilitate school improvement.
The study was underpinned by instructional and transformational leadership theory, which
collectively emphasise participatory decision-making, participation of all stakeholders in
school improvement interventions. The study was guided by an interpretivist paradigm and
case study design. Participants were purposively selected and they included six for semi-
structured and eight for focus group discussions. These participants were drawn from SADTU,
Department of Education and Kuzolunga Secondary School. Document analysis was used to
corroborate the interview data. The study revealed inter alia, that planning of partnership was
informed by evidence-based approach which contextualised courses of action to improve
learner outcomes. The team-based structure was used to facilitate stakeholder participation and
coordination of partnership activities. From a SADTU perspective, this partnership enabled
resource mobilisation to improve the quality of education. In the teachers’ view, the partnership
encouraged peer learning through mentoring and coaching. Although the Department preferred
the results-based approach, it appreciated SADTU’s evidence-based approach which
empowered management, teachers and learners through shared accountability for action and
results. The study found that refocusing the commitment of teachers is key to improving school
performance. Incapacity of principals and parents hinders success of the partnership. The study
concluded that the school-teacher union partnership works well in improving the school. The
study also established the centrality of the principal for the formation of the school-teacher
union partnership and its success in improving the school. Given this, the study recommended
policy adaptation to facilitate school leadership development so that principals are empowered
to undertake their diverse roles. In respect of teacher unions, the study proposes that they must
use their power and influence to mobilise their members to support school improvement
initiatives. School improvement can be strengthened through effective communication between
teacher unions, schools, parents and the Department of Education. The study advances an
African Perspective within the concept of Ubuntu to ensure success and continuity of school-

teacher union partnerships.

Keywords: Coordination, partnership, planning, school leadership and management,

teacher union
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CHAPTER ONE

INTRODUCTION AND ORIENTATION OF THE STUDY

1.1 Introduction

This is the introductory chapter of the study titled, “From a sinking school to a moving
school: A case study of a school-teacher union partnership to facilitate school improvement .
The focus of this chapter is to contextualise the study and orientate the reader to what the study
sets out to achieve. This chapter provides a background of the study, problem analysis and
motivation of the study. Next, the objectives and critical questions of the study are presented
followed by a definition of key terms underpinning the study. The chapter ends by outlining an
overview of the study which is located within the context of school improvement partnerships.
| remind the reader that I commence each chapter with a mind map. The mind map is an

advanced organiser to orientate the reader as to the contents of each chapter.

1.2 Background to the study

We commend the poor no-fee paying schools that fall in the Quintile 1 to 3
categories for rising against all odds to account for 55% of total bachelor passes.
These quality results vindicate SADTU whose members teach in these schools
and they show that as a Union, we are indeed part of a solution as exemplified
by SADTU KZN ‘Matric Improvement Programme’ that targeted the poorest
performing schools for additional support. (SADTU, 2020. p. 17).

The above statement by the South African Democratic Teachers’ Union (SADTU), a
teachers’ union, gives the impression that quintile 1 to 3 schools have experienced challenges
in attaining the required learner outcomes. This statement suggests that SADTU partners with
schools to improve performance of schools and learners (Cele, 2013). School improvement
partnerships are lauded by Rubinstein and McCarthy (2014) for their ability to catalyse
productive behaviours that increase learner outcomes. The education system of South Africa
has failed to produce satisfactory learner outcomes especially when compared with other
countries (Spaull, 2013), therefore any strategy meant to help schools and the country to

improve educational outcomes must be explored. The under performance by the South African
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education system is prevalent in rural schools which are mostly under resourced (Mlachila &
Moeletsi, 2019). There is vast scholarly work that has identified teacher unions, especially
SADTU, as the main cause for the poor performance of schools and learners (Jansen, 2019;
Motsohi, 2011), resulting in recommendations for the government to review certain labour
regulations that allow the activism of teacher unions in South Africa. This notion suggests that
schools can do better without teacher unions. However, Mafisa (2017) advances a contrasting
view that the Department of Basic Education and schools have to work with teacher unions to
implement education policies and influence performance in schools. Mafisa’s (2017) assertion
is that teacher unions are better placed to improve learner outcomes (Mafisa, 2017). This author
further declares that teacher unions are important stakeholders in education as they command

a considerable support from teachers in schools.

Education stakeholders are expected to contribute to uplifting the state of education in
the country and schools in particular (NDP, 2012). Agreeing with the above assertion, Msila
(2014) argues that to improve education, teacher unions must partner with other education
stakeholders, including school principals. Equally, observing the need for the government to
improve education outcomes, the President of South Africa challenged citizens that they must
all take part in initiatives that seek to improve the education system and its outcomes (Zuma,
2009). He further called for the nation to set up partnerships to improve education outcomes.
Govender (2017) perceives partnership programmes as giving meaning to education as a
societal issue. Looking at programmes aimed at improving learner outcomes through
partnerships, Metcalfe (2018) highlights the positive involvement of SADTU during the
implementation of Jika iMfundo.

This Jika iMfundo campaign is run through a collaboration between the KwaZulu-Natal
Department of Education and Programme to Improve Learner Outcomes (PILO), which is
piloted in 1200 schools in King Cetshwayo and Pinetown Districts (Pillay, 2020). Maphalala
et al. (2017) assert that Jika iMfundo pilot is meant to evaluate the efficacy of curriculum
coverage or lack thereof so that lessons derived from its implementation could be used to
rollout the programme across all districts. These authors further clarify that Jika iMfundo is
implemented as part of many school improvement interventions undertaken by the National
Education Collaboration Trust (NECT) through PILO (Maphalala et al., 2017). Regarding the
impact of partnerships in improving learner outcomes, many scholars confirm that they are
pivotal in improving learner outcomes (Metcalfe, 2018; Msila, 2014; Metcalfe & Witten, 2018;

Makole & Witten, 2018). As highlighted above, teacher unions are viewed as critical
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stakeholders that must play a role in improving education and learner outcomes. For instance,
Maharaj and Bascia (2021) claim that cooperative labour-government relationships have the
potential to increase the contribution of teacher unions to policy innovation in the education
sector.

The recommendations that teacher unions must form partnerships (Bascia, 2012;
Mafisa, 2017) and the fact that there is evidence of the involvement of unions in partnership
programmes, are ground-breaking. Acknowledging this view, Modisaotsile (2012) concludes
that learners, teachers, parents, school governance structures (SGB), the state as well as
business must establish partnerships to improve education outcomes. It is however observed
that many scholars who investigated the role of partnerships in improving South African
education outcomes omitted the role of teacher unions in forming and implementing
partnerships with schools. There is a gap in the identification and the assessment of the
successes or lack thereof of whether such school-teacher union partnerships exist and whether
they produce the desired outcomes. In an effort to address this knowledge gap, the study
focuses on the partnership of one rural school in uMkhanyakude educational District and one
teacher union, SADTU. SADTU is a teacher union in South Africa and is registered as a
majority union in the Education Labour Relations Council (ELRC) (Kgari-Masondo et al.,
2019). The organisational rights of teachers as workers to form or join unions of their choice
are protected by the Labour Relations Act 66 of 1996, which promotes freedom of association
(Department of Labour and Employment, 1995). According to the Education Labour Relations
Council (ELRC) there are five teacher unions in KwaZulu-Natal province that are contesting
for power and hegemony in schools. These unions are SADTU, National Teachers Union
(NATU), Suid-Afrikaanse Orderwysersunie (SAOU), Professional Education Union (PEU)
and the National Association of Professional Teacher Organisation of South Africa

(NAPTOSA), and they all have different ideologies and principles guiding their operations.

The operations of SADTU are guided by the declarations enshrined in her Constitution
wherein the union declares her commitment to fight all education policies resembling apartheid
era educational system (SADTU, 2019). Further, through its Vision 2030, SADTU strives to
create a learning nation through ensuring that her members are exposed to professional
development programmes which empower them to be effective in their teaching practices,
thereby positively impacting on learner outcomes (SADTU, 2010). This becomes evident
through the union’s intervention programmes to assist schools to improve their performance

(SADTU, 2020). As part of SADTU’s commitment to fight against policies that undermine the
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promised quality public education (World Bank Group, 2018), SADTU claims to play a central
role in dismissing education reforms that undermine the principles of South African democracy
such as consultation. As such, on the occasion of the 2015 World Teachers’ Day celebration in
Durban, SADTU gave an update on their campaigns against standardization, common testing,
Annual National Assessment (ANA), privatisation and commercialisation in and of education
as well as performance aligned remuneration of teachers (Maluleke, 2015). The education
system that SADTU committed to fight against is the one that ensured unequal education
funding models done along racial lines and resulting in huge gaps in infrastructure, resources
and quality of education provided in, for example, white schools and black schools (Cele, 2013;
Naicker, 1996; Zulu, 2017). This is evident in the SADTU constitutional declaration as a
preamble which says:

We, teachers, and Education Workers of South Africa, having committed
ourselves to the transformation of education and dedicated ourselves to the
development of an education system which is fully accessible, equal, and
qualitative, free of apartheid legacy and which is the just expression of the will
of the people, as enshrined in the Constitution of the country, hereby proclaim
the need for a single teachers and Education Workers union in our land.
(SADTU, 2019a. p. 5)

It is clear from the above preamble that SADTU took a stance that was confrontational
to the apartheid government, not only in education but even in the society. It is believed that
this was one of the many reasons why the union had difficulty to get recognition in KwaZulu-
Natal which was under the governance of Inkatha Freedom Party (IFP) (Kgari-Masondo et al.,
2019). According to these authors, the IFP government viewed SADTU as a political opponent
and a threat to its stay in government. Apparently, this government did not differentiate
between SADTU and the African National Congress, its political rival. SADTU members are
largely de facto members of the progressive, formerly banned political organisation, the
African National Congress (ANC) through its affiliation with Congress of South African Trade
Unions (COSATU). COSATU is a conglomeration of worker unions that are aligned with
liberation movements particularly the ANC. As a result of their union affiliation, many teachers
who belonged to SADTU were attacked in their places of work especially in areas around
Zululand and Obonjeni, now called uMkhanyakude (Kgari-Masondo et al., 2019). The
Education Labour Relations Council (ELRC), which had come into existence to maintain

labour peace in education, took a resolution that sought to protect teachers who were exposed

5



to violence and intimidation. The protection and movement of the affected teachers, mostly
members of SADTU, was achieved through negotiations between the employer (KwaZulu-
Natal Department of Education) and teacher unions as equal parties within the KZN Provincial
ELRC resulting in the employer issuing HRM 12 of 1997, a directive for the protection of
teachers who experienced violence and intimidation (KZN DOE, 1997). HRM 12 of 1997
became known as the displacement circular and it is still in application even today. This circular
allowed affected teachers to keep their jobs in schools far away from where they were attacked.
It is this background that SADTU members found themselves having to fight with the apartheid
government and later the provincial government of the IFP which stayed in power for ten years
after 1994’s first democratic government of South Africa thus solidifying its radicalism (Kgari-
Masondo et al., 2019). These scholars argue that the reason for non-recognition of SADTU as
an official union in KZN was because the union was viewed as an extension of the ANC which

was at political loggerheads with the IFP.

The radicalism of those times is still visible when SADTU is disapproving some
policies introduced by the Department of Basic Education. It is mostly during these times of
disagreements on policy formulation and implementation that SADTU runs campaigns which
sometimes disrupt schools as members must be part of the campaigns. Campaigns of SADTU
are not about salaries of members only. SADTU, together with other unions, have been
campaigning to ensure that teachers and learners have access to critical resources required to
improve teaching and learning, including learner transport, school nutrition programme,
infrastructure and the Quality Learning and Teaching Campaign (QLTC). In response to the
attack including killing of teachers and learners in schools, and the stealing of school property,
SADTU calls for schools to become safe havens for effective teaching and learning through
the ‘I Am a School Fan Campaign’ (SADTU, 2019b). The above-mentioned SADTU
campaigns suggest that even though it is already more than two decades since the transition
into democracy, however, the majority of public schools especially in rural areas are still
lagging in relation to the enablers for good performance (resources). This is against the
backdrop of former white schools continuing to enjoy the highest levels in terms of quality
infrastructure, material, financial and human resources (Taylor, 2019). Unfortunately, many
black schools remain under-resourced in terms of infrastructure and resources, with learner
outcomes continuously showing “historical patterns of exclusion and under-privilege.”
(Spaull, 2013, p. 1). According to Taylor (2019), the education inequalities have resulted in

learners from disadvantaged schools located far from the metropolis constituting the bottom



most fraction of learners who manage to obtain the National Senior Certificate (NSC). Given
the above background and the recommendation that teacher unions must participate in
improving education, this study seeks to establish the effectiveness of a school-union
partnership in improving the teaching and learning processes and outcomes, thus closing the

gap and inequalities between high performing and low performing schools.
1.3 Research problem

South African schools are often placed into categories. This categorisation is done
according to their effectiveness, school governance, the extent of state control over schools,
funding, and geographical location (Stoll & Fink, 1996; Naicker, 2019). Stoll and Fink (1996)
further look at school effectiveness in terms of their ability to produce good learner outcomes
and categorise schools into four types. According to these scholars, schools can be seen as
moving, cruising, strolling, struggling, or sinking (Stoll & Fink, 1996). As characterised by
Stoll and Fink (1996) sinking schools are those schools in which teachers are resistant to change
and where the school climate exhibits tensions and non-cooperation between stakeholders
which compromises the quality of teaching and learning. In contrast, moving schools are those
schools that are characterised by a positive school environment that fosters teacher
commitment and participatory goal setting, which enhances learner engagement (Stoll & Fink,
1996). However, | have observed that the Department of Education in South Africa uses the
terms ‘underperforming’ and ‘performing’ to define the performance of schools. As a result,
for the purposes of this study, I will use the term ‘sinking’ for underperforming schools as well
as ‘moving’ for performing ones. The focus of this study is on exploring the improvement of a
sinking school (underperformance) to a moving one (performance) facilitated by the school-

teacher- union partnership.

Moving further with the categorisation of schools, Mawdsley et al. (2014) distinguish
between functional and dysfunctional schools. While dysfunctional schools are generally
associated with poor performance as well as disengagement of teachers and learners, functional
schools, on the other hand, are results-driven and more committed to life-long learning and
continuous improvement (Mawdsley et al., 2014). They further assert that functional schools
are characterised by strong leadership and organisational cultures (Mawdsley et al., 2014).
Supporting this view is Omodan & Tsotetsi (2018) who add that the nature of the relationships
between stakeholders in the school impacts on performance of the school. For example,

antagonistic or adversarial school relations tend to have a negative impact on the overall



performance of schools and in such schools, there can be no expectation that they can achieve
their performance goals. My observation is that some schools deteriorate to the level of sinking
schools simply because of poor relations with stakeholders. This has motivated me to undergo
this study which involves one sinking school and a stakeholder which is a teacher union.

Teacher unions are most of the times viewed as the cause for poor relations in schools.
Many studies on teacher unions (Bayeni et al., 2014; Kingdon & Teal, 2010; Sibiya, 2017)
have focused on factors that negatively impact on learner achievement, such as protracted strike
action and teacher absenteeism as a result of attending union activities. In schools, teacher
unions are believed to be antagonistic to the school management. This notion emanates from
issues raised by union members who are not happy about certain working conditions which the
management of the school is not addressing (Msila, 2014), such as overcrowding, scarcity of

resources and ageing infrastructure.

Given the above scenarios, the critical question then is, how can the school relationships
with teacher unions be leveraged to improve school performance and learner outcomes? Some
scholars, suggest that if teacher unions initiate collaborations and partnerships with schools
there will be improvements in schools when it comes to their delivery of quality public
education (Mafisa, 2017; Msila, 2014). Convinced that the state alone will not be able to
succeed in everything in the field of education in South Africa and being mindful of the
differences and disagreements between the Department of Education and teacher unions,
Mafisa (2017) maintains that despite all, the Department of Education and unions must find
common ground and collaborate to improve the quality of education in schools. In this context,
this study sought to explore the effectiveness of a school-teacher union partnership in

facilitating school improvement.
1.4 Rationale and motivation for the study

The purpose of this study is to explore the impact of a school-teacher union partnership
in facilitating school improvement. | was encouraged to pursue this study by my personal and
professional interest on educational matters. | reflect on my experience in the teaching field
since 1996, spanning 25 years as a teacher in secondary schools, 11 years as a deputy principal
in a secondary school, 21 years as a union leader and | represented teachers in the SGB for 6
years. Furthermore, my reading of various literature on the subject and media sources such as

newspapers encouraged my interest on this topic.



1.4.1 As an educator and manager

I must first state that since | started teaching, | have worked in rural schools. During
this period, | observed that teacher unions have a strong collective bargaining power to
effectively engage the employer on issues that affect their members and issues that affect
learners. | have seen school principals, teachers, and parents to a particular extent, relying on
teacher unions for challenges in their schools to change. These range from late or non-payment
of school financial allocations by the department of education, wrong allocation of teachers,
school infrastructure, wrong quintiling of schools, delay in the appointment and payment of
teachers, non- delivery of learner-teacher support material and many other issues. | have
observed and witnessed double standards displayed by the Department of Education which
would fail to respond or address issues raised by schools but able to attend to the same
challenges when the same issues are raised by teacher unions, hence this much reliance on

teacher unions by schools.
1.4.2 As a union activist

| have experience of leading teacher union  engagements with schools and the
Department of Education as the employer, to raise the issues of members and schools. These
engagements sometimes run smoothly with the employer responding positively on issues
raised. In other instances, these engagements grow to the level of sit-ins, pickets, work to rule
and strikes. It is common cause that teaching and learning is negatively affected when teacher
unions are engaged in these protest actions. Equally, teachers, learners and the schools enjoy
everlastingly, when their challenges and issues are positively addressed by the Department of
Education. This, to me means teacher unions’ cause is correct and issues that they raise are
issues that need to be addressed, however, | believe there are better ways with which such
issues can be easily and timeously addressed before teaching and learning get affected.

Being a leader of a union has given me an opportunity and experience of sitting in the
District and Provincial committees which deal with delivery of quality teaching and learning
in school. These committees have opened my eyes in understanding how schools sometimes
struggle to get things together to facilitate achievement of the required learner outcomes. |
developed an interest of digging deeper into the reasons behind failure of schools to attain the
required learner outcomes. In most instances, when interacting with principals and teachers in
sinking schools, 1 come to a conclusion that the Department of Education sometimes

contributes to the poor performance of schools. | have asked myself whether poor performance



cannot be regarded as a collective product of the school and officials of the Department of
Education entrusted with the responsibility of supporting schools. In the main, these are Circuit
Managers, District Managers, Human Resource personnel and subject advisors who must all
play a significant role in supporting schools.

1.4.3 My personal school experience

| grew up in the rural area of KwaNzelu (eGoxe) in uMzimkhulu and born in a family
that was struggling financially. The only source of income for the area was immigration, local
men working in the mines. My dad was not different, though he was not a mine worker, but he
worked in Johannesburg and was discharged on medical boarding when | was doing standard
three (now Grade 5). | did my primary and junior classes at Mbumbulwana Junior Secondary
School (figure 1). When | was doing standard two, we were together in one classroom with
standard three. Our classroom was at St Mary’s Anglican Church. I am now convinced that
what was being done was what is now called multi-grading. Concentration was sometimes
difficult as our teacher would be teaching the other class whilst we were expected to do

classwork.

Figure 1: Photo of Mbumbulwana Junior Secondary School
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Going to high school was not to be different. Financially abled school mates attended
boarding schools. I could not. I went to Ladam High School, and | walked not less than forty
kilometres per day to and from school. My standard eight (Grade 10) was a Roman Catholic
Church building at Cancele location. | have an experience of being in a school that does not
have resources for both teaching and learning, a school that does not have enough teachers to
the extent of the school only offering the subjects which the few teachers in the school can
offer. I mean a school forced by its circumstances not to offer Mathematics, Physical Science,
Commerce stream and other subjects, a school where learners shared textbooks. This is the
situation I found myself in at Ladam High School. I still remember myself together with other
six Grade learners bracing rain and thunderstorms walking for a kilometre to get to a rondavel
again in the Anglican Church next to the school to be taught Geography. These days when I go
around the province visiting many schools, listening to teachers, learners, and principals, |
conclude that some schools in the province are in the very similar situation that my school was

in thirty years ago.
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1.5 Gaps in the literature

Finally, | have a personal attachment to education, and | believe that all children must
be exposed to equal opportunities of learning. With the known challenges as highlighted earlier
which may be contributing to schools being found at various levels of performance with regard
to learner outcomes, it is clear that improving the quality of teaching and learning in schools
requires a collective effort of all key role players in the education system. With the
interventions that teacher unions do, the work of teacher unions is not reported hence the
scarcity of literature at a local or national level that highlights the good work and contribution
of teacher unions in improving learner outcomes and schools' performance. | say this because
there is general negativity about teacher unions as disruptors of teaching and learning even
though there are few scholars who have clearly articulated that there is a positive role that
teacher unions can play to improve learner outcomes (Davidoff & Lazarus, 2002; Grant, 2006;
Bayeni et. al, 2014; Sibiya, 2017; Kgari-Masondo et al., 2019; Kingdon & Teal, 2009; Bascia,
2012; Cele, 2013; Mafisa, 2014; Zengele, 2013; Zulu, 2018). I have noted paucity of research
on the contribution of teacher unions in improving learner performance, particularly in
KwaZulu-Natal, which is the focus of the study. It is this gap that has inspired me to conduct
this study which seeks to explore existing school-teacher union partnership aimed at facilitating

school improvement.
1.6 Significance of the study

This study is conducted knowing that there exists empirical literature that views teacher
unions as disruptive, thus contributing to poor learner outcomes (Zengele, 2013; Jansen 2019;
Msila, 2014; Bayeni et al., 2014). While acknowledging these views, however, some scholars
argue that teacher unions are making a meaningful contribution in education (Mafisa, 2017).
Therefore, it can be inferred that there are two discourses about teacher unions, namely, the
negative and positive discourse. At the end of this study, | hope to contribute to knowledge on
new theoretical frameworks, policy and practice that can be employed to improve working
partnerships between schools and teacher unions. | expect the study to reveal the contributions
and shortcomings of an initiative of one teacher union implemented in a sinking school defined
by poor learner outcomes. This study is also expected to improve understanding of how
teachers’ unions are perceived by the public in South Africa. In my view, it is in the public
interest to know the role that teacher unions play in school improvement interventions. It is

also fair to let the public know that teacher unions may not only be interested in fighting against
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the state and defending their members even if their members are lazy and disruptive and
deliberately ignoring the learners. Teacher unions claim that they are interested in two things
namely, decent jobs for their members and quality public education delivery. Therefore, if this
is the case, the public must be taken on board with evidence that teacher unions are equally
concerned about the education of their learners. It is interesting that there is an existing
partnership between a teacher union and a school, as | view this partnership as a platform that
can redefine the public’s perceptions about teacher unions. In fact, the school-teacher union
partnership must be explored as one of many partnerships that can help schools to improve
their performance. | am convinced that should there be a working together of schools and
teacher unions, a new culture will develop in schools wherein there will be labour peace with
all teachers being motivated to teach and learners to learn. The big beneficiary will be the
learners whose outcomes shall be improved. Principals of schools who bear the responsibility
of coordinating stakeholders will also benefit on how to form partnerships with teacher unions

and work together to realise the school goals of enhanced learner outcomes.
1.7 Aims and objectives of the study

This study aimed at exploring a school-teacher union partnership with regard to school
improvement in one school. The objectives of this study therefore are as follows:

e To explore how a school-teacher union partnership is planned, organised and
coordinated in the case study school.

e To ascertain the view of key role players in the selected school with regard to
implementation and outcomes of the partnership in respect of school improvement.

e To make known what can be done differently to enhance school-teacher union
partnership in the selected school to ensure better outcomes in respect of school

improvement.

1.8 Critical questions
Collectively, this study seeks to respond to the following three critical questions:

e How the school-teacher union partnership is planned, organised and coordinated in

the case study school?
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e What are the views of the key role players in the school-teacher partnership in the
case study school with regard to the implementation and outcomes of the partnership
in respect of school improvement?

e What can be done differently to enhance school-teacher union partnership in the case

study school to enhance better outcomes in respect of school improvement?

1.9 Definition of terms

The following constructs are worth clarifying as they shaped both conceptualisation

and operationalisation of the study:
1.9.1 Leadership and management

As conceptualised by Adeyemi (2014), the process of leadership entails achieving
results through the collective efforts of subordinates. To achieve this, the school leader defines
and articulates a clear vision for the school and share this vision with teachers, learners, parents
and school governing bodies to secure their commitment and support. Leadership is also seen
as a process of intentional influence wherein the leader creates followers who are inspired by
what their leader does, all in a mission to achieve the desired outcomes (Mora, 2012).
Specifically, Cele (2013) and Zulu (2017) conclude that school leadership is more about
influencing and inspiring teachers and all stakeholders to achieve the desired outcomes thus
improving school functionality. | consider all the definitions by different scholars above as
important and | deduce that all converge on three points, that leadership is about the presence
of two people, the leader and follower, presence of influence and common goals that must be
achieved through the provision of shared leadership that facilitates participatory and inclusive

decision making in school improvement partnerships.

Management on the other hand, is about the harmonious execution of decisions from
lower level up (Shoko, 2016). Algahtani (2014) defines management as “a set of processes that
keep an organisation functioning through routine maintenance of day-to-day work operations
and problem-solving to improve performance and results. According to Bush (2008),
managerial functions include working with staff to identify, discuss and prioritise performance
goals and targets, develop action plans and allocate resources to ensure that the identified goals
and objectives are achieved as planned. Although the two constructs of leadership and
management are generally used interchangeably, however, there are conceptual differences

between the two terms. For example, while school management deals specifically with the
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operational issues at the school, whereas the school leadership deals with the strategic direction
of the school, resource mobilisation, stakeholder management and the overall performance of
the school. For me, this means developing both managerial and leadership capacity in schools
so that principals, school management teams (SMT) and teachers can perform both functions.

1.9.2 Partnership

McQuoid (2000) defines partnership as the potential for synergy of some form and that
partnership is formed for development and delivery of strategy by and for parties, although
each party may not be equally involved in all stages of a partnership. Coburn et al. (2013)
broadly defines partnership as a collaborative association between individuals or group who
undertake a particular task or mission in order to achieve a common goal, for example,
improved teaching and learning outcomes in a school. Deducing from these two definitions, it
can be observed that stakeholders in a partnership are equals that stand to benefit equitably
from outcomes of the partnership; although in reality this can be hard to achieve due to deep
rooted imbalances in power relations among stakeholders. However, considering that most
poor performing schools are from disadvantaged rural settings and often characterised by
overcrowded classes, limited study material and dilapidating infrastructure (Amnesty
International, 2020), is it still possible to have mutual benefits for stakeholders in partnerships
that involve these schools? Sanders and Epstein (2005) argue that formation of education
partnerships is on the rise as they prove to be tackling school challenges such as learner
dropouts and poor learner performance. Schools get into partnerships with various stakeholders
with the hope that these partnerships will facilitate realisation of the school goals, vision and

mission which aim to establish a school that is performing and increasing learner outcomes.
1.9.3 Successful schools

Mukeshimana (2016) defines successful schools as schools that have consistent
academic performance irrespective of their background differences. These are schools that are
also known as high performing schools. The National School Boards Association (NSBA)
(2018) conceptualises successful schools as schools that pay special attention to the needs and
expectations of learners, learner empowerment and motivation, career counselling, as well as
the personal circumstances of each learner through close cooperation with parents and the
community. Jarl et al. (2017) defines successful schools as those schools that are consistent
and have positive future programmes for their continuous learner outcome improvement. In

South Africa, school success is linked to performance of learners. This performance is usually
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measured by what learners achieve in their examinations. Schools that get below 65 percent in
the performance of learners are regarded as underperforming schools (Department of Basic
Education, 2020). Overall, these definitions imply that successful schools are consistent,
responsive to learners’ needs and set targets and are performance driven. Considering the
categorisation of schools by Fink and Stoll (1996), successful schools resemble moving

schools.
1.9.4 School Improvement

School improvement has been conceptualised differently in school management
literature. For example, Silbert et al. (2015) define school improvement as an intervention
aimed at raising learner achievement through improving teaching and learning processes and
the learning environment. Earl (2014) conceptualises school improvement as an innovative
approach to educational transformation that seeks to improve learner outcomes and strengthen
school leadership capabilities to manage change. Silbert et al. (2015) further characterise
school improvement as a deliberate programme developed and implemented to facilitate
change in school performance. These authors believe that the required change will come
through professional development of teachers and the development of the school so that they
positively impact on learner outcomes. Considering these definitions of school improvement,
the term is used in this study to refer to a process of moving schools that are struggling in
performance to better performing schools characterized by clear school improvement
programmes that are understood and collectively implemented by teachers, learners, SGB,
parents, and stakeholders, and one that is planned, coordinated, and led by the principal and

management team of the school.
1.10 Structure of the Dissertation

This dissertation consists of five chapters. These include the following:
Chapter one: Introduction and orientation of the study

In this chapter | introduce the study by outlining the context and background, the
significance and value of the study, the research objectives as well the critical questions that
the study seeks to address in relation to the school-teacher union partnership. The Chapter also
defines key concepts and constructs used in this study. Also included is a summary of the five

chapters that make up the study.
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Chapter two: Review of related literature

This chapter provides a critical review of related literature on school partnership in both
local and global contexts to inform development of the conceptual framework and to identify
critical knowledge gaps on implementation school partnership. The last section of this chapter
explains the theoretical framework within which the study is located, which includes

instructional and transformational leadership.
Chapter three: Research design and methodology

This chapter explains in detail the justification for the research design and methodology
used for the study. These include the interpretivist paradigm, the qualitative research approach,
the case study method, purposive sampling, semi-structured interviews, focus groups and
document analysis. Towards the end of this chapter, | explain the qualitative measures used to
improve trustworthiness in the study, including the limitations of the study as well as the ethical

principles that were observed throughout the study.
Chapter four: Data presentation, analysis and discussion

In this chapter, collected data is presented and analysed in accordance with the
interpretivist paradigm which informed the study. This data was gathered through semi-
structured interviews, focus groups and document analysis which are discussed at length in
chapter three. This chapter responds to the three critical research questions that guided the
study. Data is presented and analysed in accordance with the thematic analysis approach which

involves transcription of semi-structured interviews and focus groups.
Chapter five: Conclusions and Recommendations

This chapter presents a summary of the study and conclusions drawn from research
findings from chapter four. The last part of this chapter makes recommendations in respect of

policy, practice, and theory.

1.11 Conclusion

This chapter provided the orientation of the study, with particular focus on its purpose,
research questions and guiding research objectives. A problem analysis was also provided to
highlight the key challenges that warrant an assessment of the implementation of the school-

union partnership in sinking schools. The remainder of this chapter outlines the motivation of
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the study as well as the key concepts that guided the study. Therefore, this chapter provides a
compelling argument for readers and researchers to understand school-teacher union

partnership to facilitate school improvement.

18






CHAPTER TWO
REVIEW OF RELATED LITERATURE AND THEORETICAL FRAMEWORK
2.1 Introduction

In chapter one, the context and scope of the research pertaining to the implementation
of the school-teacher union partnership in one rural school was presented. Accordingly, the
significance and primary focus of the study were discussed, including the underlying
theoretical constructs. In this chapter, I critically reviewed existing literature with a special
focus on partnerships between schools and various stakeholders. In doing so, the study explored
international, continental (African) and South African (local) literature to get an understanding
of how other scholars view the implementation of school partnerships. This chapter also
presents and discusses two leadership theories that guided the study namely, transformational
leadership and instructional leadership. Together these theories constituted the analytical
framework for the study. | divided this chapter in two sections. In Section A, | present the

review of related literature and in Section B, | present the theoretical framework.
SECTION A: REVIEW OF RELATED LITERATURE
2.2 Partnership as a study phenomenon

The urgency for service delivery by organisations, governments and other institutions
has resulted in a growing need for the establishment of partnerships in order to improve the
scale, intensity and quality of public goods and services (Harrison, 2018; Martin, 2005; Sarker,
2019; United Nations Development Programme, 2009). Therefore, it can be claimed that
partnerships help organisations accelerate the realisation of their identified goals. The OECD
(2006), in its Successful Partnership Guide, reports that the strength of partnerships is on how
they are planned and coordinated. In elucidating the concept of a partnership, McQuoid (2000)
indicates that a partnership is a multidimensional concept whose application differs from one
context to another. This assertion is supported by Khuzwayo (2019) who argues that
partnerships exist in political spaces, business, social and educational settings. Irrespective of
the context, a large body of literature on partnerships agrees that organisations, governments,
institutions, and people involved in partnerships identify themselves with the principles of a
shared vision and goals which they hope to realise through partnerships (Khuzwayo, 2019;
Myende, 2018; OECD, 2006). This study explored the efficacy of a school-teacher union

partnership in helping to improve performance and learner outcomes in a rural school.
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Partnerships in schools occur when schools establish formal working relationships with
stakeholders and that done towards the realisation of the shared vision of a school evidenced
by higher teacher commitment and learner performance (Khan et al., 2012; Rodriguez-Valls,
2014). Accordingly, Asera, et al. (2017) expatiate by claiming that partnerships in schools avail
resources to enhance school-learner outcomes. Critically exploring partnerships in schools,
Myende (2018) argues that partners in a partnership improve their competencies by bringing
together the diverse skills, talents and capabilities of all role players for the benefit of
stakeholders. To support this view, the Deich and Neary (2020) assert that when leaders
approach their leadership activities through the use of partnership, the vision of the organisation
is realised. This is achieved through strengthening the leadership and harnessing managerial
resources from non-profit sectors so that children in these disadvantaged and under performing
schools are exposed to equal opportunities as the child in the best schools. This notion
underscores the role of school leadership in establishing and consolidating school partnerships.
Importantly, the National Development Plan directs relevant stakeholders to align their

interests to maintain the shared goal of attaining excellent educational outcomes (NDP, 2012).

Myende (2018) observes that as schools exist within a broader network of parties with
vested interest in education, these parties influence the education of the child both in and
outside the school. This author further notes that it is this vested interest in education that
informs the formation of partnerships in schools. Myende (2018) believes that such partnership
continuously determines the direction that schools take to improve performance and outcomes.
Effective school partnerships are critical in helping schools to tackle widespread challenges
such as violence, drug abuse, social ills, lack of resources, lack of support from parents,
community and tension caused by power struggles in schools (Boateng, 2014; Khuzwayo,
2019; Spaull, 2013; Stevens, 2014; Taylor, 2019). Other scholars identify school leadership
and management as pivotal in the functionality of schools or lack thereof, to the extent of
suggesting that for schools to deal with all their challenges, stakeholders must work together
in assisting schools to improve (Atcioglu & Kose, 2018; Koc, 2018; McAleavy et al., 2018).
As shown above, these scholars place school principals at the centre of the identification and
engagement of stakeholders that can partner with the school. Accordingly, Haines et al. (2015)
conclude that schools have a variety of stakeholders with which to form partnerships. In the

next paragraphs, | explicate the various partnership typologies common in schools.
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2.2.1 School partnership typologies

Scholars identify at least four common partnerships that schools undertake with their

stakeholders. These together with their strengths and limitations are reviewed below.
2. 2.1.1 School and Community partnerships

The fact that schools do not operate in a vacuum but are built where there are people
by the people, and for the people, schools are part of the community. It follows therefore that
schools must do all in their power, including partnerships to address the educational needs of
their communities. Therefore, there is an expectation that schools and communities must work
together. Acknowledging the importance of community involvement in schools, Erquiaga
(2019) notes that school-community collaboration (#AllInForKids Campaign) helped to restore
order in 2500 American schools. Khosa et al. (2013) compare the implementation of school
improvement projects in the pre-1994 and post-1994 periods in South Africa. Before 1994,
communities in South Africa were very much involved in schools, however in an “open-ended
journey” without clear school improvement models or programmes (Khosa et al., 2013). This
involvement, Khosa et al. (2013) claim, went to the extent of communities building schools for
their children. There were no incidents of vandalism during that time. These schools built in
mud are still in use even today in some provinces like Eastern Cape (Department of Basic
Education, 2018). In the post-1994 to date, Khosa et al. (2013) point out that school
improvement is now much more structured, taking a predetermined course. Khosa et al. (2013)
further outline the steps towards the planning and organising of school improvement projects
which include profiling the challenges and prioritising interventions, having a theory of change
and an intervention matrix as well as developing a logical framework, specifying a delivery
model and presenting a budget and a work plan. What is evident from this review is that school-
community partnerships help under-resourced schools to improve their delivery capacity and
responsiveness to learners’ needs through resource sharing, pooling of skills, competencies,

and expertise.

Literature shows that the participation of the community in schools hinges on the
leadership capabilities of the school principal to identify and leverage the wealth of experience,
skills, expertise, resources and support networks that the key role players and stakeholders
bring to the school improvement partnership (Krumm & Curry, 2017). While it is expected that
community members approach the school for the formation of a partnership, Mombourquette

(2017) argues that the school principal must lead in the planning of the school and community
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partnership. This scholar argues that for the success of this partnership the school principal
must work with the community in identifying areas that must form part of the partnership
programme through developing a set of shared goals, allocate responsibilities and timeframes
of the partnership work. Consequently, the NDP (2012) recommends that community members
must be encouraged to provide their services to schools. It is believed that involvement of
communities in schools will assist them to develop a sense of ownership of schools by
communities. Some of the services that communities can render to schools include the delivery
of school nutrition programme, monitoring school safety and preventing vandalism and theft
in schools (NDP, 2012).

The need for community-school partnerships is reinforced by the South African
Schools Act No. 84 of 1996 (SASA) (Department of Basic Education, 1996). Specifically,
Section 23(2)) provides that school governing bodies must identify community members with
expertise to be co-opted to the SGB and offer school facilities for use by community members.
Myende (2018) adds that teacher leadership is also vital for the success and continuity of
partnerships as they are also involved in the implementation of the partnership programme. In
her commentary in the Education Week magazine, Loria (2018) makes a point that while
community partnerships are beneficial, there is a considerable amount of work that requires the
commitment of all members of the partnership. Loria advises that teachers balance their work
to realise the goals of the partnership and further asserts that for school partnerships to succeed
learners must be involved. In contrast to other scholars who overlook the role of learners in
school-community partnership, Loria (2018) highlights the need to incorporate learners’ inputs

in the design and implementation and evaluation of the school-community partnership.
2.2.1.2 School and parents’ partnerships

Parents of learners in schools are the first educators. The Family-School Partnership
Framework of Australia (2017) postulates that parents influence the learning and development
of their children during school years and beyond. Others position education as a social activity
(Piacentini, 2017) therefore, arguing that partnerships with parents and families cannot be
avoided. Gueriam & Luciano (2020) argue that educating a child should be seen as a shared
responsibility that brings to the fore a holistically developed learner. A holistically developed
learner is characterised by good morals, healthy ambitions, good character and excellent
performance (Voko et al., 2014) which must be facilitated by the partnership between schools
and parents. The SASA supports and encourages the participation of parents and the
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community in school affairs aimed at improving the education of their children (Mestry &
Ndhlovu, 2014). To this end, Myende and Nhlumayo (2020) advance that parents know that
they must actively participate and contribute to the education of their children, but because of
the shortcomings they have, parents plead for programmes that can equip them with skills
necessary for meaningful contribution in their partnership with schools. In their study on
mathematics performance in South Africa, Visser et al. (2015) conclude that both school and
home environments are critical in learners’ performance. This implies that schools in
disadvantaged communities where a majority of parents are unemployed with limited
educational backgrounds may struggle to conceptualise and execute school partnerships.
Compounding this problem is substance abuse, teenage pregnancy and many forms of violence
which significantly reduces the participation of parents and learners in school partnership.
Further to this, literature indicates that these schools are only able to perform when the school
leadership goes an extra mile to overcome all the obstacles that hinder performance (Bhengu
et al., 2019; Naicker et al., 2015; Mkhize, 2017). Guided by literature, I identify at least four
aspects of school activity which can shape school and parent partnership as outlined in Figure
2.1.

Figure 2: Four aspects of school activity that can shape school-parent partnership

e Convene parents’ o Always
sessions to discuss learners’ supervise the learners’
performance work

o Offer parents e Participate in
different parent involvement all committees in the
options such as the provision school and attend all
of transport for field trips meetings of SGB to

mfluence school policy

which includes code of
conduct and schools'

safety strategies
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Communication e Regular e Give feedback

communication with parents to school through even
to improve learner participating in writing
performance through messages and comments
meetings, newsletters n school newsletters
Extra-curricular activities e Invite and allow e Attend extra-
parents to attend extra- curricular activities where
curricular activities of the they motivate learners and
school in the process bond with
teachers

Even though there are these points of interest that can be used to guide the school-parent
partnership, it 1s argued that school and parent partnerships create an inclusive environment

wherein parents make inputs in decisions that schools take (Martin, 2005).
2. 2.1.3 School and business partnerships

Part of the partnership capital that schools can tap on to deal with many challenges they
face 1s business. Supporting this view, Allen (2017) argues that many educational needs can be
addressed if business partners with local schools. According to this author, these partnerships
assist schools in addressing many challenges they have. As with other scholars, Allen identifies
social ills and education budget cuts as some of the key challenges that impact adversely on
the academic performance of schools. As a solution, Allen (2017) proposes that businesses
must use their corporate social responsibility budgets to bail out sinking schools. Corporate
social responsibility budget represents business’s commitment to plough back to communities
through donations, sponsorships and infrastructure development. The Council for Corporate
and School Partnerships founded by Coca-Cola adds that business has vested interest in schools
as they look up to schools to produce learners with high marks to take over business leadership
in their business (Council for Corporate school partnerships, 2008). This assertion by Coca-

Cola Council gives reasons for the bursaries that business offer to some learners.

While the views expressed by Allen (2017) that business must form partnership with
local schools may have merits, he nonetheless assumes that all schools have business with

which they can all form partnership, which may not be the case in rural schools. This
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assumption negates the reality that the majority of sinking schools which are mostly found in
rural areas are characterised by persisting unemployment, poverty, inequalities (Statistics
South Africa, 2018) and there is no economic activity that can attract business to invest in the
area (Chakaninka et al., 2012). Despite these limitations, school-business partnership are still
a viable option in addressing the complex performance challenges facing rural schools. The
school-business partnership improves learner outcomes. The Coca-Cola council claimed that
schools it had partnership with, experienced improved learner outcomes (Montecel, 2013). One
example of an effective school-business partnership involved Ugu and iLembe districts of
KwaZulu-Natal and VVodacom assists grade twelve learners with content and revision material
for different subjects (KZN Department of Education, 2020). Through this partnership, the two

districts recorded the highest improvement percentage in 2019 NSC results.
2.2.1.4 School and University Partnerships

The partnership of schools and universities is generally considered to be effective in
improving the quality of education (Burton & Greher, 2007). This is because some universities
are responsible for provision of teacher education. It is often argued that student teachers can
be seen to have completed their training programmes when they have engaged in supervised
classroom activities that enable them to apply their instructional knowledge and skills to
practice (Mutemeri & Chetty, 2011). From another perspective, it is argued that universities
are no longer regarded as one stop training centres where people get trained and leave for good
(Chan, 2016). Their assertion is that with the life-long learning principle, teachers and schools
have to form collaborative strategies with universities in order to deliver context-specific
teacher development initiatives. Like all other partnership interventions, school-university
partnerships yield mutual benefits for role players in the value chain. Examples include
research and design inputs by universities and teachers to improve the quality of teacher

development.
2.2.2 Synthesis of school partnership typologies

On reviewing the above literature on typologies of school partnerships, | observe that
there are gaps in the conceptualisation of these partnerships. For example, none of these
researchers pay attention to the possibility of establishment of concrete school-teacher union
partnerships, which is the primary focus of the present study. Within the South African
contexts, teacher unions play a leading role in facilitating transformation and quality

improvement efforts in schools. Empirical literature confirms that the teaching profession is
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highly unionised in South Africa and that teacher unions cannot be ignored in school
improvement partnerships (Khuzwayo, 2019; Mafisa, 2017). If anything, there are varying
perceptions about the role that teacher unions play in schools. For example, the conservative
view perceives teacher unions to be generally disruptive and obstructive and therefore
unwarranted in schools. To some extent, this suggests gaps in the literature regarding the
responsibilities and contributions of educators in school improvement partnerships. Partly, this
explains why school-union partnership activities are limited, particularly in rural schools. By
contrast, the progressive view (transformative perspective) holds that teacher unions are an
important stakeholder in both the transformation of schools and enhancement of learner
outcomes (McAlister & Catone, 2013; Cele, 2013).

2.3 Factors that account for the success of partnerships in education

Education partnerships assist schools to achieve their performance goals (Badgett,
2016). Even though there is evidence on the power of education partnership, it is argued that
not all partnership in schools have been successful (Krumm & Curry, 2017). It is, therefore,
important when deciding to form partnerships to be aware of the factors that contribute to the
success of partnerships. Below are some of the factors that account for the success of the school
partnerships (Badgett, 2016):

e Have clearly defined vision and goals that are understood by both partners.
e Communication and respect the views of the other.

e Allocation of responsibilities.

e Dealing with all problems arising out of the partnership.

e The clear communication of roles and responsibilities.

e The presence of a well-planned programme of action.

e The amount or kind of follow-through asked of teachers and staff.

e The quality of services and products offered.
2.4 Discourses on Teacher Unions

In this section, | review literature on discourses on teacher unions in order to improve
understanding of the complexities and conceptual ambiguities surrounding teacher unions. This
will also help clarify the theoretical position that the study is taking regarding the formation

and implementation of partnership in rural schools.
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2. 4.1 Discourses around negative perceptions about teacher unions on learner outcomes

In one perspective, Kudumo (2011) emphasises the role of the social, economic and
political context of a country in shaping the ideological positions and approaches of teacher
unions towards collective bargaining issues and education delivery in schools. For example,
teacher unions in South Africa, particularly SADTU, were inspired by the struggle against the
apartheid system and this is still prevalent currently (Heystek & Lethoko, 2001). South African
teacher unions have received a great deal of negative attention based on how the public views
them concerning learner performance (Franklin & McLaren, 2015). Franklin and McLaren
(2015) mention that issues that contribute to this negativity about teacher unions include
challenges regarding educator post-provisioning as well as issues related to assessment and
observation of teachers. Teacher unions have consistently opposed policy proposals around
these issues. A body of literature concludes that teacher unions with special reference to
SADTU are antagonistic towards school leadership and management which may result in

disharmony in schools (Sibiya, 2017; Zengele, 2013).

The negativity about teacher unions has resulted in some scholars questioning the
legitimacy of unions and whether they should be involved in school activities beyond collective
bargaining issues (McCollow, 2017). Teacher unions are very much aware of these negative
sentiments expressed against them and they seem to be aware of the reasons why there are
these negative perceptions about them. For example, Education International (2016) asserts
that things have never been harder for teacher unions. This teacher union argues that the reason
behind the attack directed to teacher unions is informed by their campaign against
commercialisation and privatisation of education propagated by the Global Education Reform
Movement (GERM). It is argued that the work of GERM threatens the teaching profession
through its business approach to education (Blower, 2015) which is characterised by
competition between schools and teachers, test-based education and attacks on teacher unions
(Education International, 2018). This implies that the battle between teacher unions and GERM
is ideological. Teacher unions are targeted because they vehemently oppose this profit-making
agenda and develop campaigns against GERM efforts to maximise profits through neo-liberal
education policies (SADTU, 2019b) introduced in many countries outside United Kingdom
(Education International, 2016).

The neo-liberal economic and industrial policies seem to be the source of all negativities

about teacher unions have severely limited the ability of teacher unions to continue to freely
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engage in collective bargaining (McCollow, 2017). This scholar further asserts that the global
education reforms fuel hostility towards teacher unions. In particular, Blower (2015) argues
that GERM’s approach is the antithesis of public education, a public good. For school
partnerships, the GERM approach, therefore, poses risks on two fronts: first it discounts the
critical role of collaborative effort in elevating not just teacher engagement but also the quality
of educational outcomes in sinking schools. Second, the GERM approach over-emphasises
competition over solidarity and bottom-up approaches to school improvement. Clearly, this
runs contrary to children’s right to education (Blower, 2015). It also limits teachers’ ability to
grow professionally as it standardises teaching and learning interventions (tests) and such

teachers and learners have become passive recipients of predetermined educational solutions.

Exploring the public-sector unionism and its implications for education in South Africa,
Letseka et al. (2011) focus on the role of SADTU in the declining state of education in the
country and argue that the dysfunctionality of education in South Africa is because of
SADTU’s influence. The authors claim that SADTU is always engaged in strikes, pickets or
stay-away which leave learners without teachers. They blame SADTU for opposing Annual
National Assessment (ANA). Notably, numerous studies portray teacher unions as self-centred
interest groups that can do whatever that takes as long as the interests of their members are
looked after which to some extent compromises learners’ interest (Bayeni et al., 2014; Jansen,
2019; Motsohi, 2011; Zengele, 2013). This criticism of teacher unions and SADTU in
particular, has even extended to the political arena. For instance, the Democratic Alliance has
unsuccessfully initiated a process to declare education an essential service with the intention to
stop SADTU from industrial actions (SADTU, 2018). The Institute for Race Relations (IRR)
(2019) supports this view that SADTU is disruptive and compromises the education of learners.
The preceding literature points to a situation where a stakeholder, the teacher union, is
perceived to be opposed to quality education delivery through it not agreeing to measures that
would ensure accountability by teachers. However, | am of the view that it would have been
better if scholars had extended their work to also investigate reasons for rejecting some policies
by teacher unions. I believe that doing that would add a critical dimension to the existing body
of knowledge about teacher unions. Maybe such studies would present an opportunity to look
at more progressive strategies for the benefit of both schools and teacher unions. The current
study, therefore, departs from this conservative view of trade unionism in South Africa by
stressing the transformative role of teacher unions in school improvement partnerships, hence

the need to also explore at the positive discourses about teacher unions.
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2. 4.2 Discourses around positive perceptions about teacher unions on learner outcomes

In contrast to the negative narratives about teacher unions, some studies project a
positive image of teacher unions as key stakeholders in school improvement partnerships.
Bascia and Stevenson (2017) highlight some of the contributions that teacher unions make in
improving the quality of education in schools. One such contribution is the teacher professional
development programmes organised by teacher unions. Heystek and Lethoko (2001)
acknowledge that the purpose of education in South Africa is to scale up both provision and
the quality of education in schools to meet the needs of learners and the labour market. Within
the same context, Cele (2013) posits that there are innovative programmes that teacher unions
are conducting to improve leadership effectiveness and functionality of schools, particularly in
rural contexts. Similarly, a study by Cowen and Strunk (2015) reveal that teacher unions play
a progressive role in schools by encouraging the formation of partnerships to improve teaching

and learning processes and outcomes.

Reflecting on the role of teacher unions in school improvement efforts, the Wits School
of Governance and Bridge (2016) argue that first, teacher unions are critical stakeholders in
education and secondly acknowledge their contribution in the development of teachers in South
Africa. It does appear from the literature that there is an expected decisive role that teacher
unions must play in education (Heystek & Lethoko, 2001; Mafisa, 2017; Naicker, 2005). The
study by Mafisa (2017) shows that teacher unions are beginning to involve themselves in the
implementation of policies that seek to improve the quality of teaching and learning in schools.
This study further establishes that teacher unions are training their members on curriculum
issues as part of the unions’ capacity building initiatives in disadvantaged schools. As evidence
that teacher unions are involved in programmes aimed at improving learner outcomes, teacher
unions in South Africa jointly established the Teacher Union Collaboration (TUC), which
assists with teacher training and development in schools (Department of Basic Education,
2017). These teacher development opportunities are offered to all teachers irrespective of their
ideological inclinations or orientations (SADTU, 2020). Despite differences in emphasis the
preceding studies, however, converge on two issues and the first issue is the need to improve
learner outcomes in all schools. The second issue is the centrality of teachers in learner
performance. In the next section I review learner performance to provide a context to illustrate

the need for implementing the school improvement interventions in rural schools.
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2.5 Learner performance

Learner academic performance refers to the level to which learners in schools are able
to achieve academically (Makgato, 2007). Equally, Lamas (2015) defines learner academic
performance as the attainment of stated performance goals and objectives as set out in learning
programmes or assessment policy. Put differently, learner performance demonstrates mastery
and application of acquired knowledge and skills against predefined assessment criteria or
standards. This means learner performance is measured through regular assessments and
feedback. The centrality of learner performance in this study stems from the realisation that the
majority of learners from rural schools experience difficulties in achieving in acceptable
performance standards. Failure to achieve learning outcomes by learners, concerns learners,
their parents, teachers and the Department of Education (Makgato, 2007). Lamas (2015) further
declares that learner performance is the product of learning which is stimulated by the teaching

activity.

Clearly, learner performance is determined by the quality of engagement by the teacher
and the learner (Gilbert, 2019). Makgato (2007) adds that the teacher’s subject content
awareness count in learner performance. In South Africa, learner performance is guided by the
National Policy pertaining to the programme and promotion requirements of the National
Curriculum Statement (Department of Education, 2013). Scholars and education analysts have
raised questions about the quality of South African education, and some have made conclusions
that the standards are low and do not compare favourably with other developing countries
(Spaull, 2013; Taylor, 2019). To complement this view, Roodt (2018) questions the efficacy
and capability of the South African education system to help learners perform according to the
set standards. This is despite the regular reports of improved performance by the DBE (Spaull,
2013).

2.5.1 Reasons for learner poor performance

Poor performance in SA schools is a historic feature of apartheid. Mlachila and
Moeletsi (2019) declare that schools with poor learner performance are those that were
historically deprived of the necessary resources and support required to provide high quality
education. Mlachila and Moeletsi (2019) further argue that 75-80% of learners in South Africa
rely on dysfunctional schools to get quality education, whereas 20-35% of learners get quality
education from the few functional private schools. Some scholars identify teachers’ poor

subject content knowledge, few systems for teacher accountability, quality of learner and
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teacher support material, language of teaching and learning and limited leadership and
management capacity as some of the factors that account for learner poor performance
(Mlachila & Moeletsi, 2019; Spaull, 2013). Poverty, unemployment and inequalities are
believed to define how schools perform (NDP, 2012). Adding to this, Batra (2015) argues that
teachers’ attitudes and perceptions of learners from these marginalised communities sometimes
alienate learners and therefore limits their ability to seek help and guidance from their teachers.
South Africa appears to have a bimodal education system where some privileged schools
continue to perform well beyond the set standards whilst disadvantaged schools have
constantly failed to reach minimum performance requirements (Mlachila & Moeletsi, 2019;
Spaull, 2013; Taylor, 2019). Lack of parental commitment to the education of their children
and motivation of both teachers and learners contribute to poor performance of learners
(Makgato, 2007). Exacerbating the situation is the failure of school management and teacher
unions to work together in dealing with issues in the schools thus resulting in tensions and
conflicts between the two (Mafisa, 2017). In the absence of labour peace, it becomes difficult
for educators to promote and uphold high quality standards in teaching and learning processes
as more energy and time are spent on unresolved workplace squabbles. Romero & Barbera
(2011) stress that attaining high quality education requires significant improvements in both
instructional time and learners’ time, as well as the commitment to complete all assessment

requirements.
2.5.2 Performance or Underperformance?

Conservatively, it has been argued that the South African education system is unable to
produce high-quality learning outcomes compared to other developing countries.
Underperformance by South African schools is confirmed by benchmark tests administered by
leading institutions such as the Organisation for Economic Cooperation and Development
(OECD, the Southern and Eastern Africa Consortium for Monitoring and Education Quality
(SACMEQ) and National Science Education Standards (NSES). On the whole, these tests
suggest that the performance of grade nine learners in subjects such as home language, science
and mathematics is relatively low compared to other developing countries, despite major policy
improvements in the country’s education system (Stevens, 2014; Boateng, 2014; Department
of Basic Education, 2014). Performance scores in these subjects averaged fourteen per cent
(14%), forty-three per cent (43%) and thirty-seven (37%), respectively. Additionally, the
Trends in International Mathematics and Science Study (TIMMS) and the 2016 Progress in

International Reading Literacy Study showed that Grade Four (4) learners trailed behind
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learners in similar grades elsewhere (Howie et al., 2017). This study further shows that 80 per
cent of learners in South Africa struggle with literacy skills, i.e., reading and writing skills,

compared to four per cent (4%) globally.

The literature reviewed above implies that South Africa has an education system that is
struggling to produce excellent results. This view is negated by the National Senior Certificate
examination results which show that the country has been improving to the level where it
reached 81.3% in 2019, for the first time since the ushering in of the democratic government
in 1994. However, Equal Education (2019) and Marchesi (2020) warn that celebrating the
improved performance by SA Government must equally account for all learners who started
schooling but do reach grade twelve and those who exit the education system without obtaining
matriculation certificate. These organisations argue that many learners who register for grade
one do not get to grade twelve arguing that these learners drop out because of the failure of the
system to give quality education to them. Even so, there is improvement in the performance of
learners in South Africa. However, there are performance challenges that are noted. The next
paragraphs will focus on the performance of KZN schools to provide a context for the

implementation of school partnerships.

KwaZulu-Natal schools show no difference from the national picture of performance
hence the notable improvement characterised by learners’ performance which varies from
district to district and from school to school (KwaZulu-Natal Department of Education, 2017).
To understand these variations in performance, KZN Department of Education categorises
schools as functional and dysfunctional based on what percentage they get in matriculation
passes. All secondary schools that get below 65% are regarded as dysfunctional (KwaZulu-
Natal Department of Education, 2017). It can be deduced from the report of the department
that schools in rural areas, small and non-viable are topping the list of the dysfunctional schools
(KwaZulu-Natal Department of Education, 2017). According to this report, there are schools
that could not pass even a single learner though there are improvements in the 2019 results
compared with the previous years. Looking at the schools that are functional though at different
levels but above 65%, it is said that some of the contributions to such performance are the
camps and holiday classes (Macuphe, 2019; Nxumalo, 2021). Some of the excellent
performances are not as a result of sustainable systems that the department has created to
produce functional schools, but the province relies on extra tuition. Related to this is the
cheating by learners writing matric and the findings that some teachers assist learners during

the matric examinations (News24 Archives, 2014). This needs to be rooted out as it taints the

33



quality of educational outcomes in the province. The KZN Department of Education (2018)
calls for schools to implement turn-around strategies to improve performance. SADTU (2020)
identified and adopted schools which had failed to meet minimum performance for schools
which is 65%. KZN Department of Education has performed relatively well as compared to
other province as it has managed to reach the top five position in 2019 (Department of Basic
Education, 2020). However, this is insufficient considering the number of learners who enter
the education system at grade one and still not accounted for after twelve years when
matriculation results are announced. The Department of Education (2020) acknowledges that
all districts improved. The KZN province scored 81.3% which is a 5.84% increase from 2018
where the province got 76.20%. The 2019 grade twelve learners were the sixth cohort to write

the Curriculum and Assessment Policy Statement (CAPS).

The first cohort to write the CAPS, NSC examination was the class of 2014 which
performed very poorly with 69.7 %. A decline from the 2013 performance of 77.4% (KwaZulu-
Natal Department of Education, 2017) and a further decline to 60.7% in 2015. The need to
develop strategies to improve the KZN results began with the ‘Bounce Back’ programme
launched by the MEC, Ms. P. Nkonyeni in 2015. As part of the programme the Department
introduced winter schools which put learners in boarding facilities with lead teachers who teach
and prepare them for examinations (KZN Department of Education, 2015, p. 5). The question
that must be asked with this approach is, is the department not entrenching inequalities in
learner outcomes as not all learners qualify to attend winter school camps? In addition to the
winter camps, another strategy involves teachers being taken away from their schools for a
duration of three days in a term to engage them on subject content as part of professional
teacher development. This intervention is called ‘Just in Time’. Since then, KZN NSC results
have been improving. This improvement which makes a great contribution to the national pass
rate, 80% in 2019, is claimed to be product of extra tuition (SADTU, 2020). This is confirmed
by the Department of Education when it reports about the interventions employed to improve
results (Department of Basic Education, 2020). The Department of Basic Education asserts that
KwaZulu-Natal has a larger number of learners than other provinces and its performance
matters for the South Africa’s performance of 76.2% in 2020 (Department of Basic Education,
2021). As can be seen in table 1, KwaZulu-Natal for example, had 135 225 learners that wrote
the 2020 NSC examination and passed 104 938 which is 77.6% whereas Free State which is
the leading province in performance had 27 928 learners and 23 779 passed as the province
scored 85%. Whilst all districts in KZN performed above 70%, all twelve KZN districts’
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performances declined in 2020. This is evidence that other provinces that do well in NSC carry
fewer numbers of learners than KZN yet KZN is largely rural and characterised by many
infrastructural challenges and shortages of technological teaching and learning support material
which aid online teaching and learning thus avoiding lesson losses during lockdown periods.
During the occasion of the release of 2020 NSC results, Minister of the Department Basic
Education, Angie Motshega confidently claimed that Covid19 did not deter the Department of
Education from delivering on its key objective of providing quality education in all schools
across the country. However, the Minister confessed that the 5% decline can be attributed to
Covid19. Noticeably, KZN also dropped by almost 3% and this decline is believed to be
informed by Covid19 which imposed some challenges in schools. Some of these challenges

are shown in figure 3.

Figure 3: Covidl9 imposed challenges on schools

School

leaders lack
of localised
ssion
\ -

| 3 A',.ig;; o -—:‘
LW
M Yy
U NN
- Increased
learner
- absenteeism

35



Table 1: 2018-2020 KZN pass percentage per educational district.

OVERALL PERFORMANCE OF KWAZULU-NATAL
DISTRICT 2018 2019 2020
UGU 79.60% 86.30% 81.7
AMAIJUBA 81.70% 85.20% 80.5
PINETOWN 77.40% 83.00% 75.8
UMGUNGUNDLOVU 77.50% 82.80% 80.3
UMLAZI 76.76% 82.60% 80.9
ILEMBE 71.10% 80.90% 76.9
UMKHANYAKUDE 78.10% 80.60% 80.6
KING CETSHWAYO 73.90% 79.30% 74.8
UTHUKELA 76.13% 79.20% 73.5
ZULULAND 73.80% 79.10% 76.7
UMZINYATHI 73.10% 77.40% 72.6
HARRY GWALA 71.90% 77.30% 75.8
PROVINCE 76.20% 81.30% 77.6

The KZN DOE Head of Department, in the 2018/2019 Annual Report, declared that
“The Winter Classes that we had during winter holidays have been very impactful. They have
assisted many learners who would not have been able to perform as best as they did without
this intervention”. However, SADTU asserts that these results are a product of hard work by
teachers who teach before and after normal school time, on weekends and during holidays
sometimes without compensation (SADTU, 2020). Also, these results have not spared
controversy. The introduction of the Multi Examination Policy which was introduced in 2016
has been viewed as a way of reducing numbers of learners who write the examination thus
choosing the best learners (SADTU, 2020). This policy allowed learners to write the

examination over three sittings (Department of Basic Education, 2018). Many schools
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encouraged learners to go this route thus allowing schools to only account for the few learners
that write all subjects and this is how many schools and districts have manufactured their
excellent results (SADTU, 2020). Whilst these intervention programmes have improved
performance, they are costly. Though there is improvement in matric results, there are still
schools that score below sixty percent and some get zero percent, particularly in rural areas
(Amnesty International, 2020). This organisation suggests that intervention programmes must
focus on these schools to exploring strategies of developing sustainable systems of producing
excellent results than relying on models of intervention that are too costly to run and temporary.

2.6 School Improvement

School improvement is necessary as a process and programmes to enhance the
performance of schools are needed (Harris, 2002). Harris (2002) sees teachers being the central
to school improvement initiatives. The need to improve schools is informed by observed
challenges in schools like poor performance. These challenges are associated with the
continuous failure of the school to get the desired learner performance. Improving these schools
requires the collective effort of educators, stakeholders and education officials to ensure that
sufficient resources and capacity are mobilised to accelerate the implementation of school
improvement initiatives (Blase et al., 2013). Tracy (2012) concurs with this assertion by
stressing the need for principals as school leaders to craft school development strategies that
fit in with the vision of the school and have these communicated to all stakeholders in the
school community. From another perspective, Frost et al. (2003) caution against the imposition
of strategic plans on the school. Instead, what needs to happen is that the school principal and
stakeholders should be able to develop strategies that are responsive to the unique performance
challenges facing the school. Similarly, James (2008) notes that centralised approaches to
school improvement discourage stakeholder involvement, resulting in poor outcomes. Adding
to this, Naicker et al. (2016) suggest that school improvement initiatives should be holistic
rather than focusing on select performance problems in the school. In sum, school-wide
improvement efforts are more likely to improve the school's overall performance than ad hoc

interventions.

Governments and departments of education globally have adopted radical campaigns
to improve the performance of schools and learners. In America, for example, the No Child
Left Behind (NCLB) Act was passed in 2001. The NCLB is an educational plan of America

introduced to close the performance gaps of schools and learners. As an intervention to enhance
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school performance, this Act introduced reduced class sizes, teacher professional development
and was aimed at ensuring that through the Read First initiative, every child at grade three is
able to read. In Ontario, the Education Improvement Commission applied a partnership
approach to improving schools (Education Improvement Commission, 2000). In its handbook
for school improvement planning, the commission calls for teachers, parents and community
to work together in identifying the areas for improvement. Equally, curriculum, school
environment, parental involvement are identified as critical areas for the school improvement
plan. In a similar approach the Department of Education MEC for KwaZulu-Natal Province,
Mr Mshengu launched the Quality Teaching and Learning Campaign (QLTC) wherein
community leaders, SGBs, Learner Representative Councils, teacher unions, South African
Police Services, the department of education, signed a pledge as a way of committing to
improve quality of education in the KZN (KZN Department of Education, 2020). Again,
teachers and school management teams are implementing Jika iMfundo, which is assisting with
curriculum coverage which was identified as a challenge resulting in poor performance
(Metcalfe, 2018). South Africa has a National Strategy for Learner Attainment (NSLA)
framework which aims to improve learner performance, enhance accountability and focus
building functional schools wherein teaching and learning is supported through protecting

contact time and provision of resources (Department of Basic Education, 2015).
2.7 Interventions to improve performance in South African Schools

When schools do not produce the required academic outcomes, there is an expectation
that programmes to improve performance must be developed by the school (Department of
Basic Education, 2020). These programmes are specialised programmes that define how poor-
performing schools aim to change their performance. These programmes are called
interventions. Sometimes they are referred to as turnaround strategies. In the following sections

and subsections, selected interventions are discussed through the review of existing literature.
2.7.1 Teacher development

The transition into democracy in South Africa meant a need to transform the education
system. Before 1994, the education system was highly fragmented in line with the racial
segregations of the country, under apartheid. According to the DBE, teachers have an essential
role in the upliftment and transformation of the society, arguing that teachers endure the weight
and responsibility of teaching, and are the central fountain of knowledge and values for children

besides their parents (Department of Education, 2015). As a result of transformation, various
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education and training systems were merged, creating new challenges for educators in terms of
the new attitudes, behaviours and competences required to function in an increasingly complex
and diverse school environment. Kimati and Rusznyak (2018) correctly assert that even teacher
training before 1994 was fragmented geographically and along racial lines to the extent that
some teacher training was at a low level of cognitive demand and was mainly on the
management of the classroom and on pedagogies. Besides the amalgamation the 19 education
departments in the country, there were changes in the curriculum (Cele, 2013; Msomi, 2015).
When there are changes in curriculum teachers are expected to quickly comprehend the new
curriculum and implement them in their teaching. Since then, there have been many doubts
about the preparedness of teachers to teach to influence learner outcomes. Notably, the SA
education system has been criticised for failing to produce high-quality learner outcomes, with
many scholars attributing these problems to teachers' content knowledge in the classroom. For
example, in 2020 Umalusi, the Council for Quality Assurance in General and Further Education
and Training in South Africa expressed concern with poor learner performance in Mathematics.
The performance of Matric learners in Mathematics was reported as static and not showing any
signs of improvement for NSC examination in 2019. With this identified problem, Umalusi
called on teachers to teach to attract more learners to enrol for the subject and pass it (Pijoos,
2020).

In confirming the above, the 2020/2021 Annual Performance Plan notes that teachers
lack subject content and appropriate marking guidelines (KwaZulu-Natal Department of
Education, 2020). While there may be merit in the assertion that some teachers have challenges
in content knowledge and pedagogy, it has not been proven that standardised tests for learners
are a solution (SADTU, 2015). As frontline workers in the improvement of learning outcomes,
educators in schools should be empowered with relevant knowledge and competencies to be
able to improve the quality of teaching and to learn in their schools (Hartsell et al., 2010).
According to the Education Labour Relations Council (ELRC) (2009), teachers are mindful of
the challenges they have in the implementation of changes in the curriculum and the growing
expectation for them. In her work on the challenges that teachers experienced to implement
curriculum changes, Msomi (2015) argues that teachers as the most potent and influential
drivers of change in the classroom, must be supported and provided with necessary resources
to positively impact outcomes. Authors have tackled the question of whether the continuous
professional development of teachers is necessary (Phillips, 2008). This guestion emanates

from the reasoning that teachers are first prepared for almost four years before they qualify to
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be teachers. The argument with this question is, whether the universities that prepare teachers
fail to thoroughly prepare teachers for their day-to-day work in the classroom. Mizell (2010)
argues that colleges and universities have not been able to equip student teachers with varied
experiential learning interventions that make them more effective and efficient in real
classroom situations. Mizell (2010) further argues that professional development influences the
achievement of learners claiming that student learning and achievement is enhanced if their
teachers are engaged in effective professional development as a strategy to support teachers
(Mekango, 2013). Like all professionals, novice educators and inexperienced school principals
take years to develop new competencies required to improve their performance in the school.
To clarify this point, Mizell (2010) further argues that even experienced teachers confront
significant challenges each year. These challenges are influenced by changes in subject content,
new instructional methods, changing laws and procedures, as well as student learning needs
and the use of technology. The literature presented above supports the view espoused by Cele
(2013) that the leadership development of school principals must be part of in-service
empowerment. With this form of professional development, school principals would be able to
incrementally improve their instructional knowledge and competencies (Mthiyane et al., 2013).
However, some teachers, particularly those serving in disadvantaged schools, have not been
able to improve their skills due to limited access to professional development opportunities
(Mizell, 2010).

2.7.2 School leadership and management training

Several scholars note the centrality of effective school leadership and management in
addressing the quality of education, especially in disadvantaged schools (Buka et al., 2017;
Sammons & Bakkum, 2011). Sammons and Bakkum (2011) argue that school leadership
importance follows classroom teaching and learning. Consequentially learner outcomes
improve. This implies that failing schools are as a result of challenges in leadership. It is
observed that education systems are changing and there are new roles and responsibilities
imposed on school leaders (Asia Society, 2015) and as such, school leaders are expected to
wear many hats for them to be able to balance their responsibilities (NEEDU, 2018). The Asia
Society, in its presentation to the 2015 International Summit on the Teaching Profession,
pointed out that school leaders are gradually given additional power and increasing level of
accountability. In addition, the society argues that the work of the school principal is becoming
more complex. In light of this, Myende and Mthiyane (2016) posit that the act of leadership is

shaky and is reliant on the capacity and ability of the school principal to be flexible in the
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execution of his leadership responsibilities to respond to the complex situations. In the same
vein, Naicker (2016) points out that the environment in which school principals operate has
changed and demands school principals to do things they were never expected to do in the past.
Naicker (2016) mentions a unique situation in Umlazi district where some school principals
work very hard in schools where there are social ills and teacher unions that are sometimes
disruptive. Another challenge in these schools is that school governing bodies have no interest
in growing the school but are mainly concerned with the finances of the school (Bhengu, et al.,
2019).

Still emphasising the centrality of the school principal in the performance of a school,
Belle (2018) argues that school leaders are expected to be all-rounders and not only concerned
about their administrative duties. This scholar maintains that school principals must take an
interest in teaching and learning. In view of the assertions above, one may suppose that school
principals, in executing their leadership and management tasks, must realise that the
functioning of the school is seen through its ability to improve the academic achievement of
learners. In light of this, Cele (2013) argues that school principals must be properly trained for
them to be able to execute all these complex responsibilities. To make his point clear, Cele
(2013) identifies a challenge about the scarcity of principal training programmes and their
preparedness for this huge responsibility. There is no compulsory specialised training that
South African principals receive before they are appointed as principals (Cele, 2013).
Department of Basic Education (1998) states that to be a principal one must have a minimum
requirement that is matric plus a three-year professional diploma and seven years of teaching
experience. Considering the changing educational landscape and the added responsibilities that
school principals have, is it not fair for the school and learners to have a school principal who
fully possess the requisite knowledge, values, attitudes and skills meant for high level
performance? If the principal can have all these, will he not have added confidence to mobilise
the community, parents and teachers to have a buy-in into the programme of the school? Maybe
these are questions that aspiring school principals must respond to and check if they possess

these qualities.

Equally, it can also be argued that teachers who aspire to be school principals must at
least have a school leadership and management background so that schools can improve. This
may need a partnership of teacher unions and the Department of Education to investigate the
relevance of Resolution 11 of 1997 today. This Resolution outlines the criteria for appointing

principals in KZN (ELRC, 1997). The same Resolution remains the main instrument that the
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schools use to measure the capability of candidates for principal positions (Khanyi & Naidoo,
2020). This point is raised because this Resolution is a product of engagements between teacher
unions and the KZN department of education. Is it worth a revisit so that it can take into
consideration the developments of the past twenty-four years in the field? The Wallace
Foundation (2013) found that some principals, when faced with challenges, their lack of
capacity to address challenges results in low learner outcomes. The Foundation further asserts
that many principals decide to take early retirement because they cannot improve their schools.
Many studies have found that school principals also need to be supported through professional
development like all other teachers (Cele, 2013; Zulu, 2017). Even though there is support for
what these scholars say, there are school management team members who must equally be
exposed to capacity and support building initiatives to excel in their work. This is necessary as
there is an expectation that schools must exercise the democratic management of schools
wherein all involved, including teacher unions at the school level, are able to contribute towards
school improvement (SADTU, 2012).

Literature suggests that a particular calibre of a principal is able to mobilise support for
the vision and mission of the school, rally learners, teachers and teacher unions behind the
goals of the school (Wills, 2016). It is therefore, believed that principals must be equipped with
specialised skills and must subscribe to leadership styles synonymous with the type of school
the principal leads. It was as long as twenty years ago that Fullan (2009) argued that principals
must also produce leaders in their teachers. It is this kind of a principal that builds a team that
can lead in their classrooms and get involved wholeheartedly in school improvement
programmes (Bush, 2008). In support of this view, Mestry (2017) emphasises that one of the
core responsibilities of transformational school leaders is to prioritise support and resource
allocation to ensure that best teaching and learning practices are consistently maintained at all
levels of the curriculum delivery and management process; including identification of
appropriate assessment and remedial activities to help improve learner achievement. Equally,
Hallinger and Thang (2014) argue that it is imperative for school managers to understand how
social, economic, political and legal factors in the broader environment impacts on school
performance and learner achievement. This highlights the need for school leaders to have a
diverse set of skills and competencies to be able to effectively lead change, particularly in

sinking schools.

Although this study was not mainly on school leadership, however the capacity of

principals to lead the change required for school improvement is critical, particularly in school
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improvement partnership contexts where multiple stakeholders are involved. As leaders,
principals and their teams cannot escape scrutiny in schools showing signs of sinking. The
issue therefore is, do schools have adequately trained and developed school leaders? This
question necessitates the need to evaluate how school principals are prepared for these complex
roles mentioned earlier in this study. Consequentially Chiedozie and Victor (2017) and Chaves-
Hereenias et al. (2019) concluded that it is necessary for all schools to have school leadership
that has the capacity to improve teacher effectiveness and learner outcomes. The approach in
principal preparation, training and appointment is not the same everywhere. In the next
sections, the review the literature on the approaches of Finland and the United States of

America as examples on school leadership and management training are presented.
2.7.2. 1 The case of Finland

The Finland education system emphasises skills that a principal must have before they
are appointed as school principals. This country is praised internationally as having the world’s
best education system (Tucker, 2012). There is a clear criterion that clarifies the needed
qualifications and other university accredited educational programmes for the position of a
principal. For instance, a principal candidate must have a Master's degree and at least the
Certificate of Educational Administration which is more about Finland education law and
policies or Programme in Education leadership and proven experience in educational
administration (Taipale, 2012). There are also programmes that aspiring principals and deputies
must undergo whilst they are classroom teachers. The programme aimed at preparing
classroom teachers for the principal position includes five fieldwork sessions to afford the
teachers to practice what they are learning under supervision. It is reported that in practice, no
principal is appointed without the Certificate in Education Administration or Educational

leadership. This includes deputy principals.
2.7.2. 2 The case of the United States of America

Another example of a principal preparation programme is that of the United States
initiated by the Wallace Foundation in 2011 (The Wallace Foundation, 2013). The foundation
writes in its website that it developed a programme called the Principal Pipeline Initiative (PPI)
which was implemented in six districts in the United States of America. The programme
targeted novice principals and subjected them to the PPI. Part of the activities involved was the
provision of support for up-and-coming principals through setting new standards on principal

training, selection and support. Principals participating in this programme were tracked,
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monitored and placed on different categories based on their accomplishments in the PPI. It is
reported that the PPI approach proved that support and capacity given to school principals

enhance learner outcomes.
2.7.2.3 Synthesis on school leadership training

Both the PPI and the approach of Finland improved schools as learner outcomes also
showed signs of improvement. As evidence, the National Centre for Education and Economy
(NCEE) reports that Finland is regarded as having the best education as learner outcomes are
always in the upward movement (Ruzzi, 2005). Equally, learners in schools with the principals
that participated in the PPI were found to be outperforming their peers from non-participating
schools. In fact, PPl was found to be positively influencing learner outcomes, principal
retention and school outcomes (Gates et al., 2017). It is clear from the literature reviewed above
that some countries are changing their strategies in improving schools and part of what they
have done is to focus on training and preparing teachers to be good school principals. South
Africa’s approach to principal preparation and training differs from Finland and the USA.
South Africa has also introduced specific programmes aimed at preparing and training aspiring
principals for the school leadership position which include the Advanced Certificate in
Education (ACE) School Leadership Programme and the Principal and Principal Management
Development Programme (PMDP), among others (Bush et al., 2011). The ACE was offered
through partnership with various stakeholders, including universities, national department of
education and the National Management and Leadership Committee (NMLC) (Bush et al.,
2011).

Deducing from Finland’s approach and the PPI it is clear that the school principal is
supposed to be at a level higher than the subordinates like teachers and other staff members in
the school in terms of skills, information and knowledge. One just wonders if this can be
realised in South Africa. It all starts with the qualification requirements that make a person a
school principal. It was stated earlier in this study that all teachers must have a Matric certificate
and a three-year diploma for promotion purposes (Department of Basic Education, 1998).
These two programmes of Finland and PPI in the USA also make an investment in novice and
aspiring school principals and top up with ongoing programmes. It is possible that principals
are appointed based on skills they have as it is said that in Finland it is a must that to be
appointed one must have a Certificate in Education Administration. In the absence of any

transformation and amendment to the principal appointment requirements, there is a need at
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least for aspiring principals to possess relevant skills that people can acquire before
appointment as principals. The South African Standards for School Principals (SASP) gazetted
in 2016 are trying to address the challenges of and in school leadership (Department of Basic
Education, 2015). In the SASP policy, DBE identifies key responsibilities of school principals
like leading teaching and learning, managing quality, manage schools as organisations and be
accountable for the quality of teaching and learning in schools. According to the South African
Government, one of the common features of functional schools is the school capacity and
competence in producing learners that can freely participate in the economy of the country
(NDP, 2012). Principal professional development is unavoidable. As Cele (2013) asserts the
Department of Education must work with teacher unions to train school principals.
Understanding that schools exist in different contexts where some are enabling whilst others
are inhibitors of school improvement, | support the view espoused by (Jensen et al., 2017) that
school leadership training should be relevant to the actual contexts of schools, be continuous

and not one-day events if they are to make an impact in schools.
2.7.3 Teacher allocation to schools

By allocation of teachers to schools, the researcher means the ability of schools to have
a teacher physically placed in the school. Allocation of teachers to schools is governed by
formal processes which include both teacher unions and the Department of Education.
Representation of teacher unions in these structures is informed by the membership each union
has (Education Labour Relations Council, 2018). These teacher placement structures are called
Circuit Management Task Team (CMTT), District Task Team (DTT) and the Provincial Task
Team (PTT) (KwaZulu-Natal Department of Education, 2019). These structures are mandated
with the task of placing teachers declared additional in their schools in vacant substantive posts.
CMTTs are supposed to convene before the sitting of the DTTs. This is because the DTT must
place the residuals from CMTTs. PTTs, as well, must be convened after all DTTs have matched
and placed residuals from the DTT. These processes include the consultation processes by the
MEC on the creation of posts for the province, the distribution of the created posts by the Head
of Department, the issuing of PPN certificates to schools, the issuing of the staffing circular to

schools, local processes of placement of teachers (Naicker, 2005; Ntuli, 2012).

In preparation for getting teachers to schools, the MEC is required to convene meetings
with teacher unions and SGBs to consult on post creation (Ntuli, 2012). Subsequently the Head
of the Department (HOD) allocates the number of teacher posts to each school in the province.
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The ELRC (2018) reports that in some instances, the department resume these processes late
in the year when by law all schools must receive their teacher allocation certificates before the
end of September each year for the staffing of the school for the following year (Naicker, 2005;
Ntuli, 2012). The late convening of these meetings impacts on schools’ operations. The
allocation and placement of teachers in KwaZulu-Natal is sometimes chaotic. This chaos can
be attributed to failure of both the Department of Education and teacher unions to ensure that
management plans for the staffing of schools are adhered to. Management plans outline
timeframes and responsible persons to do specific tasks related to PPN processes (Naicker,
2005). The failure to meet the deadlines affect the functionality of schools. Schools have to
wait for processes they are not part of, for them to get teachers. Some of the schools go for
months without teachers that are supposed to be brought to school by these processes. In the
absence of these placements taking place, some schools have to allocate more duties to other

teachers available in schools.

The implications of this is burn-out of teachers as they are overloaded with subjects
they are forced to teach by circumstances. The reasons for non-placement of some teachers is
that they could not match the vacancies available. One of the reasons for this residual is that
some schools are phasing out some subjects in their schools (KwaZulu-Natal Department of
Education, 2020). The other reason is that teachers are no longer teaching subjects they majored
in universities and colleges. An example is teachers with primary school qualifications who
found themselves teaching in secondary schools (South African Council of Educators, 2010).
Some teachers end up teaching subjects they never majored in because of the school internal
arrangements (du Plessis, 2005). Whilst schools have benefited from the work of these
placement structures; there are instances where schools have been victims of failure and power
battles that have nothing to do with schools. Both the Department of Education and teacher
unions have to collectively take the blame for contributing to the failure and dysfunctionality
of schools. In these schools some teachers are subjected to burn-out and work-related

depression.

The burn-out of teachers is detrimental as it leads to teachers getting sick and taking
more leave of absence (Arvidsson, 2005). Bhengu et al. (2019) found that at times with the
pressure to get schools to function, some school principals decide to do wrong things to get
things right. Maybe that has become a practice. For instance, during the post creation
consultation meeting by the MEC, realising that the MEC was not creating any new posts
SADTU called on the MEC to take at least 400 posts from the pool of substitute posts
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(Mthembu, 2021). SADTU argues that in KZN there are schools with fewer learner numbers
which the department says they are non-viable (PELRC, 2020). Majority of these schools have
less than four teachers. These schools are expected to produce quality results like all other
schools with all the facilities and all teachers. SADTU wants these schools to be allocated

additional teacher posts, at least seven teachers for secondary schools (PELRC, 2020).
SECTION B: THEORETICAL FRAMEWORK

Irrespective of the methodological choices made, researchers are required to identify
and select appropriate theoretical frameworks to enhance understanding of the issues being
investigated (Adom et al., 2018). In this study, | have chosen two mutually reinforcing theories
to inform analysis of the school-teacher union partnership in the case study school. These are
instructional leadership and transformational leadership. In the next sections | demonstrate how

these theories align with the purpose of the study.
2.8 Transformational leadership theory

Originally conceived by Burns (1978), transformational leadership focuses on the
strategic role of the leader in defining and leading change in organisations. Transformational
leadership articulates a clear strategic direction that the organisation needs to take to achieve
its goals (Odumeru & Ifeanyi, 2013; Khan et al., 2015). In this view, the leader becomes a
catalyst for change i.e., defining and communicating the vision to followers; mobilising
resources and support, encouraging shared learning and facilitating cultural transformation
through the collective efforts of followers and stakeholders (Ouko, 2020). Transformational
leaders use their charisma and unique intellectual capabilities to inspire confidence,
commitment, teamwork, dialogue and knowledge creation among their followers (Al-Farhan,
2018). With its high emphasis on staff motivation and participatory decision-making,
transformational leadership is an effective tool for nurturing and developing positive
behaviours necessary to drive change and improve school performance (Ross & Gray, 2006;
Arokiasamy, Abdullah & Ismail, 2014; Mufeed, 2018). Shava and Heystek (2021) recommend
that school managers need to model positive behaviours by setting challenging but achievable
performance goals that raise commitment and self-confidence in their teams; provide
opportunities for team members (educators) to be creative and innovative in their instructional
methods to improve school performance and by providing personalised support and guidance
to address development needs of each individual in the team. Researchers have identified four

essential components of transformational leadership that contribute to school improvement.
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Shava and Heystek (2021) and Mora (2012) discuss the four components of transformational

leadership as follows:
2.8.1 ldealised influence

This is reflected in the leader’s charisma, inclusive leadership style and moral integrity,
which positively influences the attitudes and behaviours of followers and increase their trust
and confidence in his exemplary behaviour, which they emulate to improve their own
performance. The leader achieves this through adaptation of the school culture to create a
conducive work environment that values the contributions of all educators. Through his
idealised influence, the leader is able to build and sustain sound working relationships between

the school, the community and stakeholders.
2.8.2 Inspirational motivation

Inspirational motivation refers to the leader’s ability to mobilise, energise and unite
individuals and teams in ways that elevate their confidence, engagement and performance
levels. The leader achieves this through effective communication, joint goal setting; rewards,
brainstorming, and giving full attention to individual needs. Revitalising teacher commitment
is particularly important in sinking schools where teachers often lack the necessary resources

to carry out their instructional duties in the classroom.
2.8.3 Intellectual stimulation

Intellectual stimulation is illustrated by the leader’s ability to inspire members of his
team to engage in creativity and innovation in order to generate new ideas and practical
solutions to problems that hinder school improvement. To achieve this transformation leaders,
employ a wide variety of strategies, including education and training; individualised coaching
and mentoring, counselling, life-long learning, performance reviews and regular feedback to

reinforce good performance in his team.
2.8.4 Individual consideration

This dimension looks at how a transformational leader proactively identifies and
addresses the individual needs of employees (teachers) in the school. Through a consultative
and supportive leadership style, the leader is able to identify the strengths and weaknesses of
each employee in his team and use guidance and mentoring to support growth and professional
development of each employee in the organisation. Attending to the social, emotional and
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psychological needs of employees has been found to have a positive impact on job satisfaction
and retention of staff in schools (Fisher & Crawford, 2020).

Transformational leadership theory fits well with the purpose of this study, given that
for a school to improve, there must be a commitment by all teachers as they are central to the
success of a teaching programme. With the principal of the school being a transformational
leader who is able to motivate teachers, inspire them as their role model, and allow them as
individuals and as a group to participate in decision-making, the school is guaranteed to
improve (Shava & Heystek, 2021). The above implies that transformational leadership is about
creating other transformational leaders in the school as teachers are motivated to display their
abilities in the execution of their responsibilities, contributing to enhanced learner outcomes.
This fits well with the purpose of the study as these teachers will be looking around, forming
and participating in partnerships that are aimed at creating an enabling environment for

teaching and learning, thus improving the school.
2.9 Instructional leadership theory

Ruebling et al. (2004) conclude that in most sinking schools the problem is leadership.
If the school leaders change their attitudes, behaviours and their practices they can be vehicles
for school improvement. Understanding that this study is about a sinking school, it is believed
that good instructional leadership practices are relevant for school improvement. In the words
of van der Merwe and Schenck (2016), instructional school leadership is concerned with
refocusing the leader to the core business of the school. In this study, the researcher is therefore,
guided by Weber's model of instructional school leadership. It is argued that Weber's model of
instructional leadership is the extension of Hallinger et al. (1985) who had identified three
principles of instructional leadership. However, Weber (1996) argued that instructional school
leaders must be concerned with improving those conditions that favour learning. He further
posited that instructional school leaders know that even when their schools are moving, they
have to create conditions that ensure that such schools do not derail in future. This suggests
that instructional leadership ensures the development of school systems that bring permanent
solutions. This also implies that under instructional school leadership, the school cannot find
itself in a yoyo style in terms of learner outcomes or performance. A yoyo style learner
performance, is a fluctuating performance where a school is found to be moving or cruising

but the following year the schools goes back to its sinking state.
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Weber's model of instructional school leadership identifies five fundamental principles

that any instructional school leader must focus on. These are:

Defining the school's mission: this is more about the development of the vision, mission
and goals of the school.

Managing curriculum and instruction: which is inclined to ensuring that the relevant
curriculum is implemented in the school. Teachers as implementers of the curriculum
are capacitated and have all the necessary subject content. Ensures that there is
curriculum coverage. Instructional school leaders are viewed as individuals who are
more informed than teachers and on issues of curriculum, instructional school leaders
must understand the nuts and bolts of teaching and learning, always available to provide
support to teachers. In supporting teaching and learning, it is expected of the
instructional school leaders to mobilise resources to enhance the very same teaching
and learning.

Promoting a positive learning climate: Instructional school leaders are responsible for
creating an environment in the school that is enabling for excellent school performance
and improved learner outcomes to take place. This is about instructional school leaders
establishing the norms for the school, ensuring that time is not wasted. It is about the
order in the school, teachers themselves grow to instructional teachers in their
classroom. This culture allows teachers to raise their expectations from learners, and
learners understand that they have to commit to classroom activity. They are observing
and giving feedback to teachers. Instructional school leaders must have the interest of
the progress or lack of in classroom activity. The instructional leader engages in
classroom visits to observe the work of teachers. Understanding the tension this may
have it is vital that there is proper planning of the classroom visit, the duration of the
observation and feedback. This role of the instructional school leader demands that the
leader understands the subject content and is able to identify gaps if there are any.
Assessing the instructional program: the role of the instructional school leader is about
understanding through being part of arranging an assessment of the classroom activity
to understand whether there is effective teaching and learning. This will be confirmed
by the performance of learners. This is the feedback even to teachers, and they get to
understand whether their strategies need to be changed or enhanced depending on the

learner performance.
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This study is about school and union partnership that help to facilitate school
improvement. Leithwood et al. (2004) argue that for any school improvement to happen the
leadership of the school has to fix a direction that is understood by everyone in the school and
community, institute great prospects and look for evidence-based monitoring of progress and
performance. This implies that the typology of leadership that is needed to execute these
responsibilities is the instructional school leadership as there are similarities in the roles of
school leadership they identified with those Weber (1996) identifies in his model of leadership.
The school leadership must fully support the teaching and learning through exposing teachers
to develop programmes and must find ways of appreciating the good work of teachers
(Leithwood et al., 2004).

2.10 Assimilating transformational and instructional leadership theories

This study combines transformational and instructional leadership. Considering the
principles and constructs of both these leadership theories, schools drawing on these theories
will transform from sinking state to a moving one. Mthiyane et al. (2014) assert that
instructional school leadership roles are not the sole responsibility of the school principal. Their
assertion calls for the instructional school leaders’ ability to delegate some of the instructional
roles to other members of the school management team and teachers according to capacities,
capabilities and strengths. The success of an instructional school leaders depend on their ability
to understands the capacities, experiences, strengths and weaknesses of their team members.
The hope for this is that the same school leader is also a transformational leader who has
managed to develop other teachers to be leaders themselves. In that way, issues of delegation,
execution of tasks, evaluation of progress and success will not be a problem. In essence, in the
study on the practice of transformational and instructional leadership, Hallinger (2007)

identified stark similarities between the two leadership models. These similarities are:

e Developing a shared reason for existence for the school.

e Establishing a school climate of high prospects that lays a foundation for creativity that
enhance teaching and learning improvement.

e Appreciating excellent performance through rewards for both learners and staff.

e Identify and implement staff development programs that enhance their productivity.

e Always available as a role model for the realisation of the vision of the school.

¢ Significance of these similarities overshadows the few differences that were identified.
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2.11 Conclusion

Section A of this chapter has reviewed local and international literature on the
phenomenon being studied. The typologies of the phenomenon were discussed and how they
contribute to school improvement and was able to identify the scarcity of literature on teacher
union and school partnership which can be the other typology to be explored. The review of
literature was extended to a number of themes and sub-themes regarding education
performance in the country and KwaZulu-Natal trying to understand what informs poor and
excellent performance. Understanding of school improvement and school effectiveness as well
as interventions to improve results were also explored through the review of related literature.
Section B focused on theoretical framework of the study, discussing transformational and
instructional leadership and how best they can contribute to mobilising for school improvement
that involves different kinds of people including teacher unions as stakeholders. Chapter three

discusses the research design and the methodology used to generate data in this study.
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'CHAPTER THREE:"




CHAPTER THREE
RESEARCH DESIGN AND METHODOLOGY
3.1 Introduction

In the previous chapter, | presented the review of related literature as Section A and in
Section B; | discussed the two leadership theories which are transformational and instructional
theories. Combined, these two leadership theories constituted my theoretical framework for the
study. This chapter focuses on the decisions | have made regarding the research design, for
example, the research methodology, research paradigm and research approach that are used to
generate data within the focus and purpose of the study. To be precise, the chapter discusses
research methodology, research paradigm, research design, research methods, research site and
recruitment of research participants. | follow with the transcription and analysis of data. Ethical
considerations and issues of trustworthiness are articulated as | also present limitations. To
conclude the chapter, | present possible limitations of the study and how such limitations are

dealt with. To remind the reader, the three research questions, as stated in chapter one, are:

e How is the school-teacher union partnership planned, organised and coordinated in
the selected school?

e What are the views of the key role-players in the partnership in the selected school
concerning the implementation and outcomes of the partnership with respect to school
improvement?

e What can be done differently to enhance school-teacher union partnership in the

selected school to ensure better outcomes with respect to school improvement?
3.2 Research Paradigm

A research paradigm is defined as the orientation to theory and research (Neuman,
2006). | prefer the definition by Singh (2020) wherein a research paradigm is perceived as a
mental framework of thoughts that is used to interpret the obtaining reality. This author further
asserts that a paradigm refers to the researcher’s philosophical orientation that decides
ontology, epistemology, methodology and methods applied in research. All researchers make
these paradigm choices consciously and unconsciously (Tuli, 2010). Paradigms differ as some
support qualitative research while others are fit only for quantitative, and some are compatible
with both qualitative and quantitative research (Singh, 2020). Creswell (2013) and McMillan
and Schumacher (2010) differentiate between various research paradigms such as positivist,
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interpretive, transformative, and postmodernist that researchers can employ in viewing their
world as they study different phenomena. A paradigm is, therefore, a general philosophical
orientation within which scholars conduct their research (Msomi, 2015). Given that, the study
is based on the qualitative approach, it became necessary to adopt and apply the interpretivist

paradigm as the guiding philosophy.

According to Creswell (2013), the interpretivist philosophy holds that significant
variances exist with the natural and social worlds such as human experiences and social
contexts that shape participants’ social reality. This assertion is supported by McMillan and
Schumacher (2010) as a conclusion is made that people formulate their subjective
understanding from the interaction they have with the world. Unlike positivist researchers,
interpretivists view the world as constructed, interpreted and experienced by study participants
(Creswell, 2009; Mertens, 2009; Tuli, 2010). Accordingly, as shown in figure 3.1, Nieuwenhuis
(2016) defines the purpose of doing interpretive research as to provide the outlook of the status
quo and to analyse it to give an understanding into the way participants in the study make
meaning of the phenomenon they are involved in. In this study, the intention of applying
interpretivist approach is to develop a deep comprehension and understanding of experiences
of the participants. Cohen, Manion & Morrison (2018) assert that the interpretivist approach to

research seeks to understand the world of human experience.

To take this argument forward, interpretivist paradigm helps individuals to get multiple
interpretations and opinions of the same phenomena (Dwangu, 2018). In this way, interpretivist
researchers rely on the experiences of study participants to make meaning of a particular
phenomenon. The human experience in this study are the lived experiences of study
participants regarding the school and teacher union partnership to facilitate school
improvement. Equally, Krauss (2005) also supports the view that the interpretivist paradigm is
the most appropriate means to analyse a case in its context. In this study, interpretivist approach
was used as an interpretive framework to understand the experiences of school principals,
teachers, learners, lead teachers and school governing bodies as key role-players in the
implementation of the school-teacher union partnership at Kuzolunga Secondary School. The
study therefore made use of the known strengths of the interpretivist epistemology, of much
reliance on the first-hand experience of participants. Figure 4 describes the four components of

the interpretivist paradigm as they apply to the current study.

Figure 4: Representation of the four components of interpretivist paradigm
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Multifaceted
Socially constructed
Multiple realities

Interpretation

Meanings Relational
Constructed Interpretive
Holistic Descriptive
Naturalistic

Understanding from within
Not generalizable
Richness and depth

From Nieuwenhuis (2016, p. 58)

Corroborating the views on the strengths of the interpretivist paradigm, Cele (2013)
argues that this paradigm presents meaningful actions of people in relation to their lived
experiences. As suggested by Kivunja and Kuyini (2017) interpretivist paradigm assumes three

crucial positions which are:

e Subjectivist epistemology: where the researcher uses their thinking and processing of
data influenced by their study participants’ views. For this study, this means that I will
use my thinking and experience in processing the data obtained, making use of
participants’ views in processing the data.

e Relativist ontology: the researcher understands that the phenomenon under study has
multiple realities and the belief that these realities need to be explored and make
meaning of them through the engagement of the researcher and participants. For this
study, this means that school-teacher union partnerships are subjected to a number of
beliefs, some negative and some positive, and the study will explore the partnerships
and their role in facilitating school improvements, through my engagement with the

interview participants
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e Naturalist methodology: the researcher has to use raw data deduced from interviews
and document analysis. This study will make use of raw data as given by the

interview participants and the data obtained from document analysis.
3.3 Research approach

Influenced by Balyer (2012) and McMillan and Schumacher (2010) | decided to employ
the qualitative approach to this study. These scholars posit that qualitative research approach
is research that is in-depth and usually uses face-to-face interactions to gather data from
individuals in their natural scenery (McLeod, 2017). Traditionally, research methodology has
been classified into three categories which include quantitative research, qualitative research
and mixed methods research (Saunders, 2000; Briggs, Coleman & Morrison, 2012). In their
commentary, Hammarberg, Kirkman and Lacey (2015) posit that qualitative and quantitative
research methods are seen as representing different world views. Qualitative research makes
use of descriptive procedures to generate meaning and understanding of the phenomenon being
studied and “is largely inductive, with the inquirer generating meaning from the data collected
in the field” (Creswell, 2013, p. 9). Quantitative research refers to research methods that use
statistics to explain findings (Kowalczyk, 2016), with the purpose of explaining, predicting or
investigating relationships, describing current conditions, or examining possible impacts on
specified outcomes. Creswell (2013) points out that with quantitative research the researcher
starts with a theory, collects data that either supports or contradicts the theory, makes revisions

and conducts additional tests.

On the other side, mixed methods approach makes use of both quantitative and
qualitative methods to collect and analyse the collected data and is defined as “the combination
of purposeful and probability sampling, open-ended and closed-ended data collection
techniques and narrative and multivariable analyses in which anything can be used together”.
Harrison et al. (2017) argue that quantitative researchers view qualitative research with
suspicion because it is usually comprised of small samples that are alleged to be not
representative of the broader population. Equally, qualitative research scholars blame
quantitative research as failing to appreciate researchers’ biases and that it mostly depends on
guesswork to give meaning to human experiences (Hammarberg et al., 2015). The above views
suggest that in deciding on the choice of a research method, the researcher must ascertain that

there is always rigour in the research.
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Qualitative research methods are praised for their ability to respond to questions
relating to the standpoint of study participants’ own experiences, meaning and perspectives
(Hammarberg et al., 2015). This view is corroborated by Crossman (2020) with the argument
that qualitative research stands in opposition to quantitative studies as it focuses on micro-level
of social interaction while quantitative research concerns macro-level trends and the
phenomena. This scholar further posits that qualitative researchers investigate meanings,
interpretations of the process and how they relate to social life. Because it relies on everyday
life experiences of people, qualitative research helps create new theories using inductive
methods which can be retested using further research (Crossman, 2020). As espoused by
Creswell (2013, p.2), qualitative research produces a meaningful everlasting understanding of
the phenomenon. As clearly found by Tuli (2010), qualitative researchers put their trust in
interviewing critical people through constructing case studies and analyse documents to get the
views of people involved in the phenomenon. It is these realities about qualitative studies that
influenced the choice of qualitative approach for this study. This study was aimed at giving
lived experiences of teachers, parents, officials of the department of education and SADTU
regarding the partnership of one school and a teacher union to facilitate school improvement.

3.4 Research Methodology

Methodology in research is defined as a blueprint used to carry out research in a specific
paradigm (Singh, 2020). “The selection of methodology depends on the paradigm that guides
the research activity, more specifically, beliefs about nature of reality and humanity (ontology),
the theory of knowledge that informs the research (epistemology) and how that knowledge may
be gained (methodology)” (Tuli, 2010, p. 99). | applied the case study methodology to
understand implementation of a school-union partnership in one sinking school. Case studies
have their origin from history, social sciences and psychology (Merriam, 1998; Singh, 2020;
Stake, 2005). Over time case studies were seen as best suited for educational research
(Merriam, 1998). Noting the evolution of case studies Harrison et al. (2017) argue that the
design, preparation and conducting of case studies has advanced to the extent where its
sustained application in education and social sciences offers an excellent platform for reliable
research undertakings. Case studies are done when a more in-depth understanding is needed
for a particular phenomenon (Stake, 2005). According to Rule and John (2015), a case study is
a systematic and in-depth analysis of a given phenomenon in its natural setting to get

information regarding the phenomenon. Collaboratively Harrison et al. (2017) posit that case
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studies are an effective research methodology used to investigate and know complex issues in

their real settings.

In this study, the phenomenon is the school-teacher union partnership that is used to
facilitate school improvement. By their very nature, case studies are highly influenced by the
social context in which the phenomenon occurs, including the theoretical orientation of the
research. Case study research plays an important role in theory building and expansion of
knowledge on the subject of investigation. In this study, participants already have prior
knowledge and experiences of the underlying causes of poor performance in their school, and
as such they provide a rich source of data for the study. The present study employs a case study
design to understand how the school-teacher union partnership is implemented in single case
study school in KwaZulu-Natal. This partnership is intended to improve performance and
learner achievement in one secondary school. Therefore, this research is not focused on
multiple case study methodology. Within the qualitative approach, case studies enable
researchers to address contextual questions, such as what, how and why (Yin, 2015; Harrison,
2017). This is relevant for this case study questions which mainly consist of the why, what and
how questions which allow interview participants to describe the school-teach union
partnership, drawing from their expertise and experience of this partnership. Generalisation of
findings in case study methodology is shaped by both context the bounded structure of the
phenomenon, which in this case, is Kuzolunga Secondary School. This temporary boundary of
the study spans a period of three years i.e., 2017 to 2020.

3.5 Selection of research site and participants

This study is conducted at Kuzolunga Secondary School (a pseudonym), which is
located in uMkhanyakude District hich is situated in uMhlabuyalingana, in the northern part of
KwaZulu-Natal, as illustrated in Figure 5 below. UMkhanyakude is surrounded by the
Republic of Mozambiqgue to the north, the Indian Ocean to the east, Uthungulu to the south,
Zululand to the west and the kingdom of Eswatini to the north-west. This district has been
struggling to attract and retain qualified teachers due to its rurality. Its location as bordered by
other countries poses challenges for teachers as there is the high rate of crime with the
allegations that teachers’ cars, for example, are stolen to be sold to Mozambique and other
bordering countries (Singh, 2020). This education district has many teachers from outside

KwaZulu-Natal. These issues affect the retention of teachers in schools in this district.
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Figure 5: KwaZulu-Natal map showing UMkhanyakude Education District
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The 2011 National Census recorded Umkhanyakude Municipality as 99 per cent rural,
cited in Lehohla and Hlalele (2012). About 54 per cent of the population in this district are
without formal education, with only a tiny fraction of the population with secondary school
education. Low educational levels and skills shortages highlight the need for local schools to
accelerate delivery of high-quality education, hence the need to form partnerships with
stakeholders like the school-teacher union partnership to support with the necessary skills and
resources for schools in this area to improve their performance. According to UMkhanyakude
District Municipality Annual Performance Review Report (2016/2017), 44 percent of
households in this area earn no income and depend largely on social grants for a living, while
unemployment remains relatively high at 22%. Kuzolunga Secondary School is selected from
this education district and municipality. Etikan et al. (2016) distinguish between probability
and non-probability sampling techniques. They argue that in probability sampling, every
participant in the population stands an equal opportunity to be selected. In contrast, in non-
probability sampling, not all subjects stand a chance to be included in the study. In selecting
study participants, | opted for the non-probability sampling strategy referred to as purposive

sampling.
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Purposive sampling, like convenience sampling, is a sampling technique within the
non-probability sampling framework that is used for specific reasons (Petty et al., 2012; Rule
& John, 2015). These techniques are used in choosing the study subjects from the study
population. The decision on whom to participate in the study remains the researcher’s
responsibility (McMillan & Schumacher, 2010; Yin, 2012). This is confirmed by Rule and
John (2015) who argue that researchers are concerned about accessing sources who can provide
rich data on the phenomenon under study. They further assert that the selection of study
participants is informed by their close proximity to the case as well as their prior knowledge
and experiences of how the phenomenon occurs or affect them (Rule & John, 2011; Petty et
al., 2012). Teachers and stakeholders in this study were selected on the basis of their

involvement and participation in teaching and learning activities in the case study school.

For this study, I have purposefully selected participants from the population because of
the knowledge and information they have regarding the partnership of the school and teacher
union in facilitating school improvement. The general criteria for selecting Kuzolunga included
unsatisfactory performance particularly in Grade 12; involvement in the SADTU School
Improvement Initiative (SSII), as well as the joint site visit by the KZN Legislature school
functionality team, Department of Education officials and SADTU representatives in January
2018. The primary objective of the SSII is to enhance school performance. SADTU has formed
a partnership with such schools to enhance the performance of these schools. This selected
school was the worst-performing school in 2017 as it got 0% in its NSC results for the year.
Initially before reaching the case study school for data gathering, | intended to interview the
SMT, teachers and the school governing body chair but when it was time for approaching the
site, | decided to interview the school principal together with teachers and then one member of
the SGB. Participants in this study were drawn from four categories namely Kuzolunga
Secondary school teachers, school governing body member, circuit, district and provincial
official of the KZN DOE, the national and provincial leaders of SADTU and members of the
SADTU School Improvement Initiative Team (SSIHIT). These participants were selected on the
basis of their knowledge and familiarity with the performance challenges facing the case study
school as well as their knowledge and involvement in the implementation of the school-teacher
union partnership. Yin (2009, p.35) emphasises that participants in qualitative studies should
have the capacity to advance the purpose of the study by providing relevant data required to

address the critical research questions.
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3.6 Data production

There are many ways of generating data in research. Crowe et al. (2011) and De Vos et
al. (2005) point out that comprehensive understanding of the phenomenon in the case study is
attained when qualitative research methods like interviews, observations, focus groups and
document review are used as data gathering tools. In this study, | used semi-structured
interviews, focus groups and document analysis in order to elicit qualitative responses on the
implementation of the school-teacher union partnership at Kuzolunga Secondary School. In the

next paragraphs, | explain how the data gathering process was accomplished.
3.6. 1 Interviews

Interviews are a popular data collection method used in qualitative research and the two
main types of interviews are individual and group interviews. According to Nieuwenhuis
(2016), individual interviews are the most commonly used data collection method in qualitative
research and are usually conducted face to face between the researcher and the interviewee.
There are three types of individual interviews that can be conducted to gather data, namely
structured, semi-structured and unstructured interviews McMillan and Schumacher (2010).
Structured interviews make use of an interview schedule with structured questions which do
not allow any deviation from the topic being discussed and are based on the premise that

interview responses to the questions can be compared (Van De Berg & Struwing, 2017).

3.6.1. 1 Distinction between structured, semi-structured and unstructured interviews and

justification for the use of semi-structured interviews in the current study.

There is no doubt about some similarity between structured, unstructured and semi-
structured interviews in that all three involve the interviewer and the interviewee with the
interviewee expected to respond to questions asked by the interviewer. However, all differ on
how these questions are asked and what kind of questions are asked as well as the level of
participation of the interviewer during the interviews. Unstructured interviews consist mainly
of a conversation between an interviewer and the interviewee wherein the interviewer asks
broad, open-ended questions, with the interviewer following the direction of the interviewee
responses (Moyle, 2002). In structured interviews, the interviewer follows only the pre-planned
questions with little room to probe responses from the participant. Semi-structured interviews
on the other hand also use an interview schedule but offer flexibility for the interviewer to
pursue less structured questions and exploration of issues raised by the interviewees (Ryan,

Coughlan & Cronin 2013). Nodada (2019) confirms that semi-structured interviews are
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recognised through open-ended questions that allow probing for more information and clarity.
Lincoln and Guba (1985, p. 269) argue that the difference between these types of research
interviews lies on the whether the researcher is aware or unaware about what they do not know
and their capacity to develop questions which will produce the needed information. In deciding
on the data production technique, 1 was motivated by the advantages of semi-structured
interviews expressed by the literature discussed above. Therefore, semi-structured interviews
were used to generate qualitative responses from the study participants. The interviews as a
data production method were flexible and interactive, allowing me to have a direct engagement
with the participants and to follow up on questions that need further clarity or additional
information (Rule & John, 2015). The recording of interviews allowed me to focus more on
interviewing and probing rather than listening and writing at the same time (Stake, 2005). |
separated my semi-structured interviews. | separated my engagements with participants. Some
participants were interviewed individually, while others participated in focus group

discussions.
3.6.2 Focus groups

Whilst interviews involve one-on-one discussions, focus groups on the other hand
involve moderated discussion with a small group of participants ranging from six to eight
participants depending on the scope of the study. Focus groups are primarily aimed at gaining
insight into the participants’ experiences and perceptions (Nyumba et al., 2017). During the
focus group discussions, | first introduced the questions to be discussed and then explained
how the moderation process would work including accommodation of diverse views and inputs
from participants, the ground rules such as focusing on the questions and probing questions to
encourage participants to share their experiences on the implementation of the school-teacher
union partnership (Lichtman, 2006). Participants were encouraged to respond freely to
questions and to not allow themselves to be dominated by other participants as their
participation and responses were equally important regardless of positions they held. Table 2
below shows how participants for semi-structured interviews and focus groups discussions
were categorised according to their code names (pseudonyms) in order to protect their

identities. These code names also informed data presentation in chapter four.
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Table 2: Participants and coding procedure

Category of participants Code/Name

1. Individual, semi-structured Interviews

1.1 Kuzolunga SGB Representative SGB Member
1.2 SADTU representatives

1.2.1S SADTU National leader Mr Sopeni
1.2.2 SADTU provincial leader Mr Zemfundo
1.3 Department of Education representatives

1.3.1 Circuit Manager DEO1

1.3.2 District Director DEO2

1.3.3 DDG DEO3

2. Focus Groups Interviews

2.1 Kuzolunga Secondary school

2.1.1 Principal Mr Khoza
2.1.2 Teacher 1 Mrs Qadi
2.1.3 Teacher 2 Mrs Pheza

2.2 SADTU School Improvement Initiative Team

2.2.1 Principal 1 Mr Progress
2.2.2 Principal 2 Mr Revolution
2.2.3 Principal 3 Mr Tshintsho
2.2.4 Circuit Manager Mr Zabalaza

Through semi-structured interviews (See Appendix I, J, K, L, M & P, pages 173 — 176
& 179) and focus group discussions (See Appendix N & O, page 177 & 178)., | was able to
ask to follow up questions and to verify the veracity of the answers provided by the participants
in each of the research questions. Semi-structured interviews targeted SADTU leadership,

Officials of the Department of Education, as well as members of the school governing body at
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Kuzolunga Secondary School. Focus group discussions on the other hand targeted Kuzolunga

Secondary School teachers and members of the SSIIT.
3.6.3 Document analysis

Document analysis is defined as a form of qualitative research where document sources
are critically evaluated and interpreted by the researcher to enhance understanding of the
phenomenon under study and to provide the basis for verification of the research findings
(Bowen, 2009). Before interviewing the participants, | analysed documents. The following
documents were analysed; minutes of different meetings of the SSIIT, minutes of meetings that
the SSIIT had with the school principal, SMT and teachers; Agenda, as well the Minute Record
with the leadership of SADTU. These documents were analysed in order to gain better
understanding of Kuzolunga School’s performance as reported at legislature and department
of education levels. Information was recorded and kept in different forms by organisations
(McMillan & Schumacher, 2010) hence only official documents were used for this purpose.
Rule and John (2015) suggest that researchers need to be constantly aware of information gaps
in the documents being sought for examination. Based on this explanation, | then assembled

and kept copies of all the documents used for verification purposes.
3.7 Data Analysis

Petty et al. (2012) argue that the most common way of analysing data was thematic
analysis. Cohen et al. (2011) posit that thematic analysis involves a special look at particular
themes with the same ideas. For purposes of thematic analysis for this study, | started by
transcribing the recorded interviews. | further compared the transcripts with the notes that | had
taken during interviews. | then read through the transcripts repeatedly to ensure that I am
familiar with the data. Whilst reading | was able to identify common views, ideas and topics
emanating from the data, especially those that came up repeatedly. Also, | checked
commonalities in data contained in relevant documents like minutes of SSIIT meetings. This
is how I arrived at different themes that | used to analyse data. Some of the themes had to be
dropped as I realised that there was not enough data to support them. These data commonalities
were revisited and repeatedly read to create familiarity with the textual messages. This allowed
for the identification of similarities, differences, variations, patterns, and relationship between
the data, which was then coded. Coding is well known as a critical way for data analysis
wherein labels are assigned to various components of data (Rule & John, 2015). After coding,

| worked on the codes to identify themes for similarities and differences. Coding is done
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according to the sequence of questions (Elliot, 2018). | further followed the sequence of
questions in coding the data collected through interviews. Based on the Seidel Model,
Nieuwenhuis (2016) describes data analysis as an iterative process that entails reflection,
review and adaptation of the text to arrive at the meaning. Through reflection, | was able to
establish the strengths and limitations of the data collected, as well as gaps that required
additional information. Following this verification process, | then assigned codes to each data
set to identify themes in accordance with the three critical research questions (Nieuwenhuis,
2016). In qualitative research, thematising allows greater clarity in interpretation of the

research findings.
3.8 Trustworthiness of the study

Like in any research, qualitative research must have a clear procedural description
(Harrison et al., 2017). In qualitative research, trustworthiness connotes quality, credibility and
dependability of the study from the perspective of readers and users of research information.
Put differently, trustworthiness refers to congruence (compatibility) between the data gathered
and what transpired in the social setting (Cohen et al., 2011). While quality measures in
quantitative research are conceived as validity and reliability (Babbie, 2020), qualitative
research, on the other hand, uses five general criteria to judge the quality of a research project.
These include credibility, transferability, dependability, confirmability and consistency
(Merriam, 1998; Shenton, 2004). According to Yin (2012), it is important for researchers to
use different methods to extract rich data from a wide variety of sources rather than relying on
one research application. In the next section | explicate how the above-mentioned quality

measures were used to enhance trustworthiness of this qualitative study.
3.8.1 Credibility

As a quality indicator, credibility in research is concerned with the evaluation of the
truth value of qualitative research conducted (Harrison et al., 2017). Research findings are
credible when they can be independently verified and validated by readers and other
researchers as accurate, consistent and truthful (Petty et al., 2012). In addressing credibility of
the study, | constantly reflected on my influence in both the conduct of the study and my
interactions with the participants to avoid subjectivity and misinterpretation of the research
findings (Harrison, 2018). Beside self-reflection, I also recorded the interviews and focus group
inputs to draw comparisons between the views of the key role players on the implementation

of the school-teacher union partnership. Secondary data from document review was used to
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test the validity of the answers provided by the participants in each critical research question.
In addition, peer review was sought to obtain objective opinion and inputs from colleagues
regarding the analysis and interpretation of the research findings. As part of fieldwork, | also
debriefed participants to ensure that the answers provided are trustworthy and consistent across

semi-structured interviews and focus groups (Babbie & Mouton, 2008).
3.8.2 Transferability

Transferability measures the extent to which a researcher is able to successfully
extrapolate the results to various contexts with certainty (Yin, 2014). As a quality measurement
criterion, transferability was used to determine external validity of the research i.e., adaptation
and application of the research findings in different social contexts (Harrison, 2018). In line
with the transferability enhancement guidelines suggested by Anney (2014), | relied on
judgemental sampling to identify participants that were reliably informed about the
performance problems facing the case study school. The researcher’s professional judgement
allowed variation of the participants based on their understanding of the case study (Sharma,
2017). An important aspect of transferability is the need for a researcher to declare their status
in relation to the research setting and the participants upfront (Morrow, 2005). Apart from
reducing bias, prior declaration of the researcher’s status enable readers to make informed
decisions on how best to apply the results in other social contexts. Following the data analysis
process, both interview and focus group transcripts, as well complementary document evidence

were subsequently archived to improve transferability of the research findings (Cele, 2013).
3.8.3 Confirmability

Within the qualitative approach, confirmability as a quality indicator implies that the
researcher should be able to provide an objective and impartial analysis and interpretation of
the research findings (Petty et al., 2012). To be acceptable, the analysis should be a true
reflection of the experiences reported by the participants rather than the researcher’s biased
view of the phenomenon (Shenton, 2004). In this research, an audit of the findings was done
to ascertain that the data was what participants presented as responses to questions and not just
my interpretation as the researcher. In focus groups, | allowed and encouraged participants to
debate the thematic issues arising from the discussions to identify similarities and differences
in data patterns. Free and open discussions ensured that participants’ views and experiences

are reasonably and accurately reflected in the study (Cohen et al., 2011).
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3.8.4 Dependability

Qualitative researchers use dependability to determine similarity or convergence in
results when the same study is replicated in related contexts with the same category of
participants (Barbie & Mouton, 2009). Using this logic as a guide, | committed not to allow
my professional standing and prior knowledge of the research setting to influence participants’
thinking and responses to the research questions. From the start, | was honest and open with
the participants, encouraging them to express their views freely with minimal interference from
my side as a researcher. Providing clarity on the intentions of the study helped build rapport
and mutual trust with the participants. Rule and John (2015) stress the need for qualitative
researchers to create a conducive environment where participants are treated as equals rather
than subordinates in the research process. According to these authors, excessive use of the
researcher’s power and influence should be avoided as it may compromise the quality of the
research findings. Gray et al. (2016) emphasise that insider researchers should critically reflect

on their assumptions and preferences to avoid prejudging the outcome of the research.
3.9 Ethical considerations

Myende (2018) emphasises the need for following proper ethics when conducting
research. Bryman and Bell (2015) outline the most important ethical principles to be adhered
to in research, including respecting and prioritising the dignity of the research participants,
protecting the privacy of the participants, their confidentiality and anonymity; obtaining full
consent of participants prior to the study; and ensuring voluntary participation of participants

with their full consent. In undertaking this study, | adhered to the following ethical principles:
3.9.1 Ethical clearance

As stated by Hanekom (2018), research clearance is obtained once the research
committee is satisfied that the research objectives and methodological choices made conform
to acceptable ethical standards to avoid harm to the participants and to ensure that the intended
outcomes of the study are achieved as planned. In this way, ethical clearance legitimises the
study and its application. | was granted ethical clearance by the University of KwaZulu-Natal
to conduct the study as required (See Appendix C, page 160) and the KwaZulu-Natal Provincial
Department of Education (See Appendix D, page 161) respectively. | also obtained institutional
approval from SADTU (See Appendix E, page 162). The principal of Kuzolunga Secondary

school was also consulted to secure their involvement in the study (See Appendix F, page 163).
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3.9.2 Full and informed consent

According to Bull and Lindegger (2011, p.1), the principle of informed consent
specifically calls on researchers to respect participants fundamental right to independently
decide whether or not they want to be involved in the proposed study. Before the interviews, |
approached the interview participants, explained the study objectives and requested them to be
part of the study as participants (See Appendix G, page 164). Upon accepting to be interviewed,
| then formally sent each participants consent forms for them to sign, to confirm their full
consent to be interviewed for the study (See Appendix H, page 166). During introductions in
both interviews and focus groups, | also alerted participants to the permission letters
authorising the study. This was done to alleviate any doubts or uncertainties that participants

may have had about the legitimacy and intentions of the study prior to the meeting.
3.9.3 Voluntary participation of participants

Free and voluntary participation is generally accepted as a norm for all scientific
inquiries that involve human subjects. Securing informed consent from all the relevant
stakeholders is paramount as the study may have serious ramifications for the participants, their
families and their work organisations (Nijhawan et al., 2013). In line with this ethical principle,
| accordingly informed participants that they were free to participate or withhold their
participation from research activities i.e., interviews and focus groups if they felt that their
rights were being violated. During the preliminary briefings, |1 emphasised to all participants
that no one would be penalised for withdrawing their participation from the study. In addition,
most importantly, I also indicated that there were no financial incentives in the study and that

no costs would accrue to the participants as the study would be conducted on school premises.
3.9.4 Beneficence

Aluwihare-Samaranayake (2012) explains that the ethical principle of beneficence has
two aims: First, it seeks to optimise greater research benefits with due care for the participants.
Second, it strives to balance research needs against the safety and security needs of those who
might be affected by the conduct of the study, usually the designated participants. In this study,
| avoided deception of the participants by producing documentary evidence to prove that the
study has been duly authorised by the University and stakeholders. | also explained to the
participants that the cost of conducting the study would be borne by the researcher and not their
school. In both interviews and focus groups, | constantly reminded participants that we are all

equal and that all views and inputs provided are recognised and respected.
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3.9.5 Privacy, confidentiality and unanimity of participants

Ethically, confidentiality implies explicit recognition and respect for participants’
autonomy and the fact their views and inputs may not be disseminated without approval (Wiles,
Heath & Charles, 2008). Accordingly, I informed the interview participants that the interviews
will be confidential and that steps will be taken to ensure their unanimity and privacy. Amongst
other things, the study made use of hypothetical names to prevent unintentional disclosure of
sensitive information relating to participants’ private lives; including the name of the school,
which was hypothesised as Kuzolunga Secondary School. Confidentiality of all collected data

was maintained at all times during and after the interviews and development of the study.
3.10 Limitations of the study

Some of key limitations identified in this study were as follows:
3.10.1 Use of a case study

The study only explores the school-teacher union partnership to facilitate school
improvement in one school which was used as a case study. As a result, the research findings
are very specific to the case study school and although they may be replicable in other schools
with similar issues and challenges, the results may not necessarily have the same impact in a
different contextual landscape and school leadership. Other schools in the province and in the

area were not part of the study.
3.10.2 Limited literature on school-teacher union partnerships

| undertook the study against the backdrop of limited available literature on the role of
school- teacher union partnerships in South Africa. As a result, 1 did not find much literature
on these partnerships, although much has been written about school partnerships with other
stakeholders in general, and school and community partnerships specifically. The scarcity of
literature in this area of study therefore propels this study to becoming one of the resources in
this particular area of study, thereby contributing positively to literature on school-teacher

union partnerships.
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3.10.3 Impact of COVID-19 on interviews

Owing to the health risks posed by COVID 19 and the resultant regulations on social
distancing, travel bans and restrictions on face-to-face meetings, it became necessary to review
and adapt data collection methods to include online interviews. Zoom was used and due to
network challenges for some participants, some interview responses were not as audible as |
would have liked. In addition, | was sometimes not able to conduct face to face interviews with
the research participants, to observe their body language, attitude and other non-verbal
responses that are attendant to qualitative research methods. Interviews were therefore
conducted through online platforms. Network problems also made video interviews impossible
for some participants. As a result, I only relied on oral responses of participants.

3.11 Conclusion

Chapter three described the methodological choices that were applied to explore the
implementation of a school-teacher union partnership in the case study school. | presented a
discussion on the choices | have made regarding the methods of research, sampling and
collection of data. | have explained how issues of trustworthiness were ascertained through
discussing credibility, confirmability, dependability and transferability.
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CHAPTER FOUR
DATA PRESENTATION, ANALYSIS AND DISCUSSION
4.1 Introduction

As discussed, the previous chapter explicated the methodological choices that were
considered to explore the implementation of the school-teacher union partnership in the case
study school. In this chapter, | deal specifically with the presentation of the research findings
derived from semi-structured interviews and focus groups. Participants were drawn from
SADTU, the School Improvement Initiative Team (SSIIT), the Department of Education
(DOE), the case study school (Kuzolunga) and the SGB. Supplementary data from SSIIT
meeting agenda, minutes and SSIIT paper on strategies to enhance learner achievement was

also analysed. The study was guided by three research questions namely:

e How is the school-teacher union partnership planned, organised and coordinated in
the case study school?

e What are the views of the key role players in the partnership in the case study school
with regard to the implementation and outcomes of the partnership in respect of
school improvement?

e What can be done differently to enhance school-teacher union partnership in the case

study school to ensure better outcomes in respect of school improvement?

This chapter is divided into five sections. Section A outlines the profile of participants,
allocation of codes and pseudonyms. Section B presents study findings and discussion for the
first research question. Section C presents findings for the second question and Section D
presents findings for the third question. The chapter concludes with Section E.

SECTION A
4.2. Profile of the Participants, allocation of codes and pseudonyms

Nieuwenhuis (2016) highlights the significance of describing the study participants as
the first phase of processing data. To this end, the profiles of the participants is presented in
three catergories: participants from SADTU and SSIIT; participants from the Department of

Education; and participants from Kuzolunga Secondary School.
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4.2.1 Profiles of SADTU leaders and the SSIIT

4.2.1.1 The national leader of SADTU was assigned pseudonym ‘Mr Sopeni’. He is a principal
of a school in Gauteng. He is an adult male between ages of 55 and 65 years. He holds a

Master’s degree.

4.2.1.2 The provincial leader of SADTU was assigned pseudonym ‘Mr Zemfundo’ is an adult
male of forty-seven years. He is a principal of a school in KwaZulu-Natal (KZN) and serves as
the provincial leader of SADTU. He holds a Master’s Degree.

4.2.1.3 The Circuit Manager was assigned pseudonym, Mr Zabalaza. He works in one of the
districts in KZN. Before that, he served as a principal of a well-performing secondary school
for fourteen years. When he left, the school had achieved 91% in the National Senior Certificate
(NSC) results for 2018. This school specialises science, technical and art subjects and doing
very well in Maths and Science. Mr Zabalaza is currently responsible for thirty-five schools:
eleven secondary and twenty-four primary schools. In 2019, his first year as a Circuit Manager,
the circuit got 87% in NSC examinations with three schools getting 100% pass percentage. The

school is doing very well, especially in Maths and Science. He is a member of the SSIIT.

4.2.1.4 Principal 1 in the SSHIT was assigned the pseudonym, Mr Progress and is a principal of
a successful Comprehensive Secondary School at Umlazi District in KwaZulu-Natal. He has
been a principal for sixteen years. His school is big as it has one thousand seven hundred and
seventy-eight learners with two hundred and seventy-three Grade 12 learners in 2020. In 2019,
the school got 96%. He is a member and Chairperson of the SADTU School Improvement
Initiative Team (SSIIT).

4.1.2.5 Principal 2 was assigned pseudonym Mr Revolution. He is a principal of one well
performing Full-Service School at Amajuba District in KwaZulu-Natal. In 2019, the school
had one thousand nine hundred and fifty-six learners of which two hundred and sixty-seven
were in Grade 12 and the school achieved 95%. He has been a principal in the school for
thirteen years. He is 45 years old and the youngest in the team. He represented the KZN DOE
in different platforms in the Country on inclusive education and teacher development. He

served in various structures in SADTU and has assisted struggling schools in the province.

4.2.1.3.6 Principal 3 was given pseudonym Mr Tshintsho. He is also a principal of a well
performing school at Pinetown District in KwaZulu-Natal. He has been a principal for twelve

years. In 2020, the school had one thousand four hundred learners of which two hundred were
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in Grade 12. When he introduced himself, he reported that his school has been doing
exceptionally well having got 100% NSC examination results in 2019. He served in various

positions in SADTU, was once a Provincial Education Convener, and is a member of the SSIIT.
4.2.2 Profiles of Participants from the Department of Education
4.2.2.1 Deputy Director General (DDG)

The DDG was given the code DEOL. Participant DEO1 has occupied this position for
more than three years. He holds a Doctor of Philosophy. He is a male adult between fifty-six

and sixty-five years.
4.2.2.2 District Director (DD)

The DD was assigned the code DEO2. He is a District Director in one of the twelve
districts in KwaZulu-Natal. He has been the DD for ten years. His district is one of the most
rural districts in the province and has five hundred and fifty-two schools of which one hundred
and sixty-five are secondary schools. Kuzolunga Secondary Schools is one of them. In 2011
when he was appointed as the DD, the district was occupying position eleven out of twelve
districts with 53% in the NSC examination results and in 2020 the district was number three
with 80, 6%.

4.2.2.3 Chief Education Specialist (Circuit Management)

This participant was assigned code DEO3. He is a 52-year-old adult male. He is in possession
of various qualifications which included B Paed., Bed. BA. (Hons) as well as the LLB degree.
He presented his day-to-day function in his Circuit as being to ensure the smooth running of
schools; that schools are adequately staffed; that teaching and learning is taking place in all
schools, that schools do their procurement in terms of infrastructure. Also, ensures that the
learners do receive their school nutrition programme to say learners have their meals so that
they are able to stand the long day of learning. He also stated that as the CES-Circuit
Management he works collaboratively with his subordinate Circuit Managers, Directorates in
the District like Teaching and Learning that is Curriculum, Governance section as well as

Human Resource.

4.2.3 Profiles of participants from the case study school — Kuzolunga Secondary School

4.2.3.1 The principal of the school was given a pseudonym Mr Khoza. He was promoted to be

a school principal in 2017. He holds a Master’s Degree.
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4.2.3.2 Teacher 1 was assigned the pseudonym Mrs Qadi. She is a post level one teacher at
Kuzolunga Secondary School. She teaches Grade 12 and has been at the school for more than

five years. She teaches Accounting.

4.2.3.3 Teacher 2 assigned a pseudonym Mrs Pheza is also a post level one teacher at
Kuzolunga Secondary School. She is an adult female of between the ages of thirty-five and
forty-five. She teaches Business Studies in Grade 12.

4.2.3.4 School governing body member. The member of Kuzolunga Secondary School
governing body is an adult female of between the ages of 65-70 years. She reported that she
served in the school governing body of Kuzolunga Secondary School. Unlike other SGB
members, she is always at school as she is also employed as a Food Handler responsible for

the National School Nutrition Programme in the school.

In the sections that follow, | present and analyse data gathered during interviews with
these participants. | also present and analyse data from selected documents of the SSIIT.

Section B below deals with the first research question.
SECTION B

4.3 Planning, organisation and coordination of the school-teacher union partnership at
Kuzolunga Secondary School

| present the findings for this research question under three broad themes: planning,

organisation, and coordination of a school-teacher union partnership.
4.3.1 Planning of the school-teacher union partnership

According to the School Development Planning Initiative (SDPI) of Ireland, planning
refers to "the work that each school engages in to meet the educational goals of each learner in
the school™ (Government of Ireland, 2009, pp 30-34). Similarly, the planning is defined as a
process that helps the organisation develop strategies to achieve its goals (United Nations
Development Programme (UNDP), 2009; Sarker, 2019; Department of Education, 2018).
Reading from the data gathered from interviews and documents, | identified three sub-themes:

setting of goals and objectives, decision-making in terms of course of action and development

of course of action.
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4.3.1.1 Setting goals and objectives

It appeared from participants that the goals and objectives of the partnership were
mainly to improve the performance of the school through a process of understanding the
environment, the challenges and the performance trends of the school. In describing the process
that is followed in setting goals and objectives of the school-teacher partnership work at
Kuzolunga Secondary School, Mr Revolution had the following to say:

Part of our planning we said when we go to the school, we must be able to provide

solutions to some of the challenges

Adding to the above statement on the goal setting process, Mr Zemfundo highlighted the

following:

We therefore decided to do preliminary investigations, we established exactly

what are the problems being experienced on the ground.
Mr Sopeni corroborated these comments by saying:

The focus has always been the improvement of the school and all role players

sharing a goal that unites them.
This participant (Mr Sopeni) further reported:

I must say that communicating a clear objective of the partnership was crucial

from the beginning. It is important for us own the problem and its solution.

The data presented above indicate that role players believed that there must be a
common understanding of the challenges that faced the school. The role players understood the
centrality of Kuzolunga Secondary School to share its understanding of the challenges that
caused poor performance. This shows that role players knew that the goals and objectives they
set were to be owned and understood by all of them including the school if they were to be
realised for the improvement of the school. This analysis is congruent with the view shared by
Myende (2018) and Khuzwayo (2019) that the success of the school partnership hinges on role
players' ability to share and work towards common goals and objectives that enhance the
quality of teaching and learning, processes and outcomes. Data also shows that role players in
a school-teacher union partnership should hold each other's hand, walk together in dissecting

the problems that cause poor performance. In doing this role players, SSIIT members to be
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specific, went to the extent of in loco inspection with the aim of connecting what the school
principal had presented in earlier meetings with the SSIIT with what was practically obtaining
in the school. Through this practice, role players proved to be transformational leaders. As
transformational leaders, role players in the partnership must think together in identifying
possible solutions for the school. This approach in planning the goals and objectives of the
school-teacher union partnership validates a view by Mora (2012), who asserts that
transformational school leaders must effectively mobilise and involve teachers and
stakeholders in the setting of goals and objectives for the school improvement initiative.

Adding his view on how goals and objectives of the school-teacher union partnership

were planned, Mr Zabalaza reported as follows:

This programme requires a lot of pre-planning. For instance, as a point of

departure, we have to conduct a SWOT analysis of a school.

The above data excerpt implies that planning goals and objectives as a collective effort
of role players in the school-teacher union partnership make it easy to implement. Such
approaches have the potential of yielding the desired outcomes. This finding is confirmed by
Forschner (2010) the Organisation for Economic Co-operation and Development (OECD)
Local Economic and Employment Development (2006) which holds that role players in a
partnership identify with the goals and objectives and the partnership itself, which cements a
base for the success of the partnership. There is no doubt that collectivism in planning goals
and objectives of this partnership needed transformational leaders who believe in creating
positive attitudes, commitment, and responsibility among role players highly needed to
improve the school and learners’ outcomes Thomas (2018, p. 1) at Kuzolunga Secondary
School. However, it also emerged from the data that not all education leaders involve education
stakeholders in their planning. Participant DEO1 confessed how the Department of Education

plans the goals and objectives of their school improvement initiatives. He said:

The current planning approach is not reflective of the inputs of parents and

school governing bodies.

The exclusion of stakeholders in planning the school improvement initiatives is

hazardous because stakeholders may not own the goals and objectives of the initiatives thus
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leading to failure of the implementation of the initiatives. This is supported by Steinmann et al.
(2018) as they affirm that transformational school leaders influence how their teams perceive
organisational goals. For example, where school improvement goals have been jointly decided
upon, teachers are most likely to accept them as realistic, motivational and achievable.

4.3.1.2 Decision making in terms of course of action

In the context of the school partnership, al Shra’ah (2015) defines decision-making as
the basic function of organisations that relies on the various levels to achieve the organisation's
objectives. Russo (2014, p.1) views decision making as a "process wherein an individual, group
or organisation reaches conclusions about what future actions to pursue given a set of
objectives and limits on available resources" and points out that the process is "often iterative,
involving issue-framing, intelligence-gathering, coming to conclusions and learning from
experience”. It emerged from the participants that the decisions regarding this partnership were
informed by the values, beliefs and decisions that are existing in SADTU and the willingness
for the case school to improve its performance. This also ignited effective teaching and learning
within the school. Decision-making appears to be inclusive and is taken at different levels
depending on the task to be done. Mr Zemfundo summed up the decision-making process by
stating the following:

We assess, we call it an itinerary process where you keep on reflecting on what

you have done, trying to see whether the plan needs any change.

Mr Sopeni also explained the decision-making process within this planning phase and

highlighted the process as follows:

As part of planning, the Team would then conduct an audit based on a school
situation this is normally called performance of SWOT analysis. The Team
having identified the strengths, weaknesses, opportunities and threats impacting
on the performance of the school they will agree on the implementation
strategies which culminate in evaluation. So, when the impact study is
performed by the Team as part of planning and the school as a whole so as to

appreciate the contexts and the trends.

In explaining how the SSHT came about planning towards making the decision to assist

struggling schools like Kuzolunga Secondary School, Mr Revolution had the following to say:
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SADTU PEC resolved that it cannot be correct for us as the organisation to fold
its arms and allow things to collapse in our schools, therefore, a decision was
taken that the organisation will identify few schools and put up the Team of
abled leaders to lead the programme.

From these findings, it seems that decision-making was largely reactive to the
immediate problem, i.e., fixing matric results at Kuzolunga Secondary School. In addition,
decisions about performance improvement seem to have been underpinned by broad
institutional values rather than school culture. With transformational leadership, it would have
been easy for the case school principal to contextualise and align decisions in the school
improvement programme with the mission and vision of the Kuzolunga Secondary School
through his idealised influence. From another perspective, Mr Sopeni described the decision to

form a partnership as ideological as he added:

The school plays a critical role in the economy and social structure of a society
so we believe if we involve ourselves in a partnership to improve learner
achievement, to improve the culture of a school in terms of good practices, we
will have impacted in these challenges that our country is facing and therefore
consequently to the desired economy that works for everybody, that is why

SADTU is involved in education transformation and education improvement.

In search of how decisions were taken in relation to the course of action, I analysed the
agenda and minutes of the meeting of the SSIIT with lead educators and School Management
Team (SMT) of Kuzolunga Secondary School Principal held on 22-24 February 2019. This
meeting agenda shows that activities of the school-teacher union partnership were decided
upon and informed by in-depth discussion with the case study school and partnership
stakeholders. Equally, the Minute Record further indicates that Chairperson of the SSIIT (Mr
Progress) also met with the leadership of the SADTU to discuss and decide on critical
performance issues affecting the quality of teaching and learning, as well as their action plans
for Kuzolunga Secondary School. These included visits to the school, sending lead teachers,
preparation, printing and delivery of study material to Kuzolunga Secondary School.

The above evidence (Minute Record) shows that all critical structures, SADTU,
Kuzolunga Secondary School management and lead teachers were involved in decision-
making processes within the SSII. The participation of all critical structures is consistent with

both instructional leadership and transformational leadership theory in terms of educator
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participation and involvement in all decisions pertaining to curriculum delivery. Marks and
Printy (2003) assert that teamwork is crucial in clarifying, coordinating and implementing a
unified school-teacher union course of action that is meant to improve school and learner

performance.
4.3.1.3 Planning the course of action

Planning of course of action involves a deliberate effort to determine the overall plan
for the achievement of the set goals and objectives (Schaefer, 2018; Akpan, 2018). The analysis
of institution's previous results, the context of the school and awareness about other challenges
facing the school assist in planning the course of action to be undertaken (Portland, 2000). This
is supported by The Hanover Research (2014) which found that the premise in developing the
course of action for the improvement of school performance must be the understanding of the
school performance challenges. It emanated from the SSHT focus group that role players were
given audience and were fully involved in the planning of the course of action. This means the
programme itself was determined by the material conditions that were prevailing at the

Kuzolunga Secondary School. To substantiate this view, Mr Tshintsho had this to say:

What we were doing was to meet with the SMT get their side of the story as to
why the school is doing badly or has challenges, allow them to voice their
frustrations and challenges so that we develop programmes based on what the

school might indicate as their challenges.

The above assertion suggests that the course of action is tailor-made for the school. This
finding implies that the course of action is not imposed on the Kuzolunga Secondary but the
school is actively involved in its planning and execution. This finding is in harmony with the
conclusion by Durrant et al. (2000) that successful school improvement initiatives must be
planned together with teachers as they are central to its implementation. The SSIIT Minute
Record of the 18-19 January 2019 revealed that the school-teacher union partnership had a
holistic course of action in that it was not only focusing on improving school and learner
performance, but it also aimed at intervening at three levels which were focus on
Organizational Culture (total institutional fix), focus on management (support, monitoring and
curriculum reviews) and sustaining excellence through support (quality drive-more Bachelor

passes).
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4.3.2 Organisation of a school-teacher union partnership

From the responses of participants, three sub-themes emerged: the development of

structures, allocation of tasks and allocation of resources.
4.3.2.1 Development of structures

The participants seem to be aware of the structures that operated in the school-teacher
union partnership. | liken these structures to the work teams that comprise of groups of people
who work together for the achievement of set goals and objectives. Pipkin (2015), argues that
strong visions, goals and objectives are not everything that is required to realise those set goals
but development of structures to lead the implementation of the set plans for school
improvement initiatives is equally important. In this respect, participants revealed that
structures that were developed for the school-teacher union partnership included SADTU
School Improvement Initiative Team (SSIHIT). Mr Zemfundo detailed the development of the
SSHT as follows:

We put a team in place. The team comprised of SADTU members, school

principals, circuit managers and subject advisors.
Corroborating the above Mr Sopeni declared that:

The union (SADTU) identified teachers who were principals of schools doing
very well in their schools; identify subject advisors who knew specific subjects,
identified lead educators and circuit managers who were doing well in their

responsibilities.

The composition of the SSHT structure was based on two considerations: firstly, it was
determined and only decided by SADTU leadership. This is confirmed by Huxham (2003) who
asserts that the funding partner of the partnership may dominate the development of partnership
structures. Secondly, members of the SSIIT were only members of SADTU. To add, the
application of the principle of specialisation, which allows for the targeting of people because
of the specialisations and how they were excelling in their pedagogical responsibilities as
school principals, subject advisors and circuit managers. | suppose the motivation for the
selection of pedagogically excelling people was to give hope to the people and stakeholders
that the school-teacher union was led by teachers who had prior knowledge and experience of
how to develop, implement, manage, evaluate school improvement initiatives and been

performing exceptionally. This approach seems to have worked in attracting the Kuzolunga
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Secondary teachers and learners to accept forming partnership with SADTU. Mr Progress, the
member of the SSIIT declared how their credentials gave hope to teachers at Kuzolunga

Secondary School. He said:

We were cautious of the fact that we needed to introduce ourselves in so far as
how well we were doing in our schools to try to create a mentality that says it
is possible to perform as a school. That assisted in terms of creating a
welcoming kind of an environment where people say, ok let us listen to them

how they are making it in their own schools.

To confirm the existence of structures | perused the minutes of the SSIIT meeting of
the 18-19 January 2019, which revealed that the other structure for the school-teacher union
partnership was that of Core Lead Teachers who were also part of the implementing team.
These data experts show that the development of structures for the school-teacher union
partnership relied on the use of team-based structural design approaches and performance-
based selection criteria. This form of establishing structures demonstrates good practice and is
congruent with principles of transformational leadership. Lambrecht et al. (2020) assert that
transformational school leaders harness the diverse strengths, capabilities and talents of their
teams to foster productive social relations that are required to achieve strategic goals; including
recognition of teachers' contributions and enabling their participation in school improvement
structures. Berkovich (2016) affirms that transformational leaders inspire and challenge their
teams to become problem-solvers and they strengthen their capabilities through ongoing

coaching and mentoring activities to maintain focus and momentum.
4.3.2.2_Allocation of tasks

In the context of the school-teacher union partnership, task allocation entails allocating
specific roles and responsibilities to structures, educators, SMT and stakeholders so that they
contribute to the successful implementation of the school-teacher union partnership. Examples
of tasks allocated to role players included mentoring, lesson presentation, revision of learning
materials, programme evaluation, team leadership roles, lesson reviews, group reflection
sessions and time management. In understanding how tasks were allocated | relied on the
Minutes of the SSHIT meeting of 18-19 January 2019 which revealed that Core Lead Teachers
identified subjects to be targeted, developed revision material, relooked and refined the study

material.
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It can be deduced from the data presented above that there was flexibility in the
allocation and implementation of tasks. Some of the tasks allocated to the Core Lead Teachers
included development of revision material, relook at and refine documents to be given to
Kuzolunga Secondary School. The structure was also entrusted with identifying classroom
instructional interventions. Similarly, a study commissioned by the Brandstetter et al. (2006)
reveal that a partnership is strengthened when people with the right set of skills and expertise
are involved in the implementation of the partnership, as they understand what needs to be
done to ensure partnership success. The discussions with participants revealed that they were
aware of these requirements and further that these requirements were attended to in the
allocation of tasks. Mr Sopeni described the task allocation process in the school partnership

as follows:

The PEC allowed the SSIIT to decide how they were going to identify people to
assist in the implementation of the programme. It came from the participants’
introduction that they had that they have the Chairperson, Secretary and
Coordinator.

Collectively, the preceding data confirms that the school-teacher union partnership had
team-based structures that were allocated tasks according to four specific criteria, namely
specialisation, good performance record and expertise. These tasks comprised leadership roles
allocated to the Chairperson, Secretary and Coordinator. Each member of the structure
understood their individual and collective responsibilities in fulfilling the goals and objectives
of the school-teacher union partnership. This is in line with Amanekwe and Ayeni (2018, p.
10) who caution against uneven allocation of tasks which may lead to work overload, burnout,
stress, depression, demotivation and poor performance. Therefore, when allocating tasks to
teachers, the management and leadership of the school have to take into consideration that there
are other administrative tasks, such as assessments and classroom management those teachers

must still execute.
4.3.2.3 Allocation of resources

Partners in a partnership share resources to implement the identified intervention
activities so that they achieve mutual goals they have set for their partnership (Gajda, 2004).
According to Harland and Sharp (2015) for any partnership to succeed there must be funding
available. Similarly, the study commissioned by the OECD LEED highlights that political will,

human resources and financial resources are needed for a partnership to succeed (Brandstetter
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et al. (2006). Equally, in their pilot study on cultural education partnerships in England,
Harland and Sharp (2015) found that lack of funding was highlighted as inhibiting factor for
the success of the partnership. The nature of the partnership as it has appeared in the discussions
means that there are certain critical resources needed to support the goals of the school
improvement partnership. These include funding and human capital. Mr Zemfundo clarified

the kind of resources needed for the partnership when he said:

Resources in terms of finances, resources in terms of materials that we use in

the programme, resources in terms of the core Team that is involved.

The above expression clarifies the types of resources that were needed for the successful
execution of partnership obligations. Some participants from the case study school believed
SADTU understood the economic standing of the community and the prevailing socio-
economic conditions as not allowing the school to make any financial and human resource
contribution to the partnership. With the challenges that the school experienced, it is clear that
there were inadequate resources at the school. This view implies that stakeholders in a
partnership must collaboratively identify and implement initiatives that improve performance
of schools and learner outcomes, part of this should be to augment the meagre resources the
schools have. Mr Sopeni said:

The Union was able to deploy the financial resources and human capital and
then parents expressed a view of appreciation, a view of empowerment, a view

that says this Union understands our plight.

Understanding their plight would be to contextualise performance improvement
interventions to ensure that the school functions effectively and sustainably well beyond the
partnership. Reflecting on some of the key resources that the partnership provided to the case
study school, Mr Khoza explained how the school was provided with human resources that
were needed for the successful implementation of the school-teacher union partnership. This
view implies that stakeholders must collaboratively identify and implement initiatives that

improve performance of schools and learner outcomes. He articulated:

SADTU recommended to the Head of Department (HOD) that we be assisted
with two additional posts above Post Provision Norm (PPN) so that we could
ease the burden from other teachers and indeed we were given those posts and

that assisted a lot.
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The data presented above reveals that SADTU and the Department of Education
provided resource for the school-teacher union partnership. This shows that despite differences
in terms of approach to the partnership, however the stakeholders were able to work together
to identify resources needed in the school and collectively secured these resources to improve
this sinking school. It also appears that through the school-teacher union partnership, learners
at the case school were provided with study material as part of the resources allocated to the
school by SADTU. To this effect, Mr Khoza had the following to say:

Based on the shortage of books the Union provided each learner a study
material. There was no sharing. Provided by the Union at no cost. It was a well-
balanced set of study guide so that it was our learners improved a lot.

If these resources had not been provided the school-teacher union partnership would
have crippled the success of the partnership. This practice in allocation and provision of
resources is consistent with Ouko et al. (2020) who argue that transformational school leaders
optimise resource allocation by mobilising and involving powerful stakeholders who have
access to large networks that can be leveraged to generate more resources for the school.
Similarly, Deventer & Kruger (2013) suggest that school leaders identify opportunities to
augment teaching and learning resources. SADTU appears to have used its power to convince
the Department of Education to allocate more teachers to the school. This finding is important
as it reveals that powerful teacher unions can use their influence for the benefit of schools.

Discussion of the third sub-theme is presented in the paragraphs that follow.
4.3.3 Coordination of a school-teacher union partnership

In management literature, coordination is defined as the process that aligns and
integrates organisational tasks and activities to ensure consistent performance and results
across functions (Bartol & Martin, 1994). According to Osifo (2013, p. 150), coordination and
cooperation lead to better interpersonal and inter-group relations; because they create advance
approaches in dealing with issues that emanate from intra-link cross-cultural contexts.”" By its
very nature, the school-partnership represents a multi-cultural environment with complex
curriculum activities that need to be properly coordinated. Under this theme, I have identified

two sub-themes, which are communication and keeping role players focused.
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4.3.3.1 Communication

In a school partnership, communication denotes the routine interactions occurring
between principals, educators and stakeholders; as well as the exchange and sharing of
information by these stakeholders on critical issues that affect performance and outcomes in
the school (Hunt, 2007). It is therefore important for the Union-School Partnership to have
clear lines of communication (Brandstetter et al. (2006). These scholars suggest that when
communication is good it becomes easy to facilitate meetings, decisions and engagement
between the parties involved in the partnership. Also, close examination of the Minutes of 18-
20 January 2019 confirm that there was communication among SSIIT members but it was
through the office of the Secretary. Communication with Kuzolunga Secondary School was
consistent. Minutes of 18-20 January 2019 show that there was communication between the
SSIIT and Kuzolunga Secondary School inviting and informing them about the dates of SSIIT
members’ Visit to the school. There was also communication between the SSIIT and Secretary
of the Union where the SSHIT needed clear decisions and guidance from SADTU leadership
and for adoption of their proposed programmes. There was also communication with the
Department of Education. However, it emerged from the discussions with participants that
communication was not always clear and without challenges. For example, Mr Khoza, the

school principal had this to say:

The people who deliver the study material must be traced for instance our last
delivery was by luck. ... and if that could be followed up whether the school did

receive the material it can assist.

Judging by this comment, it would seem that members of the SSHT were committed in
ensuring that there was communication among stakeholders at all levels of the school-teacher
union partnership. In a study conducted by Veriava (2013) on the delivery of textbooks in
Limpopo, it was found that communication and information network on the ground is very
critical. This on the ground communication and information network assisted in tracing
textbook delivery to schools. The experiences of Kuzolunga Secondary School as detailed by
Mr Khoza seem to suggest that people entrusted with delivering learner material in the value
chain system in the school-teacher union partnership lacked effective communication.
Information flows between the Lead Team, SADTU and delivery people were generally weak,
leading to a communication breakdown and poor service delivery. Therefore, the centrality of
effective communication ensures that role players in the partnership are focused. The MetLife
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Foundation (2014) declares that effective communication engages all partnership role players

to focus on their responsibilities that facilitate learner blossoming.
4.3.3.2 Keeping role players focused

Typical of any partnership, this partnership of Kuzolunga and SADTU is composed of
many people who are involved with different cultures, beliefs, different responsibilities and
approaches (Forschner, 2010). What emerges from the data generated through interviews and
the documents is that what made role players focused was their commitment to the shared goal

of school improvement. With regard to this, Mr Sopeni said:

...the focus has always been to the improvement of the school and all role

players sharing a goal unites them.

This is also corroborated by evidence derived from the Minutes of the SSIIT dated 22-
24 February 2019. These Minutes reveal that the SSIIT had embarked on a wide range of
activities to maintain momentum and to keep the team focused on the school improvement
initiative. This included willingness to travel to Kuzolunga Secondary for on-site activities
which included engaging with teachers, learners and relevant local stakeholders to understand
the challenges which are a reason for poor performance and how such challenges can be
mitigated in order to improve school and learner performance. The other travelling needs
involved SSIIT members attending their planning and feedback meetings at SADTU Provincial
Office to engage on the goals and objectives of the initiative and to develop teaching and
revision materials jointly with lead teachers. This confirms findings advocated by Myende
(2018) and Khuzwayo (2019) who assert that people involved in partnerships should identify
should themselves with the principles of the shared vision and goals. This suggest that for role
players to be always focused, they must be made clear about what the objectives and time

frames of the partnership are.
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SECTIONC

4.4 Views of role players regarding implementation and outcomes of the school-teacher

union partnership.

Two themes emerged from the responses of participants to this research question: views
of role players regarding the implementation of the school-teacher union partnership and the

views of role players with regard to the outcomes of the school-teacher union partnership.

4.4.1 Views of role players with regard to the implementation of the school-teacher union
partnership.

Three sub-themes emerged from the data: support provided for the school-teacher union
partnership in implementing school improvement interventions, capacity development of
implementers to ensure productive implementation of the interventions and motivation of key

role players.
4.4.1.1 Support provided for the school-teacher union partnership

The analysis of data reveals that role players involved in the implementation of the
school-teacher union partnership at Kuzolunga Secondary School supported the partnership in
a number of ways. This support facilitated the achievement of the goals and objectives of the
partnership at Kuzolunga Secondary School. The kind of support that role players provided
varied from role player to role player, informed by the capacity and level at which each role
players operated. For example, the support varied from preparing the ground in terms of
informing parents and learners about the partnership and lobbying their acceptance and support
for the success of the partnership. This had to be done by the school because of its proximity
to both learners and parents whereas SADTU, for example, because of its influence engaged

the Head of Department (HOD) for additional resources.

To support the school-teacher union partnership, role players found it necessary to
remove all the obstacles that would impede the successful implementation of the partnership
at Kuzolunga Secondary. The identified obstacles included late coming and absenteeism of
learners that were the defining features at Kuzolunga Secondary School and believed to have
been the reason for poor performance. The principal shared how they engaged learners to

support the partnership intervention.
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We prepared them psychologically that they must accept the teachers that were
coming and not to be afraid to ask questions when they come and they interacted

very well with them.
Commenting on his views regarding support from parents, Mr Khoza alluded as follows:

They supported it fully and we had to report time and again about our

engagements.
The above assertion is confirmed by the SGB member as she said:

Usually, parents are invited to parents’ meetings where they are informed about

the learners' performance.

In the opinion of other role players, the community around Kuzolunga Secondary
needed to support the partnership through protecting the schools from vandalism. This
participant claimed that the condition of the school property was too vandalised to create a
conducive environment for teaching and learning. Describing the support that the Department
of Education provided, Participant DEO2 alluded as follows:

When we met the community, we made them to own the school to begin to
protect that property that was getting vandalised. To look after the condition of
the toilets so that learners can be inspired by the environment that is conducive

for learning.

Adding to the above, role players revealed that they were aware that for the partnership
to succeed they needed to support through improving relations among teachers and between
teachers and parents. These role players had experienced tense relations characterised before
the introduction of the partnership in the school. This revelation confirms the importance of
labour peace and peace in general in the school if performance is to be improved. Labour peace
facilitates togetherness which allow people to work together in the improvement of quality

teaching and learning (Education Labour Relations Council, 2016).
Mr Khoza mentioned:

So, after eliminating fights between educators and the SGB we managed to

create an environment of good teaching and learning within the school.
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In illustrating his view, Mr Khoza said the following:

A recommendation was made that we should receive learner transport. So, we
have managed to eliminate the issue of late coming and the issue of prevalent

learner absenteeism in the school.

Overall, the preceding data sets affirm that the school-teacher union partnership
received different forms of support from various role players. The key learnings from these
findings are that if all stakeholders provide support to the school improvement partnership it
would be easy for sinking schools to address critical performance issues that compromise the
quality teaching and learning. This confirms the findings by Allen (2017) that the success of
the partnership lies on the cooperation of role players in resourcing the partnership and their
shared ideas and knowledge they bring to the partnership. Most critically, these findings reveal
that SADTU supported the school-teacher union partnership through providing finances
needed for this partnership as well as the study materials and revision material. Additionally,
the Department supported the school-teacher union partnership through mobilising and
encouraging the school community to rally behind Kuzolunga Secondary School. Appropriate
support provision for the partnership is key to its success (Forschner, 2010) and demonstrates
the commitment to the partnership (Cranston & Crook, 2020).

4.4.1.2 Capacity development of implementers to ensure productive implementation of

the school-teacher union partnership

The OECD (2012b) defines capacity development as "approaches, strategies and
methodologies which seek to improve performance at different social levels". In view of this
definition and in light of the data collected from interviews and captured in minutes of meetings
of SSIIT all reveal that there was development of teachers, principal of the school and the lead
teachers. For purposes of this study, | look at capacity development as referring to trainings,
workshops and professional development of the key role-players involved in the

implementation of the school-teacher union partnership activities.

In this regard Mr Khoza, the school principal of Kuzolunga Secondary School
explained the capacity building that the school personnel received from school-teacher union
partnership which appeared to be in the form of training and strategies for improving school
performance from lead teachers drawn from school that were performing. He said the

following:
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In the partnership with SADTU, we were given a lot of training by a team of the
Lead Teachers who were, from schools in the province. Schools performing very
well. They gave us some very diverse strategies of how to manage schools, how
to achieve good results, how to discipline educators, how to discipline learners
and how to form good relationship in the schools and community and all

stakeholders.

Confirming the above sentiments, Mrs Qadi, a teacher at the school explained how the capacity
development she received empowered her to improve her teaching through applying new

techniques. This is what she said:

Well, am saying the important thing here is development. | was trained and |
felt comfortable. Now | can change the way of doing and take the strategy | have

been given because | saw that it gave me a way forward.

Mr Progress concurred with these participants (Mr Khoza and Mrs Qadi) as he
explained how lead teachers who were developers of the teaching and learning material
provided capacity building to Kuzolunga Secondary School teachers and learners. This is what

he said:

Never did we dream that within a period of two years this programme of SADTU

would be able to produce educators who are able to produce revision material.

Taken together, these findings suggest that teachers in this school improvement
initiative were capacitated in different ways; for example, curriculum-based training; advice
and information, learner management, learner and teacher discipline, motivation and mentoring
of teachers and learners. What is striking from these data experts is that the initiators of
programme and developers of the teaching and learning material work together with teachers
of Kuzolunga Secondary School. As seen from the data, this created confidence in both
teachers and learners who were involved in the implementation of the school-teacher union
initiatives in the schools. | find it encouraging seeing how Kuzolunga Secondary School
teachers viewed the development they got as Mrs Qadi shows that she is aware of the

disadvantages of imposing school improvement initiatives. In this regard, she says:

We can become dependent on the programme. Lead Teachers must sit me down
so that I am more capacitated and develop me so that in future | do not need

this Lead Teacher.
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The above revelation is evident to the view that teachers are aware of their
shortcomings. This point was further elucidated by Mr Khoza, the school principal who
revealed that even before the introduction of the school-teacher union partnership at Kuzolunga
Secondary School, the school had sought assistance from another school which was doing
better. This is what Mr Khoza said:

When SADTU came, we have formed some relationships with teachers from the
neighbouring schools who were doing better so teachers were used to being

assisted by other educators.

These capacity development initiatives are in line with the view expressed by Shava
and Heystek (2021) that school leaders should employ transformational leadership practices
that empower educators to use innovative teaching methods in order to improve school
performance and learner achievement. More importantly, the National Policy Framework for
Teacher Education and Development in South Africa (2007) provides an approach for the
successful development of competent teachers ensuring that they are fully prepared to
undertake their indispensable and challenging tasks. Equally, The National Education Policy
Act (2000) better characterises a competent teacher as teachers who are specialists in teaching
and learning, assessment, are administrators and managers as well. According to Msomi
(2015), teachers must be supported through capacity development so that they enhance their

teaching.

4.4.1.3 Motivation of key role players to ensure effective implementation of the

intervention

Mora and Ticlau (2012) identifies inspirational motivation as one of the principles that
school leaders can apply in order to inspire those around him, and to raise their confidence in
ways that foster a culture of high performance and achievement in the school. Turner (2017)
defines motivation as the "psychological force that determines the direction of a person’s level
of effort and a person's level of persistence in the face of obstacles. These definitions influenced
me as | analysed the data collected from interviews and documents. The importance of teacher
motivation, for example, is highlighted by Stoll (2015) as they affirm that motivated teachers
remain resilient and invest on their capacity to grow and improve. Participants in the study
confirmed that role players needed to be motivated for them to ensure the success of the school-
teacher union partnership activities at Kuzolunga Secondary School. Illustrating how the role
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players were motivated for effective implementation of the school-teacher union partnership

Mr Progress said:

The third leg of our initiative is to provide motivation. That is why when we
address either the SMTs, teachers or learners we try to focus on what the school
has been achieving so that we say when we look at your History you have
potential because it is only when people are made to realise their potential in

themselves that they begin to realise that this can be done.

The participants also reported that SADTU gave role players an award for improved school
and learner performance. For example, Mr Khoza said:

It [matric excellence award] was a gesture for positive reinforcement and
creating that confidence that indeed we can make it and not that we are inferior
to other schools. It gave us a booster for our confidence.

In addition to the motivation strategies mentioned above, the Minutes of the SSHT
dated 18-20 January 2019 shows that the SSIIT also used other methods to inspire and rally
role players behind the school improvement partnership such as: reflection on previous
strategies; encouraging team members to discuss and share their concerns and experiences on
what is happening in the case study schools and ways to improve implementation of the
partnership. It can also be deduced from the data presented above that role players were
motivated through various strategies; including peer-to-peer learning opportunities;
personalised guidance to address individual needs; joint planning sessions and
acknowledgement of teachers' contributions to the school partnership. These findings on
motivation of key role players are consistent with the principle of idealised influence which
suggests that transformational school leaders need to be receptive and more responsive to the
unique individual needs of educators in the school (Erkutlu, 2008, p. 710). In this way, SADTU,
the members of the SSIIT and lead teachers displayed transformational school leadership
qualities in how they motivated teachers and the principal of Kuzolunga Secondary School.
They were able to balance the performance needs of the school with the learning and

development needs of teachers of Kuzolunga Secondary School.
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4.4.2 Views of the key role players in the partnership with regard to the outcomes of the

partnership in respect of school improvement.

The views of key role players are discussed in relation to two subthemes: positive

outcomes and negative outcomes.
4.4.2.1 Positive Outcomes

In the context of the school-teacher union partnership at Kuzolunga Secondary school,
positive outcomes refer to the benefits that accrued to Kuzolunga Secondary school, its
teachers, learners, parents, SADTU and the Department of Education. Four sub-themes were
identified under this theme and these include establishment of trust and collaboration among
teachers; improvement in school performance; improvement in teacher confidence, and

improvement in learner motivation.
4.4.2.1.1. The establishment of trust and collaboration among teachers

Mutual trust and collaborative teaching practices are key to success of the school
partnership (Adewumi et al., 2019). Reflecting on the establishment of trust and collaboration
among teachers at Kuzolunga Secondary School, participants revealed extensive understanding
of impact of trust and collaboration in enhancing teaching and learning thus facilitating
performance improvement of the school, individual teachers and learners. Insights from the
participants suggested that efforts had been made to promote trust and collaboration among
educators. Commenting on how the initiative helped establish trust and collaboration at

Kuzolunga, Mrs Qadi said:

There were problems before but after there are no problems of relations. The
intervention assisted in uniting the staff ...to start with; we now trust one
another. There is trust between teachers, so you know that if something happens,
someone has your back. If there is something, | am struggling with | always
count on another teacher ... the issue of not trusting one another as the staff does

not exist anymore, so we are all comfortable in our space.

Adding to the role the established trust and collaboration had facilitated peer learning, Mrs

Pheza who declared that:

We are working as a team. If there is something | am not sure about, | ask the
colleague to take over.

95



This was further confirmed by Mr Progress who says:

But also, they realised that they needed to support each other, create a buffer
around each member of the very small staff so that all the members in the school
would feel safe and feel protected and all of them would sing from the same

hymnbook.

It can be deduced from the above data excerpt that teachers were aware that the
partnership in their school helped them to build concrete relations which ended the toxic
environment which had characterised their sinking school thus creating labour peace and
cooperation among teachers, learners and the community in the school at Kuzolunga Secondary
school. This toxic environment prevented teachers from supporting each other, something that
the school-teacher union partnership ended as teachers were now counting on each for their
success in their teaching practices, disciplining learners and attending to classroom activities.
Participants also stated that through the school-teacher union partnership they developed
professional relations which enhance their teaching practice. This confirms the report jointly
compiled by the Wits School of Governance and Bridge (2016) as it concluded that teacher
unions working together in school improvement partnership ""can and do influence the quality
of learning in schools”. Equally, Huxham (2003) argues that leadership influence outcomes of
a partnership. What this implies is that leaders of school improvement initiatives need to apply
instructional leadership principles to help educators transition from these negative experiences
to embrace positive thinking, mutual trust, cooperation and respect for one another's moral

inclinations to ensure success of the school improvement partnership.
4.4.2.1.2 Improvement in School Performance

The data gathered through interviews and focus groups reveal that nearly all
participants had consensus that the school-teacher union partnership helped Kuzolunga
Secondary School to improve in terms of performance. Participant DEO2 described

improvement in school performance as follows:

Remember the school had performed at 0%... the school moved the following
year to 56%. It was a dramatic increase and the following year the school
moved to 100%.
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Mrs Qadi complimented participant DEO2 by stating the following about Kuzolunga

Secondary School's performance after the intervention:

100% pass rate. The positive attitude that now it gives more confidence, with
the learners even the community, they start to see you differently, they were not

trusting you. It goes a long way.

Mr Khoza described the transition from the old school culture (i.e., low performance) to a high-

performance culture as follows:

So, after eliminating fights between educators and the SGB, we managed to
create an environment of good teaching and learning within the school, and
when it comes to discipline, we discipline learners as the unity ... we work in

unison.
Mr Progress also concurred with the other participants (DEO2 and Mrs Qadi) by stating that:

They (Kuzolunga teachers) were able to move from 0% to 56% in 2018 and then
to 100% in 2019.

Considering the above data sets, it is evident that the school-teacher union partnership
improved the performance of the school. Parents and community associate well with
performing schools. Improved performance of the school can mobilise respect and honour of
teachers by the community and parents. There is likelihood that after good performance by the
school collaborations between parents and the schools is strengthened (Rubinstein, 2014.)
Furthermore, from the discussions above, participants were of the view that this partnership
with SADTU facilitated collectivism amongst teachers enabling them to share views, ideas to

enhance student learning and outcomes (Wits School of Governance & Bridge, 2016).
4.4.2.1.3 Improvement in Teacher Confidence

In both semi-structured interviews and focus group interviews, it was commonly agreed
that the school-teacher union partnership played a key role in improving self-confidence of
teachers at Kuzolunga Secondary school. Illustrating this point, Mr Khoza said:

The highlights (of the school-teacher union partnership) would be exposure to
how other people do their business in their schools and to realise that your

hardships that you experience within the school set up are not beyond repair
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and you were not the worst and when you listen to other principals presenting

their cases in some cases you whisper into your own self and say am not alone.

The above data resonates with the view expressed by Hartsell et al. (2010) that
educators' confidence can increase if they are professionally groomed and provided with
adequate knowledge sharing, peer learning, mentoring and coaching. Adding to this, Hallinger
(2007) indicates that transformational leaders reinforce and sustain excellent performance

through recognition and rewards. In support of this view, Mr Khoza said:

Yes, | think it was a gesture for positive reinforcement and creating that
confidence that indeed we can make it and not that we are inferior to other

schools. It gave us a booster for our confidence.

In addition to peer learning and incentives, the school-teacher union partnership also
improved teacher confidence through positive attitude towards Kuzolunga Secondary teachers.

To this effect, Mrs Qadi noted as follows:

The positive attitude that now it gives more confidence, with the learners even
the community, they start to see you differently, they were not trusting you. It

goes a long way.

Parallel to this view, participant DEO2 noted that positive attitudes played an important role in

lifting teachers’ morale and confidence in the case study school, saying:

As Departmental officials sometimes we bring issues of being judgemental, we
judge teachers as failures, even before we bring the programme, they see
themselves as people who have been judged, they see themselves as people who
are failures and as a result, they tend to be passive, they tend to be disinterested

in the programme as a whole.

The above assertion by participant DEO2 has serious implications for teacher
confidence in that it highlights the need for Department of Education officials to be empowered
on how to build and maintain high confidence of teacher engagement necessary to improve
performance and outcomes in the school partnership. Equally, what participant DEO2 says here
finds expression in teachers forced to implement copies of lessons designed at head offices of

the department (Lesch, 2017) and this approach does not develop the teacher.
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4.4.2.1.4 Improvement in learner motivation

Leaner motivation entails energising, engaging and getting learners to actively
participate and contribute to their own learning (Saeed & Zyngier, 2012). The findings in this
study suggest that prior to the launch of the Union-School partnership, learner motivation levels
were generally low but through the school-teacher union partnership learners showed signs of
being motivated. This is evidenced by the following comments from an SGB member:

The school was chaotic, learners were absenting themselves and others were

coming late and leaving early. There was always noise.

Mr Progress of the SSHT described efforts to improve learner motivation and engagement as

follows:

The argument was to say among the six of you, you can adopt a learner and you
treat the learner as your own child. If it means taking the learner home, so be
it.

Mrs Pheza:

My learners improved a lot and some were telling me that you know Ma‘am you
can sit down we will teach you. So, it helped a lot.

The above data taken together reveals that learners at Kuzolunga Secondary school
were motivated in a number of ways. It appears that participants knew how to improve the
engagement of learners through motivation. The National Education Policy associate increased
learner motivation with improved academic performance; high engagement of learners in
instructional programmes, and enhanced understanding of fundamental concepts and
theoretical principles in the learning programme (Department of Basic Education, 2008, p.2).
Where learners are not sufficiently motivated, the result is disengagement and poor
performance as was the case before the introduction of the school-teacher union partnership at
Kuzolunga Secondary School. Where teachers are themselves encouraged to motivate learners,
they become transformational school leaders inspire their learners to actively participate in
classroom activities as their morale and self-esteem is enhanced when they realise their teachers

love and care about them.
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4.4.2.2 Negative Outcomes

The Oxford South Africa Concise Dictionary (2010) defines an outcome as “a
measurable or quantifiable result” and that in education means “the skills or knowledge that a
learner or students expected to have acquired on completion of an activity or course”. The same
dictionary defines negative as “undesirable or unwelcome”. For purposes of this study and
based on the above definitions, negative outcomes therefore, refer to the unintended results of
the school-teacher union partnership including the unpleasant experience’s role players have.
Data analysis revealed two sub-themes under negative outcomes: lack of parental and
community support and comparisons between the school-teacher union partnership and the
Department of Education.

4.4.2.2.1 Lack of Parent and Community support

Although the school-teacher union partnership embraced inclusivity and stakeholder
involvement, however there were concerns about the limited participation of parents and the
community in supporting improvement initiatives at Kuzolunga Secondary School. This is

confirmed by Mr Tshintsho who says that:

The other issue was lack of parental support and involvement in the governance
of the school. We discovered that parents were not taking interest in the

education of their children.

Commenting on the limited role of parents in the school-teacher union partnership, participant
DEOQO?2 said that:

Sometimes when you ask SGB about the vision of the school, they do not know
the vision of the school. They have never sat even in one meeting to discuss the
vision of the school so if they do not even know the vision of the school, they
will not market the school.

These findings are consistent with Myende and Nhlumayo's (2020) view that parents
are not supporting their children's learning. Importantly, the Department of Education (2014)
emphasises that schools must form partnerships with parents and families of learners.
Therefore, limited parental involvement in school improvement initiatives runs contrary to the
School-Parent-Community Engagement Framework (NECT, 2016, p.9), which seeks to foster
collaboration among the key role players, for example, school leaders, educators, school

governing bodies, parents and learners to improve performance and outcomes.
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4.4.2.2.2 Comparison between SADTU and the DOE programmes

Department of Basic Education (2011) asserts that achieving quality education for all
learners is the responsibility of all role players. Chapter 9 of the National Development Plan:
“Improving Education, Training and Innovation” recognises the critical role that teacher unions
play in improving the quality of education and learner achievement in schools (NDP, 2012).
As a result, SADTU partnered with the National Education Collaboration Trust (NECT) with
a view to address the challenges that prevent schools from achieving their performance targets
(Phakathi, 2017). However, the data collected through semi-structured interviews and focus
groups reveals that instead of collaboration, there was sometimes competition between the
representatives of the Department and those of the SADTU regarding the desired school
improvement initiatives. The existence of this competition is confirmed by Mr Sopeni who

reported that:

They [teachers]tend to believe that SADTU can play the role that the employer
should be playing they tend to have more faith, more trust in SADTU than the
government believing that the government is not responding when they ask
things, and SADTU is there for them.

To some extent, these findings about the competing programmes from the Department
of Education and the school-teacher union partnership may cause confusion in teachers, it may
result in duplication of programmes which may lead to teacher burnout. One of the fundamental
lessons from these findings is the need for stakeholders such as Department of Education and
teacher unions to plan together, implement, monitor and support Kuzolunga Secondary School
in a way that optimises teachers' workload without compromising the quality of the school
improvement initiatives. This competition between the DOE and SADTU defeats the intention
of the Teacher Union Collaboration (TUC) initiative that aims to mobilise and unite
stakeholders towards improving school performance and learner achievement (DBE, 2017, p.
17).

These comparisons reveal that Department of Education’s school improvement
programmes in the school were mainly subject based whereas those of SADTU recognised
both subject content challenges of teachers and the criticality of school leadership and
management in the school improvement programmes. To this effect, it can be deduced from
minutes of the SSIIT meeting of the 18-20 January 2019 that thorough analysis of the reasons

for poor performance was conducted for Kuzolunga. It can be seen in these minutes that the
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school-teacher union partnership introduced special programmes to help improve the
leadership skills of the principal and to enhance teaching practices of teachers. This can also
be found in the SSHT Discussion Paper adopted in the SADTU KZN Provincial General
Council in 2016 wherein the SSHT viewed school leadership as the catalyst for school and
learners’ performance (Khomo, 2019). This paper declared that school principals once
developed are elevated into a source of influence in the school. According to this document,
school leaders as sources of influence earn respect inside and outside their schools, enjoy labour
peace and become reference points for school improvement and growth. It can be declared that
because of these contentions the school-teacher union partnership had to include mentoring
and development of school principal of Kuzolunga Secondary School and this facilitated the
improvement the partnership needed to achieve. It can be assumed that if the Department of
Education continuously focusing its intervention programmes on subjects, it misses an
opportunity of addressing the leadership and management gaps that most principals of poor

performing schools resemble.

Still comparing the school improvement initiatives of the Department of Education and
those of the school-teacher union partnership, another Kuzolunga Secondary School teacher,
Mrs Qadi shared her lived negative experiences through comparing the Department of
Education's and school-teacher union partnership declared that in most cases she learned
nothing from those programmes offered by the Department of Education. She had this to say:

My experience is that when people from the Department, | will say not all of
them, but most of them, when they come to assist, when they leave the school
premises, | will be relieved and ask myself, what is it that I learnt from these

people and it is nothing.
Commenting on the SADTU-teacher union partnership Mrs Qadi declared that:

Right, so with this one, with the Union what | understand is that it was not really

based on statistics, it was on development.

The views of participants regarding the Department of Education and SADTU's
programmes raised doubts about the Department's commitment to contextualise school
improvement initiatives as the school-teacher union partnership had done. There is no doubt
that teachers get disinterested in programmes which excluded them in planning and
contextualisation to correspond to their individual school challenges which led to poor

performance. Failure of stakeholders to complement each other contrasts with the NDP (2012)
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which asserts that education stakeholders need to align their interests and Myende (2018) who
argues that instead of competing role players in the partnership must combine their different
competencies to achieve partnership goals and objectives. This follows on Weber's guidance
(1996) that instructional school leaders must be concerned with improving those conditions
that favour learning and productive working relationships rather than competition. He further
posited that instructional school leaders know that even when their schools are moving, they
have to create conditions that ensure that such schools do not derail in future. In the following
section, | focus on the third research question, namely: what can be done differently in order
to enhance the functionality, performance and outcomes of the school improvement partnership

in the case study school.
SECTIOND

4.5 What can be done differently to enhance the school-teacher union partnership at
Kuzolunga Secondary School?

This section discusses the participants’ responses of research question three. Two
themes emerged from the data gathered in interviews and documents: the need to eliminate
threats to the school-teacher union partnership and the need for better capacitation of school

principals to work with stakeholders.
4.5.1 Eliminating threats to the partnership

As articulated by the participants, threats generally include potential and existing risks
or challenges in the school system that hindered implementation of the school partnership.
Three sub-themes emerged for this theme: the commitment of role players to the school
improvement intervention; adequate consultation between and among various stakeholders and
guarding against overstretching resources and personnel through intervening in too many

schools at once.
4.5.1.1 Commitment of role players to the school improvement intervention

Commitment is broadly defined as the willingness and ability of educators and
stakeholders to provide both moral and material support to ensure success of the school. It
involves demonstrated loyalty and attachment to the school's values and strategic goals (Celebi
& Korumaz, 2016). The commitment of all role players in implementing the school
improvement partnership programmes is vital for its success. Equally, it is essential to know

whether all role players are equally committed to improving schools. Consequently, teachers
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and school principals are central to school performance, hence their full commitment to the
school improvement programme. Discussing the threat of lack of commitment of teachers to
education programmes and explaining how it can disrupt the school improvement goal, Mr
Revolution said the following:

We have different types of educator corps or human resource employed by the
Department of Education. We have those who would always want to see
disruptions, and we have those who want to see progress and those who want

disruptions always want to hide behind unions.

From the above assertion, it can be deduced that the SSIIT knew about different
characters of teachers they were likely to meet at Kuzolunga. The SSHT understood that the
school-teacher union partnership required the commitment of all role players including teachers
for it to improve the school. Data from the participants further revealed that indeed Kuzolunga
had a combination of teachers as explained by Mr Revolution. Mr Khoza declared the situation

at the schools as follows:

| have already mentioned the issue of teacher absenteeism that was very rife at
the time. Some of teacher absenteeism was deliberate, you could find a teacher
absenting himself/herself for three months and when she come back another one

takes the leave again.

The above data excerpts reveal that there are teachers whose actions hinder
performance of the school and learners. Participants further contend that these teachers believe
that they have the protection of their unions. These revelations are confirmed by Motsohi
(2011); Zengele (2013) and Bayeni et al. (2014) who argue that teacher unions are self-serving
protecting their lazy members. As the NDP (2012) lobbies for the support of teachers' unions
to grow beyond only serving their members. The same Department calls for teacher unions to
involve themselves in education improvement initiations. Whilst teacher unions acknowledge
the responsibility they have towards improving schools' performance they may be at risk of
losing members who view their unions as sell-outs when they call for teacher discipline and
commitment to quality teaching and learning initiatives aimed at improving performance of
schools and learners. Participants revealed that unions were also aware of this responsibility
hence them revisiting the commitments they made in their constitutions. Mr Sopeni, talking
about how SADTU manages to make their members commit to their classroom duties, said:
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To improve the quality of education as a tool to emancipate. We always go back
to our preamble, go back to our code of conduct. So, this is also covered in what

we call our 2030 Vision.

Mr Revolution who further narrated the threats corroborated the above sentiments. His
assertion suggests that members of unions sometimes expect blind defence from their unions.

In expressing this point, Mr Revolution said:

If the Union is taking a stance of saying let us now focus on ensuring that there
is quality public education and let us create a learning nation as Pillar number
two, so the Union is standing a risk of losing members to disruptive members.
So that is the threat because you know that Unions work in terms of numbers;
you will find that the Union will lose quite a number of members who are pro-

education, on those who are just cheque collectors.

It can be deduced from the preceding data that unions may have to take a stand against
lazy and destructive teachers. SADTU seem to have taken a risk as a revolutionary teachers'
union to drive school improvement programmes through its SADTU Vision 2030 Pillar
Number two (Creating a learning nation) where it calls for teachers to be always in class,
prepared and teaching (SADTU, 2020). Furthermore, the notion that some teachers lacked
commitment in the case study school suggests gaps in staff motivation and staff retention
efforts. It challenges the SSIIT to strengthen its approaches to teacher development and talent
retention strategies to address the underlying causes of poor performance and low teacher
morale. These challenges can be addressed through the application of the four principles of
transformational leaders by all school leaders. The first principle is idealised influence where
the school leader becomes a role model to his followers. The second principle is inspirational
motivation which raises the commitment of followers to a shared vision. Then there is
intellectual stimulation which encourages teachers to participate in professional development
programmes and innovation to improve instructional practice and results in the classroom. The
fourth principle is individual consideration where the transformational school leader pays
special attention to the personal needs of each team member in the school, including rewards,
support, guidance, counselling, mentoring and coaching. Through the principle of inspirational
motivation, the transformational school leaders will be able to energise and lead his team of
educators to accept, support and internalise the mission and vision of the school improvement

partnership. With intellectual stimulation, school leaders would be able to instil a culture of
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critical thinking and self-reflection among educators in the school partnership. In order to
address educators' individual development needs, transformational school leadership sits down
with each educator and listen empathetically to their needs and take corrective action to
effectively address those needs through support, guidance, counselling, education and
mentoring (Farnsworth et al., 2020). As noted by participant DEO1, "Motivation was needed

to elevate educators' spirit and commitment to SSII goals™.
4.5.1.2 Adequate consultation between and amongst various stakeholders

McTavish and Kolb (2006) underline the importance of consultation by stating that
educators nowadays are expected to work in highly complex social environments with diverse
stakeholder needs and expectations. Only school leaders who possess both transformational
and instructional leadership qualities invest in consulting their teachers and other role players
for their school improvement initiatives to succeed. To this effect, Hallinger (2007) argues that
these school leaders model the desired values that seek to positively change the school culture
where leaders and their teacher consult each other to develop shared sense of purpose.
Consultation is therefore necessary to ensure that the educators and the lead team share the
same common vision towards school improvements initiatives. Participants highlighted the
need to eliminate the threat of lack of consultation with the teachers beforehand, as highlighted
by participant DEO1 who pointed out that "the analysis by the Department of Education was
not done with the stakeholders on the ground, but happened elsewhere, at another level and
the school gets informed about the decision without the consultation process.” Participant
DEOL1 further explained with an example, how this consultative process between the
Department and the teacher unions should be undertaken when it comes to the development of

policies and guidelines by stating the following:

If we develop a guideline as the Department and then we say this guideline is
for dealing with underperformance, then the Department must take that to the
teacher unions to discuss it, get input, ensure that by the time you get to the level
of implementation you are implanting something that has been consulted with

and becomes implementable.

Participant DEO2 also echoed the same sentiments around consultation, contending that the
Department of Education has to collaborate with the teacher union. He stated the following in
this regard:
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As officials of the Department, we must learn to work together with the union
members, teachers or leaders within our schools ... because most of the time we
would have plans that cross different directions to each other and that makes

us not succeed.

The Kuzolunga School personnel also highlighted the need to eliminate the threat of lack of
consultation to the partnership, and to underscore this point, Mrs Qadi had this to say:

What we need to take care is consultation all the time, that if we come together,

we analyse all what needs to be analysed and done.

Whilst the results suggest that school improvement initiatives led by the Department of
Education were implemented without adequate consultation, however, role players recognised
the benefits of consultation in the school-teacher union partnership. Participants believe that
for the partnership to succeed there must be regular consultation of role players. From the views
above, participants believed that role players must always be taken on board through
consultation and understanding the targets that the partnership should aim at. This confirms the
findings by Mufeed (2018) that transformational leaders must influence employee engagement
in a positive way. | believe that when teachers are consulted they become more engaged as they
own up to the aims and objectives that must be achieved by the partnership. What this means
is that in a school where the principal adopts a transformational leadership style, teachers are
likely to be inspired as they emulate their leader’s instructional practices and collaborate to
help the school achieve its strategic goals. With transformational leadership, school principals
are strategically positioned to deal effectively with school improvement interventions (Ouko,
2020).

4.5.1.3 Guarding against overstretching resources through intervening in too many

schools at once

Prioritisation of resource allocation decisions is critical in ensuring scarce financial and
human resources are efficiently deployed and used to meet the needs of sinking schools. This
is particularly important as most of the schools targeted for intervention are located in social
contexts that are not only under-resourced but also prone to relatively high levels of poverty,
unemployment, inequality and underdevelopment. Given the above, participant DEO2 warned
that good initiatives could fail when they are overstretched. His view was that the partnership
must not take too many schools. In his view, too many schools will be difficult to supervise,

and to this effect he said the following:
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If you take many schools, you overstretch your resources, you overstretch your

time, and you compromise quality, and it becomes difficult to sustain.

Mr Sopeni echoed the sentiments shared by participant DEO1 and also highlighted that
the threat of overstretching the resources and personnel is imminent if the project grows too
fast through taking the partnership interventions to too many schools which will in turn impact

on the standards and quality of the project. He summed up these points this way:

The threat that the Team will have been becoming overworked. The Team is
currently overworked, tiredness sets in and the possibility that the Team grows
bigger and when the Team grows bigger there is a threat of how we maintain
the standards that we have, that we maintain the unity that we have within
structures because we foresee this programme growing in leaps and bounds in

the next few years.

Also coming out of the above data is that the SADTU must avoid overstretching the
resources as that may compromise the outcomes. What is striking and perhaps even more
revealing in these findings is that members of the SSIIT understood the need to constantly
monitor and contain the rising costs of implementing the Union-School Partnership. High
dependence on SADTU for resource mobilisation posed a serious threat to the school
improvement partnership. The key learning from the data is that role players in the partnership

need to have a strategy of raising funds to support the partnership.
4.5.2 Better capacitation of school principals to work with stakeholders

Under this theme, two sub themes emerged namely, marketing the vision of the school
to mobilise stakeholders for school improvement, and engaging stakeholders and forming

partnerships for the school improvement programmes.

4.5.2.1 Marketing the school vision as a stakeholder mobilising strategy for school

improvement support

Marketing the school mission and vision entails conducting internal and external
awareness campaigns; fundraising events and parents' days to create brand awareness within
and outside the school. In any school improvement initiative, school leadership is critical for
the success of the initiative (Sammons & Bakkum, 2011). Equally, Grant et al. (2016)
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concluded that school principals have to adapt to the changing conditions in which they find
themselves. Principals and their SGBs therefore need to lead the process of marketing and
communicating the vision of the school to the external world, namely the stakeholders that are
key for school improvement interventions. Participant DEO2 pointed out that currently the
Department of Education is not providing any training to school principals on this subject

matter. Participant DEO2 said the following in this regard:

We have not been able to train them to market the vision of the school, but as

far as this bringing together of stakeholders, there are programmes in place.
The above assertion is supported by participant DEO1 who declares that:

School principals are working in a sector where they are not getting any

guidance.

The preceding data proved that principals are expected to perform miracles in making
their school perform without any induction and training. This may be the reason why the
principal of Kuzolunga Secondary School faced so many challenges as a new principal. He did
not receive any support from his disruptive SGB. Echoing the above sentiments, participant
DEO2 revealed that the school governing bodies did not view marketing of the school as their
responsibility hence them not knowing how to do it. His views are critical because principals

are part of the SGBs and should be marketing the school. He explains as follows:

When you ask SGB about the vision of the school, they do not know the vision
of the school. So, if they do not even know the vision of the school, they will not
market the school.

The above data shows that the Department of Basic Education (DBE) had not trained
school leaders on marketing the vision of the school. Key learnings from these findings are that
until the Department of Education develops a clear implementable programme of empowering
school governing bodies (SGB) and school leaders on drawing and understanding their school
purpose (vision and mission) schools will remain the same. In this case, these schools will not
benefit from sponsorships support and formation of partnership that enhance the capacity of
the school to improve school and learner performance. Modiba (2001, p. viii) draws attention
to the need for school leaders to align their mission and vision statements with the strategic
plan of the school. Properly aligned, the mission and vision statements may have a positive

impact on teaching and learning processes and the overall management of the school.
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4.5.2.2 Engaging stakeholders and forming partnerships for school improvement

interventions

According Shava and Heystek (2021) instructional and transformational leaders know
how to mobilise stakeholders and form coalitions necessary to implement school improvement
programmes. School Principals are placed to be responsible for identifying and engaging
stakeholders that can partner with the school (Haines et al., 2015). However, data collected
from interviews revealed the opposite. Participant DEO1 pointed out that there was a difference

between what needed to be done and what was being done in schools. Participant DEO1 says:

Principals are ought to be given a programme, they must be guided on how to
work with stakeholders but it is not happening ... the Department of Education
should be preparing principals, meaning the Department should come up with
a programme that says this is the programme, work with the stakeholders but |

doubt that there is any programme like that.
To add participant DEO2 declared his view as follows:

We have not done much except the Quality Learning and Teaching Campaign

(QLTC) programmes which are meant to bring together stakeholders.

Participant DEO3 contended that principals had a refresher workshop as part of their

orientation as he declares that:

They are workshopped in their orientation programmes on stakeholder

management.

Again, it is difficult to decide whether the Department of Education prepares principals
for forming partnerships, as the participants from this Department could not give a similar
response to the question. This ambiguity from the Department’s officials exposes
inconsistencies in the preparation of school leadership to rely on their stakeholders for their
schools’ support for improvement. This is despite school principals known to be responsible
for the turning around of their poor performing schools (Lesch, 2017). According to him, the
school principal has to navigate through, guide stakeholders whilst motivating and inspiring all

in mobilising external organisations to form partnerships for improvement of schools.
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SECTION E
4.6 Conclusion

This chapter has presented the data gathered from the interview responses and
document analysis to the three research questions posed in this study. The data presentation
was arranged thematically, using the key themes and sub-themes that emerged during the
thematic data analysis process. The chapter also discussed the key findings of the study from
the views of the interview respondents. The key statements made by the respondents were
widely quoted in the discussion of the findings. In summary, the data sets derived from the
participants suggest that the union-school partnership contributed to school performance
improvement and learner outcomes in the case study school; although there is still a need to
improve parent and community involvement. The next chapter presents a summary of the

study, conclusions and recommendations.
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CHAPTER FIVE
SUMMARY OF STUDY, CONCLUSIONS AND RECOMMENDATIONS
5.1 Introduction

In the previous chapter, | dealt with data presentation, analysis and discussion. This
chapter deals with three issues. First is the presentation of a summary of the study. Second are

the study conclusions. Third is the presentation of study recommendations.
5.2 Summary of the study

As a reminder, in this study, | sought to explore the role of a school-teacher union
partnership in improving the performance of the school. To guide the study, | formulated the

following three critical questions:

e How is the school-teacher union partnership planned, organised and coordinated in
the selected school?

e What are the views of the key role players in the partnership in the selected school
with regard to the implementation and outcomes of the partnership in respect of
school improvement?

e What can be done differently to ensure better outcomes in respect of school

improvement?

In chapter one, | contextualised the study by presenting the background and orientation
of the study. I also stated the focus and purpose and objectives of the study which was to
examine the impact of the school-teacher union partnership on improving the quality of
education in schools. In this chapter, | presented categorisation of schools informed by the
conclusion by Stoll and Fink (1996) that schools sometimes find themselves in different levels
of performance and effectiveness. It is here that | elaborated and grounded my choice of using
the metaphor to describe the performance level of the case school. Followed next was the
presentation of the motivation for the study which is embedded in my personal experiences and
observations both as the teacher, school deputy principal, a member and leader of a teacher
union. Furthermore, the chapter noted the public view about teacher unions in particular
SADTU.

This chapter had two sections dealing with the review of literature on educational

partnerships that involved schools and various stakeholders and the theoretical framework.
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Section one focused on the review of literature wherein | presented and discussed the definition
and centrality of partnerships in facilitating the success of schools. Among the governmental
policies reviewed was the National Development Plan, which calls for education stakeholders
to work together in the interest of the goals, mission and vision of the school. | further presented
and discussed the already existing school partnerships wherein schools partnered with
communities, parents, business and universities. Furthermore, | critically reviewed these
partnership typologies and exposed how beneficial they can be to schools. Equally, | exposed
an omission (knowledge gaps) made by most schools for not establishing partnerships with
teacher unions. | further discussed the discourses around the negative and positive perspectives
the public has about teacher unions. Whilst discussing partnerships and their centrality in
improving school and learner performance, teacher development, school leadership capacities,
capabilities, and teacher allocation emerged as the interventions that can boost school
performance. | also reviewed literature on school leadership and management in the
performance of schools. Section two of this chapter discussed the theoretical framework
underpinning the study; a two-legged theoretical framework taken from Burns’ (1978)
transformational leadership theory and Weber’s (1996) instructional leadership theory. I also
explained how these theories worked together to provide a theoretical lens for analysing the
research findings. This chapter enhanced understanding of the role of partnerships in improving

school performance and learner outcomes.

In Chapter three, | presented and justified the research design methodology that |
adopted for this qualitative case study. The case study explored the role of school-teacher union
partnership in improving schools. | adopted an interpretivist paradigm in order to understand
the role of the school-teacher union partnership in school improvement from the perspectives
and experiences of the participants. During the data generation process, | had to use both face-
to-face and virtual (Zoom) semi-structured interviews as my primary data generation method.
Initially, 1 had no plans of conducting virtual interviews to gather data but Covid-19
regulations, part of which were lockdowns, observance of social distancing and minimised
travelling, | found myself having to adapt to the new environment and abide by the regulations
put forth by the Government to curb the spread of the virus. During the engagement process, |
established a relationship of trust and genuineness with the participants by declaring the
purpose and objectives of the study upfront. This initial engagement helped to ease tension and
anxiety among participants. This approach encouraged them to be more open with their feelings

and shared some truthful experiences freely with limited hesitancy. | was always aware of and
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I maintained ethical standards that guide research activities, including ethics clearance and

participant consent.

Chapter four covered data presentation, analysis and discussion. With regard to the first
research question, planning, organisation and coordination of the school-teacher union
partnership, the key finding was that role players in the school-teacher union partnership
planned together. This planning together made it easy for role players to implement the
activities of the school-teacher union partnership. It was also that decision making was done
collectively by role players. Involvement of role players in decision making facilitated
ownership of decisions which further ensured that there was full understanding of what had to
be done, when and by whom. Having clear communication lines within the partners and role
players in the school-teacher union partnership led to the success of the initiative. Therefore,
the centrality of effective communication ensured that role players were always focused on the
task. Effective resource mobilisation and allocation helped improve the quality of teaching and
learning and learning outcomes in the case study school. SADTU used her influence and
collective bargaining power to negotiate with the Head of Department of Education in KZN to

allocate additional human resources to the school.

In respect of the second research question, views of the role players regarding the
implementation and outcomes of the school-teacher union partnership, | found that when role
players and stakeholders give support to the implementation of the school-teacher union
partnership, obstacles such as capacity constraints and teacher disengagement are mitigated. A
key learning from this finding was that capacitated teachers are empowered to apply innovative
teaching methods which contribute to the improvement of schools and learner outcomes. One
strategy used in the school-teacher union partnership was peer learning which entailed
collaboration between partnership lead teachers and teachers at Kuzolunga Secondary School.
These interactions facilitated knowledge sharing and improvement in instructional classroom
activities. The other learning was that incentivising teacher performance helped to elevate staff
morale and learner engagement. This also helped to build and strengthen teachers’ self-
confidence. This school-teacher union partnership ensured the establishment of professional

learning communities and strengthened teamwork amongst teachers.

With regard to the research question, what can be done differently to enhance the
school-teacher union partnership in the case study school, the key finding was that some
teachers deliberately abdicated their responsibilities in bad faith and therefore were against the
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principles of the vision and values of SADTU. A vital learning from this finding was that the
school-teacher union partnership success hinges on the ability of role players to consult all the
time and all levels of the partnership. Frequent consultations enabled role players to reach
consensus on critical school improvement priorities such as task allocation, role clarification,
teaching and learning practice in the classroom. Whilst recognising the positive outcomes of
the school-teacher union partnership, there was the realisation that there are other poor
performing schools that may be in need of similar interventions, however, it was admitted that
limited resources would not allow immediate extrapolation of this partnership to other needy
schools. To address this challenge, it would be prudent that the Department of Education as a
stakeholder in the partnership must support the partnership through mobilisation of additional
human and financial resources. To support the partnership, all key role players in a school-
teacher union partnership must share the costs through integrated fund-raising strategies. Most
importantly, values of co-production and co-ownership should underpin all school

improvement efforts in the partnership.

5.3 Conclusions

The conclusions presented are formulated based on findings for each research question.
5.3.1 Partnership planning, organisation and coordination strategy

This study demonstrated that the success of the school-teacher union partnership
depends on the quality of planning, organising and coordination. The case study school was
fully involved in these processes. This ensured that activities of the school-teacher union
partnership contextualised to respond to observed and identified challenges. The key learning
here was that SADTU was not primarily concerned with union and political affiliation but
rather the improvement of school performance, teacher engagement and learner outcomes. As
a result of this inclusive approach, inputs and suggestions of key role players were reflected in
the school improvement plan. Effective coordination of the partnership was achieved through
the establishment of structures including the SADTU School Improvement Initiative Team
(SSIIT) and lead teachers which was based on competencies and expertise. The school-teacher
union partnership provides an opportunity for inexperienced teachers to learn from these
experienced lead teachers. This teacher empowerment is critical in ensuring that the school
partnership contributes to professional development of teachers and sustainability of school

turnaround initiatives.
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Decision-making in the school-teacher union partnership was primarily driven by
bottom-up approach which embodies transversal working relationships rather than the top-
down approach which imposes solutions in sinking schools. This bottom-up approach created
a platform for case study school to state what they think of their situation, including appropriate
interventions. From another angle, 1 have also learnt from the findings that teachers generally
associate themselves with good performance and as such, they do not want to be belittled and
judged when they underperform. Instead, teachers want to be listened to and most importantly
afforded time to make meaning of their underperformance given other challenges such as
delays in the provision of teaching and learning resources. Therefore, anyone planning,
organising and coordination of the school-teacher union partnership should treat teachers
humanely, respectfully, professionally and with dignity. The positive attitudes facilitates
establishment of trust and support which ensure that the partnership achieve its objective of
improving the performance of the school. Lastly, constant communication helps role players
in the school-teacher union partnership to focus on the tasks and activities assigned to them.
This study shows that when communication goes wrong, the execution of important partnership
activities get distracted. Poor communication compromises the efficiency of the school-teacher

union partnership coordination.

5.3.2 Views of the key role players on the implementation and outcomes of the school-

teacher union partnership

In this section, | present conclusions on the views of each role player in the school-
teacher union partnership. They included SADTU, Kuzolunga Secondary School teachers and

Department of Education officials.
5.3.2.1 Views of the South African Democratic Teachers’ Union (SADTU)

From a teacher union perspective, the school-teacher union partnership was
implemented to improve performance and outcomes in the case study school- Kuzolunga
Secondary using evidence-based approach. It was the Union’s view that peer learning helped
to fill subject content gaps which contributed to underperformance by teachers thus resulting
in low learner outcomes. Teachers need other teachers as their role models to grow in their
instructional activities at school. These role models are teachers with expertise in specific
subjects. The implementation process yields mutual benefits for teachers, principals and

learners. Both the case study teachers and lead teachers had their skills and competences
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sharpened. One of the key learnings emanating from the SADTU perspective was the strategic
role of teacher unions in shaping the discourse about the quality of education. This learning is
corroborated by Stevenson et al. (2018) who equally argue that education trade unions are
activists for investment in public education to enhance quality. SADTU viewed this school-
teacher union partnership as a great success because it managed to achieve the desired outcome
despite constraints in resources; helping to revitalise working relationships and work ethics
through teamwork. Mestry (2013) noted the growing importance of teacher empowerment;
noting that in today’s highly turbulent school environment, no leader can single-handedly deal
with the complex transformation issues facing schools. What I am learning from SADTU’s
view is that in order for teacher empowerment, efforts need to be crosscutting and inclusive to
ensure that every educator and learner in the school system becomes part of the change process.
Another key learning was that the principal’s role, therefore, shifts from administrator to a
school transformation agent who leads and achieves results through close collaboration with
all key role players in the school-teacher union partnership (Mataboge & Mosonge, 2021).
Johari and Yunus (2021) state that educators are primary actors in the teaching and learning
process and therefore key to improving the quality of education and outcomes in school

partnerships.
5.3.2.2 Views of Kuzolunga Secondary School

Kuzolunga Secondary School had to prepare learners psychologically and guide them
not to be afraid of lead teachers who came to help the school. They encouraged their learners
to be actively involved through questions of clarity. Their view was that they were empowered
as management, educators, learners and the community. Another view was that this partnership
resulted in an establishment of effective culture of teaching and learning, improved their
confidence and felt motivated to continue with their work in the school. One of the major
highlights (learnings) from Kuzolunga Secondary School’s view was that teachers relied for
learning and sharing of expertise because they had been empowered as this translated into
enhanced school and learner performance. Another learning was that other than developing
educators it is important to capacitate the management of the school. The partnership created
opportunities for synergies and a common focus on goal achievement, intergroup learning,
relationship building and mutual interdependence. Kuzolunga Secondary School felt
empowered and learnt best practices form lead teachers and SSIIT that visited their school. The

key learning from this, was that teachers learn better from their peers. Teachers’ view was that
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the school-teacher union partnership developed them thereby ensuring that they approach their

teaching with confidence.
5.3.2.3 Views of the Department of Education

The department hails the intervention of the partnership in that they say that there was
dramatic improvement of results from zero percent to fifty six percent in the first year then
hundred percent in the subsequent year. The department acknowledged that before this
partnership they were judgmental in their approach towards teachers in poor performing
schools, which eventually led to resistance amongst educators. From the perspective of the
Department of Education, teacher unions are an important stakeholder in achieving the goals
of the Partnership. Another view from the Department of Education was that approach and
attitudes play a role in the acceptance and success or failure of the school improvement
initiatives. In the end, education officials admitted that SADTU’s holistic and multi-
stakeholder approach was useful in dealing with complex school and learner performance
issues. A key learning was that the school-teacher union partnership created a platform for role
players to reflect on their result-based practices leading to them realising the need to review
and adapt their approaches to reflect key socio-economic challenges undermining performance
in sinking rural schools. Another learning was that attitudes and approaches of officials of the
Departmental of Education can make or break teachers in underperformed schools. This means

schools can continue sinking despite intervention programmes brought to their schools.

5.3.3 What can be done differently to enhance the school-teacher union partnership at

Kuzolunga Secondary School?

In this section, I discuss three learnings on what could be done differently to enhance
school-teacher union partnership.

5.3.3.1 Refocusing teachers’ commitment to improve implementation and outcomes of the

partnership.

The study showed that sometimes schools underperform because of learner and teacher
disengagement which is characterised by tensions and infightings. 1 also learnt that school
leaders sometimes allow such situations to get worse instead of resolving them. As another key
learning is the centrality of school principals in influencing positive attitudes of teachers
towards their schoolwork which is much needed for the success of the partnership. In part of

addressing these challenges around disengagement of teachers, school principals must be
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empowered to foster and build a nurturing and supportive environment that allows and
encourages social and emotional learning, sustained school positive relationships that facilitate
collaborative teaching and learning practices (Darling-Hammond et al., 2020). Teacher unions
working with the Department must introduce developmental programmes that motivate and
empower teachers to fully participate in the decisions making in their schools. This will ensure
that teachers have a buy-in in the activities of the school and partnership and instil

accountability.

5.3.3.2 Developing principal capacity that supports the effectiveness of the school-teacher

union partnership

The key learning on what needs to be changed to enhance the school-teacher union
partnership is the capacity of school leaders. It is evident from this study that school principals
sometimes lacked capacity especially new principals who have difficulty in inculcating school
leaders through their good leadership, influence good human relations at school (Cele, 2013).
These leadership and management deficiencies sometimes displayed by principals are the
reason why some schools are dysfunctional. Another learning was that principals were not
implementing the policy on the South African Standards for Principalship - 2015. For school-
teacher union partnership to be enhanced, school principal working with teachers, learners,
SGB and parents to review the mission, vision and establish new goals for the school. This
review process will help all these role players to establish a common purpose for the school
and identify specific roles and responsibilities for each to achieve the set goals. The school
principal needs to take a lead in mobilising support for the school (Lesch, 2017). Teacher
unions working with the Department of Education will have to develop principal capacity
development programme which must focus on the policy for Standards for South African

Principalship and other contextual factors affecting performance in rural schools.
5.3.3.3 Repositioning communication strategy in the school-teacher union partnership

The key learning from the findings of the study was that sometimes communication
was not always effective. Ineffective communication in the school-teacher union partnership
threatened the coordination and success of the partnership. Inadequate communication impacts
negatively on goal setting, understanding and execution of tasks. For example, the delivery of
teaching and learning resources (TLR) to Kuzolunga Secondary School was delayed and got
delivered to the wrong location. In order to address the observed communication challenges in

the school-teacher union partnership, the top-down approach to communication needs to be
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discarded in favour of more inclusive and engaging forms of communication. This approach
will ensure that delivery of TLR will be jointly monitored by the office where the material
comes from, the school and the delivery personnel. The leaders of the school-teacher union
partnership must introduce digitised communication systems for the school-teacher union
partnership. Practically, this means leveraging information and communication technologies
(ICT) tools such as WhatsApp, Zoom, Microsoft Teams which enable instant interactions and
sharing of vital information and documentation without long travelling thus cutting on

travelling and geographical constraints.
5.4 Recommendations

| have three recommendations emanating from this this study. These recommendations

cover policy, practice and theory.
5.4.1 Recommendations for policy

These include institutionalisation of the school-teacher union partnership, funding

model schools, allocation of teachers in schools, and special qualification for principals.
5.4.1.1 Institutionalisation of the school-teacher union partnership

Looking at the success of the school-teacher union partnership at Kuzolunga Secondary
School, the Department of Education and teacher unions must formalise the establishment and
integration of partnerships to enhance the functionality of schools which must include other
role players in the community. To ensure that more stakeholders, (like the school governing
bodies and other community leaders) form part of the school improvement partnership, this
partnership can be implemented as part of the programme of Quality Learning and Teaching
Campaign (QLTC). Therefore, a new policy on school partnerships must be introduced. This
proposed policy will have to follow the steps and procedures to implement the existing QLTC
accord on basic education and partnerships with schools. The core mandate of the proposed
policy should be to regulate and direct the institutionalisation of the school-teacher union
partnership. Key regulatory areas of this policy include roles and responsibilities of role
players, planning, organising, coordination, resource mobilisation, participation of parents,
learners, SGBs, local businesses and community-based organisations, monitoring and
evaluation of school-teacher union partnership activities. This policy recommendation is
consistent with the strategic goals of Action Plan 2024: Towards realisation of schooling 2030,

which include creating functional schools; improving the participation of parents and the
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community in school activities; strengthening school infrastructure to improve attendance and
improving access to essential support services such as health, poverty reduction measures and

psychosocial support services, among others.
5.4.1.2 Funding model for schools

To enable school principals and their governing bodies to be innovative and creative
with the funds they receive from the Department of Education, the Department of Education
needs to review its policy of school funding norms and standards. The Government must amend
the South African Schools Act 84 (Republic of South Africa, 1996) specifically by integrating
section 20 and 21. These two sections address the functions of the school governing bodies.
Their integration into one section will mean public schools have similar functions. In this way,
the no-fee schools will like the fee collecting schools to be allocated funds and made
responsible for utilising the school funds in a way that empowers schools to enhance their
performance. School principals, SMT and their SGBs will get the opportunity to exercise
creativity and innovation using the funds at their disposal to procure resources their schools
need. Through this recommendation, the no-fee schools which are instead of procuring what
the Department of Education list for schools, Principals will buy what his/her school needs
which may not be needed by another school elsewhere. This will mean school principals are
be given more powers to use the funds to address issues of concern based on the context and

environment the school is in.
5.4.1.3 Allocation of teachers to schools

The current policy on teacher post provisioning allows for the number of learners to
determine the number of teachers a school can have. This has resulted in many rural schools to
witness declining number of teacher posts. This decline can be attributed to poor performance
leading to some parents deciding to move their children to better performing schools. As a
result, some schools in rural areas discontinued certain subjects in the curriculum due to
human resource shortages. In such schools, learners have no choice to make but have to take
the subjects their schools offer. This is disadvantaging these learners because their schools
determine what they become in future when under normal circumstances the learner has to do
subjects guided by the careers they want to pursue in future. This is evidence that inequalities
of the past still persist and the Department of Education has to deal with it. Given these
challenges, I therefore recommend the review of the Post Provisioning Norms (PPN) policy to

set a baseline for all schools as the minimum teacher posts that a school must have. This
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proposed policy review will assist in ensuring that at least all secondary schools have seven
teacher posts which in turn will guarantee that even when the learner enrolment declines, the
school can still offer quality education within its limited capacity. This recommendation can
still be accommodated in the current budget framework through reprioritisation of the budget
for rural incentives which was initially meant to attract qualified teachers to rural schools.
Considering that there is no longer any shortage of teachers, this budget reprioritisation will
help to augment the budget for appointment of a compulsory minimum number of teachers in
disadvantaged rural schools.

5.4.1.4 Compulsory qualification for school principals

I recommend the introduction of a special qualification for school principals. This
qualification must be added to compulsory qualification requirements for promotion as a school
principal. Ideally, this recommendation calls for the amendment of the Chapter B section 3.2.1
of the Personnel Administrative Measures (PAM) (Department of Basic Education, 2015)
which deals with the educational qualification, statutory requirements and expertise. Currently
the Department is in engagements with universities on the development of an advanced
diploma for school management team members. It is hoped that the programme can be
introduced in 2023 (PELRC-KZN, 2021). The firm recommendation is that the qualification
must be compulsory for any new school principal appointed. It must also be compulsory for
already employed principals to enrol and complete the programme within the time-frames that
should be stipulated by the employer. Part of what the content of this qualification must cover
may include fundamental competences of principals such as relationship building, conflict
resolution, strategic school management, team building skills, resource mobilisation and
stakeholder engagement skills, school project management, school organisational
development, emotional intelligence (cultural competence), school stakeholder management

and school resource management and mobilisation.
5.4.2 Recommendation for practice

This recommendation proposes the use of two approaches in implementing school
improvement initiatives. These include the holistic approach in the school improvement

initiatives and collectivism in the implementation of school improvement partnerships.
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5.4.2.1 Holistic approach in school improvement initiatives

It is recommended that any school intervention programme must be holistic, inclusive
and informed by contextual circumstances of the target school. The holistic approach in school
improvement intervention must involve all stakeholders in all levels of the intervention such
as planning, organisation, coordination and implementation. It is hoped that should all school
improvement interventions include all stakeholders and role players, then learner performance
will be enhanced. The holistic approach in school improvement interventions ensures that when
there is buy-in in into programmes by role players, then role players develop clarity and
commitment to their roles and responsibility and accountability from role players improves.
The practice of holistic approach serves as a paradigm shift from subject-based approach in

school and learner performance improvement.
5.4.2.2 Using collectivism in the school improvement partnerships

| recommend that schools should ideally apply collectivism in their day-to-day
activities which include curriculum delivery and management and maintaining the discipline
of teachers and learners. Through collectivism, teachers understand themselves as equal
stakeholders in the school-union partnership rather than separate groups. Through collectivism
in a school, oneness among teachers, learners and parents is the order of the day. This new
school culture (collectivism rather than individualism) has the potential to heal the mentality
and attitude of teachers and learners about the school and its purpose and to reinvigorate their
purpose of being at school. Within the collectivist approach, teachers collaboratively identify
goals and plan together (Naicker & Mestry, 2016). The school becomes an environment where
teaching and learning takes place without any disruption. School improvement partnerships
depend on such collectivism practices to succeed. Collectivists subject their individual interests
to the general interests of the collective/school. Teachers and role players in the school
improvement partnership rely on each other for the fulfilment of the partnership goals. They
seek assistance from other role players in the school-teacher union partnership all the time a
need arises. Such teachers see value in being at school and collectively ensure discipline among

themselves and learners.

124



5.4.3 Recommendation for theory

For theory, one recommendation is made, which is an African leadership perspective
on school-teacher union partnership. This recommendation builds on the theoretical framework
underpinning this study, namely instructional and transformational leadership. The African

perspective leadership rather replaces these theories.
5.4.3.1 An African leadership perspective on school-teacher union partnerships

The African perspective on school-union partnerships is recommended for
implementation of school-teacher union partnership. While the study recognises the
contributions of both transformational and instructional leadership in promoting collaborative
approach in school improvement, however the common limitations in both leadership theories
is that improvement in the school-teacher union partnership is largely centered on the charisma
and persona of the school leadership as a catalyst for change rather than change being a
collective responsibility. By contrast, the African leadership theory embraces the principle of
Ubuntu as a catalyst for change in school improvement initiatives. Therefore, this study
advances an African leadership theory necessary to facilitate transformation and performance
improvement in sinking schools. An African leadership theory to school improvement
initiatives is appropriate when considering the complex social and institutional challenges
facing under-performing schools in rural areas. As it is grounded in the principle of Ubuntu, in
South African context, Ubuntu is associated with fundamental human values such as humility,
harmony, unity, solidarity, cooperation, compassion, caring, mutual respect, concern for others,
dignity and selflessness. These values were instrumental in bringing together a wide range of
social actors and leveraging their unique strengths, talents and skills to expedite
implementation of the school-union partnership. Central to the notion of Ubuntu is the need to
approach education challenges in a constructive, humble, engaging and non-threatening
manner to build consensus and enduring solutions (Letseka, 2011). From the beginning, the
school-union partnership emphasised the need for interconnectedness of teachers, school
leadership, learners and parents which is a hallmark of South African culture and lifestyle
(Mbigi, 1997). Prior to the partnership, working relationships in the case study school were
characterised by tensions, mistrust, divisions and unsatisfactory teaching and learning
outcomes. By emphasising collectivism rather than individualism, the school partnership
instilled a culture of collaborative based on the concept and principle of Ubuntu. This study
has demonstrated how the African leadership theory can be leveraged to improve the
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effectiveness and continuity of school improvement, particularly in disadvantaged
communities. A unique strength of the African leadership theory is that it fosters bottom-up
approaches to school improvement initiatives than conventional approaches led by district

officials who are sometimes authoritative and imposing.
5.5 Conclusion

In this chapter, | addressed three issues. First, I presented a summary of how the study
was conceptualised and executed based on the interpretivist paradigm and case study
methodology. Second, conclusions were drawn on the basis of the data that emerged around
the three critical questions. Third, recommendations were then tabled for policy, practice and
theory to help schools, teacher unions and the Department of Education to rethink their

practices in undertaking school improvement initiatives.

126



References

Adeyemi, A. M., & Adeyemi, S. B. (2014). Personal factors as predictors of students’ academic
achievement in colleges of education in South Western Nigeria. Journal of Educational
Research Reviews, 9(4), 97-109. https://doi.org/10.5897/ERR2014.1708

Adom, D., Hussein, E. K., & Agyem, J. A. (2018). Theoretical and conceptual framework:
Mandatory ingredients of a quality research. Journal of International journal of
scientific research, 7(1), 438-441. https://doi.org/10.36106/ijsr

Akinoso, S. O. (2015). Teaching Mathematics in a Volatile, Uncertain, Complex and
Ambiguous (VUCA) World: The Use of Concrete-Representational-Abstract
Instructional Strategy. Journal of the International Society for Teacher Education,
19(1), 97-107. https://eric.ed.gov/?id=EJ1177074

Akinyemi, A. F., Rembe, S., Shumba, J., & Adewumi, T. M. (2019). Collaboration and mutual
support as processes established by communities of practice to improve continuing
professional teachers’ development in high schools. Cogent Education, 6(1), 1-19.
https://doi.org/10.1080/2331186X.2019.1685446

Akpan, C. (2018). Types of Educational Planning/Reasons for Planning Education.
ACADEMIA. https://shorturl.at/ixXIMY

Al-Farhan, M. (2018, May 12). Nottingham Trent University. The influence of
transformational leadership on individual and team innovativeness in the hospital sector
in the United Arab (Thesis).
http://irep.ntu.ac.uk/id/eprint/33901/1/Doc5V13%2027%20May18%20%28minor%?2
Ocorrection%29.pdf

Al Shra'ah, A. E. M. (2015). The impact of decision-making styles on organisational learning:
An empirical study on the public manufacturing companies in Jordan. Journal of
International ~ Journal  of  Business  Social  Science, 6(4), 52-62.
http://ijbssnet.com/journals/\Vol_6 No_4_April_2015/6.pdf

Algahtani, A., & practices. (2014). Are leadership and management different? A review.
Journal of management policies, 2(3), 71-82. https://doi:10.15640/jmpp.v2n3a4

127



Allen, J. B., from (2017, November 10). 3 reasons why businesses should partner with schools.
Google. Retrieved July 10, 2020. https://edlanta.org/2017/11/3-reasons-businesses-
partner-schools/

Aluwihare-Samaranayake, D. (2012). Ethics in qualitative research: A view of the participants'
and researchers' world from a critical standpoint. International Journal of Qualitative
Methods, 11(2), 64-81. https://org.doi/10.1177/160940691201100208

Amnesty International. (2020, February 11). Broken and unequal: The state of education in
South Africa. Google Retrieved June 7, 2021, from
https://www.amnesty.org/en/documents/afr53/1705/2020/en/

Anney, V. N. (2014). Ensuring the quality of the findings of qualitative research: Looking at
trustworthiness criteria. Journal of Emerging Trends in Educational Research and
Policy Studies, 5(2), 272-281.
https://scholar.google.com/scholar?hl=en&as_sdt=0%2C5&ag=Ensuring+the+quality+

of+the+findings+of+qualitative+research%3A+Looking+at+trustworthiness+criteria.

+Journal+of+Emerqging+Trends+in+Educational+Research+and+Policy+Studies&btn
G

Arokiasamy, A. R. A.; Abdullah, A. G. K. & Ismail, A.B. (2014). Correlation between cultural
perception, leadership style and ICT usage by school principals in Malaysia. The
Turkish Online Journal of Educational Technology, 13(3), 27-40.

Arvidsson, A. (2005). Brands: Meaning and Value in Media Culture (1st ed.). Routledge.
https://doi.org/10.4324/9780203640067

Atcioglu, E., & Kose, A. (2018). The relationship between the levels of teachers’ and
administrators” work engagement and the effectiveness of the schools. International
Journal of Eurasia Social Sciences, 9(32), 915-947.
https://www.researchgate.net/publication/32724665

Australian Capital Territory. Department of Education Training. (2009). School Improvement
Framework: Better Schools: Better Futures: Raising Quality and Achieving Excellence
in ACT Public Schools. Australian Capital Territory. Department of Education and
Training. https://books.google.co.za/books?id=WEaCzQEACAAJ

128



Ayeni, A. J., & Amanekwe, A. P. (2018). Teachers’ instructional workload management and
students’ academic performance in public and private secondary schools in Akoko
North-East Local Government, Ondo State, Nigeria. American International Journal of
Education Linguistics Research, 1(1), 9-23. https://doi.org/10.46545/AIJELR.V111.24

Babbie, E. (2020). The practice of social research (15th ed.) [E-book] Oxford University

Press.

Badgett, K. (2016). School-Business Partnerships: Understanding Business Perspectives.
School Community Journal, 26(2), 83-105.
https:/files.eric.ed.gov/fulltext/EJ1123994.pdf

Balyer, A. (2012). Transformational leadership behaviours of school principals: A qualitative
research based on teachers' perceptions. International Online Journal of Educational
Sciences, 4(3), 581-591

Bartol, K. M., & Martin, D. C. (1994). Series in management (2nd ed.) [E-book]. McGraw-
Hill  College.  https://www.amazon.com/Management-Mcgraw-Hill-Kathryn-M-
Bartol/dp/0070050783

Bascia, N., & Stevenson, H. (2017, May). Organising teaching: Developing the power of the

profession. [E-book]. Education International. https://download.ei-

ie.org/Docs/WebDepot/Research institute mobilising final.pdf

Batra, P. (2014). Quality of Education and the Poor: Constraints on Learning. 4.
https://doi.org/10.25360/01-2015-00014 (TRG Poverty & Education: Working Paper

Series)

Batti, R. (2017). Factors influencing effective management of NGO partnerships. Humanities
Social Sciences, 5(5), 158-170. https://doi:10.11648/j.hss.20170505.11

Belle, L. (2018). The state secondary school principal as an effective leader of learner discipline
management. British Journal of Education, 6(1), 43-54.

https://www.eajournals.org/wp-content/uploads/The-State-Secondary-School-

Principal-as-an-Effective-Leader-of-Learner-Discipline-Management.pdf

Benavides, F., Musset, P., Vilaseca, A. P., & Pont, P. (2012). Equity and Quality in Education:
Supporting disadvantaged students and schools. OECD.
https://www.oecd.org/education/school/50293148.pdf

129



Berkovich, I. (2016). School leaders and transformational leadership theory: time to part ways?
Journal of Educational Administration, 54(5), 609-622. https://doi.org.10.1108/JEA-
11-2015-0100

Bernard, H. R., & Bernard, H. R. (2013). Social research methods: Qualitative and quantitative
approaches (7th Ed). Pearson.

Bhengu, T. T., & Mthembu, T. T. (2014). Effective Leadership, School Culture and School
Effectiveness: A Case Study of Two Sister’ Schools in Umlazi Township. Journal of
Social Sciences, 38(1), 43-52. https://doi.org/10.1080/09718923.2014.11893235

Blase, J., Blase, J., & Phillips, D. Y. (2010). Handbook of school improvement: How high-
performing  principals create  high-performing schools. Corwin  Press.
https://doi.org/10.4135/9781483350349

Blower, C. (2015). Education is a public good. In Little, G (Ed) Global Education Reform:
Building resistance and solidarity. London: Manifesto Press.

https://www.uk.coop/directory/manifesto-press

Boateng, N. A. (2014). Technical efficiency and primary education in South Africa: evidence
from sub-national level analyses. South African Journal of Education, 34(2), 1-18.
https://doi.org/10.15700/201412071117

Bolger, J. (2000). Capacity development: why, what and how. Capacity Development

Occasional Series, 1(2), 1-8.
https://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.458.7262&rep=repl&type
=pdf

Bowen, G. A. (2009). Document Analysis as a Qualitative Research Method. Qualitative
Research Journal, 9(2), 27-40. https://doi.org/10.3316/QRJ0902027

Brandstetter, R., De Bruijn, H., Byrne, M., Forschner, M., Machacova, J. & Orologa, A. (2006).
Successful partnerships: A guide. OECD.

Briggs, A. R. J., Coleman, M., & Morrison, M. (2012). Research methods in educational
leadership and management: A Handbook for Postgraduate Researchers (3rd ed.)
SAGE Publications.

130



Brown, C. D. (2015). Leading the use of research and evidence in schools (E-Book). Institute

of Education Press. https://researchportal.port.ac.uk/en/publications/leading-the-use-

of-research-and-evidence-in-schools

Bryman, A. & Bell, E. (2015). Business research strategies. Business research methods (4™
Ed.). Oxford University Press, 226-238.

Buka, A. M., Matiwane-Mcengwa, N. F., & Molepo, M. (2017). Sustaining good management
practices in public schools: Decolonising principals’ minds for effective schools.
Perspectives in Education, 35(2), 99-111.
http://dx.doi.org/10.18820/2519593X/pie.v35i2.8

Bull, S., & Lindegger, G. C. (2011). Ensuring Consent to Research is Voluntary: How Far Do
We Need to Go? The American Journal of Bioethics, 11(8), 27-29.
https://doi.org/10.1080/15265161.2011.585272

Burns, J. M. (1978). Transformational leadership. Harper and Row.

Burton, P., & Leoschut, L. (2013). School violence in South Africa: Results of the 2012

national school violence study (Vol. 12). Monograph Series.

Burton, S. L., & Greher, G. R. (2007). School—University Partnerships: What Do We Know
and Why Do They Matter? Arts Education Policy Review, 109(1), 13-24.
https://doi.org/10.3200/AEPR.109.1.13-24

Bush, T. (2008). Leadership and management development in education. SAGE Publications.
http://dx.doi.org/10.4135/9781446213605

Bush, T., Kiggundu, E., & Mooros, P. (2011). Preparing new principals in South Africa: the
ACE: school leadership Programmel. South African Journal of Education, 31(1), 31-
43. https://doi.org/10.15700/saje.v31n1a356

Cele, L. G. M. (2013). Leadership development of school principals: a case study of the role
played by one teacher union  University of Kwazulu  Natal].
http://hdl.handle.net/10413/12691

Celebi, N., Korumaz, M. J. E. R., & Reviews. (2016). Teachers' Loyalty to Their Supervisors
and Organisational Commitment. 11(12), 1161-1167.
https://doi.org/10.5897/ERR20.2808

131



Chakanika, W., Sichula, K., Sumbwa, I., & Nduna, M. (2012). The challenges of rural
education in Africa. South Africa Rural Educator, 2, 6-17. https://shortest.link/1NxJ

Chan, R. Y. (2016). Understanding the purpose of higher education: An analysis of the
economic and social benefits for completing a college degree. Journal of Education
Policy, Planning Administration, 6(5), 1-40. https://shortest.link/1Sca

Chikoko, V., Naicker, I., & Mthiyane, S. (2015). School leadership practices that work in areas
of multiple deprivation in South Africa. 43(3), 452-467.
https://doi.org/10.1177/1741143215570186

Chouinard, J. A., & Cousins, J. B. (2009). A Review and Synthesis of Current Research on
Cross-Cultural Evaluation. 30(4), 457-494,
https://doi.org/10.1177/1098214009349865

Christie, P., & Monyokolo, M. (2018). Learning about sustainable change in education in South
Africa: The Jika iMfundo campaign 2015-2017.

Christie, P., & Monyokolo, M. (2018). Learning about sustainable change in education in South
Africa: The Jika iMfundo campaign 2015-2017. Johannesburg: SAIDE. Accessed
October 22, 2020.

Coburn, C. E., Penuel, W. R., & Geil, K. E. (2013, January). Practice Partnerships: A Strategy
for Leveraging Research for Educational Improvement in School Districts. William T.
Grant Foundation, New York. https:/files.eric.ed.gov/fulltext/ED568396.pdf

Cohen, L., Manion, L., & Morrison, K. (2007). Research methods in education. (6th eds.).
Routledge.

Cohen, L., Manion, L., & Morrison, K. (2017). Research methods in education (7th ed.).
Routledge., 5. https://doi.org/10.4324/9781315456539

Cohen, L., Manion, L., & Morrison, K. (2018). Research methods in education (7th ed.).
Routledge., 5. https://doi.org/10.4324/9781315456539

Cowen, J. M., & Strunk, K. O. (2015). The impact of teachers’ unions on educational outcomes:
What we know and what we need to learn. Economics of Education Review, 48, 208-
223. https://doi.org/https://doi.org/10.1016/j.econedurev.2015.02.006

132



Cox-Petersen, A. (2010). Educational partnerships: Connecting schools, families, and the
community. SAGE Publications. https://shortest.link/INFB

Cranston, J., & Crook, S. (2020). Integrate or Assimilate? How the Policy Discourse of
Manitoba’s School Partnerships: A Guide for Parents, Schools, and Communities
Enforces Hegemonic Understandings of Parental Involvement on Recently-Resettled
Refugees. Canadian Journal of Educational Administration Policy, 193, 2-17.

https://dev.journalhosting.ucalgary.ca/index.php/cjeap/article/view/68880

Creswell, J. W., & Poth, C. N. (2016). Qualitative inquiry and research design: Choosing
among five approaches. Sage publications. https://shortest.link/1SKI

Cristina, M., & Ticlau, T. (2012). Transformational leadership in the public sector. A pilot
study using MLQ to evaluate leadership style in Cluj County local authorities. Review
of Research and Social Intervention, 36(1), 74-98.

https://www.researchgate.net/publication/285918817

Crowe, S., Cresswell, K., Robertson, A., Huby, G., Avery, A., & Sheikh, A. (2011). The case
study approach. BMC Medical Research Methodology, 11(1), 100.
https://doi.org/10.1186/1471-2288-11-100

Darling-Hammond, L., Flook, L., Cook-Harvey, C., Barron, B., & Osher, D. (2020).
Implications for educational practice of the science of learning and development.
Applied Developmental Science, 24(2), 97-140.
https://doi.org/10.1080/10888691.2018.1537791

Davidoff, S., & Lazarus, S. (2004). The learning school: An organisation development
approach. Juta and Company Ltd. https://doi.org/https://shortest.link/ANGO

De Vos, A. S., Delpor, C. S. L., & Fouche, C. B. (2005). Research at grass roots: For the

social sciences and human services professions. van Schaik (3rd Ed.).

Deich, S., & Neary, M. (2020). Financing community schools: A framework for growth and
sustainability. Partnership for the future of learning.
https://futureforlearning.org/2020/04/16/financing-community-schools/

Department of Basic Education. (1996a). National Education Policy Act (Act 27 of 1996).
Republic of South Africa, 370(17118), 2-50.
https://www.gov.za/sites/default/files/gcis_document/201409/act270f1996.pdf

133



Department of Basic Education. (1996b). National Education Policy Act (Act 27 of 1996).
Republic of South Africa, 377(17579), 2-50.
https://www.gov.za/sites/default/files/gcis_document/201409/act840f1996.pdf

Department of Basic Education. (2011). How to play your part in support of Quality Public
education: A guide for QLTC structures-Making QLTC a reality. DBE.

Department of Basic Education. (2012). National Protocol for Assessment Grades R — 12
(Government Notice 722). 1-55.

https://www.education.gov.za/Portals/0/Documents/Policies/NatProtAssess.pdf

Department of Basic Education. (2014). Education for All EFA: Country report: 2014 country
progress report. Republic of South Africa. https://shortest.link/INHA

Department of Basic Education. (2015a). National strategy for learner attainment (2015
NSLA). Republic of South Africa.
https://www.purpletod.co.za/docs/NSLA%202015.pdf

Department of Basic Education. (2015b). Policy on the South African Standards for
Principalship: Enhancing the Professional Image and Competencies of School
Principals Pretoria. Republic of South Africa.
https://www.sapanational.com/files/POLICY-ON-THE-SASP--2-.pdf

Department of Basic Education. (2016). Personnel Administrative Measures. Republic  of
South Africa.
https://www.gov.za/sites/default/files/gcis document/201602/39684gon170.pdf

Department of Basic Education. (2017a). Department of Basic Education VVote No 14 Annual
Report 2017/18. Republic  of South Africa. https://shortest.link/INHR

Department of Basic Education. (2017b). Teacher professional development master plan 2017
-2022. Republic of South Africa. Republic  of South Africa.
https://shortest.link/INHT

Department of Basic Education. (2017, October 31). Basic Education on policy on progression
and policy on multiple examination opportunity. Google. Retrieved March 4, 2020,
from Republic of South Africa. https://shortest.link/INHW

134



Department of Basic Education. (2020, January). Department of Basic Education VVote No 14
Annual Report 2017/18. Republic  of South Africa, 2-78.
https://shortest.link/INIm

Department of Basic Education. (2021). National Senior Certificate Examination Report-2020.

https://www.education.gov.za/2021NSCExamReports.aspx

Department of Basic Education. (2021, February). National policy pertaining to the programme
and promotion requirements of the National Curriculum Statement Grade R-12.
Republic of South Africa. Republic of South Africa.
https://shortest.link/INHR

Department of Education Employment Workplace Relations. (2017). Family—School
Partnerships Framework: A Guide for Schools and Families. Australian Government.

https://issr.ug.edu.au/files/3754/Family-schoolpartnershipsframework.pdf

Department of Labour and Employment. (1995). Labour Relations Act (Act 66 of 1995). The
Republic of South Africa.

Department of statistics South Africa. (2019). Annual report 2018-2019 (1st ed.). The Republic
of South Africa.
http://www.statssa.gov.za/publications/AnnualReport/AR201819 Book 1.pdf

Dictionary unit for South African English. (2010). Outcome. In Oxford South African concise
dictionary (2nd Ed.). https://global.oup.com/academic/product/oxford-south-african-
concise-dictionary-9780195982183?cc=us&lang=en&#

Du Plessis, C. (2005). A theoretical framework of corporate online communication: A

marketing public relations (MPR) perspective https://shortest.link/INLu

Durrant, J., Frost, D., Head, M., & Holden, G. (2000). Teacher-Led school improvement (1st
ed.). Routledge. https://doi.org/10.4324/9780203487143

Dwangu, A. M. (2018). The role of South African Democratic Teachers' Union in the
implementation of teacher redeployment policy in schools. South Africa
https://core.ac.uk/download/pdf/231922987.pdf

135



Earl, L. (2014). Considerations in the framing, definition, identification and selection of
indicators of education quality and their potential use in evaluation in the school setting.
A review of school effectiveness. Lorna Earl and Associates Toronto, Canada, 2—23.
https://doi.org/https://shortest.link/1Sr5

Education Equal. (2019, January 7). Equal Education pre-matric results statement: Potentially
drastic education reforms will not curb high dropout rates reflected in matric results
Press Release. https://doi.org/https://equaleducation.org.za/wp-

content/uploads/2020/01/Equal-Education-pre-matric-results-2019-statement.pdf

Education Improvement Commission. (2000). Education improvement handbook for
principals, teachers and school councils. Government of Ontario. https://doi.org/

http://www.edu.gov.on.ca/eng/document/reports/sihande.pdf

Education International (El). (2016). Bridge vs Reality: Study of Bridge international
academies’ for-profit schooling in Kenya. https://doi.org/https://shortest.link/1Srj

Education Labour Relations Council (ELRC). (2016). The Constitution: Part-A-General
provisions. ELRC. https://doi.org/https://shortest.link/INMP

Education Labour Relations Council (ELRC). (2018). Collective Agreement 1 of 2018: Vote
Weights for Trade Unions that are partiess to Council. ELRC.
https://doi.org/https://elrc.org.za/wp-content/uploads/2020/12/l1tem-7.7-Draft-
Collective-Agreement-Vote-Weights-for-2018.pdf

Education Labour Relations Council (ELRC). (2019, April). Teacher development summit
report. https://doi.org/https://elrc.org.za/wp-content/uploads/2009/10/n-negotiator-04-

09.pdf

Education Manitoba. (2005). School partnerships: A guide for parents, schools, and

communities. In: Winnipeg, MB: Manitoba Education & Advanced Learning.

Elliott, V. (2018). Thinking about the coding process in qualitative data analysis. The
Qualitative Report, 23(11), 2850-2861.

https://nsuworks.nova.edu/cqi/viewcontent.cgi?article=3560&context=tqr

Erkutlu, H. (2008). The impact of transformational leadership on organisational and leadership
effectiveness.  Journal of Management Development, 27(7), 708-726.
https://doi.org/10.1108/02621710810883616

136



Erquiaga, D. (2019, April 25). Community matters: Focus on school discipline. Google.
Retrieved May 22, 2020.
https://doi.org/https://www.communitiesinschools.org/media/filer public/0d/77/0d77
3fa4-7740-44d3-a91b-4c77accc31fl/web community matters report 04252019.pdf

Etikan, 1., Musa, S. A., & Alkassim, R. S. (2016). Comparison of convenience sampling and
purposive sampling. American journal of theoretical applied statistics, 5(1), 1-4.
https://doi.org/10.11648/].ajtas.20160501.11

Farmer, L. (2007). Principals: Catalysts for Collaboration. School Libraries Worldwide, 13(1),
56-65. https://www.semanticscholar.org/paper/Principals%3A-Catalysts-for-
Collaboration-Farmer/5¢7ccd0b4772614027f785cab9778c5102f6741f

Farnsworth, D., Clark, J. L., Hall, J.,, Johnson, S., Wysocki, A., & Karl, K. (2020).
Transformational leadership: The transformation of managers and associates.
University of Florida. 1-3. https://doi.org/https://doi.org/10.32473/edis-hr020-2002

Fisher, M., & Crawford, B. (2020). “From School of Crisis to Distinguished”. The Rural
Educator, 41(1), 8-19. https://files.eric.ed.gov/fulltext/EJ1251459.pdf

Forschner, M. (2010). Partnerships in the recovery: Rebuilding employment at the local level.
OECDLEED FORUM. https://www.oecd.org/cfe/leed/45204556.pdf

Franklin, S., & McLaren, D. (2015). Realising the right to a basic education in South Africa:
An analysis of the content, policy effort, resource allocation and enjoyment of the
constitutional right to a basic education. Studies in Poverty and Inequality Institute.
http://spii.org.za/files/2015-SP11-Realising-the-Right-to-a-Basic-Education-in-
SouthAfrica.pdf

Fullan, M. (2007). Leading in a culture of change. John Wiley & Sons.
https://doi.org/https://www.perlego.com/book/1342957/leading-in-a-culture-of-

change-pdf

Gajda, R. (2004). Utilising Collaboration Theory to Evaluate Strategic Alliances. 25(1), 65-77.
https://doi.org/10.1177/109821400402500105

Gates, S. M., Baird, M. D., Master, B. K., & Chavez-Herrerias, E. R. (2017). Implementation

of the Principal Pipeline Initiative. In Principal pipelines: A feasible, affordable, and

137



effective way for districts to improve schools. Rand Cooperation.
https://doi.org/https://eric.ed.gov/?id=ED594225

Gentimir, R.-A. (2015). A theoretical approach on the strategic partnership between the
European Union and the Russian Federation. CES Working Papers, 7(2), 288-295.
https://ceswp.uaic.ro/articlessf CESWP2015 VI1I12_GEN.pdf

Gilbert, M. (2019). Student performance is linked to connecting effectively with teachers.
Journal of Research in Innovative Teaching & Learning, 12(3), 311-324
https://d0i.10.1108/JRIT-05-2018-0010

Govender, D. (2017, August). District improvement programme. Chasing the Vision, 56.
Government of America. (2019). Internal revenue service.

Government of Ireland. (1999). School Development Planning: An introduction for second-

level schools.

Grant, C. (2006). Emerging Voices on Teacher Leadership: Some South African Views. 34(4),
511-532. https://doi.org/10.1177/1741143206068215

Gray, B., Hilder, J., Macdonald, L., Tester, R., Dowell, A., & Stubbe, M. (2017). Are research
ethics guidelines culturally competent? 13(1), 23-41.
https://doi.org/10.1177/1747016116650235

Guerra, M., & Luciano, E. (2010). Sharing the responsibility of education: The relationship
between teachers and parents in 0-6-year-old children services and schools. Procedia
- Social and Behavioral Sciences, 2(2), 3308-3313.
https://doi.org/https://doi.org/10.1016/j.sbspro.2010.03.506

Gumbi, E. B., & Nkoane, M. M. (2019). Sustaining a safe and secure learning environment: a
case study of a selected school in Newcastle. 17(3), 13673-13691.
https://doi.org/doi:10.10520/EJC-19749f644e

Haines, S. J., Gross, J. M. S., Blue-Banning, M., Francis, G. L., & Turnbull, A. P. (2015).
Fostering Family—School and Community—School Partnerships in Inclusive Schools:
Using Practice as a Guide. 40(3), 227-239. https://doi.org/10.1177/1540796915594141

138



Hallinger, P. (2007). Research on the practice of instructional and transformational leadership:
Retrospect and prospect. The Leadership Challenge-Improving learning in schools, 7.

https://doi.org/https://research.acer.edu.au/research conference 2007/7

Hallinger, P., & Murphy, J. (1985). Assessing the Instructional Management Behavior of

Journal, 86(2), 217-247.

Principals. The Elementary School

https://doi.org/10.1086/461445

Hallinger, P., & Thang, T. D. (2014). Exploring the contours of context and leadership
effectiveness in Vietnam (Vol. 20). Australian Council for Educational Leaders.
https://doi.org/10.3316/aeipt.206324

Hammarberg, K., Kirkman, M., & de Lacey, S. (2016). Qualitative research methods: when to
use them and how to judge them. Human Reproduction, 31(3), 498-501.

https://doi.org/10.1093/humrep/dev334

Hanekom, S. (2018, October). The importance of ethical clearance in research. University of
Stellenbosch Business School. Google, Retrieved September 2, 2020, from.
https://www.usb.ac.za/usb_food_for_thought/the-importance-of-ethical-clearance-in-

research/

Hanover, R. (2014). Best practices for school improvement planning. USA.

https://www.hanoverresearch.com/media/Best-Practices-for-School-Improvement-

Planning.pdf
Harland, J., & Sharp, C. (2015). Cultural Education Partnerships (England) Pilot Study.
National Foundation for Educational Research.

https://doi.org/https://www.nfer.ac.uk/cultural-education-partnerships-england-pilot-

study/
Harris, A. (2002). Effective Leadership in Schools Facing Challenging Contexts. School
Leadership & Management, 22(1), 15-26.

https://doi.org/10.1080/13632430220143024a

Harrison, D. (2018). Public school partnerships testing a new channel for quality education in
public schools through non-profit public-private partnerships. Google. Retrieved July

22, 2020, from https://doi.org/https://dgmt.co.za/publicschoolpartnerships/

139



Harrison, H., Birks, M., Franklin, R., & Mills, J. (2017). Case Study Research: Foundations
and Methodological Orientations. Forum Qualitative Sozialforschung / Forum:
Qualitative Social Research, 18(1). https://doi.org/10.17169/fgs-18.1.2655

Henning, E., van Rensburg, W., & Smit, B. (2004). Finding your way in qualitative research
(1st ed). van Schaik.
https://www.scirp.org/(S(351jmbntvnsjtlaadkposzje))/reference/ReferencesPapers.asp
x?ReferencelD=1140852

Heystek, J. (2004). School governing bodies-the principal's burden or the light of his/her life?
South African Journal of Education, 24(4), 308-312.
https://www.ajol.info/index.php/saje/article/view/25006

Heystek, J., & Lethoko, M. (2001). The contribution of teacher unions in the restoration of
teacher professionalism and the culture of learning and teaching. South African Journal
of Education, 21(4), 222-227. https://www.ajol.info/index.php/saje/article/view/24907

Howie, S. J., Combrinck, C., Roux, K., Tshele, M., Mokoena, G., & McLeod Palane, N. (2017).
PIRLS literacy 2016: South African highlights report (Grade 4).
http://hdl.handle.net/2263/66185

Hunt, F. (2007). Communications in Education. Frances Hunt, Centre for International
Education (Online Submission). https://doi.org/https://eric.ed.gov/?id=ED501789

Huxham, C. (2003). Theorising collaboration practice. Public Management Review, 5(3), 401-
423. https://doi.org/10.1080/1471903032000146964

James, F. (2008, September). An exploration of school improvement theory and practice in
secondary schools in Trinidad and Tobago. (Heriot-Watt University, Ed.; pp. 1-10)
Medicine.
https://doi.org/https://www.researchgate.net/publication/285588570 An exploration

of school improvement theory and practice in secondary schools in Trinidad an

d_Tobago

Jansen, J. D. (2019). Inequality in Education: What is to Be Done? In N. Spaull & J. D. Jansen
(Eds.), South African Schooling: The Enigma of Inequality: A Study of the Present
Situation and Future Possibilities (pp. 355-371). Springer International Publishing.
https://doi.org/10.1007/978-3-030-18811-5 19

140



Jarl, M., Andersson, K., & Blossing, U. (2017). Success or failure? Presenting a case selection
strategy for studies of school improvement. Education Inquiry, 8(1), 17-32.
https://doi.org/10.1080/20004508.2016.1275177

Jensen, B., Downing, P., & Clark, A. (2017). Preparing to Lead: Lessons in Principal
Development from High-Performing Education Systems. National Center on
Education. https://eric.ed.gov/?id=ED588214

Johari, F. M. R., & Yunus, F. (2021). Teaching Techniques Implemented by Preschool
Teachers in English Early Literacy Instructional Practices: A Case Study. Creative
Education, 12(1), 21-30, Article 106480. https://doi.org/10.4236/ce.2021.121002

Keiler, L. S. (2018). Teachers’ roles and identities in student-centered classrooms.
International Journal of STEM Education, 5(1), 34. https://doi.org/10.1186/s40594-
018-0131-6

Kgari-Masondo, M. C., Masondo, S. T., Mosina, D., Mncube, D., & Mpanza, B. (2019).
Demythologising SADTU: Historical significance of SADTU as an education vehicle
of change and continuity.1 (2). Shuter & Shooter.
https://sadtu.org.za/docs/subs/2020/Demythologising-SADTU.pdf

Khan, A. S., Jan, F., & Research, B. (2015). The study of organisation commitment and job
satisfaction among hospital nurses. A survey of district hospitals of Dera Ismail Khan.
Global Journal of Management, 15(1), 17-24.
https://journalofbusiness.org/index.php/GJMBR/article/view/1601/1504

Khan, H., Rehmat, M., Butt, T. H., Farooqi, S., & Asim, J. (2020). Impact of transformational
leadership on work performance, burnout and social loafing: a mediation model. Future
Business Journal, 6(1), 2-13. https://doi.org/10.1186/s43093-020-00043-8

Khanyi, J. G., & Naidoo, P. (2020). Principals' role in leadership capacity development of post
level one teachers for school leadership. 38(2), 168-184.
https://doi.org/doi:10.18820/2519593X/pie.v38.i2.11

Khomo, S. (2019, June 24-26). Raising the bar on learner achievement-Strategies to enhance
learner achievement: A professionally revolutionary perspective [Discussion paper].
SADTU KZN Provincial general council, Durban, KZN, South Africa.

141



Khosa, G. (2014). Systemic school improvement interventions in South Africa: Some practical
lessons  from  development  practitioners.  Jet  Education  Services.
https://doi.org/https://searchworks.stanford.edu/view/13655049

Khuzwayo, Z. I. (2019). The dynamics of partnership in South African schools: learning from
school principals, SGB chairpersons and teacher-union site stewards (Thesis)
University of KwaZulu-Natal]. https://researchspace.ukzn.ac.za/handle/10413/17743

Kimathi, F., & Rusznyak, L. (2018). Advancing professional teaching in South Africa: lessons
learnt from policy frameworks that have regulated teachers' work %J Education as
Change. 22, 1-25. http://www.scielo.org.za/scielo.php?script=sci_arttext&pid=S1947-
94172018000300007 &nrm=iso

Kingdon, G., & Teal, F. (2010). Teacher unions, teacher pay and student performance in India:
A pupil fixed effects approach. Journal of Development Economics, 91(2), 278-288.
https://doi.org/https://doi.org/10.1016/j.jdeveco.2009.09.001

Kinjarapu, S. R. M. N. (2018, December). Question and answer (formation of BRICS) (No.
2487). Government of India-Ministry of External Affairs.
https://doi.org/https://www.mea.gov.in/lok-sabha.htm?dtl/30826/

Kivunja, C., & Kuyini, A. B. (2017). Understanding and applying research paradigms in
educational contexts. International Journal of higher education, 6(5), 26-41.
https://doi.org/10.5430/ijhe.v6n5p26

Koc, F. (2018). Investigation of School Effects on Student Achievement in Primary Education
Using Value-Added Assessment. Eurasian Journal of Educational Research, 76(18),
41-72. https://doi.org/https://orcid.org/0000-0002-0989-3461

Koger, R. G. (2018). Measuring the strength of trade unions and identifying the privileged
groups: A two-dimensional approach and its implementation. The Journal of
Mathematical Sociology, 42(3), 152-182.
https://doi.org/10.1080/0022250X.2018.1449110

Kowalczyk, R. (2019). How do stakeholder pressure influence on CSR-Practices in Poland?
The construction industry case. Journal of EU Research in Business, 2019, 1-10.
https://doi.org/https://doi.org/10.5171/2019.102392

142



Krauss, S. E. (2005). Research paradigms and meaning making: A primer. The Qualitative
Report, 10(4), 758-770. https://doi.org/10.46743/2160-3715/2005.1831

Krumm, B. L., & Curry, K. (2017). Traversing School-Community Partnerships Utilizing
Cross-Boundary  Leadership. School Community Journal, 27(2), 99-120.
https://doi.org/http://www.schoolcommunitynetwork.org/SCJ.aspx

Kudumo, M. (2011). The participation and influence of teacher unions on education reforms
in an independent ~ Namibia  (Thesis) University ~ of  Pretoria].
http://hdl.handle.net/2263/28601

KwaZulu-Natal Department of Education. (2015). Annual report 2015-2016. Budget vote 5.

KwaZulu-Natal Department of Education.

KwaZulu-Natal Department of Education. (2018). Annual report 2018-2019. KwaZulu-Natal

Department of Education.

KwaZulu-Natal Department of Education. (2019). Human Resource Management Circular 57

of 2019. KwaZulu-Natal Department of Education.

KwaZulu-Natal Department of Education (2020). Annual performance plan 2020-2021.

KwaZulu-Natal Department of Education.

KZN Education Labour Relations Council. (2021, August). Report of the teacher development

task team of chamber on professional development programmes. KZNP ELRC.

Lamas, H. A. (2015). School Performance. Journal of Educational Psychology-Propositos y
Representaciones, 3(1), 351-385. http://dx.doi.org/10.20511/pyr2015.v3nl.74

Lambrecht, J., Lenkeit, J., Hartmann, A., Ehlert, A., Knigge, M., & Sporer, N. (2020). The
effect of school leadership on implementing inclusive education: how transformational
and instructional leadership practices affect individualised education planning.
International Journal of Inclusive Education, 1-15.
https://doi.org/10.1080/13603116.2020.1752825

Lehohla, M., & Hlalele, D. (2012). Inclusive Classrooms: An Ecosystemic Perspective.
Journal of Human Ecology, 37(3), 189-201.
https://doi.org/10.1080/09709274.2012.11906464

143



Leithwood, K., Louis, K. S., Anderson, S., & Wahlstrom, K. (2004). Learning from leadership
Project. Review of research -how leadership influences student learning. The Wallace
Foundation. https://doi.org/https://shortest.link/10ap

Lesch, B. J. (2017). Dysfunctional schools in South Africa: Reflections and a turnaround plan.

Porcupine Press.

Letseka, M. (2012). In Defence of Ubuntu. Studies in Philosophy and Education, 31(1), 47-60.
https://doi.org/10.1007/s11217-011-9267-2

Letseka, M., Bantwini, B., & King-McKenzie, E. (2012). Public-Union Sector Politics and the
Crisis of Education in South Africa %J Creative Education. 3(7), 1197-1204.
https://doi.org/10.4236/ce.2012.37178

Lichtman, M. (2006). Qualitative research in education: A user’s guide (3rd ed.). London,

Sage Publications.
Lincoln, Y., & Guba, E. (1985). Naturalistic Inquiry. Sage Publications (California).

Little, G. (2015). Global Education'Reform': Building Resistance and Solidarity. Manifesto
Press.

Loria, R. (2018). A how-to guide for building school-community partnerships. Education Week
(Council for Corporate school partnerships). https://shortest.link/INFv

Loria, R. (2018, March 26). A how-to guide for building School-Community partnerships.

Education Week. https://www.edweek.org/leadership/opinion-a-how-to-guide-for-

building-school-community-partnerships/2018/03

Loyce, O. C., & Victor, A. A. (2017). Principals' Application of Instructional Leadership
Practices for Secondary School Effectiveness in Oyo State. Journal of the Nigerian
Academy of Education, 13(1), 32-44. https://eric.ed.gov/?id=ED580939

MacTavish, M. D., & Kolb, J. A. (2006). Encouraging Teacher Engagement: A New Approach
to Performance Improvement in Schools. ERIC, 1378-1385.
https://doi.org/https://files.eric.ed.gov/fulltext/ED492846.pdf

Macuphe, B. (2019, August 30). Broken teachers, broken children — the high cost of matric.
Mail & Guardian. https://mg.co.za/article/2019-08-30-00-broken-teachers-broken-
children-the-high-cost-of-matric/

144



Mafisa, L. J. (2017). The role of teacher unions in education with specific reference to South
Africa. 15(4), 10553-10566. https://doi.org/doi:10.10520/EJC-c1f20de04

Maharaj, S., Bascia, N., & Policy. (2021). Teachers’ Organisations and Educational Reform:
Resistance and Beyond. Canadian Journal of Educational Administration Policy (196),

34-48. https://journalhosting.ucalgary.ca/index.php/cjeap/article/view/71739

Makgato, Moshe. (2007). Factors associated with poor performance of learners in mathematics
and physical science in secondary schools in Soshanguve, South Africa. Africa
Education Review. 4. 89-103. https://d0i.10.1080/18146620701412183

Makole, K. & Witten, A. (2018). Leading to improve learning outcomes in the Jika iMfundo
campaign. In Christie & Monyokolo, M (Eds.)

Maluleke, M. J. (2015, October). Speech by General Secretary. In SADTU (Ed.). World
Teachers Day SADTU.

Maphalala, M. C., Khumalo, N. P., Buthelezi, A. B., Mabusela, M. S., Gamede, B. T., Sibaya,
D. C., & Nzima, D. R. (2015). Lessons learnt through Jika iMfundo programme in
managing school curriculum in King Cetshwayo district: The Programme to Improve
Learning Outcomes (PILO). Learning about sustainable change in education in South
Africa: The Jika iMfundo campaign, 2017, 125-146. https://shortest.link/1Td4

Marchesi, N. (2020, January 7). Matric 2019: Real pass rate is 38.9%. Business
Technology. https://businesstech.co.za/news/government/364756/matric-2019-

real-pass-rate-is-38-9/

Marks, H. M., & Printy, S. M. (2003). Principal Leadership and School Performance: An
Integration of Transformational and Instructional Leadership. Educational
Administration Quarterly, 39(3), 370-397.
https://doi.org/10.1177/0013161X03253412

Martin, L. J. (2005). School partnerships: A guide for parents, schools and communities.
Government of Manitoba.

https://www.edu.qgov.mb.ca/k12/docs/support/school partnerships/full doc.pdf

Masitsa, M. (2011). Exploring safety in township secondary schools in the Free State province.
South African Journal of Education, 31(2), 163-174.
https://doi.org/10.4314/saje.v31i2.66449

145



Mawdsley, R. D., Bipath, K., & Mawdsley, J. L. (2014). Functional Urban Schools Amid
Dysfunctional ~ Settings: Lessons from South  Africa. 46(3), 377-394.
https://doi.org/10.1177/0013124512449859

Mbigi, L. (1997). Ubuntu: The African dream in management. Knowledge Resources.

McAleavy, T., Ha, T. T., & Fitzpatrick, R. (2021). Promising practice: Government schools in
Vietnam Implementing Educational Reform: Cases Challenges. Vietham Education
Development Trust, 127.

McAlister, S., & Catone, K. C. (2013). Real Parent Power: Relational Organising for
Sustainable School Reform. 102(1), 26-32.
https://doi.org/https://doi.org/10.1002/ncr.21112

McCollow, J. (2017). Teacher Unions: Oxford Research Encyclopedia of Education.
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acre
fore-9780190264093-e-201

McMiillan, J. H., & Schumacher, S. (2010). Research in Education: Evidence-Based Inquiry,
MyEducationLab Series (7th Ed). Pearson.

McQuaid, R. W. (2000). The theory of partnership: why have partnerships? In Public-private
partnerships (pp. 27-53). Routledge.

Mekango, A. (2013). Practices and Challenges of Implementation of School Improvement
Program in Secondary Schools of Metekel Zone Jimma University, Institute of
Education and Professional Development Studies (Master's dissertation)].
https://opendocs.ids.ac.uk/opendocs/handle/20.500.12413/5336

Memela, G. K. S. (2019). School identity and learner performance: a school leadership

perspective on their relationships University of Kwazulu-Natal (Thesis). https://ukzn-
dspace.ukzn.ac.za/handle/10413/19113

Merriam, S. B. (1998). Qualitative Research and Case Study Applications in Education.

Revised and expanded from" Case Study Research in Education.”. ERIC.

Mertens, D. M. (2009). Transformative research and evaluation. The Canadian Journal of
Program Evaluation, 23(2), 265-267.
https://doi.org/https://evaluationcanada.ca/secure/23-2-265.pdf

146



Mestry, R. (2017). Principals' perspectives and experiences of their instructional leadership
functions to enhance learner achievement in public schools. Journal of Education
(University of KwaZulu-Natal), 69(1), 257-280.
http://www.scielo.org.za/scielo.php?script=sci arttext&pid=S2520-
98682017000200012&nrm=iso

Mestry, R., & Ndhlovu, R. (2014). The implications of the National Norms and Standards for
School Funding policy on equity in South African public schools. South African
Journal of Education, 34(3), 1-11. https://doi.org/10.15700/201409161042

Mestry, R., & Research. (2013). The innovative role of the principal as instructional leader: A
prerequisite for high student achievement? International Proceedings of Economics
Development, 60(25), 119-123. https://doi.org/10.7763/IPEDR

Metcalfe, M. (2015). Jika iMfundo 2015-2017: Why, what and key learnings Learning about
sustainable change in education in South Africa the Jika iMfundo campaign 2015-
2017. (pp. 1-58). SAIDE.

Mizell, H. (2010). Why Professional Development Matters? (V. von Frank, Ed.) Learning
Forward. ERIC.

Mkhize, B. N. C. K. (2017, July). Instructional leadership practices of secondary school
principals in the context of multiple deprivations in Umlazi District: a multiple case
study (Thesis) University of KwaZulu-Natal]. http://hdl.handle.net/10413/15478

Mlachila, M. M., & Moeletsi, T. (2019). Struggling to make the grade: A review of the causes

and consequences of the weak outcomes of South Africa’s education system.

International Monetary Fund. https://doi.org/10.5089/9781498301374.001

Modiba, S. N. (2012). The Importance of Vision and Mission Statements in Promoting School

Effectiveness in Northern Province Schools (Thesis). Rand Afrikaans University.

Modisaotsile, B. M. (2012). The failing standard of basic education in South Africa. Policy
brief, 72, 1-7. http://www.ai.org.za/wp-content/uploads/downloads/2012/03/No.-
72.The-Failing-Standard-of-Basic-Education-in-South-Africal.pdf

Mohr, J., & Spekman, R. (1994). Characteristics of partnership success: Partnership attributes,
communication behavior, and conflict resolution techniques. 15(2), 135-152.
https://doi.org/https://doi.org/10.1002/smj.4250150205

147



Mombourquette, C. (2017). The Role of Vision in Effective School Leadership. International
Studies in Educational Administration, 45(1), 19-36.
https://www.researchgate.net/publication/317589799 The_Role_of Vision_in_Effect

ive School Leadership

Montecel, M. R. (2013). Education as Pathways Out of Poverty. IDRA Newsletter. IDRA
Newsletter. https://www.idra.org/resource-center/education-as-pathway-out-of-

poverty/

Mora, C. (2012). Transformational Leadership in Education: Concept Analysis
[transformational leadership; transactional leadership; education; educational reform;
Romania]. Transylvanian Review of Administrative Sciences, 8(1), 184-192.

https://rtsa.ro/tras/index.php/tras/article/view/329

Morrow, S. L. (2005). Quality and trustworthiness in qualitative research in counseling
psychology.  Journal  of  counseling  psychology, 52(2), 250-260.
http://dx.doi.org/10.1037/0022-0167.52.2.250

Mosoge, M. J., & Mataboge, S. K. C. (2021). Empowerment of the school management team
by secondary schools’ principals in Tshwane West District, South Africa. Educational

Research Reviews

16(4), 93-103. https://doi.org/10.5897/ERR2020.4076

Motsohi, T. (2011). The corrosive influence of unions on South African schools. Mail &
Guardian-Thought  Leader. https://thoughtleader.co.za/the-corrosive-influence-of-

sadtu-undermines-discipline-in-public-schools/

Moyle, W. (2002). Unstructured interviews: challenges when participants have a major
depressive illness. 39(3), 266-273. https://doi.org/https://doi.org/10.1046/j.1365-
2648.2002.02273.x

Msila, V. (2014). Teacher unionism and school management: A study of (Eastern Cape)
schools in South Africa. 42(2), 259-274. https://doi.org/10.1177/1741143213499265

Msomi, X. A. (2015). Experiences of grade 12 educators in teaching auditing aspect of the
accounting curriculum in Burlington circuit of Umlazi district (Master's Dissertation)
University of KwaZulu-Natal].

Mthembu, B. J. M. (2021). HOD’s post distribution consultation:2022. PELRC KZN.

148



Mthiyane, S. E., Bhengu, T. T., & Bayeni, S. D. (2014). The Causes of School Decline: Voices
of School Principals and Circuit Managers in KwaZulu-Natal, South Africa. Journal of
Social Sciences, 41(2), 295-304. https://doi.org/10.1080/09718923.2014.11893364

Mufeed, U. (2018). Effect of transformational leadership on employee engagement-an
empirical study in select higher educational institutions. Journal of Organisation
Human Behaviour, 7(2), 8-13. https://shortest.link/1UfK

Mukeshimana, M. (2016). Leadership practices in selected successful schools (Master's
dissertation) University of KwaZulu-Natal]. https://ukzn-
dspace.ukzn.ac.za/handle/10413/14431

Mutemeri, J., & Chetty, R. (2011). An examination of university-school partnerships in South
Africa. 31(4), 505-517. https://doi.org/doi:10.10520/EJC32300

Myende, P. E. (2013). Sustaining school-community partnerships through effective
communication. Communitas, 18, 76-94.

https://journals.ufs.ac.za/index.php/com/article/view/999/988

Myende, P. E. (2018). Creating functional and sustainable School-Community Partnerships:
Lessons from three South African cases. Educational Management Administrative and
Leadership, 7(5), 8-13. https://doi.org/10.1177/1741143218781070

Myende, P. E. (2019). Creating functional and sustainable School-Community Partnerships:
Lessons from three South African cases. SAGE Journals, 47(6), 1001-1019.
https://doi.org/10.1177/1741143218781070

Myende, P. E., & Nhlumayo, B. S. (2020). Enhancing parent-teacher collaboration in rural
schools: parents’ voices and implications for schools. International Journal of
Leadership in Education, 1, 1-25. https://doi.org/10.1080/13603124.2020.1731764

Naicker, 1. (1996). Imbalances and inequities in South African education: a historica-

educational survey and appraisal (Master's dissertation) University of South Africa.

Naicker, 1. (2005). A critical appraisal of policy on educator post provisioning in public schools
with particular reference to secondary schools in Kwazulu-Natal (Thesis) University of
KwaZulu-Natal.

149



Naicker, I. (2011). Developing school principals in South Africa. In International handbook of
leadership for learning (Vol. 25, pp. 431-443). Springer.
https://doi.org/https://doi.org/10.1007/978-94-007-1350-5 25

Naicker, 1., Chikoko, V., & Mthiyane, S. E. (2013). Instructional leadership practices in
challenging school contexts. Education as Change, 17(supl), S137-S150.
https://doi.org/10.1080/16823206.2014.865999

Naicker, 1., Grant, C. C., & Pillay, S. S. (2016). Schools performing against the odds:
Enablements and constraints to school leadership practice. South African Journal of
Education, 36(4), 1-10. https://doi.org/10.15700/saje.v36n4al321

Naicker, S., & Mestry, R. (2015). Developing educational leaders: A partnership between two
universities to bring about system-wide change. South African Journal of Education,
35(2), 1085-1085. https://doi.org/https://doi.org/10.15700/saje.v35n2a1085

National Centre on Education and the Economy (NCEE). (2016). Brief on high-performing
systems: Finland. 2020-21 Legislative International Education Study Group.
https://www.ncsl.org/Portals/1/Documents/educ/International Ed_Study Group 2020
[Finland/1.FinlandOverviewNCEE.pdf

National Education Evaluation and Development Unit (NEEDU). (2018a). Breaking the walls
of classrooms through teacher collaboration: How do top-performing schools turn a
teacher’s best practice into school wide best practice? (Policy Brief 5). Department of

Basic Education.

National Education Evaluation and Development Unit (NEEDU). (2018b). Schools and
communities working together to improvement quality education. Department of Basic

Education.

National Youth Development Agency. (2012, January 5). Let us continue making education a
societal issue towards consolidating our gains for a better life. Press Release.
https://doi.org/https://shortest.link/1Uh0

National Education Collaboration Trust (NECT). (2016). School - Parent — Community

Engagement Framework.

150



News24 Archives. (2014, December 30). Cheating in matric exams - Umalusi. News24.

http://www.news24.com/news24/cheating-in-matric-exams-umalusi-20141230

Nieuwenhuis, J. (2016). Introducing qualitative research. In K. Maree (Ed.), First steps in

research. Van Schaik Publishers.

Nijhawan, L. P., Janodia, M. D., Muddukrishna, B. S., Bhat, K. M., Bairy, K. L., Udupa, N.,
& Musmade, P. B. (2013). Informed consent: Issues and challenges. Journal of
advanced  pharmaceutical ~ technology &  research, 4(3), 134-140.
https://doi.org/10.4103/2231-4040.116779

Nodada, N. (2019). A case study of the instructional leadership practices of Mathematics Heads
of Department in rural secondary schools (Master's dissertation) University of
KwaZulu-Natal].

Ntuli, M. G. (2012). The effects of the educator post-provisioning model in the management
of public schools in iLembe District (Master's dissertation) University of KwaZulu-
Natal].

Nxumalo, S. (2021, August 12). Boot camp, extra classes, spring school to help KZN matric
pupils. https://doi.org/https://shortest.link/1UhG

Nyumba, T. O., Wilson, K., Derrick, C. J., & Mukherjee, N. (2018). The use of focus group
discussion methodology: Insights from two decades of application in conservation.
Methods in Ecology and Evolution, 9(1), 20-32.
https://doi.org/https://doi.org/10.1111/2041-210X.12860

Oakes, J., Maier, A., & Daniel, J. (2017). Community Schools: An Evidence-Based Strategy
for Equitable School Improvement. National Education Policy Center.
https://eric.ed.gov/?id=ED574713

Odumeru, J. A., & Ogbonna, I. G. (2013). Transformational vs. transactional leadership

theories: Evidence in literature. International review of management business research,

2(2), 355-361.
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.681.7768&rep=repl &type=
pdf

OECD. (2012, April). Getting it right: Capacity building for local stakeholders in education.

Effective Governance on the Local Level, Warsaw, Poland.

151



OECD. (2017). The funding of school education: Connecting resources and learning [E-book].
OECD Publishing. https://doi.org/10.1787/24133841

Omodan, B. I., & Tsotetsi, C. T. (2018). Student-Teacher Relationship as a Panacea for
Students’ Academic Performance in Nigerian Secondary Schools: An Attachment
Perspective. Journal of Social Studies Education Research, 9(4), 82-101.
https://doi.org/https://dergipark.org.tr/en/pub/jsser/issue/43626/534251

Oosthuizen, 1. J., Botha, P., Ross, M. C., Rossouw, J. P., & Smit, M. H. (2015). Aspects of
educational law. Van Schaik.

Osifo, O. C. (2013). The effects of coordination on organisational performance: An intra and
inter perspective. Asian Journal of Business Management, 1(4), 149-162.
https://shortest.link/1Uig

Ouko, N. G., Abuya, I. O., & Amolo, P. O. (2020). Stakeholder Collaboration and Resources
Mobilisation for Science Activities in Early Years Education Programme in Kisumu
West Sub-County, Kenya. Journal of Research and Method in Education, 10(1), 24-
45. https://doi.org/10.36348/jaep.2020.v04i02.001

Oxford. (2011). Negative. In Oxford South African Concise Dictionary (2nd ed.). Dictionary
Unit for South African English. https://global.oup.com/academic/product/oxford-
south-african-concise-dictionary-9780195982183?cc=us&lang=en&#

Petty, N. J., Thomson, O. P., & Stew, G. (2012). Ready for a paradigm shift? Part 2: Introducing
qualitative research methodologies and methods. Manual Therapy, 17(5), 378-384.
https://doi.org/https://doi.org/10.1016/j.math.2012.03.004

Phakathi, B. (2017, January 19). Partnership with unions: Education Trust to train teachers at
weak schools. Business Day.

https://www.businesslive.co.za/bd/national/education/2017-01-19-education-trust-to-

train-teachers-at-weak-schools/

Phillips, P. (2008). Professional development as a critical component of continuing teacher
quality.  Australian  Journal of Teacher Education, 33(1), 37-45.
https://doi.org/10.3316/aeipt.167504

Piacentini, M. (2017, April). Learning in school as a social activity. OECD education and skills

today.

152



Pijoos, 1. (2020, January 3). Maths teachers must teach differently (Sowetan Live)

https://www.sowetanlive.co.za/news/south-africa/2020-01-03-maths-teachers-must-

teach-differently-says-umalusi-after-poor-matric-results/

Pillay, V. (2020). Jika iMfundo: a South African study of ‘turning education around’ through
improved curriculum coverage. Professional Development in Education, 46(2), 229-
244, https://doi.org/10.1080/19415257.2018.1550101

Pipkin, C. (2015, April). Five key elements of personalised learning. EdSurge.
http://www.edsurge.com/news/2015-04-01-five-key-elements-of-personalized-

learning

Portland. (2015, May). Report on the PDC 2015-2020 strategic plan Portland city council.
Portland Development Commission.

Ramlal, A. R. (2019). Principals’ Experiences Leading Strategic Planning in High-Performing
Primary Schools in Trinidad and Tobago. Journal of Instructional Pedagogies, 24(1),

1-18. https://www.aabri.com/manuscripts/203214.pdf

Republic of South Africa. (1996). The Constitution of the Republic of South Africa (Act 108
of 1996). Republic of South African.

Reynolds, D., Sammons, P., Stoll, L., Barber, M., & Hillman, J. (1996). School Effectiveness
and School Improvement in the United Kingdom. School Effectiveness and School
Improvement, 7(2), 133-158. https://doi.org/10.1080/0924345960070203

Rodriguez-Valls, F. (2014). Reflective teaching: theory within classroom practices. Teaching
Education, 25(3), 294-308. https://doi.org/10.1080/10476210.2014.889669

Romero, M., & Barbera, E. (2011). Quality of e-learners’ time and learning performance
beyond quantitative time-on-task. The International Review of Research in Open and
Distributed Learning, 12(5), 125-137. https://doi.org/10.19173/irrodl.v12i5.999

Roodt, M. (2018). The South African education crisis: Giving power back to parents. South

African  Institute of Race Relations. https://irr.org.za/reports/occasional-

reports/files/the-south-african-education-crisis-31-05-2018.pdf

Ross, J. A., & Gray, P. (2006). Transformational leadership and teacher commitment to

organisational values: The mediating effects of collective teacher efficacy. School

153



Effectiveness and School Improvement, 17(2), 179-199.
https://doi.org/10.1080/09243450600565795

Rossouw, J. P. (2004). Labour relations in education: a South African perspective (2nd ed.).
Van Schaik.

Rubinstein, S. A. (2014). Strengthening Partnerships: How Communication and Collaboration
Contribute to School Improvement. American Educator, 37(4), 22-28.
https://eric.ed.gov/?id=EJ1021007

Rubinstein, S. A., & McCarthy, J. E. (2014). Teachers Unions and Management Partnerships:
How Working Together Improves Student Achievement. Center for American
Progress. https://eric.ed.gov/?id=ED561086

Rule, P., & John, V. M. (2015). A Necessary Dialogue: Theory in Case Study Research.
International Journal of Qualitative Methods, 14(4), 1-11.
https://doi.org/10.1177/1609406915611575

Russo, J., Schoemaker, P., Augier, M., & Teece, D. (2016). The Palgrave Encyclopaedia of
Strategic Management. In (pp. 1-5): The Palgrave Encyclopaedia of Strategic
Management, (November 2017).

Ruzzi, B. B. (2005). Finland education report. National Center on Education and the Economy.

http://www.ncee.org/wp-content/uploads/2010/04/Finland-Education-Report.pdf

Ryan, F., Coughlan, M., & Cronin, P. (2009). Interviewing in qualitative research: The one-to-
one interview. International Journal of Therapy andRehabilitation, 16(6), 309-314.
https://doi.org/10.12968/ijtr.2009.16.6.42433

Saeed, S. & Zyngier, D. (2012). How motivation influences student engagement: A qualitative
case study. Journal of Education, 1(2), 252-267.
http://dx.doi.org/10.5539/jel.v1in2p252

Sammons, P., & Bakkum, L. (2011). Effective schools, equity and teacher efficacy: A review
of the literature. Profesorado, Revista de Curriculum Y Formacion Del Profesorado,
15(3), 9-26. http://www.ugr.es/local/recfpro/rev153ART2.pdf

154



Sanders, M. G., & Epstein, J. L. (2005). School-family-community partnerships and
educational change: International perspectives. In Extending educational change (pp.
202-222). Springer. https://doi.org/10.1007/1-4020-4453-4 10

Sarker, M. (2019). Public administration as an academic discipline and social science. In
Global Encyclopaedia of Public Administration, Public Policy, Governance (pp. 1-8).
Springer Nature Switzerland AG.

Saunders, M. N., Saunders, M., Lewis, P. & Thornhill, A. (2011). Research Methods for

business Students. 5th Edition, Pearson Education.

Schaefer, J. (2018, December). The action plan™ - a planning-focused exercise. “The Action

Plan”. In (pp. 1-9). A Planning-Focused Exercise.

Scheerens, J. (2013). What is effective schooling? A review of current thought and practice. In

(pp. 1-75).
http://www.ibo.org/research/resources/documents/WhatisEffectiveSchoolingFINAL.p
df

Schoemaker, P. (2017). Decision-Making. In E. Russo (Ed.). In Palgrave Macmillan (pp. 1-4).
Palgrave Macmillan. https://doi.org/10.1057/9781137294678.0160

Sharma, R. R. (2017). A Competency Model for Management Education for Sustainability.
The Journal of Business Perspective, 21(2), 10-15.
https://doi.org/10.1177/0972262917700970

Shava, G., & Heystek, J. (2021). Managing teaching and learning: integrating instructional and
transformational leadership in South African schools’ context. International Journal of
Educational Management, 35(5), 1048-1062. https://doi.org/10.1108/IJEM-11-2020-
0533

Shava, G. N. (2021). Principal leadership and school performance: Intergrating instructional
and transformational leadership in South African schools’ context [Culture of teaching
and learning; Instructional leadership; School climate; Transformational leadership].
International ~ Journal  of  Education and Learning, 3(1), 1-12.
https://doi.org/10.31763/ijele.v3i1.119

Shenton, A. K. (2004). Strategies for ensuring trustworthiness in qualitative research projects.
Education for Information, 22, 63-75. https://doi.org/10.3233/EFI-2004-22201

155



Shoko, S. (2016). Leader influence behaviours and school leadership: an ethnographic study
of three primary school heads in the Zvishavane district of Zimbabwe (Thesis)
University of KwaZulu-Natal]. https://ukzn-dspace.ukzn.ac.za/handle/10413/15794

Sibiya, T. P. (2017). Key stakeholders' experiences and perspectives on the role of the South
African Democratic Teachers Union (SADTU) in education (Master's dissertation)
University of KwaZulu-Natal]. https://ukzn-dspace.ukzn.ac.za/handle/10413/14459

Silbert, P., Clark, J., & Dornbrack, J. (2015). 'In schools, in community' - implementing a
university-school partnership at the University of Cape Town: part 2. South African
Journal of Higher Education, 29(3), 262-280.
https://doi.org/doi:10.10520/EJC176223

Singh, O. (2020, March 19). Plan to erect concrete barriers between South Africa and
Mozambique set to resume. Times Live. https://www.timeslive.co.za/news/south-

africa/2020-03-19-plan-to-erect-concrete-barriers-between-sa-and-mozambique-set-

to-resume/

Sithole, S. (1995). Parent-Teachers-Student Association (PTSA): Present state and future
prospect. Education Monitor, 5(1), 1-8.

Smith, K. (2016). Partnerships in teacher education-going beyond the rhetoric, with reference
to the Norwegian context. Center for Educational Policy Studies JournalCenter, 6(3),
17-36. https://files.eric.ed.gov/fulltext/EJ1128734.pdf

South African Council of Educators (SACE). (2010, July). A review of teacher demand and
supply: Identifying research gaps and the role of SACE. SACE.

South African Democratic Teachers Union. (2010). SADTU Vision 2030

South African Democratic Teachers Union. (2012). Quality learning and teaching campaign.

Vortexonline.

South African Democratic Teachers Union. (2015). Annual National Assessment (ANA): A
SADTU perspective. SADTU. https://www.sadtu.org.za/docs/disc/2014/ana.pdf

South African Democratic Teachers Union. (2018). Essential services committee declaration

vindicates SADTU. https://www.sadtu.org.za-contents-essential-services

South African Democratic Teachers Union. (2019a). Constitution. SADTU.

156



South African Democratic Teachers Union. (2019b, September). 9th National Congress
secretariat report. SADTU.

South African Democratic Teachers Union. (2020a, March). Secretariat report to National

Executive Committee meeting. SADTU.

South African Democratic Teachers Union (KZN). (2020b, January 10). SADTU statement on
the 2019 NSC results of  Kwazulu Natal [Press  release].

https://www.sadtu.org.za/content/sadtu-statement-2019-nsc-results-kwazulu-natal

South African Government. (2013, February 19). National Development Plan 2030. Google.

https://www.gov.za/issues/national-development-plan-2030

Spaull, N. (2013). Poverty & privilege: Primary school inequality in South Africa.
International  Journal of Educational Development, 33(5), 436-447.
https://doi.org/https://doi.org/10.1016/j.ijedudev.2012.09.009

Spaull, N. (2019). Equity: A price too high to pay? In South African schooling: The enigma of
inequality (pp. 1-24). Springer. https://doi.org/10.1007/978-3-030-18811-5 1

Stake, R. E. (2005). Qualitative case studies. In In N. K. Denzin & Y. S. Lincon (Eds.) (Ed.),
The Sage handbook of qualitative research (Vol. 3, pp. 443-466). SAGE Publications.

Steinmann, B., Klug, H. J. P.,, & Maier, G. W. (2018). The Path Is the Goal: How
Transformational Leaders Enhance Followers’ Job Attitudes and Proactive Behavior
[Original Research]. Frontiers Psychology, 9(1), 1-5.
https://doi.org/10.3389/fpsyq.2018.02338

Stevens, M. (2014). The impact of effective management on quality education in South African
public schools (Master’s Dissertation) Northwest University].
http://hdl.handle.net/10394/15576

Stevenson, H., Milner, A. L., & Winchip, E. (2018). Education Trade Unions for the Teaching
Profession: Strengthening the capacity of education trade unions to represent teachers'
professional needs in social dialogue. In. https://vbn.aau.dk/en/publications/education-

trade-unions-for-the-teaching-profession-strengthening-

157



Steward, V. (2015). Implementing highly effective teacher policy and practice: The 2015
International  summit on the teaching  profession. Asia  Society.

https://asiasociety.org/education/implementing-highly-effective-teacher-policy-and-
practice

Stoll, L. (2016). Enhancing teaching and learning through enquiry-based collaborative R&D.
Journal Fur Schulentw Icklung, 4(1), 45-52.

Stoll, L., & Fink, D. (1996). Changing our schools: Linking school effectiveness and school
improvement. Open University Press.

Taipale, A. (2012). International survey on educational leadership. A survey on school leader’s
work and continuing education. In Finnish National Board of Education.

https://silo.tips international-survey-on-educational-leadership.pdf

Taralynn, H., Sherry, S. H., Houbin, F., & Avinash, R. (2010). Improving Teachers' Self-
Confidence in Learning Technology Skills and Math Education through Professional
Development. International Journal of Information and Communication Technology
Education (1JICTE), 6(2), 47-61. https://doi.org/10.4018/jicte.2010040105

Taylor, S. (2019). How can learning inequalities be reduced? Lessons learnt from experimental
research in South Africa. In South African schooling: The enigma of inequality (pp.
321-336). Springer.

The Provincial Chamber of the Education Labour Relations Council - KZN. (1997, October).
Criteria for shortlisting and interviewing of applicants for school-based promotion posts
(Resolution 11 of 1997). ELRC. https://elrc.org.za/wp-content/uploads/2020/10/No-11-
0f-1997-Criteria-for-School-Based-Posts.pdf

The Wallace Foundation. (2013). The school principal as leader: Guiding schools to better
teaching and learning. Perspective. Expanded Edition. https://shortest.link/1UGB

Thomas, D. M. (2018). Transformational Leadership and Job Satisfaction in the Federal
Government (Thesis) Walden University].

https://scholarworks.waldenu.edu/dissertations/5665

Thomas, L., Tuytens, M., Devos, G., Kelchtermans, G., & Vanderlinde, R. (2020).

Transformational school leadership as a key factor for teachers’ job attitudes during

158



their first year in the profession. Educational Management Administration &
Leadership, 48(1), 106-132. https://doi.org/10.1177/1741143218781064

Tracy, D. A. (2012). School Improvement: Revitalise Your School with Strategic Planning:
Revitalise  Your School with Strategic Planning. Xlibris Corporation.
https://shortest.link/1IUAs

Tucker, M. (2012). Finland embraced a highly productive reform strategy; The United States

is racing toward a dead end- Why? Educationweek.

Tuli, F. (2010). The basis of distinction between qualitative and quantitative research in social
science: Reflection on ontological, epistemological and methodological perspectives.
Ethiopian Journal of Education Sciences, 6(1), 97-108.
https://doi.org/10.4314/ejesc.v6i1.65384

Turnbull, B. J., Riley, D. L., Arcaira, E. R., Anderson, L. M., & MacFarlane, J. R. (2013). Six
Districts Begin the Principal Pipeline Initiative. Building a Stronger Principalship:
Volume 1. Policy Studies Associates, Inc.
https://www.wallacefoundation.org/knowledge-center/Documents/Six-Districts-

Beqin-the-Principal-Pipeline-Initiative.pdf

Turner, A. (2017). How does intrinsic and extrinsic motivation drive performance culture in
organisations? Cogent Education, 4(1), 1-5.
https://doi.org/10.1080/2331186X.2017.1337543

United Nations Development Programme (UNDP). (2009, May). United Nations Development
Programme Annual Report 2009. New York. Partnerships Bureau United Nations

Development Programme.

Van den Berg, A., & Struwig, M. (2017). Guidelines for researchers using an adapted
consensual qualitative research approach in management research. Electronic Journal
of  Business Research  Methods, 15(2), 109-119.  https://academic-
publishing.org/index.php/ejbrm/article/view/1361

van der Merwe, H., & Schenck, C. (2016). The Gist of Instructional Leadership Practised in
Swaziland Primary Schools. Journal of Asian and African Studies, 51(5), 560-572.
https://doi.org/10.1177/0021909614552918

159



Van Deventer, I., Alava, J., Challens, B., Conley, L. N., Kruger, A., Mentz, P. J., . .. Van der
Vyver, C. (2016). An educator's guide to school management-leadership skills (2nd
ed.). Van Schaik Publishers.

Veriava, F. (2013). The 2012 Limpopo textbook crisis. A study in rights-based advocacy, the
raising of rights consciousness and governance. Johannesburg: Section27. Retrieved
June 10, 2015.

Visser, P. (2003). Notes on the contractual capacity of the governing body of a public school
and related issues. Tydskrif vir Hendendaagse Romeins-Hollandse Reg, 66(1), 111-115.
https://collections.concourt.org.za/handle/20.500.12144/28918

Voko, K., Duci, V., & Tahsini, I. (2014). Role of teachers in support of individual holistic

development according to the age groups. Save the Children.

Wajdi, B. N. (2017). The differences between management and leadership. Sinergi: Jurnal
[Imiah llmu Manajemen, 7(2), 75-85. https://doi.org/10.25139/sng.v7i1.31

Weber, J. R. (1996). Leading the instructional programme. In P. Piele & S. Smith (Eds.),
School leadership. In (pp. 253-278). Eugene, Oregon: Clearinghouse Educational

Management.

White-Smith, K. A. (2012). Beyond Instructional Leadership: The Lived Experiences of
Principals in Successful Urban Schools. Journal of School Leadership, 22(1), 6-25.
https://doi.org/10.1177/105268461202200102

Wiles, R., Crow, G., Heath, S., & Charles, V. (2008). The Management of Confidentiality and
Anonymity in Social Research. International Journal of Social Research Methodology,
11(5), 417-428. https://doi.org/10.1080/13645570701622231

Wills, G. (2016). Principal leadership changes in South Africa: Investigating their
consequences for school performance (No 1/16) University of Stellenbosch].
https://resep.sun.ac.za/wp-content/uploads/2018/07/wp-01-2016.pdf

Wits School of Governance & Bridge. (2016, September). Wits School of Governance &
Bridge. (2016, September). Teachers, parents and school leaders working together to
improve learners’ education: Deep dive executive summary. In. Witwatersrand

University.

160



Witten, A., & Makole, K. (2015). Leading to improve learning outcomes in the Jika Imfundo
campaign. In P. Christie & M. Monyokolo (Eds.), Learning about sustainable change
in education in South Africa: The Jika iMfundo campaign 2015-2017. In
Johannesburg. Saide (pp. 75-79). https://shortest.link/1UI12

World Bank Group. (2017). World development report 2018: Learning to realise education's
promise. World Bank Publications.
https://elibrary.worldbank.org/doi/pdf/10.1596/978-1-4648-1096-1

Xaba M. 1. (2011). The possible cause of school governance challenges in South Africa. South
African Journal of Education, 31(2), 201-211. https://doi.org/10.10520/EJC32275

Yin, R. K. (2012). Case study methods. In APA handbook of research methods in psychology,
Vol 2: Research designs: Quantitative, qualitative, neuropsychological, and biological.
(pp. 141-155). American Psychological Association. https://doi.org/10.1037/13620-
009

Yin, R. K. (2014). Case study research: Design and methods. Canadian Journal of Program
Evaluation, 30(1), 1-5. https://shortest.link/1P-6

Yin, R. K. (2015). Qualitative research from start to finish. Guilford Publications.

Zengele, T. (2013). The Unionisation of the Teaching Profession and its Effects on the South
African Education System: Teacher Unionism in South Africa. Journal of Social
Sciences, 35(3), 231-239. https://doi.org/10.1080/09718923.2013.11893162

Zulu, J. K., Bhengu, T. T., & Mkhize, B. N. (2021). Leadership challenges and responses to
complex township school life: perspectives from four secondary schools in South
Africa. International Journal of Leadership in Education, 24(2), 206-225.
https://doi.org/10.1080/13603124.2019.1623918

Zuma, J. G. (2009, June). State of the nation address. Republic of South Africa.

https://www.sahistory.org.za/archive/2009-president-zuma-state-nation-address-3-

june-2009-after-national-elections

161



APPENDIX A: UKZN ETHICAL CLEARENCE

162



UNIVERSITY OF ™
KWAZULU-NATAL

INYUVESI
. YAKWAZULU-NATALI

15 April 2020

Miss Primrose Nomarashiya Caluza (217077817)
School Of Education

Edgewood
Dear Miss Caluza,

Protocol reference number: HSSREC/00001250/2020
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please quote the above reference number. PLEASE NOTE: Research data should be securely stored in the
discipline/department for a period of 5 years.
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submitted to the Research Office on the appropriate form 2 - 3 months before the expiry date. A close-out report
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APPENDIX B: PERMISSION LETTER FROM THE DEPARTMENT OF
EDUCATION

education
Department:
Education
s PROVINCE OF KWAZULU-NATAL
Enquiries: Phindile Duma/Buyi Ntuli Tel: 033 392 1063/51 Ref.:2/4/8/4

Miss Primrose Nomarashiya Caluza
P.O. Box

4329 DURBAN

4000

Dear Miss Caluza

PERMISSION TO CONDUCT RESEARCH IN THE KZN DoE
INSTITUTIONS

Your application to conduct research entitled: “FROM A SINKING SCHOOL TO A
MOVING SCHOOL: A CASE STUDY OF A SCHOOL AND TEACHER UNION
PARTNERSHIP TO

FACILITATE SCHOOL IMPROVEMENT?”, in the KwaZulu-Natal Department of
Education

Institutions has been approved. The conditions of the approval are as follows:

The researcher will make all the arrangements concerning the research and interviews.

The researcher must ensure that Educator and learning programmes are not interrupted.

Interviews are not conducted during the time of writing examinations in schools.

Learners, Educators, Schools and Institutions are not identifiable in any way from the

results of the research.

5. A copy of this letter is submitted to District Managers, Principals and Heads of
Institutions where the Intended research and interviews are to be conducted.

6. The period of investigation is limited to the period from 26 February 2020 to 10
January 2022.

7. Your research and interviews will be limited to the schools you have proposed and

approved by the Head of Department. Please note that Principals, Educators,

Departmental Officials and Learners are under no obligation to participate or assist

you in your investigation.

pwnNRE
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8. Should you wish to extend the period of your survey at the school(s), please contact
Miss Phindile Duma/Mrs Buyi Ntuli at the contact numbers above.

9. Upon completion of the research, a brief summary of the findings, recommendations
or a full report/dissertation/thesis must be submitted to the research office of the
Department. Please address it to The Office of the HOD, Private Bag X9137,
Pietermaritzburg, 3200.

10.  Please note that your research and interviews will be limited to schools and institutions
in KwaZuluNatal Department of Education.

7ZDr. E. VNzama
Head of Department: Education

Date: 26 February 2020

...Leading Social Compact and Economic Emancipation Through a Revolutionary Education for all...

165



APPENDIX C: REQUEST LETTER TO PARTICIPANTS

17 Strathcone Place
Woodlands

Durban

4004

26 January 2019

To: The Participant

Dear Sir
RE: REQUEST TO PARTICIPATE IN THE RESEARCH

My name is Primrose Nomarashiya Caluza. Currently, I am a master’s degree student in the Education Leadership,
Management and Policy at the University of KwaZulu-Natal, Edgewood campus. The degree | am doing is a full
research master’s degree. I have sought permission to do my research from the University of KwaZulu-Natal. The
title of my study is “From a Sinking School to a Moving School: A Case Study of a School and Teacher
Union Partnership for School Improvement”. | have decided to locate my study on the role of SADTU in
partnership with schools to improve learner outcomes in the Province of KwaZulu-Natal. The study will be
focusing on the already existing initiatives the Union has in the province. I therefore hereby intend soliciting your
participation in this study. You were identified to participate in this study because you directly participated in the

SADTU School Improvement Initiative. Participation in this study entails one on one and focus group interviews.

During the study you will be requested to participate in either personal interviews and or focus group interviews.
Interviews will involve semi-structured questions. You will only respond to questions that you are comfortable
with. Each interview will take not more than two hours. It is important that you know that your participation in
the study is voluntary. A taping device will be used during the interviews to ensure that data collected is a true

version of the interviews.

In order to ensure confidentiality and /or anonymity participants will be given pseudo names in the final product

of the study.

Should you agree to participate in the study you will be guaranteed all your rights as a participant. These include

the following:

e The right to pull out from the study at any point should you feel uncomfortable or for any other reason,
e Toremain anonymous in the final product of the study,

¢ Not to participate in the study without any prejudice.
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For further information on this study, please be at liberty to contact my supervisor, Professor Inba Naicker, who
can be contacted on (tel) 0312603461 or at (email) naickeri@ukzn.ac.za at the school of Education and
Management at UKZN.

My contact details are | - \vork 0313051828, email: nomarashiyacaluza@gmail.com.

Your positive response will be highly appreciated.

Thanking you in advance

Yours faithfully

Miss P. N. Caluza
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APPENDIX D: CONSENT BY THE PARTICIPANTS

I | | hereby confirm that | have been informed about the nature, purpose and
procedure for the study: From the Sinking School to a Moving School: a case study of a
school and teacher union partnership to facilitate school improvement conducted by
Nomarashiya Caluza.

| have also received, read and understood the written information about the study. |
understood everything that was explained to me, and | consent to participating in the research
project.

| know that my participation is voluntary and understand that | am at liberty to withdraw from

the project at any time, should | so desire.

| have been assured that my real name will never be revealed during and after the study. 1 will

be given a false name.
| was informed that interviews will be recorded using a recording devise.

If | have any questions or concerns about my rights as a study participant, or if | am
concerned about any aspect of the study or the researcher then I may contact:

HUMANITIES & SOCIAL SCIENCES RESEARCH ETHICS ADMINISTRATION
Research Office, Westville Campus

Govan Mbeki Building

Private Bag X 54001

Durban

4000

KwaZulu-Natal, SOUTH AFRICA

Tel: 27 31 2604557- Fax: 27 31 2604609

Email: HSSREC@ukzn.ac.za

The interview will be audio recorded using a relevant device. Please tick in the boxes below to

indicate whether you agree to the audio recording of the interview.

| hereby provide consent to audio record the interview:
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Yes | No

Signature of Participant Date
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APPENDIX E: REQUEST LETTER TO THE CASE STUDY SCHOOL

17 Strathcone Place

Woodlands

Durban

4004

14 February 2020
The principal

High School

Dear Sir/Madam
REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT YOUR SCHOOL

I, Miss P. N. Caluza (student number 217077817), currently studying at the University of KwaZulu-Natal, a
teacher at Luthuli High School and KZN Provincial Secretary of SADTU request permission to conduct research
at your school. I am presently enrolled for a Master of Education Degree. I therefore kindly seek permission from
you to conduct research in your school. My title of my study is” From a sinking school to a moving school: a case
study of a school and teacher union partnership for school improvement”. I have decided to locate my study on
the role of SADTU in partnership with schools to improve learner outcomes in the Province of KwaZulu-Natal.
The study will be focusing on the already existing initiative the Union has in the province and which your school
is part of. The study will give light on whether this form of partnership is of benefit to the school and how it can
be strengthened. This study will be beneficial to the school since it will allow teachers to understand the

importance of partnerships in achieving common goals.

My study entails interviewing you as the principal of the school, Chairperson of the School Governing Body and
the School Management Team (SMT) as a focus group. I humbly request permission to conduct these interviews.
Interviews will be audio recorded. Interview questions will be semi-structured to allow flexibility and the entire

interview will occur once for the duration 30 minutes.

PLEASE TAKE NOTE THAT:
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There will be no financial benefit that participants may accrue as a result of their participation in this study.

Participants’ identities will not be revealed under any circumstances, during and after the final product of the

study.
All responses will be treated with strict confidentiality.
Pseudo names will used for all participants.

Participation is voluntary which means participants are free to pull out at any time they so wish without incurring

any negative or undesirable consequences on their part.
Interviews will be audio-recorded to assist me in concentrating on the actual interview.
Participants will be contacted in advance about the interview dates and times.

For further information on this study, please be at liberty to contact my supervisor, Professor Inba Naicker, who
can be contacted on (tel) 0312603461 or at (email) naickeri@ukzn.ac.za at the school of Education Management
at UKZN.

My contact details are || - v ork 0313051828, email: nomarashiyacaluza@gmail.com.
Your positive response will be highly appreciated.
Thanking you in advance

Yours faithfully

Miss Primrose Nomarashiya Caluza
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APPENDIX F - PERMISSION LETTER FROM KUZOLUNGA
SECONDARY SCHOOL

3F 0w

Miss N CALUZA
RE: REQUEST TO CONDUCT ASTUDY AT..................... SECONDARY SCHOOL
A,/ S-S — SECONDARY SCHOOL HEREBY ACKNOWLEDGE THE

RECEIPT OF YOUR REQUEST TO CONDUCT A STUDY AT OUR SCHOOL.

WE THEREFORE WISH TO INFORM YOU THAT YOUR REQUEST IS WARMLY
WELCOMED AND YOU MAY START YOUR

STUDY AT ANY TIME FROM NOW HENCEFORTH AT YOUR EARLIEST
CONVENIENCE.

YOURS IN SERVICE

..................... (PRINCIPAL)
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APPENDIX G - REQUEST LETTER TO SADTU

17 Strathcone Place
Woodlands
Durban

4004

The General Secretary

South African Democratic Teachers Union
Portion 74 C/R Dann and Loam Street
Glen Marais, Ext 144

Kempton Park

1619

Dear Sir
REQUEST FOR PERMISSION TO CONDUCT RESEARCH

My name is Primrose Nomarashiya Caluza (student number 217077817). Currently, I am a master’s student in
Education Management and Policy at the University of KwaZulu-Natal, Edgewood campus. The degree | am
doing is a full research master’s degree. I have sought permission to do my research from the University of
KwaZulu-Natal. The title of my study is “From a Sinking School to a Moving School: A Case Study of a
School and Teacher Union Partnership for School Improvement”. | have decided to locate my study on the
role of SADTU in partnership with schools to improve learner outcomes in the Province of KwaZulu-Natal. The
study will be focusing on the already existing initiatives the Union has in the province. | therefore request your
permission to conduct this research with your union. The permission sought includes permission to interview
leaders of SADTU i.e., the selected national and provincial leaders, members of the SADTU School Improvement

Initiative Team (SSIIT), as well as permission to have access to SADTU documents that are relevant to the study.

The study will only focus on the programmes of the SSII in one of the schools that are part of SSII. The study will
seek to establish whether the partnership between a teacher union and schools can improve schools thus leading

to improved learner outcomes.

For further information on this study, please be at liberty to contact my supervisor, Professor Inba Naicker, who
can be contacted on (tel) 0312603461 or at (email) naickeri@ukzn.ac.za at the school of Education and
Management at UKZN.

My contact details are | ok 0313051828, email: nomarashiyacaluza@gmail.com.

Your positive response will be highly appreciated.
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Thanking you in advance

Yours faithfully

Miss P. N. Caluza
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SOUTH AFRICAN DEMOCRATIC TEACHERS' UNION (SADTU)

“Claiming our right to have our human dignity and safety protected
and respected in pursuit of a decolonised, quality, public education”

SADITU

SOUTH AFRICAN DEMOCRATIC TEACHERS UNION

28 January 2020

To: Miss P.N Caluza

Dear Ms. Caluza,

SADTU Village
Portion 74
Corner Dann Road &

Loam Street
Glen Marais, Ext 144

e TeTa Your letter dated 26 January 2020 has reference.

Kemptor

‘ostnet Suite 106 We hereby permit you to
rivaie ::(15 A9
Aston Manor
1630

Tel: 011 971 2000

Email: sadtu@sadtu.org.za

www.sadtu.org.za

We wish you all the best in your research.

Kind Regards,

Mugwena Maluleke
General Secretary

@SadtuNational

@

SADTU, the largest affiliate
of Education Internationa
in South Africa

All communication should be addressed to the General Secretary



APPENDIX I-INTERVIEW SCHEDULE FOR THE SADTU NATIONAL LEADER (Mr. Sopeni)

1. Biographical information of participant

1. Age: 25-35 36- 45 46-55 6- 65 -----
2. Gender: Male Female

3. Formal Qualification/s:

QUESTIONS

1. PLANNING, ORGANISING AND COORDINATION OF A SCHOOL-SADTU PARTNERSHIP

(@) How did your Union — SADTU become part of this partnership, how was it formed and how
have you been organising and coordinating its activities?

(b) Understanding that teachers belong to different teacher Unions and the fact that there are other
stakeholders how does SADTU manage to participate in such an arrangement and are you able
to get the support of other people who are not necessarily members of your union?

(c) Why did SADTU decide to be part of such initiatives?

2. VIEWS OF STAKEHOLDERS ON SCHOOL-TEACHER UNION PARTNERSHIP

(@) Describe the attitude of various role players in education with regard to the role of your Union
in implementing your school improvement initiatives.

(b) How are different role players prepared to work and embrace school improvement initiatives?

(c) What is the relevance of teacher unions in the performance of schools?

3. IMPROVEMENT OF THE PARTNERSHIP

(&) What do you regard as possible threats for the success of initiatives of this nature and how can
those be avoided?

(b) Should the same initiative be extended to other schools what would need to be taken care of to
ensure its success?

(c) Is there anything that you would like to add that might be pertinent to my study?
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APPENDIX J- INTERVIEW SCHEDULE FOR SADTU PROVINCIAL LEADER (MR ZEMFUNDO)

Biographical information of participant

4, Age: 25-35 36- 45 46-55 6- 65 -----
5. Gender: Male Female

6. Formal Qualification/s:

QUESTIONS

4. PLANNING, ORGANISING AND COORDINATION OF A SCHOOL-SADTU PARTNERSHIP

(d) How did your Union — SADTU become part of this partnership, how was it formed and how
have you been organising and coordinating its activities?

(e) Understanding that teachers belong to different teacher Unions and the fact that there are other
stakeholders how does SADTU manage to participate in such an arrangement and are you able
to get the support of other people who are not necessarily members of your union?

() Why did SADTU decide to be part of such initiatives?

5. VIEWS OF STAKEHOLDERS ON SCHOOL-TEACHER UNION PARTNERSHIP
(d) Describe the attitude of various role players in education with regard to the role of your Union
in implementing your school improvement initiatives.
(e) How are different role players prepared to work and embrace school improvement initiatives?
() What is the relevance of teacher unions in the performance of schools?
6. IMPROVEMENT OF THE SCHOOL - TEACHER UNION PARTNERSHIP
(d) What do you regard as possible threats for the success of initiatives of this nature and how can
those be avoided?
(e) Should the same initiative be extended to other schools what would need to be taken care of to
ensure its success?

(f) Is there anything that you would like to add that might be pertinent to my study?
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APPENDIX K - INTERVIEW SCHEDULE FOR THE DEPARTMENTAL OFFICIAL DDG (DEO1)

1. Biographical information of participant

1. Age: 25-35 —-m-mmmmm e 36- 45 46-55 56 - 65 --
2. Gender: Male Female
3. Formal Qualification/s:

QUESTIONS
1. PLANNING, ORGANISING AND COORDINATION OF A SCHOOL-SADTU PARTNERSHIP
(a) How and when does the department know that certain schools are not going to perform and
which programmes are brought to such schools? How did Kuzolunga Secondary School benefit
from such programmes?
(b) How does the Department of Education in KwaZulu-Natal encourage school principals to work
with stakeholders?
(c) How does SADTU as a teacher’s union work with the department especially with regard to
schools’ educational programmes?
(d) What is the relevance of labour peace in school, how is it beneficial to the teachers and learners

and how can labour peace be strengthened in schools?

2. VIEWS OF STAKEHOLDERS ON SCHOOL-TEACHER UNION PARTNERSHIP

(&) How can schools benefit from partnering with stakeholders especially teacher unions?

(b) What is the responsibility of the school governing bodies in relation to learner outcomes
and how are they executing this responsibility?

(c) What is your understanding of school improvement initiatives driven by stakeholders in the
province and focusing on Kuzolunga what successes or challenges are identified and how
can they be addressed?

3. IMPROVEMENT OF THE PARTNERSHIP

(&) What do you regard as possible threats for the success of initiatives of this nature and how can
those be avoided?

(b) Should the same initiative be extended to other schools what would need to be taken care of to
ensure its success?

(c) How does the department prepare principals of schools and SMTs to work with stakeholders?

(d) Can you give account of previous partnerships you were once part of to improve schools?

(e) Is there anything that you would like to add that might be pertinent to my study?
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APPENDIX L - INTERVIEW SCHEDULE FOR THE DEPARTMENTAL OFFICIAL DISTRICT
DIRECTOR (DEO2)
1. Biographical information of the participant

4, Age: 25-35 —-meemeeem e 36- 45 46-55 56 - 65 --
5. Gender: Male Female

6. Formal Qualification/s:

QUESTIONS

4. PLANNING, ORGANISING AND COORDINATION OF A SCHOOL-SADTU PARTNERSHIP

(€)

)
(9)

(h)

How and when did you realise that certain schools are not going to perform and which
programmes are brought to such schools? How did Kuzolulunga benefit from such
programmes?

How do you as the District Director encourage schools to work with stakeholders?

How does SADTU as a teacher’s union work with the department especially with regard to
schools’ educational programmes?

What is the relevance of labour peace in school how is it beneficial to the teachers and learners

and how can labour peace be strengthened in schools?

5. VIEWS OF STAKEHOLDERS ON SCHOOL-TEACHER UNION PARTNERSHIP

(d) How can schools benefit from partnering with stakeholders especially teacher unions?

(e) What is the responsibility of the school governing bodies in relation to learner outcomes
and how are they executing this responsibility?

(f) What is your understanding of school improvement initiatives driven by stakeholders in the
province and focusing on Kuzolunga what successes or challenges are identified and how

can they be addressed?

6. IMPROVEMENT OF THE PARTNERSHIP

()
(9)
(h)

(i)
@)

What do you regard as possible threats for the success of initiatives of this nature and how can
those be avoided?

Should the same initiative be extended to other schools what would need to be taken care of to
ensure its success?

How does the department prepare principals of schools and SMTs to work with stakeholders?
Can you give account of previous partnerships you were once part of to improve schools?

Is there anything that you would like to add that might be pertinent to my study?
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APPENDIX M: INTERVIEW SCHEDULE FOR THE DEPARTMENTAL OFFICIAL- CHIEF
EDUCATION SPECIALIST (DEO3)

1. Biographical information of participant

7. Age: 25-35 —-meemeeem e 36- 45 46-55 56 - 65 --
8. Gender: Male Female

9. Formal Qualification/s:

QUESTIONS

7. PLANNING, ORGANISING AND COORDINATION OF A SCHOOL-SADTU PARTNERSHIP

(i) How and when did you realise know that certain schools are not going to perform and which
programmes are brought to such schools? How did Kuzolulunga benefit from such
programmes?

() How do you as the Circuit Manager encourage schools to work with stakeholders?

(k) How does SADTU as a teacher’s union work with the department especially with regard to
schools’ educational programmes?

(I) What is the relevance of labour peace in school how is it beneficial to the teachers and learners

and how can labour peace be strengthened in schools?

8. VIEWS OF STAKEHOLDERS ON SCHOOL-TEACHER UNION PARTNERSHIP

() How can schools benefit from partnering with stakeholders especially teacher unions?

(h) What is the responsibility of the school governing bodies in relation to learner outcomes
and how are they executing this responsibility?

(i) What is your understanding of school improvement initiatives driven by stakeholders in the
province and focusing on Kuzolunga what successes or challenges are identified and how
can they be addressed?

9. IMPROVEMENT OF THE PARTNERSHIP

(k) What do you regard as possible threats for the success of initiatives of this nature and how can
those be avoided?

() Should the same initiative be extended to other schools what would need to be taken care of to
ensure its success?

(m) How does the department prepare principals of schools and SMTs to work with stakeholders?

(n) Can you give account of previous partnerships you were once part of to improve schools?

(o) Is there anything that you would like to add that might be pertinent to my study?
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APPENDIX N: FOCUS GROUP INTERVIEW SCHEDULE FOR THE SADTU SCHOOL
IMPROVEMENT INIIATIVE TEAM (SSIIT)

1. Biographical information of participant

10. Age: 25-35 36-45 46-55 6- 65 -----

11. Gender: Male Female 6. Formal

qualifications

QUESTIONS
10. PLANNING, ORGANISING AND COORDINATION OF A SCHOOL-SADTU PARTNERSHIP
(m) Describe the partnership between SADTU and Kuzolunga High School and how was Kuzolunga
identified to be part of this partnership?
(n) What are the main activities of this partnership and how are they planned and implemented?
(0) What are the main causal factors for low learner outcomes, were these the same reasons for
Kuzolunga High School what do you think is the best way of addressing your identified factors?
11. VIEWS OF STAKEHOLDERS ON SCHOOL-TEACHER UNION PARTNERSHIP
(@) Describe the attitude of various role players in school with regard to the role of SADTU
implementing the school improvement initiatives.
(b) How are different role players prepared to work and embrace school-SADTU partnership
improvement initiatives?
(c) What is the relevance of teacher unions in the performance of schools?
(d) As the team how do you view the initiative, has it been able to achieve the required outcomes,
which are those outcomes and What are the highlights for the success of this initiative?
12. IMPROVEMENT OF THE PARTNERSHIP
(p) What do you regard as possible threats for the success of initiatives of this nature and how can
those be avoided?
(g) Should the same initiative be extended to other schools, what would need to be taken care of to
ensure its success?

(r) Is there anything that you would like to add that might be pertinent to my study?
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APPENDIX O:

INTERVIEW SCHEDULE FOR THE KUZOLUNGA SECONDARY SCHOOL

TEACHERS FOCUS GROUP

1. Biographical information of participant

12. Age: 25-35 36- 45 46-55 6- 65 -----
13. Gender: Male Female

14. Formal Qualification/s:

QUESTIONS

13. PLANNING AND COORDINATION OF A SCHOOL-SADTU PARTNERSHIP

14.

(9)

(@)

(r)

(s)
(t)

How and when did you know that the school was not going to achieve the desired outcomes in
terms of learner performance and what strategies and programmes did you employ?

How did your school form partnership with SADTU and how has the partnership assisted the
school?

Teachers belong to different teacher unions. Describe the nature of relations amongst teachers
in your school before and after the partnership and explain whether the partnership assisted or
did not and how that happen/

Is there a relationship between labour peace in school and learner performance?

What are the main causal factors for low learner outcomes, were these the same reasons for

Kuzolunga High School what do you think is the best way of addressing your identified factors?

VIEWS OF STAKEHOLDERS ON SCHOOL-TEACHER UNION PARTNERSHIP

(@)
(b)
(©)
(d)

()

As teachers in the school, what made you to embrace the partnership?

How were teachers lobbied to participate in the partnership programmes?

How did you involve learners in the process and what was their attitude towards the partnership?
How was the school governing body and parents informed and how did they view this
partnership?

How did the department especially your circuit and district get to know about the partnership
and what support did you get?

15. IMPROVEMENT OF THE PARTNERSHIP
(s) Having been part of the partnership what do you think needs to be enhanced to ensure the
partnership is successful and sustained?
(t) What do you regard as possible threats for the success of initiatives of this nature and how can
those be avoided?
(v) Should the same initiative be extended to other schools what would need to be taken care of to ensure its

success?

(v) What are the highlights of this initiative?

(vi) Is there anything that you would like to add that might be pertinent to my study?
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APPENDIX P: INTERVIEW SCHEDULE FOR THE SCHOOL GOVERNING BODY MEMBER

1. Biographical information of participant

15. Age: 25-35 36- 45 46-55 6- 65 -----
16. Gender: Male Female
17. Formal Qualification/s:

18. Years in SGB

QUESTIONS
16. PLANNING, ORGANISING AND COORDINATION OF A SCHOOL-SADTU PARTNERSHIP
(@) The school got 0% in 2017. What were the reasons for this dismal performance and how
do you think SGBs can assist in avoiding the same from happening?
(b) How did you get to know that the school has a partnership with SADTU and how were its
programmes implemented in the school?
(c) How often do you get reports about learner performance in the school?
17. VIEWS OF STAKEHOLDERS ON SCHOOL-TEACHER UNION PARTNERSHIP
(@) In your view how can parents get involved and support their children’s academic performance
in the school?
(b) How do you view teacher unions and their programmes?
(c) How has the partnership benefited the school?

(d) What can be done by the SGB to support learner academic achievement?

18. IMPROVEMENT OF THE PARTNERSHIP
(v) What do you think the SGB and the school need to do for the partnership to be successful?
(w) What do you regard as possible threats to the success of initiatives of this nature and how can
those be avoided?
(X) What are the highlights of this initiative?
(y) Isthere anything that you would like to add that might be pertinent to my study?
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