ATEE  CoPY

L)

FINAL REPORT
FROM THE DEPARTMENT OF EDUCATION
.- - TASK TEAM

}

INVESTIGATE THE REASONS FOR THE
LOW PASS RATE IN GRADE 10 IN 2003

Vijay Reddy
. . Nomsa Dlamini
Roseline Ntshingila-Khosa

* ’

DECEMBER 2004

. ‘:‘a.‘"c‘

HSRC ‘RESEARCH QUTPUTS

! ‘.
A
. ¥
b , k.
b ,
% a3 ‘ .ﬂ'

i

Page 1 of 40

!




TABLE OF CONTENTS

EXECUTIVE SUMMARY ¢ | *" - 5
BACKGROUND AND RATIONALE 16
wf . e
TERMS OF REFERENCE 10
ANALYSIS OF THE PROVINCIAL REPORTS 10
OBJECTIVES OF THE STUDY AND FORM OF THE FINAL 12
REPORT
ANALYSIS OF PROVINCIAL ENROLLMENTS, PERFORMANCE 13
AND THROUGHPUTS FOR THE PERIOD 2000 to 2003.
, |
Enrollments }
Il;ftss Rates . ) e
e isaggregated data”
‘ Throughputs v
_ - Key issuesiemerging from this analysis

CURRICULUM ANALYSIS s

Location of learner against the curriculum and assessment landscape
Difference between grade 9 and 10 curriculum

Key issues emerging from this analysis M

CASCADE MODEL OF TRAINING 3.
National Orientation and Training to develop a national pool of mentors o
Follow-up Training in provinces and clusters of provinces io increase the
provincial pool of mentors
A provincial pool of mentors to train school-based educators .
Key issues from ¢agcade model | Pt

1
}
]

KEY FINDINGS - - 136 !

RECOMMENDATIONS ~ ~ sy .

Page 2 of 40

r




TASK TEAM .
Dr Vijay Reddy is a Research Director in the Research Programme: Assessment
Technology and Education Evaluation at the Human Sciences Research Council. She has
worked as a math and scignee teacher, college of education lecturer, NGO worker in
Inservice Education, university lecturer and researcher. At the HSRC Vijay is leading the
research team that looks, at math and science education at a school level.

¥

. Dr Nomsa Dlamini: B.Sc dJm'Zul); HDE & BEd (Natal); MEd (Physical Science)

UDW; PHD (Mathematics Education) Denmark; Diploma Human Resource Management
& Training (Varsity Col); Certificate in Project Management (UDW).

Dr Nomsa Dlamini’s workplace experience started as a Science and a Mathematics
teacher at various high schools (Syrs). She then lectured Mathematics and Science
Education at the University of Zululand (4yrs) and then at the University of Durban-
Westville. Here she. was Science and Mathematics Education Academic Development
Co-ordinator (3yrs), senior researcher of the UDW Macro Education Policy Unit (4yzs).
She then moved to the strategic planning unit at UDW and worked as the Director of the
Upward Bound Science, Mathematics, Engineering and Technology Project aimed at
enriching high school and university students in these fields (3yrs). She is currently the
CEO of a consulting company specializing in Maths, Science and Technology Projects,

Project Management, Strategic Planning, Research & Evaluation, and Education Training
, 'and Devalopment in general, . * *' '

%

, .i 7
»Dr Ntshingila-KHosa obtained her PhD from Cambridge University, UK. She is

currently an executive director of Nishingila-Khosa and Associates. Dr. Ntshingila-

Khosa is management consultant with expertise in cducational policy, strategic planning,
project design, project and programme monitoring and evaluation, surveys and project
audits. For the past ten years, Dr Roseline Ntshingila-Khosa has been involved in
conducting research, surveys and project evaluations for a number of organizations,

companies and government departments. Dr Roseline Nitshingila-Khosa has managed
several national and regional projects and studies over the past ten years. She has
conducted evaluations in various fields including ECD, HIV/AIDS, and school

development. Dr Ntshingila-Khosa is leading a national research project on behalf of the
Department of Labour and the European Union on the monitofing and evaluation of the
National Assessor Training Project. '

o Y

‘ Page 3 of 40

r

1
¥




LIST OF ACRONYMS
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EXECUTIVE SUMMARY ]
According to the Terms of Reference, given by the Department of Education, the purpose
of this study was to inves'tigaté the reasons why the grade 10 results dropped in 2003.

i
The analysis of the provincial 1:feports suggested that we focus on three aspects:

1) Analysis of enrollments, pass rates and throughput rates at a provincial level, and
to disaggregate these figures into categories that are meaningful in the province.

2) Analysis of the grade 9 and 10 curriculum (English, Mathematics and
Accountancy subject) to determine the difference in curricutum in the GET and
FET phases.

3) Analysis of the success of the cascade model of training

DATA COLLECTION
o 4

Data was collected :}thrcough review of relevant documents obtained from the national
. department of educatien.and ' from provinces. Interviews were conducted with
representatives at the national Department of Education as well as site visits to three
provinces. Case studies of three provinces were, conducted. The provincial site visits
»comprised of intdrviews with provincial officials, district officials such as subject

advisors and interviews with teachers and principals in schools, ’

KEY FINDINGS FROM THE STUDY

The purpose of the study was to determine why the grade 10 achieventent had dropped in

2003. 1t should be noted that the 2003 cohort of grade 10 learners was different from
other cohorts Because for three years (in grades 7,8 and 9) they had experienced an
Qutcomes Based Curriculum, through C2005. The original curriculum implementation *

plan was to introduce an OBE curriculum for grade 10s in 2004. However because of
changes in the curriculum implementation timetable (referred to earlier in this document),
this did not happen. The 2003 cohort of learners therefore had to move back to the
NATED curriculum in gradé 10. This shift caused many uncertainties, confusion, any
stress in the system. ‘ '

L
Early in 2004, newspapers repo’rted that there had been a higher than usual failure tate at
the end of the grade ‘10 in 2003. The Council of Education Ministers (CEM) then
commissioned this study to determine why this happened and set up the Task 'II;c'atm '

The Terms of Referehcc indicated that this explanation should be provided through an ™

analysis of the enrolment and pass rates for the last three years and through curriculum
issues. The Task Team was given 30 days to complete the work. After the afalysis of
provincial reports the Task Team decided to extend the investigation to the impact of the

L)

)
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cascade model of training and present the ﬁnﬂings and recommendations in a way that
would inform future curriculum reform processes (e.g. implementation of the FET
National Curriculum Statements).

‘ Detailed key findings of whyj»tlw -grade 10 results dropped in 2003 are presented in the
", discussion below: |

Philosophy of the trausftian‘phase

o 1. The “transition’ phase Has an unplanned and hastily prepared event. This caused
many glitches in the system.

2. There were two objectives for the ‘transition phase’ - infuse the principles of OBE
into the FET band and assist teachers to fill knowledge gaps as a result of moving
from an OBE system to a NATED system. This was over-ambitious and, in
hindsight, it would have been less confusing to keep to one aim, viz, fill the
knowledge gaps,

3. There was a tension between the national and provincial responsibilities. National
department of education gave tight deadlines for the transition and provinces felt
there was not enough support. Provinces felt that the implementation of OBE in
Grade 10 w:f}‘s a responsibility in addition to their other functions.

Po. . 4. Gurrently there is no streng theory in the educational system of how to manage
I curriculum reform. We have had a few curriculum reform processes in the last
few years and yet we dq not scem to have a strong body of knowledge of how the
- process wrks and how to plan for the proccss

’

Structures and responsibilities
5. The areas of responsibility of the national and provincial departments of
education and within the provinces do not facilitate easy coordination,
communication and monitoring. This is evident by, for example, GET

directorates and FET directorates not communicating with each other to *
coordinate the transition process, which involves both directorates. This pattein :

exists from National DoE to Provincial DoE to the classroom level where in -
most provinces the grade 9 educators does not commimicate with the grade 10

educators about teaching and leaming issues, Evidence indicates that there was

no handover of the grade 10 leaner by the grade 9 educators in almost all

provinces. | .f Y
. L
.f 6. Different provmces implemented the transmon differently and with dlfferept B
: levels of capacity and commitment to the process.

fic - - v
E . L

Enrollments, pass rates and throughputs

2001 to 2003, This is a big expansion of the system (by 17%) which is without

¥

L“\:r . .
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the concomitant increase in resources and support systerns Obviously this
discrepancy has an effect on the overall quality,

8. While we do not have standardized results, we can say that the pass rate from

2001 to 2003 dropped ﬁmm 69 to 57%. That is in the year 2001; 230 552 out of
748 603 learners did nqt pass grade 10, and in the year 2003, 373 862 learners
of 873 216 dld not pass grade 10. This is a big decrease in the number of
learners who passed grade ter.

While it has been difffcult to access disaggregated data from the provinces, the
analysis of this data, by ex-department, reinforces the point that educational
quality in the different ex racial department schools is different. The level to
which the different groups of schools were affected by the transition is also
different in different provinces. :

10. Analysis of the throughput rates of the OBE and non-OBE cohorts for the last

three years.shows different patterns. Pass rates for the grade 9 OBE cohort
(2002) are much higher than the previous non-OBE cohorts (2000, 2001). This
is to be expected given the different assessment practices for the OBE and non-
OBE cohorts. It also means that with a greater number of learners coming to
grade 10 and following the previous assessment criteria there would be higher
failure rates in grade 10.

F L I

A Y
Curriculum and Assessment

11.

. The main*eason postulated for the drop in grade 10 results dropped in 2003 has

been the role of OBE. Our analysis indicates that the 2003 grade 10 learners
experienced 3 years of OBE in their schooling career. This seems to suggest that
the reasons for the drop may be located in the broader issues of educational
quality and that requires a deeper investigation

12. There are gaps between the GET-OBE curriculum and d:ilc FET- NATED

curriculum and that is to be expected given the difference of the twd

approaches. There was a great deal of pressure on the grade 10 teachers to fill

those gaps, to teach extra content in the same time-frame, and also to infuse

OBE principles, o Wy

¥

13. C2005 with the emphasis on process, skills, values and group work was .

inadequate in prepasing learners for a more knowledge-based grade 10, Thesg
differences were feft more in schools were C2005 and OBE was implemented
poorly. o L

-

14, Analysis of t}ie content and knowledge for EMS, Mathematics and Languagcs

in grade 9 and 10 shows that there was a gap which required a highly skilled
teacher to fill in. South Aftica’s teaching corp was unable to fill those gaps that‘
were created by the introduction of the C2005.
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15. Up to grade 9 the proportion for CASS to Final Exammptmn was 75% to 25%.
At the grade 10 level this changed and different prownces followed different
proportions (25:75; 50:50; 75:25).

Y o s ; 5
16. There is uncertamty abput how the grade 12 examination will look in 2005 —
whether it willlbe like the traditional matriculation examination or will it be
based on the OBE principles.

»} o

Cascade model of training
17. The Department of Education used a cascade model to implement the decisions
for the transition phase in grade 10. Analysis of the reports indicates that this
model did not work well. This raises issues of how the message was passed
along the chain of responsibility and the viability of the cascade model in
implementing curriculum change.

18. The chain along which the message was passed was from national to provincial
to regions to districts and finally to educators. The training of educators was
not always of high quality and did not offer strategies of how to deal with the
classroom activities.

P

<19, H'here 1s no pvidence.of DoE consulting with provinces in terms of the logistical
- requirements of, apd the capamty required to coordinate and monitor the
transition process. Fhis resulted in poor coordination in provinces, lack of
. proper dommunication to all levels within the system and no monitoring of the
process from the National DoE to the classroom. There was also very little
communication to capacitate the senior management teams ready for the
cascade process. The training of educators consisted of a high amount of
generic than specific training and therefore did not give guidance for how

educators could cope in the classroom. | :

' #a

20. There seems to be a single package of training designed for different situations.
For example, in KwaZulu Natal, the rural dynamics require different approach

to training which should be different from that used in urban areas. Educators '

therefore ended up with 8 hours of training instead of 16 hours.

t
21. There was a great deal of work done by different parts of the educational systerm
to plan-for someﬂung new, but there does not seem to be the same energy
involved in seeing implementation through. Ultimately, even the best policies
succeed or fail because of the level of quality attention given to thﬂ
1mplementatmn stratégies. v ;
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RECOMMENDATIONS .
In view of the discussion and analysis presented in the preceding pages, it seems
appropriate to make the following recommendations:
. QT : ,f‘ r“f ; 5
1. The education system has been through many changes in the last few years, It is thus |
important that when decisions are made they are followed through.

L

2. Constant changes should l?%e avoided as this leads to uncertainty and confusiot;.
3. The system should be allowed to ‘settle’ in the next few years.

4. The GET phase has been through the OBE curricutum reform process and it is
important to tap into that resource. This must be encouraged from the structures
within the province to teachers in the different phases in schools.

5. Provinces must set up good data-base systems which keep enrollments, pass rates
and disaggregated data, This is very important in monitoring the health of the system
over time,

6. There must be an alignment between the grade 9 and grade 10 assessment systems so .
as to not disadva‘htagc the learners.

. 7. Edugators in the FET phase'should concentrate more on filling the knowledge gaps
which will help them in infusing the principles of OBE in the curriculum.

¥
»8. The,training packages be differentiated to meet the different contextual realities. A |
one size fits all model does not work. ;
9. Training packages or programs for the future FET curriculum, should consists more |
of what would be relevant to teachers in the classroom than broad, generic principles.

i

10, There needs to be a clear directive given about the format of gradé¢ 12 examinations
in 2005, <

CONCLUSION
W

In South Africa, since 1994 we have been involved in many curriculum change
processes: C2005, RNCS, Transition phase training. We will now be going into the
training for the FET Natiogdl Curriculum Process. The cascade model of training i}
problematic, The issues of managing curriculum change in a big system are very complex
and complicated and requirc much planning and resources. There must be greatey
thought, planning and resources given to the implementatiot phase, We would 3“'¢§3 that
the issues of implementation are key for the success in effecting curriculum change.

. . . S
There have been marty good pelicies, teaching and learning materials and models of v
implementation developed in the system but there is no certainty that these reach schools. ~
The different structures in the system are not coordinated and thus inhibit monitoring
which is crucial for the curriculum change process.. There must be monitoring at all

levels of the system and in schools to see what happens at the classroom level.
4 ;
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1. BACKGROUND AND RATIONALE

The new curriculum (C2005) had been implemented in 1998 in the GET phase (i.e. from
grade 1 to 9). In2002 the grade &leamers followed an OBE approach in C2005. An OBE
curriculum had not yet becn designed for learners who would be in grade 10 in 2003,

Learners who then wcnt‘ to grade 10 in 2003 followed a more ‘traditional’ curnculum -
. using an OBE approach but w1§h the subject encompassing more content.

When the grade 10 learners wrote their exams in 2003 it was stated that the results had
dropped. This research is about finding out why the results in grade 10 had dropped
and making recommendations to the DoE about what needs to happen in the following
Sfew years while there Is a transition to the new FET curriculum.

2, TERMS OF REFERENCE

)

According to the Terms of Reference given by the Department of Education, the
objectives of the study are:

1) To compare the enrolment and pass rates of the grade 10 cohort of 2003 with that
of the cohc:rtq of the previous three years. (2002, 2001, 2000). ¢

2) To report o reasans for theé drop in grade 10 pass rates.

'
3) To report on notable virends including ;leamer dropout or attrition and to
investigate and report on the main reasons.
4) Examine and report on aspects of curriculum design, delivery, assessment and
standardization that may have impacted on the performance of the cohort of
leamers. -

[ ]
+

5) To make recommendations for bridging gaps that may exist and to strengthen the
teaching, learning and assessments and to manage this cohort’s transition from an’
ORBE curriculum to the interim curriculum on the Senior Certificate.

I N t

Ty

3. ANALYSIS OF THE PROVINCIAL REPORTS
Earlier this year the Provmqes were asked to provide a report to the National Department
of Education outlining the grade 10 results and providing an analysis of the s:tuatmn
These reports formed the basis of informing the study. o
" ?;’ '
The key issues emergiﬁ g from the provincial reports are: , !
A £y i B
¢ An analysis of enmlhnent and pass rate data for 2003 and three years pnm"‘“
indicates that' provinces showed a variation in enrollments and pass rates. o ;
e There was a common feeling from the provmces that the last minute dgcision to '
revert to National Report 550 in Grade 10 in 2003 had an adverse 1mpact on
learners and educators and contributed to the high failure rate of learners.

i
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® Educators and leamers encountered challenges to bridge the content knowledge
and skills gap between the GET and FET in subjects such as Bconomics and
Management Science§ (EMS) to Accounting, and Language, Literacy and
Communication (LLC) to foreign languages and Mathematics.

* Curriculum 2005 ,was fadequate in preparing leamers for the rigors of Grade 10
and the senior phase. This'was largely attributed to over-emphasis of group work
in OBE. Leamers were therefore not able to work independently and lacked basic
factual knowledge or the necessary skills to process information for themselves.

*  Most provinces felt that the National Department of-Education did not adequately
prepare provinces and the timelines given for the transition were too tight.
Furthermote provinces lacked adequate human and financial resources to provide
training and support. As a result most provinces used the cascade model to train
educators. The result was that the training did not reach all educators. The schools
that suffered the most were those in remote rural areas.

* There was no standardization of marks atiributed to CASS and to finab
examination marks. The table below indicates how different provinces distributed
the CASS and final examination marks.

Province Continuous Final
| _assessment (%) Examination (%)

Limpopo 25 75

KwaZulu Natal! 75 25

Gauteng ] 50 50

Free State 25 .. 75

Westerncape ' © " | 50 50

Northern Cape 50 50

Mputnulange 23 75

- Eastern Cape’ not availahle not available

North West Province 40 +60 i

Strategies adopted by provinces '
Provinces developed, with different levels of success, different streftegies to prepare
schools to cope with Grade 10 requirements. ; '

The analysis of provincial reports indicates that six provinces took an initiative to prepare | |
SMTs, educators and learners for the transition and developed*a‘provincial strategy to
address the challenges entailed in the ‘transition, In addition to the guidelines that were
provided by the National Department of Education, several provinces were able to-
develop additional provincial}y: adapted guidelines, which were distributed to all schools.®
All provinces conducted in-depth workshops that comprised some of the following
initiatives: _ o

1) analysis of Report 550 and leaming areas to identify skills and knowledge gaps,

2) needs analysis of skills and knowledge gaps of the district, subject and learning

areas specialists, R

s . . . i ; ' k.
3) development of:modules or guidelines to assist educators to better undefstand ‘._., _

OBE, | ; | !
4) conducted subject based. workshops at district level to enhance common '
understanding, \ '
5) designed a provincial subject framework to enhance effective and efficient
delivery ) !
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6) development of content plans to allow for regular mom‘torin_gz

While some provinces used this from existing financial resources, one less resourced
province sought funding from donors that are active in the province. This funding was
. alsoused to provide transport;to district efficials to reach all schools in the province.
o AT
The report from one pro}vincc shows that there was no provincial strategy. The report
presented is a summary of district reports, which seem to indicate that districts adopted
various strategies. The report frgm another province does not provide details of the actual

»

- interventions that were taken by'the province.

Other initiatives that were adopted include the following:

1) Advocacy campaigns: Two out of nine provinces conducted advocacy campaigns
*  and road shows in order to prepare SMTs and educators for the transition and the

demands of the FET band. The outcome of these campaigns was to ensure that SMTs are

enabled to begin mediating professional dialogue in schools.

2). Training and support for districts, SMTs and educators: All provinces provided
training for district officials, school SMTs and educators, The training focused on
assisting educators to better understand OBE and to enhance a common understanding of
content across the schools. Other training focused on facilitating effective and efficient
 classroom delivery, |
3). . School based suppers A few provinces provided ongoing school based support to
~ " teachers throughout the year. In such cases, educators were adequately prepared. The
- results of one province show that such strategies were successful, as the performance in
.;}}.1 " 2003 wasnot differdnt form that of previous years.

2N
T oa

4).  Additional materials: In addition to the Guidebook provided by the national
Department of Education, some provinces further developed additional materials for
educators, which assisted educators to make the transition from Grade 9 to 10, In these
provinces copies were distributed to all schools. One province developed pacesetters to '
incorporate the requirements of CASS, and distributed a video to all sbcondary schools.
Another province developed a comprehensive CD-ROM related to OBE, which was®
distributed to all schools to support school based training events, Furthermore transition.
support guidelines were placed on the provincial website of this province,
. {.,r ;

LN

k
E STUDY AND STRUCTURE OF THIS REPORT -

1

4. OBJECTIVES OF TH
. B
P +

: N |
From the analysis of the provincial reports, this Task Team decided to answer the
questions in the Terms of Referez}ce by focusing on three aspects: g

A
i

r ; l I 1 i ‘l’ﬁ
1) Analysis of enrollment, pass rates and throughput rates at a provincial level, and

to disaggregate these figures into categories that are meaningful in the p;;oi?ince., ’ ¥
4 o ‘ "
2) Analysis of the grade9 and 10 curmriculum of English, Mathematics and {
Accountancy to determine the difference in curriculum in the GET and FET '
phases. , )
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3) Given that the DoE used a cascade model to manage the jraining process, the
Task Team investigated how cascading took place, what was the original reservoir
of information and resources, and how this was passed along the line until it
eventually reached the teacher and was enacted with learners in classrooms.

-y r:

", In looking at the question ‘of how D

|. d °
ass rates changed over the years and across schools

and provinces we are awafe that thére were no standardized tests within provinces or in
the country. Therefore we i-lavq to be cautious of how we read the comparisons.

- s

5. ANALYSIS OF PROVINCIAL ENROLLMENT, PERFORMANCE
AND THROUGHPUTS TRENDS FOR THE PERIOD 2000 to 2003.

In this section we will present information about enrollments, pass rates and throughput
rates for the provinces. Provinces provided information for a 3 or 4-year period. To
understand the issue of why the grade 10 results dropped in 2003 we will also
disaggregate the provincial data to see which groups showed the most changes.
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5.1. Grade 10 Enrollment Patterns

FIGURE 1: Emtollmegts A_J_:d’?ags Rates Of Provinces

-4 !

!
J Province Year | Roll Pass Fail % pass
| Limpopo 2000 | 1007245 | 56 600 43 645 56.5 In 2003 the real pass rate
2001 | 107170 | 57 717 49 453 53.9 was 33.4% and there was
2002 | 110995 | 61412 49 583 55.3 a provincial adjustment to
g 2003 | 183472 | 91609 91 863 49.9 49.9%.
oL KwaZulu Natal 2001 | 129280 | 90 517 38 772 70.
- ‘ 2002 | 151142 [ 107286 | 43 836 71
2003 | 185869 | 120108 [ 65 761 64
h Gauteng 2000 | 120647 | 102260 | 18387 84. 8
_ 2001 124 108060 | 16 534 86. 7
594
. 2002 [ 128850 | 109 625 19 225 85.1
2003 | 123954 | 88 B66 35088 71.7

Free State 2000 [ 54437 [3207 22 366 58.9
- 2001 | 54492 [ 30814 23678 {565
2002 | 54377 | 26 588 27 789 52.6
, 2003 | 60827 | 32029 28 798 527
Western Cpe 2001 . [%67034 | 46186 20 848 68.9
‘ 2002 | 65,752 | 45199 24 553 64.8

2003 | 78598 | 44 615 33083 56.8

. [Northern Cape 2001 | 13982 | 5384 8598 61.5
“ 2002 | 14657 | 5863 8794 60
2003 | 19170 | 7668 11502 60,2 ¢
Mpumalanga 2001 53734 | 37934 15 800 70.6
2002 | 57797 | 40096 17 701 69.4
2003 | 74957 | 44157 10 800 58,9
Fastern Cape 2000 129 663 | 92 139 37 524 76.1 oncerns about  the
2001 129 499 | 97 888 31 611 75.6 liability of the data,
2002 ‘ Condoned 6494 (10%) in
2003 | 63265 [ 25525 37 740 42 2003, so total to gr 11 i8 |
52% Pyl
North West 12001 [ 68809 |43 187 25 622 64.20 ¢ N

2002 ] 69601 | 42229 27372 62.4
2003 B3 104 | 44777 38327 3.7

ol ‘ P

LB A
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FIG 2: PROVINCIAL ENROLLMENTS FOR 2001 ‘AND 2003
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.The following graph gives the picture of provincial pass rates.
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FI$G 3: PROVINCIAL PASS RATES FOR 2000 -2003
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FIG 4 :PROVINCIAL PASS RATES FOR 2003

ELimpompo
BN Cape

WKZN 0O Gauteng
B Mpumalanga BIE, Cape

T Free State
ENW Prov,

BW Cape

[
53.  Analysis of ndtional and provincial enrollments and pass rates

'5.3.1" Lobking at the'frends’inl terms of changes in enrollment and pass rates for the
‘ years 2001 to 2003 in the 1provinccs, we notice the following.

y ' ‘ - F

H
FIGURE 5: Change In Enrollments And Pass Rate For Provinces

k]

t =Increase by

' = Decreasge by

PROVINCE ENROLLMENT PASS RATE
CHANGE CHANGE (%) :
Limpopo t76 302 13.9
KwaZulu Natal + 56 580 6
Mpumalanga 21,223 411.69
North West 414,295 48,5 .
Western Cape $11,564 +12.1 il )
Free State 16335 13.8 '
Northern Cape 15,188 t1.3
Eastern Cape ¥ 66,398 +34
Cauteng 4,640 1% W

-

' I _.Fa‘_::f' .
There has been a big increase in the enrolment of grade 10 learners in Limpopo
and KwaZulu Natal, a moderate increase in North West Province and
Mpumalanga, and a small increase in Northern Cape, Free State and Western
Cape. o ' *
The very high increases in Limpopo raises questions of where these learngrs come

from and how the system manages to accommodate them. Yoo x

f

The percentagé _pass rates show a decrease of less than ten percent (10%) in

Limpopo, Kwa Zulu Natal and North West Province. There is a decreasg of more
than 10% to a maximum of 33% in Gauteng, Western Cape, Mpumalanga and

¥
i

. Pajge 16 of 40

¥




Eastern Cape. There is however a slight increase in pass rages of Free State and
Northern Cape. '

We used 2001 and 2003 datasets (because we had complete datasets for these years)
to get the natidnal piciufe of enrollments and performance. Nationally there has
been an increase of enrollment, from 2001 to 2003, by 124 613 (17%) learners. For
this period the pass;rates dropped from 69% in 2001 to 57% in 2003,

'+ 532,

- FIGURE 6: CHANG];’1 IN NATIONAL ENROLLMENTS AND PASS

RATES
Total enrollment Pass Eail Pass rate
o 2001 748 603 517 687 230 552 69%
‘ 2003 873 216 499 354 373 862 57%
54. Disaggregated data

The above tables present the overall provincial picture with respect to enrollments and
pass rates. To better understand the lower pass rates it is important to examine
disaggregated data and note the pass rates of the groups. It has been difficult to obtain the
data, because all provinces have not kept data in the form we requested and they have
been too busy to resp{ond to our request on time.

, 'Althqugh; we do not have all the' data we would like to illustrate the patterns for the
datasets we have, It might be yseful for other provinces to examine these trends. We will
use the data from the Northern §ape and Free Statg to illustrate the trends.

P

5.4.1. Northern Cape

FIGURE 7: Overall pass rates for the Northern Cape

The overall pass rates were con‘g.lstent over the last three years.
The enrollment mcreased by around 5000 for the period from 2001 to 2003 (37%) .

-t

ENROLLMENT | No. Passed % Pagseod A
2001 13 982 8598 81.5%
2002 14 657 8794 60%
2003 19 170 11502 80.2%
Wy
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Yr 2001 Yr2002 | © Yr2003

!
|
i
‘ : B A
FIGURE 8: Disaggregated pass rates for Northern Cape

[

Ex-DE 19 54.80 472 51.8
Ex-HOR 32 57.7 57.4 54.2 i
Ex-Model C 41 74.8 794 814 '
NEW 3 43.9 ara 500

REGIONS
Frances Baard 34 57.2 54.8 58.1 A
Karoo 20 60 60.2 542 b
Namadqua 19 86.8 725 "o78.9] L
Siyanda 22 64.5 64.4 3.8 S —_—
Daet Rural 12| - . 51.7 51 .6, ’ |
Rural 45| 80.3 57.7 60.3 i
RuralTown 15 . 626 62.7 65.3] .
Urban coo2sl A . GO} 61.8 61.7 ;N
TOTAL - 95| 60.4 59.9 61.3 ‘

; ) o y

o  There is a difference in pass rates for students from the various ex-dcpartmclits with
a 30% difference between learncrs in ex-DET schools and ex-Model C scl‘gpnls. .

*  Similarly there are differenices in the regions and between rural and urban schools.

¢  The pattern across different years shows varying changes e.g. drop in pass rates in- |
ex Model C schools and in one region (Namaqua). . :

4
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5.4.2. Free State -

FIGURE 9: Overall pass rates for Free State

. Year ' | Total Enroimeft | iNo.ipefssed % passed
L 2001 | 51970 | 30219 58.1
2002 | 51855 i l28270 54.5
2003 | 84115 C 134418 53.7 !

— —
The pass rates from 2001 to 2003 show a drop of around 4%
*  The enrollment from 2001 to 2003 increases by 12 000 learners (23%)

PASS RATES FOR FREE STATE

100

b WA I

_ Yr2000 - Yr2001 Yr2002 Yr 2003
!

[, ;

i
FIGURE 10: Disaggregated enrolment and pass rate for grade 10 from 2000-2003

Group 2003 | 2002 2001 2000 ,
Ex Model C 86.9 91.8 90.8 90.97
Ex DET 49.7 49.2 53.3 54.2 4
Gender Girls 56.15 | 55.3 ‘\
Boys 51.2 53.6 o
District Xhariep | 527 59.8 85,5 65.5
Motheo 81.3 63.58 | 65.5 69.1 N
_Lejweputswd 55.5 57.4 58.9 54.8 !
:Thabo Mofutsanyana | 49.84 | 47.7 51.6 53.3 "
Northern Free State | 48.6 | 49.7 | 58.3 58.6 ,R
. 52.7 52.6 56.5 58.9 ;

i

*  When comparing the statistics by ex department, these findings show that there is a,

difference of about 37% in pass rates between the ex Model C and ex DET schools. .
This means that the Grade 10 learners in ex-DET schools are experiencing higher,

failure rates compared to those in ex Model C schools. ;

* This gap in pass rate has been consistent over the past three years with the
exception of 2001 where the gap was 42%,

i

i

N
Ll
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e  The more urban districts performed better than the more rural districts.

., 55  Throughputs .
In order to understand;how C2005-and an OBE curriculum impacted on pass rates at the
grade 10 level, we wantec_{ to dompare the pass rates of an OBE cohort and a non-OBE
cohort from grade 8 to 10., i

" :55.1. Northern Capethrougﬁ‘puts

. FIGURE 11: Pass rates for the OBE and non- OBE groups and crude throughputs
in Northern Cape

Categories No. Wrote | No. passed % passed
Non-0OBE cohort
2000 grade 8 994 ] 8039 81%
2001 grade 9 10327 7665 74%
2002 grade 10 14 657 8794 60%

| OBE cohort By
2001 grade 8 110971 10742 98%
2002 grade 9 ' 12004 1 10876 91%

| 2003 grade 10 - [19178 < " [ 11502 60.2%

A Y
¢  The grade 8 apd 9 pass rafes on an OBE curriculum (2001 and 2002) was about
174 higher than previous cohorts,
e  The pass rate in grade 10 remains the same at 60%. i
*  With a bigger number of learners in grade 10, although the pass rate remains the
same, the number of learners failing increases.

»  The grade 10 enroliments are much higher than the number passed in grade 9. This |

could either be because of repeaters or students from outside the'system joining the, ..

Northern Cape system.

s In the Northern Cape there has been a big increase in enrollments, but the officials
indicate that this is not a problem. They indicate that it is not an increase but there .
had been a decrease before and now the system is equilibrating and the system is-
getting the numbers it hgg originally had. )

3
a

y gl
.
.

i
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5.5.2. Free State thronghputs

FIGURE 12: Crude thronghpnt afpd pass rates
[ LR i‘FM‘j

A

‘|"'Year Grade | Enrolment | No. passed | % passed

Non-OBE cohort
2000 8 159244 43476 73.38
2001 9 55540 38465 69.25
2002 10 51855 28270 54.5

~ TOBE Cohort ' .
2001 8 59303 54333 01.62

"1 2002 9 62746 50047 81.2

1 2003 10 64113 34416 53.67

¢  The grade 8 and 9 OBiE cohort had higher pass rates than the non —OBE cohort.
»  The grade 10 pass rate in 2002 and 2003 was similar but because of increased
enrollments the numbers failing are greater.

KEY ISSUES FROM ANALYSIS OF ENROLMENT, PASS RATE

. ND THROUGHE’UT DATA ¢

" !' Thére Has beeri-a big incréase in the enrolment of grade 10 learners in Limpopo and
KwaZulu Natal; a moderate increase in North West Province and Mpumalanga, and

i+ .| = asmallincrease in Northern Cape, Free State and Western Cape.

s  Each of the provinces shows a different pass rate.

+ Nationally there has been an increase of enrollment, from 2001 to 2003, by 124 613
(17%) leamers.

e  Nationally the pass rates dropped from 69% in 2001 to 57% in 2005
e  Analysis of the disaggregated data show that there is a difference in pass rates in

schools from the different ex-racial departments, but the patigm does not show any | |, |
difference for the 2003 cobort. | J

e  DPass rates of the OBE cqbiort in grade 8 and 9 was much higher than the previous .
1non-OBE cohgrt. £ , po B

with increased enrollments the number of learners failing increased. 4

. r . . : e
s  The crude throughput data shows an increase 1 numbers enrolled in the subsequent } . ¥
year relative to the numbers that passed — this could imply a large number of

|

e  Even if pass rates in grade’2003 for grade 10 learners remained about the sqmef;f’ . l
|

|

repeaters in the grade 10 classes. S

" ?
e  Because the achievement tests in schools and provinces were not standardized, it ;
could be useful to look at grade 11 ctandardised tests that were administeredin mid-
year. t

7
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6. CURRICULUM ANALYSIS .
6.1. Location of Learner against The Curriculum & Assessmeut Landscape

The central hypottesié abputitiferfgagon for the drop in grade 10 results is that leamers
went through an OBE curticulum in the GET phase and when they went to grade 10 they
had to follow a ‘Uaditigg;], content-based curriculum’, thereby causing them to fail or
drop out. To examine thdt hypothesis, the educational landscape that the leamer would
» have been located in since enteging grade 1 was traced. Co-incidentally, the first year of
“schooling for this learner happens to be 1994. If we trace one learner (and assume that

she passed each year), the table below traces the curricnlum that the learner would be

- exposed to. It also locates the learner in the landscape of other curriculum changes taking:

place,
Analysis of this table indicates that the grade 10 learner would have been through 3 years

of OBE in the 9 years of the schooling career. What then does this say about the effects
of OBE? ro

.
AT

K
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FIGURE 13: Tracing a learner who was in a grade 10 class in 2003

Grade of
learner

Curriculum

CURRICULUM LANDSCAPE

1994

1 .. 'y,

NATED{550" . .

First democratic elections in South Africa

1995

2

NATED 550,

Plans for integrated educational system
NETF process to sanitise apartheid curriculum

1996

3

NATED.550

Integrated educational system

(1997

4

NATED 530

Launch of an OBE C2005 with the promise that
in 2005 learners would finish grade 12 with an
OBE curriculum

1998

NATED 550

Implementation of C2005 in gr 1.
Concemns about the new curriculum

1999

NATED 550

Implementation of C2005 in gr 2
Rising concerns about implementation of new
curriculum

2000

OBE C2005

Implementation of C2005 in gr 3.
Minister receives the Report: Review of C2008.

2001

OBE C2005

Streamlining and strengthemng process of NCS
for GET -

2002

QBE C2005

Revised National Curriculum Statements for
grade R to 9 declared policy — will be
implemented from 2004.

Development of NCS for FET begins.
Incremental phasing of OBE inlo grade 10 in
2003 (NATED 550 and 191)

" [7003

10

NATED OBE

FET OBE NCS declared policy, which will be
implemented in grade 10 in 2006 i

2004

11

NATED OBE

Concerns raised about the quality of passes of
grade 10 learners in 2003.
Implementation of RNCS in gr R to 3.

2005

12

NATED OBE

Implementation of RNCS in grages 4 to 6

2006

2007

2008

RNCS (GET)
NCS (FET)

1 ":
oopd

| Implementation of NCS (GET) in grade 8 and
,NCS (FET) in gr 11.

Implementation of NCS (GET) in grade 7and |

NCS (FET) in gr 10.

Implementation of NCS in grade 9 with first
GETC and NCS (FET) in gr 12 with the FETC.

K
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~heads of department and educators

6.2.  Difference Between The Grade 9 And 10 Curriculum .
6.2.1. Curriculum and assessment issues and gaps between grade 9 and 10

"The analysis was done, through mbﬂnﬁp\ys with Leamning Facilitators (subject advisors),
tas well as through the review of curriculum
documents. The focus was o1} comparing the content of the Grade 9 curriculum with that
of Grade 10 in the three subjects, English, Accounting and mathematics. The curriculum
analysis also focused on examiping the extent to which assessment might have

contributed towards the failure of Giade 10 learners.
The problem areas are cate gorized into the following:
Lack of or inadequate training of OBE

GET-FET content gaps in the subjects

.
= GET-FET structural gap
| |
| |

Lack of readiness of Grade 10 learners due to the teaching of curriculum in Grade 9
(GET)
- Assessment

6211  Inadequaté and lack of OBE training in the GET Phase

FET educators who happened 1o be téaching at the GET level indicated that although they
were expected'to have been implementing OBE, some did not receive training at all while
othets were inadequately trained. Some educators indigated that they were only trained
for & maximum of 40 hours, which they felt was inadequate. As a result, educators at the
GET level are not implementing OBE appropriately. This is evidenced by the failure of
educators to competently integrate pedagogy with content across learning areas, There is
no uniformity in the teaching of learning areas across schools. Most educators tend to
focus on generic components of teaching as opposed to integrating these with content
areas. As such, Grade 10 learners from different schools are differently prepared. Grade
10 educators who receive learners from feeder schools are faced with the challenge of
teaching learners who are not all prepared for Grade 10 work and are prepared at
different levels.

‘ W
6.2.1.2, GET-FET strucfural gap

The FET subject advisors expresged frustration with regard to the lack of communication -

between themselves and their GET counterparts. The GET and FET divisions in the
province operate as separate entities with no communication between them. This lack of
communication results in FET educators not knowing enough abdut the Grade 10 Jearnerg
as FET subject advisors arenot able to adequately guide FET educators about Grade, 10

leamners. Although the FET subject advisors have compiled a list of projlems

experienced by Grade 10 educators, and have communicated these to GET phase subject
advisors, nothing has been done by the GET phase subject advisors, There is therefore a
need for the GET and FET. subject advisors to have information sessions to discuss the
curriculum, the gaps between Grade 9 and Grade 10, and the learners that are promoted

. I

'
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to Grade 10. Such initiatives would help prepare Gfade 10 educators to better assist the
Grade 10 learners. :

' 6.2.1.3. GET-FET content gaps in the subjects

: i R i f Fb:‘,' :

. Leamers in GET phase are taurght \ising learning areas, which in some subjects subsume a
number of related subjects. The GET educators are faced with various aspects during
their teaching, They have tg teach content, the subjects in learning areas have to be
integrated, and they have to use various pedagogic approaches. At the same time, there
are various factors such as GET ediicators being inadequately trained or not trained at all
for OBE, educators lacking in content knowledge and others who have to deal with larpe
class sizes,

" “The GET educators therefore tend to focus on the subjects they are more competent in.

For example, the Economics and Management Sciences include subjects such as Business
Economics, Accounting, and economics. The observation from the FET phase is that
GET educators tended to exelude Accounting.

In the mathematics related subjects, the educator’s experience in Grade 10 was that Grade
9 educators are not able to cover all the specific outcomes stated in MLMMS. As a result,
Grade 10 learners are not able to show knowledge of basic operations and applications

(such as multiplications, fmlike terms), in all sub-sections of mathematics, The Grade 10.

leamers also show no recognition of factorization, and exponentials. Some educators
have observed that learners aresnot able to Jeam theorems. Learners are unable to write
theorems forthally and apply themnless told to by educators.

¥ ‘
In 4ddition to these sul‘:ject'spcciﬁc gaps, the general f‘ccling from all educators teaching
irade 10 learners is that they are lacking in a number of critical areas. Some of the
identified problems are: '
Poor reading abilities
Lack of coherent writing skills
Lack of critical and analytical skills
Lack of independent work , M
Poor listening skills
Use of English as a second language is deteriorating

As a result, Grade 10 educators indicated that they spend the largé’part of the first term
covering the basics that are lacking in learners, One math educator indicated that he
spends the first term “drilling’ the basics of mathematics to the Grade 10 learners, as they
are not in a position to understand and apply the Grade 10 mathematics requirements.

With the advice of FET éubject advisors, some SMTs in schools have opted to have
information sharing sessions between FET and GET educators. In these sessions, Grade
10 educators relay information about required basics at Grade 10 level. Grade 9 educatbrs

are encouraged to aftempt to cover those areas. In some cases, Grade 10 educators-have

assisted in teaching Gradé 9 learners so as to ensure that they are adequately prepared for
Grade 10. f

One ex-Model C school that was visited seemed to indicate that their approach to OBE in
the GET phase does not exclude content. They view OBE as dealing with delivery and

[

i
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assessment. As such, the Grade 8 and 9 educators are encouragcd to asgnst learners with
the content so as to prepare them for Grade 10 demands,

6214 Assessment
Respondents from. provinces and sehedlsindicated that Assessment might have been a
',comtnbutmg factor to the poor performahce of Grade 10 learners in several ways:
.. Reversal of the weighting of the CASS marks from 75% CASS mark: 25%
exam to 25% CASS: 75% exam
.. Lack of standarmzcd assegsment at Grade 10
a CTAs in the 4" term of the Grade 9 year

. 6215, CASS Procedures and Reversal of the CASS marks
" Throughout the Grade 10 year, educators are required to compile portfolios of evidence
for learners as part of continuous assessment system (CASS) Educators indicated that the
CASS process is time consuming. This time constraint is compounded by the work
required to help Grade 10 learners catch up with work (due to the inadequate preparation
from Grade 9). As a result, most subject advisors and educators highlighted that they
merely do the minimum requirements for CASS so as to satisfy what the subject advisors
require. The other factor related to CASS is the reversal of the contribution of CASS
towards the final year mark. Unlike in Grade 9 (GET) where the CASS mark contributes
75% towards the year mark CASS contributes only 25% towards the final year mark in
Grade 10. This reversal mlght have contributed towards the high failure rate in Grade 10s
‘m2003 Lot S e

) 3

y
6.2.17. Common 'Tasks Jor Assessment (CTA)
Sdme schools attributed the poor readiness and poor performance of Grade 10 learners to
. the Common Tasks for Assessment (CTAs) at Grade 9. The implementation of the CTAs
requires certain skills, which both subject advisors and educators are not equipped with.
Some educators indicated that their subject advisors confessed to having no clue about
how CTAs are to be implemented. Secondly, there is a variation across subjects in the
quality of CTAs. CTAs in some subjects are of very poor quality while~bthers are of
acceptable quality. Section A of CTAs was found to be lacking in content and as such,
leamers gain very few skills from the CTAs. CTAs were not found to equip learners with
skills of in-depth study for handling assessment situations. Some ex-Model C schools
found CTAs to be a. waste of valuable time for learners as they”dre idle - lacking
challenging tasks. Such schools ended up having to prepare extra work for the Grade 9
learners so as to utilize study periods. To some schools, the CTA results in under-

-
}

utilization of the fourth term, whu:h could otherwise be used to further prepare learners

for the demands of Grade 10.

6.2.1.7. Lack of standardlzed assessment at Grade 100~ ‘ /"'
Final year assessment at Grdde 10 is schoo! based. In most instances, schools set the1r
own question papers, These tests arc nof moderated by districts or by the province, TH&re
have been attempts to set common papers in a few subjects such as math and sciencé.

This process is costly as jt involves photocopies and distribution of papers to schools.

The use of common paper is being explored in other subjects. In order to save costs, the
master ¢copy will be distributed to each school, which will then be expected to make

duplicates for all the learners. s
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6.2.2, Content or knowledge gaps

* Knowledge gaps refer to knowledge that was requn'ed by the Interim Curriculum in the
_"Senior Phase;and is'no fonger a fe of C2005 in that phase but is necessary for

, " learners to progress within the Intéﬁm Cumculum in Grade 10, 11 and 12. The following
section outlines gaps 1dcnt1ﬁ$d in three subjects, Accounting, English and Mathematics.

Evidence, however,. suggests thg GET educators were not adequately trained 'to
implement C2005 and most are lacking in content knowledge. The training of educators
in C2005 often laid heavy emphasis on the generics at the expense of content; thus failing
to- equip educators to be competent in teaching the mathematical skills and knowledge
. required for progression in Grade 10, The time consuming nature of implementing C2005

" "also meant that certain aspects of mathematics necessary for the Interim Curriculum in
Grade 10 to Grade 12 might have received little attention.

6.2.2.1. EMS and Accountancy

EMS is an integrated management science and includes accounting, Business economics

and economics. Teachers who were teaching EMS were either competent in one area and
not the others, or peoplc who were to be made redundant in the system and therefore
undertook to teach any subject. So they concentrated on areas of EMS they were familiar
with. The policy docurients include aécountancy but teachers had to work out where and
‘héw to include the accounting dimension. Tn order for teachers to do that they had to be
¢ompetent in the subject matter. Arid those teachers who were poor in OBE, or poor in
'subject knowledge, had gone for only 1.5 days of trammg and therefore were unable to
mpe: with the subject matter.

In 2000, in response to C2005 (and unspecified content) and a teaching force not able to
make the decisions about what content to include, the KZN department heiped to unpack
the C2005 statements and provide content which would help teach those sections. The
curriculum division prepared the statements and content. — However+lt is not clear
whether such documents went to the schools and teachers or not. In 2003 when there
were concemns about the knowledge gaps between grade 9 and grade 10, the curriculum
specialists and the subject advisors of GET and FET got together, and analyzed both

- curricula and prepared a document which indicated how ac:countmg dan be dealt with in
the Senior Phase. | ;

The document outlines the.gapg;b*éhvccn GET and grade 10 and indicates how the gaps:
could be filled. In addition it statés that “the content given under grade 9 in the suggested

programme highlights the areas that must be attended to by the FET educators at the g

grade 10, as these aspects may not have been covered under the GET band. z*

The document suggests how the aspects of ar.:c:ountmg can be infused into the EMS L

curriculum and suggests areas to be included in each grade, which would help fo deal
with the content gap for grade 10. '

1
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- " Grade 8 oy C

Grade 7:
a) Documentation: use of documents and source documents
b) Statement of net worth

TN A et

a) Accounting concé]:)tszi éapitalf assets, liabilities, owner’s equity etc.

b) Documentation: dheques, receipts, deposit slips.

c) Journals: CRJ, CPJ and PCJ

d) Ledger: Introduction. Bank account, petty cash account !
>'¢)  Income statement: introtuction

Grade 9
a) Documentation: invoice
b) Journals: cash receipts, journal, debtors journal and creditors journal
¢) The ledger: bank account, assets, liabilities, income and expense.
d) Trial balance |
¢) Income statement and balance sheet
f) Analysis and interpretation of financial and economic information.

6222 Mathematics and Mathematical Literacy, Mathematics and  Mathematical
| Sciences | ' ,‘

Knowledge gaps refer to knpwledge that was required by the Interim Curriculum in the
Senior Phase and is no longer g feature of C2005 in that phase but is necessary for

" learners to progress within the Intgrim Curriculum in Grade 10, 11 and 12. The Specific
Otitcomes for Matherfiatical Literacy and Mathematical Sciences were designed in such a

“ way that they are rich in their requirement for mathematical knowledge and mathematical
process skills. If the learning area MLMMS was implemented accordingly, then the !
content gaps would be minimal. !

Evidence, however, suggests that GET educators were not adequately trained to
implement C2005 and most are lacking in content knowledge, The training of educators i
in C2005 often laid heavy emphasis on the generics at the expense of content, thus failing ; - }
to equip educators to be competent in teaching the mathematical skills and knowledge - '
required for progression in Grade 10. The'time consuming nature of implementing C2005 ;

also meant that certain aspects of mathematics necessary for the-Interim Curriculum in i

Grade 10 to Grade 12 might have received little attention,

Interviews with subject advispfs, educators, and review of documents suggest that the \
following are the areas that were identified to be potential gaps that are required in Grade
10 mathematics. As such, educators in Grade 9 ought to ensure that learners are .
competent in these components. Upon identifying the knowledge gaps, Grade 107
educators ought to assist’ learners with closing these gaps if they ‘were not dealt with in
Grade %: T , A

a) The number system :
» Integers ; .

* * Rational/irrational numbers K
_b) Algebraic expressions
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*  Word problems T
= Factorization
¢) Exponents
: . d) Substitution in Functions
. €) Lineargraphs ¢y |
: = Table method ' |
* Gradient intercept method
f) Ratio and Proportion _
* g) Calculator skills .
" h) Basic concepts in Geometry
* . Points
* Lines
* Angles
* Paralle] lines '
* Triangles (Types and properties of triangles, congruency,
* Quadrilaterals (Types and properties of quadrilaterals)
i) Mensuration .
*  Perimeter
=  Area
= Surface area
. Volum?

i ‘ "l !

T ,6.2.2.3. English and Ranguage, Literacy and Communication

- Language proficiency is the ksy to learning and development. In the more recent

' . textbooks designed ‘speciﬁcally for OBE in grade 9 provisions are made to teach the

: » structural elements of language within a specific theme or context. For example, if the
context is advertising, the focus on grammar or the structural elements of langnage is
within the context of advertising, This means that learners see how these elements of
language work in a passage or a given context. In grade 10 however, educators used old,
outdated textbooks (e.g. “Living English Structure”), such that leamers were subjected to
working on numerous grammar exercises at sentence level only. These sentences are ,
decontextualised and bear no relationship to each other. If the learners’ language.
proficiency is to be developed to the desired level in order to write letters, explanations: .\ i
and essays, they need to be exposed to the use of a variety of language structures that
interact within a sustained piece of writing. Leaming grammatical rules and identifying |
them in isolated sentences is useless if they cannot apply these rules in a meaningfu] .
discourse, | o . ‘
Another aspect that, is ncglect{éd is the skills of note taking and précis writing, While the,
grade 9 texts show a few examples of summaries, neither the texts nor the educators teach?* v
these important skills that are so crucial to the effective management and developmeft of
one’s own learning, Furthermore, learners are not encouraged to edit, revise or proofread ;
their own work. This process, if denc in a sustained manner, would enable learners to |
reflect on and take charge of their own learning.

e
1

T
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,The aps meant teaching a, longer grade 10 curriculum in the same amount of time -
difficult to push the 1ncreased content in shorter time.

KEY ISSUES FROM ANALYSIS OF GAPS IN THE CURRICULUM

A learner who went to grade 10 in 2003, would have received OBE for three years of
her/his schooling career.

N
In the GET phase, which ft}ﬂlowed 2005, learning was structured around leaming
areas which 1ntcgra*ed a number of subject areas. For example EMS has elements of
Economics, Busingss Economics and Accounting. Grade 10 followed the subject
demarcation - e.g. Accouging '

2005 has been critiqued for the lack of content and this has been dealt with in the
Revised National Curriculum Statements.

Analysis of policy documents indicates that there are ways in which the different
content aspects could be integrated into the Leaming areas — but recognizes that it
requires a teacher with good knowledge in all the different areas to be able to do that.

Gaps were identified between the GET and grade 10 curriculum and documents
prepared. However these documents did not get to schools and teachers.

Issue of implementation impeded training of teachers about the gaps.

l

Strong demaréation of the GET and FET cufriculum and structures of delivery and
support and this is evident from national to provincial to regional to schools.
i

There were inadequate appropriate learning materials for learners in the ¢lassrooms,

. ‘,r}f Y
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7. CASCADE MODEL OF TRAINING:
FOLLOWING THE RESPONSIBILITY CHAIN FOR TRAINING

T T i[fr'fi,:.z

¥

-

The issues of the transition phase are }ocated within the curriculum landscape in South
Africa and the curriculum changes that have occurred since 1997, There was the OBE
cymiculum embodied in the C2005 policy, concerns with C2005 and the Review process,
the-altered timetable of implcmenta"dou of an OBE curriculum at the different grades, the
Revised National Curriculum Statements for the GET and the changed date for the
implementation of an OBE curriculum at the FET level, Therefore there were learners

. that went through an OBE curriculum up to 2003 in the GET phase, did not continue with

" “OBE in 2004 and 2005. Response of the NDoE was to have the ‘transition process’ and
prepare for the leamers and this change. This was a ‘sudden addition’ and a change and
took people by surprise.

The responsibility for orientation training for the transition phase was at the office of the
FET directorate, After the various political and academic debates about the merits and
demerits of the transition phase, a decision was taken to use a cascade model to train for
the transition phase. The model was to take into consideration the contextual factors at
pldy in the provinces. Wh;ile it was acknowledged that working with provincial heads of
departments is an ideal course, it was however thought that the limited time given
necessitates werking directly with the curriculum specialists / subject advisors.

In preparing for the transition the DgE developed an educator guide (Green Book) with
the assistance of the unfons, subject advisors and other curriculum experts. The idea was
for educators to use this book as a foundation from ,which to develop their own leammer
materials based on the learner needs. The curriculum specialists / subject advisors were to
train educators in doing this. '

This guide developed nationally, outlined an educator development strategy that would
be used to assist FET educators during the transition period. It started by atknowledging
the shortcomings of the implementation of OBE in the GET phase. In order to overcome ¢ "
these problems, it proposed a strategy supported by four pillars: C
» Three tier model of training Lo
Mentorship ' , .o e (.
Continuous professional development *
On-going monitoring and support .

. P . A
The three-tier model entailed:

. # 9

a) National Orientation and Training to develop a national pool‘of mentors comprising ,:
provincial officials, unions, subject associations, publishers, SAQA, Umalusi, sub; |
contracted trainers (frofm Non-Governmental Organisations, Institutions and Privﬁte o y
sector) and the Department of Education L ""
n i T i
b) Follow-up Training in provinces and clusters of provinces to increase the provincial ‘
pool of mentors; especially at district level. !

L
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¢) A provincial pool of mentors to train school- based educators (1nclud1ng Principals
and Heads of Departments or members of School Management Tearis) in districts
and, where possible, schools. .

- This three-tier. model ; wag for ensyre uniformity, conmstency and quality in

“‘ 1mplementatmn of the OBE i into the EE phase.

In order to examine the extént to which this was successful, the Task Team tracked the

Responsibility Chain from national department to the school level in the three provincial

case studies, This was done through interviews at national, provincial, district and school
levels, review of documents, and checklist of availability and use of documents at
provincial, district and school levels.

"+ 7.1, National Orientation and Training to develop a national pool of mentors

National orientation and training to develop mentors in provinces happened as planned.
Provinces were requested to send in subject advisors and other people who were to be
mentors and cascade training to educators. Provinces did send people, these were
educators, subject advisors / curriculum specialists, FET Officials, and teacher
development specialists, Whilst the DoE is confident -that orientation and training went
well and participants were happy about it, a different perception emerged from provinces.

The case studies revea]ed that the DoE training was more of a meeting than a training
workshop. IyKZN for examPle.the information glven was that there was confusion about
the objectiveof the ‘meeting’ in Pretoria. This view is supported by both Free State and
Limpopo where officials interviewed called a supposed training a “transition meeting’.

- The confusion was whether this meeting was to identify content gaps for grade 10
tearners and how to fill those gaps or about transforming the NATED FET curriculum
and infusing OBE skills or was it to do both? The DoE’s objective of the workshop was
to do both.

There is however no information given by both DoE and provinces in terms of what was
the process plan of capacitating the subject advisors in cascading the’ model and in
assisting educators deliver the curriculum.

What began to unfold in prownccs give evidence of the ‘confusion’ perceived in DoE-led
training workshop and the omission of a, clear process plan of cascgdmg and subsequent
support to educators on delivering the curriculum,

7.2.  Follow-up Training in pfovinces to increase the provincial pool of mentors .

DeE initiated follow-up training in | provinces. The first training was to be facilitated by .

DoE in different provinces, Provinces brought in people to be trained at identifijed
venues, except for Free Siate where logistical problems resulted in the workshop flot

being conducted. The training in prgvinces went fau'ly well in go far as introducirig the_"’

idea of the “transition phése’. Participants were given an educators’ guide that gave an
idea of methodology, curriculum and assessment. None of these concepts were dealt with
in detail except to edit the document, There was also no plan in place or discussed in
terms of resources to coordinate the cascading, There was no monitoring done by the

;
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DoE in terms their cascade model. The reason given is that there was, msufﬁmcnt time to
do that.

-The DoE was to deliver the educator guides to all provinces for all school. It was

" discovered, througly the fntervigws,Thag the DoE sent a computer disk to provinces and
. ~never even checked whether provinces received it or not. Some provinces made copies

-for most schools and somclf did not even receive the disk. Again the follow —up was not
done by the initiators of the responsibility chain. ;

The concern of participants at th:!:sc workshops is that there were more generic issues
than specific issues of OBE covered. Participants would have liked to see OBE in action
in the FET curriculum.

.3, A provincial pool of mentors to train school-based educators (including

Principals and Heads of Departments or members of School Management
Teams) in districts and, where possible, schools.
At this level of the three —tier model mentors (including subject advisors) were battling to
cascade the model. The training workshops that were supposed to be conducted by these
‘trained mentors’ were marred by a series of problems. Interviews done in Limpopo and
KZN show similarities in terms of problems and.challenges encountered. These
challenges / problems arg categorized thus:

7;.3.1. Educdtor training and support

"The focus of the wotﬁhop shouldhave been minimal on generics and concentrate more

is required a great deal of materials development from the side of
“the province, since the materials developed and distributed by the DoE were lacking on
specifics.

Poor timing in the training of educators is apparent from the scheduling of training for
late in the year (October to December). This resulted in principals’ reluctance to release
educators for training. This is especially difficult for the FET phase becahise teachers are
involved in examinations or marking of the matric exams.

Educators were also confronted by the lack of resources in schoola for enabling them to 5

attend training. Some schools did not have money to send &ducators to training.
Difficulties wete also posed by the rurafess of the province. Lack of transport and lack
of accommodation or catering facilities for staying over, meant that worksho;:s could

only be run for four hours em}y’ fmm 10h00 to 14h00 — to allow people to get back
home.

The subject advisors did not see thc training sessions as enabling educators to adapt/pfhe
new OBE approach because the fraining time was insufficient. In addition, not all
educators were trained because ofrlack of provincial human resources and fiﬁénmal
capacity to suppeort the C)BE process, and ultimately support subject advisors in assisting
educators, .
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7.3.2. School Management Teams (SMT's) and Teachers .
-+ 8chool Management Teams and Senior Management Teams were not fully oriented and
- made aware of the challenges of managing the transition. There was no capacity building
[ program arranged for them. Thig Fesu lted in a non-committal attitude presented by some
" ,principals. Most principals were alsq not aware of the demands of the transition period

" and hence concentrated morq‘: on examinations than assisting the change process.

Teachers who attended the trainin picked up some useful ideas for use in the schools.

However they did not go back to ﬁle schools and cascade the training to other teachers.

Also, there was no evidence that the Educator Guides reached the teacher, and for those
~»  who received the guides, it is not clear that they used the guides,

i

' 7+ 7.3.3, Continnons professional development and on-going monitoring and support

This aspect of the transition process was done very minimally. The subject advisors
interviewed in this project expressed the view that there were no follow-ups at all levels
of the system. They claim that because of being understaffed they could not make follow-
ups. Not all teachers had attended for training. Some had one or two contact sessions with
the subject advisors. Very few received visits from subject advisors and in one-province
subject advisors 1ndlcated that they expected principals to support the teachers. But
principals were not tramed nor oriented on the transition process.

i Ma.ny educators mdwatﬁd thatsthey had not seen the educators guide, and in a school
where the guide was present there,was no evidence that it had been used.
' ;

A § !
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KEY ISSUES FROM CASCADE MODEL

It seems that the ﬁ-almngm;l'odel dnd other resources prepared were well thought of,
and at the different le}vels of the system, we found that there was commitment and
hard work by many people. However, all the different parts did not cohere and

what actually happened in Hassrooms did not materialize as plannea'._ -

The cascading of the thinking process around the issue of curriculum delivery and
bridging issues was not fully communicated to the subject advisors/curriculum

specialists.

Subject advisors were not fully trained nor capacitated in assisting educators with

the content knowledge gaps.

b

i
There li:a little evide;ncq of the transition phase implemented in the classroom.

.a . . '; -“ 1 ] [l

The transition and hence the’ cascade model cdmpletely left out the management
and beaurocratic system of the provinces. No capacity building programs were
arranged for the managers responsible and for senior management teams. Hence a
disjuncture in the whole cascade management

i

e

The complete lack of monitoring of the entire implementation process from both

national and provinces, resulted in the cascade failing the educator and the learner.

t'.

o
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8. KEY FINDINGS FROM THE STUDY

+ The purpose of the study was to determine why the grade 10 achievement had dropped in
+2003. It should be nated, that the 2003 cohort of grade 10 learners was different from
" other cohorts Because for three yea,t‘s (in grades 7,8 and 9) they had experienced an
" Outcomes Based Curriculum, through' C2005. The original curriculum implementation
plan was to introduce an OF E curriculum for grade 10s in 2004. However because of
changes in the curriculum 1mplementat1on timetable (referred to earlier in this dacument),
this did not happen. The- 2003 8dhort of learners therefore had to move back to the
NATED curriculum in grade 10. This shift caused many uncertainties, confusion and
stress in the system.

Early in 2004, newspapers reported that there had been a higher than usual failure rate at
the end of the grade 10 in 2003. The Council of Education Ministers (CEM) then
commissioned this study to determine why this happened and set up the Task Teem.

The Terms of Reference indicated that this explanation should be pfovided through an
analysis of the enrolment and pass rates for the last three years and through curriculum

issues, The Task Team was given 30 days to complete the work. After the analysis of

provincial reports the Task Team decided to extend the investigation to the impact of the
cascade model of training and present the findings and recommendations in a way that
would inform future curriculum refonn processes (e.g. implementation of the FET
thlonal Cumculum Statements), .

Petailed key findings of why the gmde 10 results dropped in 2003 are presented in the
. disoussion bglow: ;

W

Philosophy of the transition phase

8.1 The “transition’ phase was an unplanned and hastily prepared event. This caused

many glitches in the system,
. A

8.2 There were two objectives for the “transition phase’ - infuse the principles of OBE
into the FET band and assist teachers to fill knowledge gaps as a result of movmg
from an OBE system to a NATED system. This was over-ambitious and, in
hindsight, it would have been less confusing to keep to ohe aim, viz. fill the
knowledge gaps. : 4

8.3. There was a tension bq gen the national and provincial responsibilities, National,
department of education gave tight deadlines for the transition and provinces felt
there was not enough support. Provinces felt that the implementation of OBE in
Grade 10 was a responsibility in addition to their other functions. i

: :

8.4 Currently there is no strong theory in the educational system of how to manag':e
curriculum reform,:We have had a few curriculum reform processes in the last *
few years and yet-we do not seem to have a strong body of knowledge of how the
process works and how to plan for the proceas.

7
\ :
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Structures and responsibilities .

8.5. The areas of responsibility of the national and provincial departments of
education and within the provinces do not facilitate easy coordination,
communication and monitoring, This is evident by, for example, GET
directoratés 4rid ,FEI diréctorates not communicating with each other to
coordinate the transition| process, which involves both directorates, This
pattermn exists fr},m National DoE to Provincial DoE to the classroom level
where in most provinces the grade 9 educators does not communicate with, the
grade 10 educators abput teaching and learning issues. Evidence indicates
that there was no handover of the grade 10 learner by the grade 9 educators in
almost all provinces.

8.6. Different provinces implemented the transition differently and with different
levels of capacity and commitment to the process.

1 i

Enrollments, pass rates and throughputs
8.7 Analysis of enrollment rates shows an increase of around 130 000 learners from
2001 to 2003. This is a big expansion of the system (by 17%) which is without
the concomitant increase in resources and support systems. Obviously this
discrepancy has an effect on the overall quality.

¢ 8.8, While we do riot have standardized results, we can say that the pass rate from

' 2001 to 2003 dropped fsom 69 to 57%. That is in the year 2001; 230 552 out of

748 603 leatners did not ‘bass grade 10, and in the year 2003, 373 862 learners

v of 873 216 did not pass grade 10. This is a big decrease in the number of
learners who passed grade ten. o

8.9. While it has been difficult to access disaggregated data from the provinces, the
analysis of this data, by ex-department, reinforces the point that educational
quality in the different ex racial department schools is different. The level to
which the different groups of schools were affected by the tfansition is also
different in different provinces. '

8.10,Analysis of the throughput rates of the OBE and non-OBE cohorts for the last "'.-,3' I
three years shows different patterns. Pass rates for the grade 9 OBE cohort
(2002) are much higher thah the previous non-OBE cohorts (2000, 2001). |
This is to be expected given the different assessment practices for the OBE -
and non-OBE. cohgffs. It also means that with a greater number of learners *
coming to grade 10 and following the previous assessment criteria there
would be higher failure,rates in grade 10. s

. 4
- ' a
: 'u‘ . ': . d
Curriculum and Assessment
8.11, The main reason postilated for the drop in grade 10 results dropped in 2003 :
has been the role of OBE. Our analysis indicates that the 2003 grade 10 '
leamners experienced 3 years of OBE in their schooling career. This seems to

i
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suggest that the reasons for the drop may be located in the broader issues of
educational quality and that requires a deeper investigation

. 8.12. There are gaps between the GET-OBE curricutum and the FET- NATED
. currioulim hrid  that (i§"to! be expected given the difference of the two
approaches. Thefe was #' great deal of pressure on the grade 10 teachers to fill
those gaps, to teach extra ‘content’ in the same time-frame, and also to infuse

OBE principles.! !

s{ ‘

8.13. C2005 with the emphasis on process, skills, values and group work was
inadequate in preparing learners for a more knowledge-based grade 10. These
differences were felt more in schools were C2005 and OBE was implemented
poorly,

8.14, Analysis of the content and knowledge for EMS, Mathematics and Languages
in grade 9 and 10 shows that there wasg a gap which required a highly skilled
teacher to fill id. South Africa’s teaching corp was unable to fill those gaps |
that were created by the introduction of the C2005.

8.15. Up to grade 9 the proportion for CASS to Final Examination was 75% to
25%. At the grade 10 level this changed and different provinces followed
different propprtions (25:75; 50:50; 75:25),

2. 8.16. There is uncertairity ‘abiout how the grade 12 examination will look in 2005 —
R whether it will be like‘-tl}e traditional matriculation examination or will it be
based on the OBE principles. d ‘ ‘

¥
« ! i

Cascade model of training
8.17. The Department of Education used a cascade model to implement the

that this model did not work well, This raises issues of how the message was
passed along the chain of responsibility and the viability of the cascade model
in implementing curriculum change,

8.18. The chain along which the message was passed was from sational to
provincial to regions to districts and finally to educators. The training of
educators was not always of hi quality and did not offer strategies ofhowto
deal with the classroom activities. LN

. ';“!‘

8.19. There is no evidence of DoE consulting with prqvinces in terms of th
logistical requirements of, and the capacity required to coordinate and monitof

the transition process. This resuited in poor coordination in provinces, lack of K ¥
Proper communication to al¥levels within the system and no monitoring of the T
process from the National DoE to the classroom. There was also very little ;

communication’ to capacitate the senjor management teams ready for the ‘
cascade process. The training of educators consisted of a high amount' of
generic than specific training and therefore did not give guidance for how
educators could cope in the classroom. i

4
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8.20 There seems to be a single package of training designed for different
sitnations. For example, in KwaZulu Natal, the rural dynamics require
different approach to training which should be different from that used in
urban-areds, Educs,tors ﬂlsfsfqrs ended up with 8 hours of training instead of
16 hours,

8.21, There was a gredt deal of work done by different parts of the educational
- system to plan for somﬁﬂnng new, but there does not seem to be the same
energy involved in seeing implementation through. Ultimately, even the best
policies succeed or fail because of the level of quality attention given to the
implementation strategies.

9, RECOMMENDATIONS

In view of the discussion and analysis presented in the preceding pages, it seems
appropriate to make the following recommendations:

9.1, The education system has been through many changes in the last few ysars It is thus
important that when ﬂcmsmns are made they are followed through.

9.2. Constant thanges should bewvoiled as this leads to uncertainty and confusion.
9.3, The system should Pe allowed t& ‘settle’ in the next, few years,

{
9'4, The GET phase has been through the OBE curriculum reform process and it is
important to tap into that resource. This must be encouraged from the structures
within the province to teachers in the different phases in schools.

9.5. Provinces must set up good data-base systems which keep enrollments, pass rates
and disaggregated data. This is very important in rnorutonng the health’of the system
over time.

9.6. There must be an’ alignment between the grade 9 and grade 10 asssssmsnt systsms 80

as to not disadvantage the- lea.rners
¢

9.7. Educators in the FET phase shpuld concentrate more on filling the kmowledge gaps
which will help thsm in infugihg ths principles of OBE in the curriculum,

9.8. The training packages be differentiated to meet the dlffsrsnt contextual realities. A
one size fits all model does not work. \ ,{:

9.9, Training packagés or programs for the future FET curriculum, should consists mdre
of what would be rslsvant to teachers in the classroom than broad, generic pnnmples

9.10. There needs to be a slsar directive given about the format of grade 12 sxammatmns
in 2003. '
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10, CONCLUSION

In South Affica, sihée 1994 we' Have! been involved in many curricnlum change
. processes; C2005, RNCS, Transitioh) phase training. We will now be going into the
training for the FET National Curriculum Process. The cascade model of training is
problematic. The issues of managing curriculum change in a big system are very complex
and complicated and require mugh planning -and resources. There must be greater
thought, planning and resources given to the implementation phase, We would stress that
the issnes of implementation are key for the success in effecting curriculum change.

There have been many good policies, teaching and learning materials and models of
" " implementation developed in the system but there is no certainty that these reach schools.
The different structures in the system are not coordinated and thus inhibit monitoring
which is crucial for the curriculum change process. There must be monitoring at al] levels
of the system and in schodls to see what happens at the classroom level.
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