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ABSTRACT

Technology is a key subject with in C2005-RNCS and is targeted as a learning area
which will contribute towards preparing learners for their roles in society and in the
world of work. School principals are tasked with the responsibility of ensuring that
Technology as a learning area is successfully implemented at schools in line with

national and provincial guidelines.

This research examined management of the curriculum with specific reference to
Technology as a learning area. The management role of principals is central to
implementation of this learning area, including provision of resources for teaching and

learning and assignment of technology education to qualified educators.

A literature review was undertaken to establish the relevant technical knowledge and
professional skills that the principal would be required to possess in order to bring about

meaningful changes and to implement Technology education.

The study revealed that there are challengers regarding management of Technology
curriculum and resources to implement the learning. The study also revealed that in spite
of barriers to successful implementation school principals have devised measures to

implement and manage the curriculum, including communicating with the interest

groups.

The researcher has made recommendations regarding management and implementation

for Technology education.
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CHAPTER |
ORIENTATION
1.1 INTRODUCTION

The Constitution of the Republic of South Africa (Act 108 of 1996) provides the basis
for curriculum transformation and development in South Africa. The curriculum has an
important role to play in developing the full potential of each learner as a citizen of a

democratic South Africa (DoE, 2002:01).

Prior to the first democratic elections in 1994 there were very limited changes made to
the education system of this country. The curriculum under the apartheid government
was not responsive 1o the needs of society, and there was very little pre-service and in-
service training for principals and educators. According to Dekker & Van Schalkwyk
(1989: 476) the curriculum was by far too academic, failing to prepare students fora
vocation. About 95 % of matriculants followed a broad academic course. Only 9% of
white matriculants and 1 % of African matriculants followed a technical course. The
result was that most matriculants did not find employment in the formal sector, partly

due to their irrelevant school training (Dekker & Van Schalkwyk 1989: 476).

In the mid-1980’s things began to change in the field of education and training with
huge pressure being brought about by the mass democratic movements made up, in the

main, of non - governmental organisations.

According to the National Education Policy Investigation report (NEPI, 1993:104) the
National Education Coordinating Committee, a nominal alliance of progressive
education and labour stakeholders in 1990, initiated the national education policy
investigation into the status of the education system in South Africa. One of its findings
was that The Department of National Education was responsible for determining policy
of the curriculum. The racially divided education deparﬁnents were responsible for
applying and carrying out curriculum policy. In effect the white “own affairs” House of
Assembly and its provincial departments decided the national policy. The result of this

arrangement was that the other education departments had very little participation in



planning and desigh_ing of the cu_rriculum. They were expected to use the information in
their schoois without questioning its relevance. What was more astonishing was that
' there were 1400 registered syilabuses from Sub A to Std.10G (NEPI, 1993: 104) None of
| the syllabuses covered management and implementation of Technology asa learning
area, whilst some of the syllabuses contamed a few subjects such as handwork and

_ basic techruques

Principals Worked in an environment that was closely regulated and were used to
receiyiug and giying'instmctious a]though the Department of Education made
managementr_decisions. A p_rinci;ial was seen to be successful if he/she was a good

: adm_ijiistrato_r__.' The prinoipal did not manage the euniculum, but merely implemented it
as it was. District and Circuit level structures were no more than administrative units

- ~and could not fespond to ebmmunity needs (DoE, 2000(a):1).

Resistance to Apartheid had, by the end of 1990, shown that certain education practices
' did not work (DokE, 2001(3):1). The culture ot‘ opposition had undermined the | |
legitimate role of school rﬁanagement and leadership. The rieing mmemployment in the
| eountly caused people 1o demand an education system that would prbvide them with
skllls for employment They sought a curriculum des:gned to cater for an academic
- career but also where Technology would be part of that programme which would |
.enable learners to attam the necessary skills and experlen(:es to make informed choices
about future careers and employment Tt shouId also include females whose chowes of

subjects were prewously lirmted in schools

._ AceOrding to Naiokei' & -Waddy' (2003'03) many changes were Iria&e after the first
democranc electlons mI994 especxally in the education and training sector. By
integratmg educatton and training in one system, within a credit ~based quahficatlons
fra:_newoﬂg_lmown as the National Quahf cations Framework, it is envisaged that all

7 7. citizens would be able 'to (ieyelop their oapacities whether tiiey are in full-time or part-
| _trme study, employed or unemployed, in general education or oceupationai preparation
Thus, for the ﬁrst time Technology was included as part of the oompulsory school

| .-cm'neulum and its 1mplementation would have to be carefully managed Asanew

: leamlng area it would have to be mcorporated into the curriculum and establish



itself, as an area to be managed and sufficiently resourccd All role piayers in education

would have to contrlbute towards its eﬁecnvencss

Technology is one of the learning areas that could contribute immensely towards
meeting s_oine of the challenges by promoting a thirst for knowledge, a love of learning
anda defermination to succeed. Technology as a leaming arca will contribute to
learners attaining good work habits and work skills which are essential in the work
place today irrespective of the type of employment ane is in, be it self employment or

- fixed employment. Viljoen (1997:6) argues that if Technology as a learning area is
managed and implemented correctly it would assist our people, particulérly our ybung
learners in need of relevant and useful education and training by preparmg themn for

 their roles in society and in the world of work.
© 1.2. STATEMENT OF THE PROBLEM.

According to Viljoen (1997:6) modern economies throughout the world rely '
increasingly on developing, adapting, and using Technology to create jobs, wealth and
an acceptable quality of life for people. Our economy needs te expand and generate —
wealth in order to cope with the needs of a growing populétion as well as to become
internationally competitive. On the average wealth generating c_:ouﬁtries suchas
'Germar-ly' and Japan create 7 technicians té every .1 university graduate (this is optimal).
- South Africa creates 0,8 technicians t_b every 1 university graduate, South Africans, and .
in particular the youth, need relevant and useful education and training that will prepare
them for their roles in society and in the world of work (V iljoen, 1997:6): |

Accordmg to Mishali (1998: 05) the South African govemment has acknowledgcd the
unportance of Technology as a springboard to the future amongst the youth and through
| the _Department of Arts, Culture, Science and Technology released a White Paper on
Science and Technology. The White Paper on Science and Téchnology describes the
.visio.n for Science and Technology where the barriers of ignorance are broken down
and the population as a whole acknowledges Science and Technology as beneficent

'fo_rcgs propelling the nation towérds a better future (Mtshali, 1998:05).



' On thel 1 De_eembe_r 2001, at the Hilton Hotel, Durban, the then Provincial Minister of
Education, Kwa-Zulu Natal, the Hon. Prof. L.B.G. Ndabandaba, MPP_, stated in his

: _opening speech at the International Forum on Technology Education that South
Aftricans need to grasp subjects such as Technology, Science and Mathematics, subjects
that will contribute towards growﬂl of the economy (Ndebandaba, 2001:12:1 1).

Mphahlele (2005(a): 4), the manéger responsible for Science in the National

- - Department of Science and Technology, stated in his key message quoted in the second

© issue of the South African Youth Card Magazine, that the Department needs to respond
" to what the research and development strategy of the Department described as “frozen
demographics’. He explained the meaning of the concept ‘frozen demographics’ by

.. saying that our most productive human resources in the science system are old, white

- and male. In order to build a responsive technology system, it is important to ensure

both representativeness as well as renewal of productive human resources in our

technology system. This requires more of our youth enrolling for Science, Technology,

" Engineering and Mathematics (ST'EM) courses in tertiary education. 'I_hiS'means thata
great.eﬂ’ort must be made by every learner to incorporate STEM courses in his/her

' enrriculum Ioog before he/she reaches gra_de 12. '

' Mphahlele s (2003(&) 5) statement that more learers shouId do STEM courses makes
sense because our couniry is a major supplier of raw material to many countries around

the world, where the raw materials are refined into manufactured goods and are resold -

back to us at a much higher price. According to Viljoen (1997:7) these raw materials '

create jobs for the citizens anid wealth for the country. Jobs allow people to attain skills

. and conﬁibu_te to the economic development of the country. If we were the

manufacturers of finished goods, there would be more people employed and we would

have an internationally competitive manufacturing industry with hi gh levels of skills. -

President Thabo Mbeki, cited in Mtshali (1998:08), supports the statements of Viljoen,
 Mishali, Ndabandaba and Mphahlele by emphasising that the vision of an African
Renalssance belongs to Science and Technology, when it touches every child by its

wonders



| _ According to the Educations Labour Relations Council, Policy 'Handho_ok for Educators

(2003 H44) South Aﬁ’ic_a currently has a national curriculum in place, which has
replaced the traditional school subjects with eight learning areas, of which Technology
is the newest, within the General Education & Training Band. The inclusion of -
Technology asa learning area presents its own challenges to school manageroent teams,
_g{rhq not only have to manage this change in education, but also have to provide - .
| . curricula, ﬁhancial, human and physicai resources for the implementaﬁori of

Téchnology as a learning area.

The ﬂood of a whole lot of new information regarding Curriculum 2005 and its . .
substitute called Revised National Curriculum Statement (RNCS), which inter alia
" includes TeChnOIogy_ as a new learning area, was introduced within a short space of
time. This poses a great challenge for school managers and educators alike in the
. absence of adequate tfaining to manage this c'm-ric'ulum.effectively. Principals will not
~ only need to be conversant with the aims and content of Curriculum 2005-RNCS, but
they would also need.to find ways and means of ensuring thata learniﬁg area like
Technology is dove-tmled into the school cumculum, an area which schoois did not

: have to worry about in the past

According to C2005 — Towards a Theoretical Framework (DoE, 2000(b):06)
Curriculum 2005- Revised National Clirriculum Statement (RNCS is regarded as a key

. pI'O_]Cct by the South African govemment to transform apartheid cducatlon This has

' changed the role of school principals and has put them in the front line of the struggle
) 1o develop new ways of doing things in schools. The principals have not been
: adequatoly_ prepared for the _changés to their job description and this has resulted in
' many principals experiencing p_robleins, much of it around the implementation of new

policies and the curriculum, and thus by implication managing the curriculum. .

Whilst Sout_h__Aﬁ'ica needs marny more people who are trained in the field of
- Technology, the non-implementation of Technology as a 'leaming area will result in not
only the leamners” and the countrys” being deprived of important future skills but also

the employers havmg to Iook elscwhere for skilled workers. In essence the success of

B , Technology asa lcarmng area wﬂl depend on strategles that school management teams



. implement. Aﬂer all, a quahty curriculum is synonymous with quahty educatton and

_ trammg, only if the cumculum is manaoed correctly.

- This study has investigated the management of Technology as a curricular component |

in schools.
~ The study has endeavoured to find answers to questions such as the following:

e .Are schools sufﬁoiently resourced with regard to the implementaﬁon and
' management of Technology as a learning area? o
e Are school principals sufﬁciently familiar with current trends in education to
enable them to 'manage the curriculum? - |
e Are school 'prineipals familiar with the terminology used in the documents to
xmplement Technology? '
s Are there previous benehma_rkmg reoardmg Technology as a learning area
- where teachers can draw from‘? '
e :What is the standard of in-service trammg and the management thereof with
: regard to Technology as a learning area? = '
e : Do schools have educators who are certlﬁed to teach and Implement
o Technology as a léarning area? -
. _How effective is the curriculum, and speciﬁcall_y Teehnology managed as a

) leaming area in sehools?

ISPURPOSEOFTHESTUDY

The purpose of this research was to mvestlgate management of T eehnology asa school

curriculum component. In this exercise the objectives of the study were:

. To detenmne how pnnmpals manage nnplementatlon of Technology asa
_iearnmg area. _ ' '
. “To determine the extent of resourcing of Technology'as a learning area.
e To determme the extent of eonsultatlon regardmg the 1rnplementatlon and
" management of Technology asa learning area -
s To determme the chaIIengers faced by pnnelpals in the 1mplementatlon of

- Technology.



““s " To assess measures which have been devised by the school to dovetail

Technology as a learning area.

1.4 ELUCIDATION OF CONCEPTS
. 1.4,1Management

. According to Koontz and O’Donnel cited in Mampuru & Spoelstra (1994:.17)
‘management isan accomplishment of 2 desired objective by establishing an |

environment favourable to performance by people operating in organized groups.

o Barnhart (1988:1263) refers to management as t!i_e admiﬁistrative skill on managing

control, har_ad_l_i.ng and directing.

Loock (1999:1) refers to management as leading and guiding which is ﬁsua}ly
. described as the activity or task which influences people in such a way that they will
: willingly work and strive towards achieving the goals of the group.
Kreitner (1989:9) defines managemént as the process of working with and through
' others to achieve organizational objecti'\-res ina changing.envirc.mment. Central to this

" process is the effective and efficient use of limited FESOUrCES.

' Mary Pﬁ:ker Féliet cited in Stoner & Freeman (1 992 '06) defmes management as the art
. of gettmg thmgs done through people She argues the fact that managers achieve
. organizational goals by arranging for athers to perform whatever task may be
, necessary, not by perfoxmmg the tasks thems_cives_. o

_ 1.4.2 Leadershlp

Hersey and Blanchard cited in Loock (1999:1) described leadership as the acthty of
| _ | mﬂucncmg people to strive WIIfuIly for group objectlves

s Céﬁvood anc_l G_ibb_on cited 1n Loock (1999:1) suggest that t_he.. word “lead” strongly
denotes intcr_persoﬁal relationships between those who go ahead and those who follow.

B A leader then is one who not only leads but who is also followed. 7'



 Stoner & Freeman (1992: 472) defines leadership as a process of directing and
influencing the task related activities of group membership which includes three
important implications for the definition, ie. other people, unequal distribution of

power and the power to influence followers’ behaviour.

" 1.4.3 Curriculom

Stenhouse cited in Carl (2001:31) argues that the definition of the concept curriculum
do not solve curriculum problems, but rather offers perspective from which the
- problems may be looked at. To him the curriculum is the way in which educational

"aims are realised in practice.

Marsh éi_ted in Jacobs, Gawe & Vakalisa (eds) (2002:99) defines curriculum as an
interrelated set of pllans' and experiences, which a student completes under the guidance

* _ofthe school.

Kerr cited in Kelly (1989:14) defines curriculum as all the learning which is planned
and guided by the school, whether it is carried on in groups or individually, inside or

_ outside the school.
1.4.4 Téchnoiogy"
The Revised 'Nati_onal Curriculum Statement Grades R- 9 Schools Policy (RSA 2002:4)
: 'c_leﬁnes Technology as the use of knowledge, skills and resources to meet peoples needs
and wants by developing practical solutions to problems, taking social and |
environmental factors into consideration. Viljoen (1997:1) concurs with this description

L of_Teéhnblogy. e

- The above policy document further eniphé_sizes that in the Technology learning area,

- leamers are provided with opportunities to interact with businesses and various
industries that help them to understand and adapt to changing economic realities. They

‘Ieam.to__géneratc creative and innovative ideas and to cooperate.in_u-anslating their

ideas into actions.



1.5 RESEARCH METHODOLOGY

1.5.1 Research design _ _
The function of research design is to help us obtain clear answers to meaningful
problems. F or this study descriptive research was undertaken. A questionnaire was used

to illicit the necessary responses. Research with regard to this study was conducted as

- follows:. -

-® A descriptive literature study of available and relevant literature was
undertaken. ' _ _

* - Apilot study of primary schools oﬁtside of the random sample was undertaken.
1: The questionnaire was administered to three schools with the aim of ensuring
 that the information that is required is provided accurately. From the comments

. received the quesﬁonnéire was be amended and the necessary changes made.
- The questionnaire was then re administered to the sého’oié with the view of
ensuring its correctness. After this process the necessai'y changes were made.
 The instrument was then distributed to school principals selected through the
'- random sampling prbcess. ' _
e A questionnaire consisting of both closed questions and open questions was

' used to illicit information from the respondents.
1.5.2 Population and Sampling

" The circuit of Chatsworth was used to draw the population from. Chatsworth is made

o up of four wards. Chatsworth East (Ward 117) has forty one schools, Chatsworth West

' (Ward 118) has thirty two schools, Queensburgh (Ward 119) has thirty five schools and
' Mobem ( Ward 120) has thlrty three schools, making up a total of one hundred and

B __forty one schools. There are seventy nine primary schools in total in the four wards. In

‘some wards there are more primary schools than others, therefore to ensure that a fair
éa;inple is obtained from éach ward, it was decided that a high percentage of schools,
‘approximately seventy percent be 'sampled. This was done to accommodate schools that
might not respond to the research instrument (questionnaire) and still provide a sample

| that__reﬂect the status of Technology in those wards. Fifty six respondents (school

: 'pn'ncipals)' was selected, fourteen from each ward by means of the random éampling
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method. Names of all of the primary schools will be put into a hat and the first fourteen
 drawn from the hat (per Wai'd) was used to gather data from.

1. 5.3 ‘The Instrument
For the purposes of this research the self administered questlonnalre was chosen so that
the respondent _would be able to complete the questionnaire without undue stress being
“brought upon the respondent with the researcher being present. In this way the
respondent with be able to Supply the information that is unique to their institutions.
The researcher would also not be able to prompt the respondents with the type of
auswers that he/ she would need, thereby eliminating the process of researcher biasness.
- The self administered questionnaire also allows for the questionnaire to be completely
- filled as the :espondent is allowed sufficient time to complete the instrument in the

absence of the researcher.
154 .Administration of the Instniment

. W'rth' the aim of administering questionnaires it will be necessary to ﬁret request the
_permissio_n of the Director, Provincial Department of Education: Research, Strategy
DeveIOpment and EMIS. The researcher would first supj:ly the directer with a copy of
the research proposal, a copy of the quest]onnau'e a list of all the schools to be samp]ed
| and a letter from the university stating the status of the researcher. On receipt of the
- letter granting permission to con_duct research in the circuit, the letter with then be -
.forwarded to the Circuit Manager eoncemed~ChaisW0rth Circuit and }erincipals of
- _'sehoels, informing them of the research to be undertaken at their sites. An appointment
; wﬂl be made to visit the schools selected through random sampling, meet and hand -
_.over ﬂxe'questionn.aire to the respective principals In some instances where the school

prmcnpal was not available the questionnaire was handed to the person next in charge

- oo e, the deputy prmapal or the head of department.
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1.6 Limitations of the study

- On aceeunt of the 'tim_ing of the distribution of questionnaires i.e. the middle of the third
teﬁn of the school year many principals were engaged in attending to departmental
returns and subm:ttmg promotion documents and other school activities, a great deal of
extra time was taken to complete the quesnonnalres The followmg factors might have
- nnpaeted onthei mvestlgatlon o -
Many principals had to be coerced into completing the questlonnan‘e The -
researcher made many telephone calls to check on the progress, and some’ |
_ ~ schools had to be visited many times before the questionnaire could be picked
e Disadventages of the questionnaire as a research instrument may have limited

B the outcome of the research eg. the fact that pamc1pants are not honest in their

o responses
1.7 FURTHER COURSE OF STUDY
Chapter 2 (';d'veijs a literature study done on relevant aspects of curriculum management,
focusing on _the role ef the principal in managing and implementing Technology asa

learning area,-__ _

_Chapter 3 dea]s with the desngn of the research and a descrlptxon of the methodology, as

' WeIl as data collecnon

: Chapfer4 cont;ains'the presentation and anaiysis_of data gathered from the empiﬁcal

. smdy-‘ Z._ i

- Chapter 5 smnmanses the study, present certain ﬁndmgs and propose recommendatlons

* based on the fi ndmgs
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CHAPTER 2 -
' LITERATURE REVIEW
© 2.1 INTRODUCTION |
Issues around the curriculum have always been hoﬂy debated issues.
-_ Over the past 30 years a ot of pressure to change has been put on the educatlonal

system by politicians and business. According to Skinner, cited in Jansen & Christie

(1999:117), the arguments about education’s political agenda revolve crucially _armind :

. the nature of the curriculum. Questions that are usually asked are: Who decides on the

content of the curriculum? What are the political implications of the kind of
' knowledae presented? How will students be expected to acquire it and to what kind of
use can and will that knowledge be put‘?

.Acec-}rding to Stoner (1992:04) for most of our lives, we are members of one
. organisation or another; a school, a union, a religious group or civic organisation.
~ Some organisations like t}i_e army are very formally structured, others like a local

swimming club are more casually structured.

3 All of these organisations, formal or informal have several elements in common. The
most obvious of these basic elements is a goal or purpose. The goal may vary: to win
a league championship or to sell a product. But without 2 goal no organisation would

“have a reason. to exist. All orgahisaﬁdns also have some program or method for

-achieviﬁg their goals. Organisations also have leaders or managers responsible for

. “helping them achieve ‘their goals. These..leaders may be more obvious in some

organisations than in othere, but without eﬂ‘ee’tive_management,'the organisation is

) likely to flounder. -

| ‘According to Naicker & Waddy (2003: 03) school management teams must have a
good understanding of -and insight into, the curriculum policy documents, so as to

.implement the curriculum and realize the vision of quality education otherwise it

" would pose serious challengers for the implementation of the curriculum. The

.. principal is the instr&etional leader of the school who is responsible for taking the lead

n putﬁhg the school curriculum into practice and improving on-it. After all it is the
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- principal’s resporisibility to ensure that good teaching and learning actually happens.
- For this reason management of the curriculum is the most important management
" fumction of thg'pri_ncipal. All other functions such as financial management, hunﬁan
-resource:manaoemént; school administration and governance are there to support

curricufum management, as it serves the goal of quality teaching and learning. The

members of the school management team are instructional leaders who are expected

| to practlse and i unprove on it.

' Préedy- (1989:ix) supports the argument of Naicker & Waddf by stating that -
curriculum management is the central activity for schools and coliéges to create the
- framework for effective teaching and learning to take place. The overall responsibility
for managmg the cumculum lles w1th the prmclpa] who is in fact the head teacher

(Preedy, 1989: 185)

In ‘South Aﬁica the issues al_'ound content, skills,. kn'ow]edge, assessment and
' _préparéﬁon for bbfh the formal and informal echor_ny are addressed through the
(Ciz_n_‘ic_ulum_ 2005) Revised Nét_ional Cutriculum Statement (R_NCS) which includes
Technqlbgy as"_a leai'ning area. As national policy it is compulsory for all schools in

-~ the couﬁtry to include and implemént Technology as a leaming area and part of the :

" school curriculum. According to the Department of Education the learning outcomes

~for "ll"e'chnology. are determined by National Policy. The National Policy for
' Technology as a Learning Area contains grade speclﬁc Assessment Standards for'
_Technology (DoE, 2002:01). ' ' ‘

o McNeﬂ ( 99.65217) argues that the pxincipaljas_'directdr of Icamiﬁg is in the forefront
‘of designing curriculum plans consistent with the provincial and national goal. It is
.+ the responsibility of the principal to lead and guide the task of implementing and

| -"managing Technology as a leaning area within the school curriculum. -

L The priﬁéipal will t_hereforé have to use his/her power, éﬂﬂlority and leadership skills
' so that he/she can positively influence the implémentation of Technology. Hord and
ﬁall cited in Glatthorn (1997: 23) conclude that strong leadership on the part of the

" principal plays a key role in determining the extent of curriculum leadership. .
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The literature study revealed different rﬁanégement styles and theories, the

o ﬁhdérstanding"bf which, according to source evidence will provide guidelines for the

development of solutions to everyday practical problems (Stoner 1992:28). This view
is supported by Van der Westhuizen (1994: 188).

© 22 MANAGEMENT STYLES

| ’fhé role of leadership in management is largefy determined by the .orgax_lizational
~ culture of the school. The principal’s beliefs, \_falue_s and assumptions are of critical
“importance to the overall style of leadership that the school adob’_ts. There are several
| different leadership_.styies that can be identified within each of the following

managenient technigues. Each .tcchnique has its own set of good aﬁd not so good
,characteristicé, and each uses leadeféhip in a different way. For effective managément
o of Curriculum 2005-RNCS and the implementation of Technology, the principal may

adopt one or all styles 'depending on th_é circumstances of the school.

" Tablel: Management styles - - .
._Autocratic S Laiséez_-faire’ - | Democratic
- Dominates = staff " Exercises little . .Consults the staff
. members |" control over staff| before making a
 members ' * decision ) |
| - Use's. ‘unilateralism | o Allows ~ staff | e  Maintains control
T to | achieve an| - . menibers “to sort . _7 over _the - staff
" outcome their roles - and| .  members
: : . _. . _prob!eﬁxs their way _ _
.?: ‘e Passiv’e resistance | - e - Rarely 7par.ticipates . Delegé.tes roles and
o ﬁoﬁa staf members | - - - managéﬁai - responsibilities
- processes o -
e _Coritinuc)us _ = Staff members lack| o Empowers  and
2 pressure from the| . . motivation “and|  encourages
'. pﬁncipa} to get direcion - | participation
7. thmgs done. e Maybeeffectivein|. e May be interpreted
SN i 2 highly skilled and as being unsure of
motivated staff . | himself

, Adapted from Van der Westhuizen (1994:190) -




E&acaﬁonal leadership in South Africa has historically been extremely authoritarian
 (DoE, 1996 (b):20). With the implementation of Curriculum 2005-RNCS and the
B inclusion of Te_chno!ogy asa leaming area, a more facilitative type of leadership and

management_. style has emerged. The authoritian style was’ exploited under the
- auspices of the apartheid_government. The new government functions in accordance
- with-a democratic constitution. This democratic culture features and filters to

institutions and school governance and management.

One of the drawbacks o._f the facilitative type of leadership is that it at times can
become laissez;faire, aliowing many discussioas, without providing- adequate
guidance. Hero_n (1993:11'0)_ supports. an approach to leadership and management,
' which recognise the need for directness within a cquure of negotiation, and a

commitment towards building autonomy for all participants.

According to Naicker & Waddy (2003:13) the principal, deputy principal and head of
deparlment form the school management team and they must lead and manage the
schooI as a team mcludmg developmg the cumculum The prmc1pal fac1htates the

o process ina coliaboratlve eﬁ‘or’c

2.3 MANAGEMENT THEORIES '

Educatlonai management is a means of reahsmg the educatlonal and’ teaching

objectlves of a cornmumty in a formal (ie. conscmusly, planned and calculated)"
.' * manner and as eﬂ'ecnvely as p0551ble The manager carries the respon51b111ty of taking
all’ the necessary steps (i.e. management acnons) to ensure that the functional
actlvmes (ie. educatlve teachmg) are performed eﬁ'ectwely The management actions

or management funcnons which the educational manager has to perform include

o 'pohcy makmg, planmng, decision making, organising, the recruﬂment, development

: ,'and motlvatmg of staﬁ; the financing of all operatlons controI leadership and overall
_ 'admmlstratlon All the above actions are a means of ensuring attainment of the
' objectives. ' '
o The edueatidnal manager’s managenent actions will lead to the establishment of the

fermaI structures e.g. _schools;' Supporting-sefviees including the management and

;1_. !
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. administrative structures required to realize the aim of education. The school principal

' j'\mll not be able to arta.m the aim of educatlon, relying on experience alone to guide

him/her by shunning theory. In deciding on a response to a problem, principals draw
_ on arange of _op’aons_ suggested by previous experience with that type of problem.

. Coﬁland; et. al., cited in Bush (2003:23) argue that it is wishful thinking to assume
i that expenence alone will teach principals everything they need to know. Everard and
Morris (1996 14) argue that before a manager can set about their managerial role and
. mission, they need some skill in relatmg to other people. They need to understand the
| various behavimn'al processes, which may be at work, and use their knowledge to
_inﬂuenee'or ‘lead’ individuals or groups. They further maintain that in a meeting,
~ decisions can be influenced far more effectively by using the behavioural ‘process’ of
the meeting than by simply festating one’s argument, however sound it is. An
I understandmg of management theories will help them understand managenal

behav:our

'Kroon -(1996:03) postulates that a knowledge of the theory of management should
make it nossible _for 'pri'nci'pals to prepare themselves for the roles. It will help them
~ understand how a school should be managed and what should be done to achieve

- these goals of the school (and pOSSIny also their own personal goals) as efficiently as -

. - p0551ble

" Stoner (1992:28)" maintains that by studying theories, it will help us understand
' _--tmderlying-processes, and on that basis, choose an effective course of action. He
further argues that valid theories help us predict what will happen under certain

' situations. Wlﬁl this knowledge we can apply drfferent management theories to

- dlﬂ'erent sﬂ:uatlons

_ | Kroon _(1996:03) asseﬁs that .the' first task an employee' has to learn is llow tobea .
b good 'sob'ordinate. All employees are subordinate to somebody else. For example, the
©  managing director is accountable to the board of directors and the board has to answer |
: to tﬁ_e- sllareholder's'. Ultimately all of us, as stewards, are accountable. One of the best
ey Ways-of being a good subo'rdinate is to understand the task and roles of the manager.
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'Aeeordiag-to' Stener (1992:29) there are many different theories of management.
Some of them evolved during the industrial era (1890), such as the c'l'assical. theory of
" Henry Fayel.: Others evolved after the first world war (1914-1918) such as the -
behavioral schdol, or the scientific management theory of Frederic W Taylor. Other
management theories that had an impact are the systems approach (1950) and more |

recenﬂy the contingency approach (Stoner 1992:29).

' | .Alcc.ording. to Living_stone, cited in Stoner (1992:18) whilst there are many different
: theories about management, effective managers are made, not born. In supporting the
statement of Livingstone, the Department of Education has set up a special unit to
| } 'tra:in'and develop the quality of school managefs This unit .is known as Edueation
Management Development Umt, whleh spe(:lahzes in the training of - school

management (DoE I996(b) 1 1)

anwledge _and_understandhlg of some of the rﬁanagement theories that would assist
the 'prineipal in -managing C2005-Revised National Curriculum Statement and
coninbute to the suecessﬁxl implementation of Teehnology asa Leammg area are:

e ColIeglal —Theory- (democratlc theory)
. Cultural —Theory (the human relations theory)
“e- Formal —Theory (bure_aucratic theory)

2 3.1 Colleglal-theory (democratlc theory)

- Accordmg to CampbeH and - Southworth, cited in Bush (2003 64) the notlon of
~ collegiality became enshrined in the folklore of management as the most appropriate
ﬁiay to nin sehools and colieges in the 1980s and 19.903. It was elosely associated
Wlth sehoo! effectiveness and school 1mprovement and was then regarded as ‘the

o _'ofﬁelal model of good pract:ce ThlS notlon is shared by Wal]ace cited in Preedy
_ (1989 182) ' '

k The colleg:al theory assumes that decnszons are reached by consensus rather than by

- d1v1ded opmion The behef that there are common values and shared objectlves leads

. ._ to the v;ew that it is both desuable and possible to resolve problems by agreement.
| There may be dlﬂ'erences of opmlon but they can be overeome by the force of

- argument The dec:s:on —makmg process may be extended by the search for



18

. compromise but this is regarded as acceptable price to pay to maintain the aura of

- shared values and beliefs (Bush 2003:65).

- The case for consensual decision-making rests in part on the ethical dimension of

_ collegiality. Bush (2003:67) argues that it is wholly appropriate to involve people in

- decisions that affect their professional lives. Imposing decisions on staff is considered

morally repugnant, and inconsistent with the notion of consent _ :
Hoyle cited in Preedy (1992:189) supports the argument of Bush, and goes a step
further by statmg that schools that practise collegiate management are effective in

implementing all kinds of curriculum and organisational innovations.

Fullan, cited in Preedy (1992:190), support the use of the model, but argues that it

B would be unwise to regard this model as a ‘blueprint for perfection.” The people

| "Imvolved, the challenges they face and the experlence upon which they draw are -
conhnually changmg

Bush (2003:64) préSents a case of South Affica where the normati\te dimension of
collegiality is partic'ularly evident in post apartheid South Africa. This is‘particularly
evident in the decision to establish governing bod1es in all schools, and in the
representatlon of both teachers and students on to these bodies.

The colieglai theory style of leadershxp both mﬂucnces, and is influenced by, the

 nature of - the decision making process.: Because policy is determined - w1thm a -

. partlclpatlve ﬁamewoﬂ(, the - pnnclpai is expected to adopt strategies, which

acknowledge that i issues may emerge ﬁ'om different parts of the organisation and be

- resolved ma complex interactive process

N Preedy_'(l992:192) supports the use of this theory as she argues that the collegial

~‘model promotes organisational. effectiveness. However, he maintains that it is

- necessary for each school to develop a management policy as part of its activities to -

"~ develop staff and to.re\_r_iew individual and school wide needs. Once priorities are
_ _establiShed, suitable activities are selected, implemented_'aﬂ_d evaluated. The 'coliegial
approach fo - curriculum. management would seem particularly appropriate for

- promoting; .Technology,'_- _aS ‘it creates the environment for ‘ its successful
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mplementatlon by networkmg and collaboratmg with all the stakeholders in the

o dec:smn making process.

- According to Bush (2003:76) the collegial theory typifies the principal as a facilitator _
of an essentially participative process. The principal’s credibility with his/her
_colleagues depends on pmviding leadership to staff and external stakeholders while

o \taluiﬁg the contributions of sf)eoialist educators. The principal is the instructional

leadet. who is responsible for taking the lead in putting the school curriculum into
- _practice.and improving on it. It is the principals’ responsibility to ensure that good

~ teaching and learning actually happens (Naicker & Waddy, 2003:13).

- 'This type of maﬂagement and leadership is ideally suited to secure and implement
- Technology as a learning area as it espouses collaboration. In this mémner, teachers

“talk about teaching, there is shared planning and preparation and there is mutual

L _tmining'and development. One 'of the ccSntributions of this theory is that staff will

~ have a common understandmo of what is. expected of them dunng and after the
.lmplementanon of Technology. The second contribution is that teachers are
comfortable to make suggestions in an.open environment in the absence of the ‘red

o tape.’, which advocatcs teacher participation in decision-making.

' 2 3 2 Cultural theory (human relatmns theory)

__ D Accordmg to Hoy and Miskel (1996 12) the cultural theory was developed in reaction

| _ to the formal traditional theory of the classic models of administration. Mary Parker
_ Follet believed that the fundamental problem in all organisations was developing and
. maintaining dynamic and harmonious relationships (Hoy and Miskel, 1996:12).

The cultural theory emphasizes the informal aspects of organisations rather than their

| oﬂ-iéliall cléments 'T’he theory focuses o'n the. values, beliefs and norms of individuals

| m the orgamsatlon and how these individual perceptions coalesce into shared
. orgamsatlon meanmo The cultural theory is manifested by syrnbols and rituals rather

: ._ than through the formai structures of the orgamsatmn

L Accordmgto Owens (2001?110) the ovcrafohing concept of this approach is that of

| building human capital: that organisations are made more effective as the people in
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them grow and develop persenaliy and professionally over time so that they become
increasingly effectiw?e not only in their individual work but as participants in a work
- group that also -is becoming increasingly more adept and effective in cooperative

" endeavor.

. The cultural theory focuses on values and beliefs, shared norms and meanings, ritoals
"~ and ceremomes that are used to support members of the organisation. The values and
N behefs underpm the behavmur and attitudes of individuals w1thm schools. Accordmg
1o Morgan cxted in ‘Bush (2003:160) the assumption of shared beliefs, meaning,
zmderstandmg and values aiso provide a bams for making one’s own behaviour

3 _sens'ble and meanmgful

- . Bush (2003:161) argues that the development of shared norms and meanings between
members of the school.-eventualiy leads to behavioural norms that gradually become
culfui‘al featufes.of the Scheol' He also points out ‘Bush that if one adheres to these
rules of behavxour one wzli be successﬁll in constructmg an appmpnate culture (Bush,

: '_2003 161).

: Chlture is fypicalfy epreesed through rituals and ceremonies that are used to support

- ._'._'a:nd celebrate beliefs and norms. Schools in partlcular are rich in such symbols as

| assembhes, pnze-glvmg s, awards functlons, Technology interest club and open days
_ to market the mstltutlon (Hoy cited in Bush 2003: 161) s

-Bush argues ‘that the principal have- the main responeibiiity for generating and

. sustaining a culture and cemmenicating core .va!ue's and beliefs both within the
- organizeﬁoﬁ and to parenfs, educators and students. Whilst principals may have their
| .'o_Wn values and beliefs arising from many years of successful professional practice,

- ':t'hey'are also expected to embody the culture of the school (Bush, 2003:169).

_ Accordmg to BuSh'(2003:169) the cultural theory emphasis the bonding together of

. teachers, students and 'f)areﬁfs as believers in the work of the school. As people

. become” members of this strong and binding culture, they are provided with

.' "opportunrtles for enjoymg a specla! sense of personal 1mportance and mgmf' icance
L (Bush 2003: 169) R
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According to Van der Westhuizen (1994:74) the cultural theory stresses in particular
: onc'part of management theory, namely control and organisation, which are important

" when implementing 2 new learning area such as Technalogy.

23.3 Formal theory (_bﬁreaucratic theory)

.'Sincc. the. dawn of ofganisatioﬁal- stodies in the twentieth ccntory .pcople have
' gencrally elected to conccptuahsc organizations in one of two dlsparatc ways. One,
' thc classwa] traditional v1ew is often called “bm'caucratic” though in the rhetoric of
cducatlonal reform in recent years many choose to speak of it as “the factory model”

~of orgamsatlon (Owens, 2001: 61) To this day the bu:eaucratlc organisation remains

" worldwide by far the most common ideal of orgamsatlon To many people the fonnal

theory is the dcﬁmng concept of what an prganisation is (Owens, 2001:61).

. According to Van dcr Westhuisen { 199'1"191') this type of manager adheres strictly to -
_ the lctter of the Iaw 0wens (2001:61) describes this type of manager as gomg by the

book Both authors, concur, with the description of thc bureaucratlc manager.

--Acco'rding o Owens (200_1 :62) the bureaucratic theory is probably the most important -
of the formal theories. There is substantial literature about its applicability to schools.
It is often used broadly to refer to characterisﬁcs, -whiCh are generic fo formal

'orgamzatlons Bush (2003:43) argues that the purc version of the burcaucratlc

B 'theory is assoclated strongly with the work of cher who. argued that in formal

orgamzanons bureaucracy is the most efficient form of management. From a technical

- pomt of v1ew ‘it is’ capable of attaining the highest degree of efficiency and is in this

' scnse formally thc most ratlona] means of carrying out 1mperat1vc control over human
bcmgs It lS supenor ‘to any other form in precision, stablhty, stnngcncy of 1ts'-'
: dlscxplme and in its rehablhty (Bush, 2003 43)

Accofdillg to Bush (2003:44) in borcaucracies decisions and behaviour are govérncd

e by rules and regulations rather than personal _iniﬁative. Schools typically have rules to

regulate the beha\fiout _of pupils and often guide the behaviour of educators through

devices such as the personnel administrative measures document. The South African
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Schools Act 84/1996 code of conduct is aimed at regulatlng the behaviour of puplls '
' (Educatlon Labour Relanons Councn] Pohcy, Handbook for Educators,
2003 BT—CSS)

These rules may extend to the core issues of teaching and Iéafning. This theory
stresses the iropor_tance of the hierarohical authority with formal chains of command
among diﬂ'erent'p{)sitions in the hierarchy i.e. the principal, deputy principal, head of
department and the educator (Naicker & Waddy, 2003:14). The pyramidal structure is
based on the legal authority vested in the ofﬁcers Who hold positions in the chain of
command. In educattonal mstltutlons teachers are accountable to the head of

' depanment or prmc:pal

According to _Bush_ ._(2003:44)_ the bureaucratic theory ~emphasises impersonal
- relationships between staff. This_neutrality is designed to minimize the iropact of
_ individuality on decision-making. According to Owen_ (2001:63) many educational

. Ieaders of effective schools think of the ‘bureaucratic model highly to improve the

flmctlonmg of schools Good schools depend in part on the quahty of personal

: relatlonships between teachers and puplls

' 'Glaﬁhom (1997:25) ai'gues that pﬁncipals should confer with the school manageroent

o teams and build a school model of cumculum leadershlp They could use the system

to decentahse the power base by spreadmg the tasks and hamnessing the talents of _
' others in the decision making process. The structures should not only be top down but
also bottom up. In this way eﬂ'ecnve nnplementatlon can be attained (Glatthorn,

R _1997 25)

Scott, Ahad1 and Krug cited in G]atthorn (1997: 25) argue that the prmclpal must
:mdemd that curriculum leadership d_o not exist in a vacuum but is simply one
N '_-_cooioonent of eﬁ'ective organiseti_ona,l_ behaﬁou_r.' Tﬁey_ also point out as the role of the
_ pnnc:pa] to facilitate the co'mintinication process create a positive open climate,

‘build a vision w1th the staff, devc}op the staff through involvement and be an effectwc

: and posrtlve role model and mentor,
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Stoner (1992 29) states that no general theory unifies or dommates the field of
management. Instead, the eclectic approach the practice of borrowing principles
from different theories as requlred by circumstances - is the state of the art in
management theory and practice. Stoner maintains that managers need to keep an

open mind and become familiar wit_ﬁ each of the major theories that currently coexist.

2.4 CURRICULUM MANAGEMENT

_ “The 'key o'bjective of eurricultrm ':m_anagement involves establishing an agenda 'for_
 teaching and iearning which goes beyond the mere transmission of knowledge and

' skills to include monitoring, evaluating and provrdmg support to learners, educators

o -and all stakeholders in educatlon and training, It also requires that people change therr

_ attitude so that the purpose of the new curriculum model, such as the. successful

N I_ implementation and management of Teehnoiogy as a learning area, is attained. ‘
o The lﬂustratxon presented hereunder is an organogram of how the Kwa-Zulu Natal
; Educatron Department orgamse the management of the curriculum (Na:eker &

. Waddy, 2003: 13)

Table 2 Curriculum Management

Financial

Administration
stems - - systems
' sy IR - Teaching and Y N
) .leaming & - _
Human resource | curriculum School
o management .
~ governance

management systems

E :.' -Teachmg and learmng and curriculum management is the most 1mportant function of
the School Management Team. The heart is demonstrated as the driving force
, '7 nnpactmg on other core roles and responsxbﬂmes Ali other sub- systems such as
: _. admmzstmtlon systems ﬁnanc1al systems, human resource management systems and
- ‘school governance are there to support cumeulmn management, as it serves the goal-

| . of quahty teachmg and learnmg
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In"'summ’ary' it can be said that cun'_iculum managemeni entails implementation of
Technology as a learning area. It includes tasks such as, planning, organising and so
on.” Curriculum piahning and curriculum change are attended to in response to the

" needs of Ieam_ers, parents, employers, the community. Successful implementation of

Technology should take p}a_ce alongside with the other seven learning areas.

: Knezevnch cited in Van der Westhuizen (1994:44) prov1des the followmg comparative
summary of a manager s tasks according to different v1ewpomts
Table 3: Summary of managers’ tasks -~ ' : T

Fayol |  Gulick&Urwick | - Newman - Campbell et al Johnson et al
w16 T 93n (1950) (1958) (1967)
- Plomming - : .. Planning - | e . Planning . ~ #  Decision making = ° Planning
. Organising - ¢ Organising - *  Organising { - o Programme *  Organising
- - ' o development -
Commandmg o Stff * - Collecting e . Stimolating =~ Communicating
L | Guiding - sources L
Coordinating o Coordinating | - Guiding » . Coordinating - Controlling
Controlling e Repoing | = Controfling «  Approving
« . Budgeting - R o

Each of these man_agemt_:nt'tasks_has a number of sub-tasks, which have a supportive
function in canj&ng'out the main task. Van der Westhuizen (1992:44) argues that -

. - from thc'smnmaiy by Knezevich, it can clearly be seen that there is a measure of

unifonnity among the different authors with regard to the tasks of a _nianager

: (principai), althbhghtheir___cl_assiﬁcation may not be identical.

25 CURRICULUM PLANN[NG

s Quallty educanon depends on, and is supported by, sound manabement practxces It is,

_therefore crucial that the principal as curriculum manager, together w1th all the other

roleplayers decide on how to plan_and manage the curriculum.

e rCun-Iéqum__' plzinn_ing i_li(_:ludes decisions ‘about what should be taught. and for what
: purpose it should be taught. It occurs at diﬁ'efent levels of remoteness (distance) from
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it_;tended.leérﬂeré. These levels are societal, institutional, instructional and persdﬁai’.
= Pé.rticipants in the societal level include boards of education, pub.lishers' and ﬂaﬁoﬁal
'cumculum refonn committees. At the msntutxonal level, adrmmstrators and faculty '
_ groups are the main pamc}pants Parents as well as learners play a role in mstltutlonal

dCClSIOl‘i makmg about the curriculum.

_-The instructional level refers to teachers deciding the purpose that are appropriate to
- the Iearners. Accordmg to the Department of Education the new education paradlgm
: calls for the participation of all school stakeholders in Ieadzng and managing schools.
.. Very often, however, it is the school principal who ends up talung responsibility for

S makmg things happen (DoE 2000(a): 12)

Accord_ing to V:—m der _Westhuizen (1992:140) the school leader must apprise.himself _
of the policy at national and provincial levels, as well as policy previously decidedon
- by. the school regarding the pianned'activit}'r. This view is supported by, Robbins o

(1980: 128-129) and De Wet and Héchter_ quoted by Van der Westhﬁizen (1994:140).
It can then be stated that the principal as the instructional leader is specifically
' respdnsible for overseeing the plannmg of the c_uﬁiculmh, including fnanaging such

planning.

In the last ten years the. nationa! influence, together with hﬁsin_ess and economic
- interest, has déminated the development of __the_ ;un’icﬁlﬁm.l Tﬁeirk, interest In
- curriculum development is two fold: the first - one is to prepare and provide learners
w1th skills and Imdwledge for 'employment, and tﬁe second interest is that thc‘
progmmmes oﬁ'ered must contain specific competencnes or Ieamma outcomes, SO
B that when lcamers enter the workplace they have some knowledge and background of

 the basic slqlis for that o_c;:upatmn

As statcd by Van der. Westhuizen (1992 140) itis unportant for the pnncxpal to keep

- - abreast of current trends i in cducation and the changes taking place at various levels,

~even if the pnnc;pals are not directly involved at higher levels, so that when it comes |
4 'to the implementation stage of the planning they would be able to manage that task.
Nalcker & Waddy (2003:15) support Van der Westhmzen by statmg that it is the

prmcxpai’s responsiblhty to haxse with the refevant structures with regard to cumcula
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and cumculum development: This includes developmg and achrevmg the educatronal

. ob_]ectWes in accordance with the needs of the school.

. Squelch (Lemmer (ed ); 2003:139) statcs that the school principals no longer play the
role of prtmary dccisron—maker because of the new laws that govern South African
7 ' educatlon, which decentrahzcs governance and enhances shared decrsron-makmg at
B local school level. They now find themselves as members of the governing bodies
"+ which are dominated by parents and non-educatlomsts. She argues that despite this
_posiﬁoh, the primary locus of power, atrthority and decision»making often remains
with the principal because he/she is the key educational leader in a. school and
- responsible for its day to day running. Ultlmately it is the pnnmpal who prov1des the

leadershlp to reform the cumculum and effect chan ges.

_' .Presently n South Afnca, curriculum piannmg for Technology, takes place across

' three Ievels at school for aIl leammg areas mcludmg Technology as a learning area,
namely: . .

o . ?Iamung for the whole phase this is called a Leammg Programme

e Planning for a year and grade within a phase ThlS iscalleda Work Schedule.
e Plannmg for groups. of linked actrvmes or smgle activities. These are called

e Lesson P]ans (DoE 2003(a) 01).

Thls level (whole phase Leammg Programme) of curriculum planmng according to

A Choen, Mamon & Momson (2001: 77) takes account of external and internal factors,

- in short it rehearses the ‘situational analy31s which contributes to effective teaching.

- "The roIe piayers who are mvolved in this level (whole phase Learning Programme) _
o mclude the members of the School Management Team, educators School Govemmg

E _. _Body the representatxve councﬂ of Ieamers and parents
. Z.S.l_l.earning programmes
A learriing programrrie is a phase —long plan that”provides a ﬁ*ame'Work for planning, -
_orgamzmg and managmg classroom practlce for each phase domg Technology as a

leammg area. it specifies the scope for teaching, leamning and assessment for the

'phase and lS a structured and systematlc arrangement of activities that promotes the
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attainment of learning outcomes and assessment standards for the phase. A leaming

_ pfogramme-is a tool for ensuring that the learning outcomes for Technology as a
- _learmng area arc eﬂ'ectlvely and comprehenswely attended to in a sequential and
balanced way across the phase (DoE, 2003(a): 02).

The l_eaming proglamme also considers how intcgratioﬁ within and across leaming
areas will happen, as well as what resources are available and necded to deliver
teaching and learning activities. The learning programme will in turn be translated |
into year long, grade-specific work schedules and shorter activity-long lesson plans.

The following Technology leanﬁng programme is adapted from: the RNCS GradeR-

" 9 Teachers Gulde for the Dcvelopment of Leammg Programmes Technology (RSA,
2003 (a):41).
. Table4: Leammg programm' €

~{Term _ Grade 4 T .GradeS . Gradeuﬁ

01 LO 1 AS1-5 LO1 AS1-5 - 1 LO1 AS1-5
o Jwo2z . JLozas1 - LO2AS 1
“lrLos - 7 fLozasz LO3 AS 2
CONTENT | CONTENT CONTENT
Structures-Design ©  and | Structures-Design and make | Structures-Design and
make a portable tentmtha au-a:lerthatmnmthstanda make a low cost house
llgbi frame heavy load ' '
INTEGRAHON | | mTEGRATION INTEGRATION
Language =+ . Language Language :
Natural Science _ Natural Science . :
Maths Natural Science
Social Studies - : : . Arts& Culture
Social Science o 5 : Maths .
| RESOURCES RESOURCES RESOURCES
Pictures boo bri Ruler, pencils scissors Example of
Newspapers ks bricks Plywood plastic straws glue | pg models ue
uses( ) gl
strawspins - lid of shoe box cardboard | plastic  straws il
- | Card waste materials - Plastic  straws . pencl
‘ o © ] boxes rulers scissors electrical
wires globe bulb holders
paper clips dravnng pins,
. : waste materials
ASSESSMENT .. | ASSESSMENT ASSESSMENT
A s Assignment Assignment
Assignment : gnm ' Practical work
Practical work . Practical work - ' 'I'estl :
s Test Test . .
“ | Projet portfolio 7 | Project portfotio Project portfolio .
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' Elncidation:

_ Leammg Outcomes [LO]

In Technology there are three Iearmng outcomes [LO]

B o LO 1} addresses the technolog:cal processes and skills. Durmg technologlcal
o actlvmes, the Iwmer engages in mvestlgatmg, designing, makjng, evaluation

e and communication solutions:

e LO 2 addresses the technological knowledge and understandmg There are -
. three core content areas in this Iearnmg outcome, i.e. structures, processing,
. and systems and control. Whilst engaging in the actual practical activities the
. learner, will have to demorstrate an understanding of the relevant
. technological knowledge, ethically and responsibly.

e LO 3 addresses technology, society and the environment. All technological

. development takes place in an economic, political, social and environmental

- context. Values, beliefs and traditions shape the way people view and accept
technology, and this may have a major influence on the use of technological

- :products_..In chocsing a technological solution, the costs and benefits of the
* choice must be ta.ker: ‘into account. The need to understand the inter-

~ connection between technology, society and the environment is addressed in

the work of the learners.

© The learhing' outcomes for the General Education and Training Band builds on the
: “critical and deveiopmental outcomes that were msplred by the RSA Constitution.
- (DoE 2003(a) )] ' 2 S '
o * Assessment Standards [AS] _
" Assessment standards are the benchmark against which leamers work is assessed It
is the knowledge, skills and values that learners need to show to achieve the learning
oufocmnes i each grade: For example, in Grade 6 under AS 1, (conterlt structures), a
" feamer would have to demonstrate knowledge of materials suitable for supporting
: j' Icads and how the suucture can be made stable. As a continuation of AS I (1.1}, the
o .lmmer will have to demonstrate knowledge of pu:rpose of the structure and what the

| productwﬂldo
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It should be clear from the following explanation that, during the learning programme
stage, everything that is going to be taught is included across the grade. Areas where

~ integration is going to occur with other learning areas are also included.

The learning programme is the most coxnmon area for curriculum plaming in the
s_ehdol.'According to Naicker & Waddy (2003:60), the principal at this level displays
' ieedership that invests in people, decentralizes decision-making, trusts the judgement
of others, “facilitates participation, embraces the ethicical implications in every

decision, and recognises the complexity of contemporary society.

Fer 'Te'chnology- asa ]eanﬁng area the school’s management plans would include the
_ school development plans, curriculum goals, school policies, staff development plans,

' eumculum needs, provmlonmg and areas such as stafﬁng
- _-2.5.2 Work schedule' |

: :=A work schedule is a year long programme that shows how teachmg, leammg and
K assessment will be sequenced and placed in a particular grade. It is a delivery too}, a

| means of workmg towards the achievement of the Iearnmg outcomes specified in the

e Leammg ngmmme It and mcomorates the Assessment Standards which will be

i “achieved in that grade (DOE, 2003(a) 4.

- :Glatthom (1_997:94) states that the year plan is a very useful document. It fosters
 collaborative planning by a grade-level or subject team. It is recommended that
- teachers work together in producing the plan Such plan provides a foundation for the

~ " more detailed unit plans by translatmg the curriculum gmde into a series of units. It

- faclhtates co-ordmatlon across Iearnmg areas ‘and provides a simple means for

. examining the flow of instruction in two or more leaming areas, It operationalises the

_"Sc:hool's decisions with respect to curriculum integration. Most importantly it shows
" clearly the time allocations teachers have made for several units, thus prowdmg a

o _"useﬁxi tool for cumculum momtormg

o “Arltho_ugh eaeh seheol will use its Own system for accomplishing the planning process -
- the principal as head of the institution is responsible for accomplishing this task with



Content/KnowIedge/Context Structures

_ A typlcal example ofa Techno!ogy lwmmg area work schedule is the followmg
Leaming Area: Technology o
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 significant teacher input. For a new learning area such as Technology, teacher input is
' vrtal if it has to survive and take its rlghtful place within the curriculum.

Grade: 4
" Term: 01 -
' Table 5: Work schcdu}e
N 5 tﬂ & 5 @ “* %
| 2e 58 gy |2 |B £ 5
21 'E8| 88| 8,38 b 3 = @
o [+ - N
818828/ 55288 2 2 b5 @
z2|adl<hlo0 &l g 0 | < <
1 1 L1 Introduction Language Examples Leamners use the table
' o Investigate frame & | Natural ' : to classify structures | Assignment
: natural structures Science . :
2 1 1.2. | Resource Task 1 Language Examples . Learners use table to
o - | Investigate natural & | Natural - classify structures Assignment
man-made structures Science : : '
3 1 1.3. . | Resource Task 2 .| Language Pictures Learners experiment
Investigate indigenous | Natural with papers shapes | Assignment
dwellings Science /strength . .
4 12 1 Resonrce  Task 3 | Language Paper, tape Learnets experiment
S Investigate - - how | Natural straws " | with paper &straw Practical
s shapes- - ~make | Science structures/strong work
512 - 1 Resource Task 4 Language Straws  ruler, | Learners experiment
| Make a swing with | Maths scissors with  straws/enquire | Practical
straws how to  makes | work
: ' , structures strong
6 2. i Resonrce Task 5 Language - | Strips of | Learners work with
-~ |+ | Makeshapesstrong | Maths cardboard resources/learn - to | Practical
- | with triangulation 5Cissors, | make triangles work
B o - slit pins '
7-- 112 .| 1-5 | Capability Task Language Waste Leamers use
101 |2 . |Designandmakea | Natural materials, Project portfoliosto | Project
_ . portable tent with a Science appropriate design and make portiolio,
hght ﬁ'ame S Maths . tools _ test

_ - _Adapted ﬁ'om C2005-RNCS Grade-9 Teachers Gulde for the Development of
Immg Programmes Technology (DoE, 2003(a):44)

| f_ : phase plan, as well as the resour_ces required for teaching and learning.

" Recordmg at the work schedule leve! for Technology includes all thc aspects for the
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Resource Tasks [RT]_are small practical activities that are taught to learners to
.- empower them with 'skil_ls, knowledge, attitude and values prior to the practical
project been undertaken. It also assists in identifying learmners who experience
problems / barriers to learning, thereby allowing the educator to assist those learners

- (Clitheroe, Dilly & Van der Westhuizen (eds), 2001: 10)

_ Int_egm_tion is a key principle of the Revised National Curriculum Statement GradesR-
_ 9 (SéhoolS), that requires learners to use their knowledge and skills from other
: leammg areas, or different parts of the same learning area, to carry out tasks and
. actlvmes (DoE, 2002:62).

» .

- Capa_bility '_I‘asks [CT] are projects that involve designing and making a product that
' works. Learners will have the opportunity to apply the know!edge and skills that they -

B gamed from doing resource tasks in the capablllty tasks (Clltheroe, Dll!y & Van der

. Westhulzcn (eds), 2001: 10)
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A lesson plan is the next level of plamlmg aud is drawn directly from the

" work schedule. It describes concretely and in detail teachmg, learning and assemment
activities that are “to be implemented in any given period of time”. Adapted from:
" (DoE, 2003(a): 45) The ﬁ gure represented here- under i is an example ofa Technoiogy

. lesson plan
Table 6: Lesson plan
_ This is the minimum information for a lesson plan
LEARN]NG AREA: Technology
Grade:_- 4 - .
. Toplc/Contentf’Context/F ocus:_Electricity: s_p!e circuits and switches
U e Act:vltles - -
Day | SKAV’s | Teachers Leamners | Resources | Assessment
€ . 1 . i
Day | Observatio | LO 1 AS1-5 Respond  to | Chalk and talk | What?
1 n of safety LO2 AS1 - . . -j questions and | Demonstratio | Group work
nules LO3 AS2 -contribute to [ n on | Project
' Analysmg ' R lessons workplace portfolio/practica
of Teachers Pupils safety and use {1 -
prope:hm Activities support ~ and | of ~  safety | work
of materials | Conduct baseline = | negotiate apparatus
Use of hand | agsessment © "I conditions “Tools and
tool  and | provide learner | Observe and | equipment - |
equipment | supnori materials contribute to S
¢ -t Adhering to Agge " classroom | practical ' gg::? s
. . e rvation .
safety for practical activities | 2Spects. Group work
| reguiations | Qustine ~ conditions | Communicat .| - Wttt tests/
. and  expectations: | © and share Completed tasks
safety, behaviour resources. 7
awareness, sharing, | Preparc their |
tistening.Demonstrat | Work  using
euseoftoolsand =~ | Tesources | .
equjpment ) pl'OVlded .
Integration
Natural = Science
Maths :
Life orientation .
Social Science
Economic
Management
Sciences .

Expanded opportunities / enrichment RESEARCH THE USE OF CIRCUITS
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- Adapted from: C2005-RNCS Grade-9 Teacheré Guide for the Development of

Learning Programmes Technology (DoE, 2003 (2):45)

A lesson plan for Technology as a learning area could range in duration from a single
~activity to a term’s teaching, learning and assessment and in terms of actual time. It
_may last from a day to a week or a month. For Technology it will include teaching

style, approach and methodology, learning outcomes and assessment standards to be

covered, resources to be used in the lesson and conceptual links to previous and future

lessons.

Glatthom (1997:100) points out that many teachers never move beyond short-term
- planning. They plan for one week or one day at a time. As a result, their teaching
often seems fragmented and disjointed. Many priﬁcipals reinforce emphasis on short -

term planning by checking daily lesson plans and ignbring-the need to help teachers

to develop units. In Technology a unit could range' in duration from a single lesson
designed to teach a particular piece of knpwledgé, toa larger unit %ich may include
many lessons designed to cover a range of activities covering one of the learning -

outcomes and including assessment strategies.

| Glatfhom_ suppotts the tﬁought that the principal should help the teécher_s_to develop
| units, because unit plariziing has several advantages. First, unit planning stresses the
' h_olistié nature of Jearning: _Stﬁdents see 2 bigger picture rather than bits and pieces
that do not seem to fit together. Second, the unit is the best level for integrating the
: .cumculum For a learning area such as Technology, mtegratlon will not only promote
lts existence but also highlight its importance for the country. Units also provide the
best mc:ans for emphasizing skills across the curriculum, including reading, drawing
and writing. These skills are easier to build into a unit structure rather than a stand-
- alon lesson. Most units should c_ulmiﬁatc in the demonstration of learning.

_He ‘stresses that principals need to take active leadership in helping teachers to
_ understand the importance of unit planning and to accomplish the task in a more

~ systematic manner. Glatthorn postulated that the principal should provide the initial

training needed through staff development on an on- going basis.



34

- Technology as a learning area will need all the support and assistance it can get from
the principal so as to sustain its viability. Thié can only be achieved by providing the
‘educators with the necessary skiﬂs, knowledge and resources to work effectively.
The role of the national curriculum model such as the Revised National Curriculum
Statement is to provide the framework that informs the planning for whole school
development. It identifies the areas that the SMT must address at macro level, such as
time- tabling, grade organization, provisioning and staffing (DoE, 2003(a):2).

'I_'oday many service providers/outside agencies conduct workshops on how to plan
and implement curriculum activities. But this can only be successfully implemented if
the educators are cémmitted. The principal as curriculum manager should lead the
: cufriculum development abtivities within the school, to ensure that it is condupted and
' supported in the interest of developing a common vision of what the school is

attempting to do for the learners, the community, parents and employers.
2.6 CURRICULUM AIMS AND PR_INCIPLES.

' When learning programmes_are. to be designed and implemented, this needs to be
done within the framework that includes the aims, principles and procedures of an
education. system. These components are contained in the framework of most

- countries that have a common national curriculum.

According to Dekkér& Van Schalkwyk (1995:10) an ‘educational aim iS anrideal or
objective which is striven for. Such an aims or objective is normally inserted in
educational policy documents and education legislation. A national education system
isa meané or vehicle to attain a nation or 6_0mmunity’s educational objectives. Dekker
© & Van Schalkwyk point out that although each community has its own specific
educatlonal objectwes, such objectives are all related to one or more of five basic
categones, namely:
e mtellectual ob_lecuves, _

) occupal_:lonal, career and economic objectives;

g “personal, human objectives;
e social objectives;
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» political objectives.

~ These five categories form the backbone of the aims and principles to be found in the
currictlum frameworks. '
Fafunwa (1992: 09) supports the argument by Dekker & Van Schatkwyk. During his
. comparatlvc research of Aftican education he also found that African education
systems contained five identical categories that formed the framework of traditional
and indfgenous educational systefns that emphasised:
‘e social responsibility;
e job creation; “
e political participation;”
o spirituality;

-« moral values.

- These five aims that Fafunwa (1992:09) makes mention of in hio findings are
 encapsulated in the critical and developmental outcomes, which is directly related to
the overall goal of C2005 - RNCS Grades R-9 (Schools) Technology Policy (DoE,
72002 2) Learners. experience all these values on a first hand basis durmg their
mteractlon with the Techno!ogy Ieammg area resource tasks.

Technology is'déﬁnod as the use of knowledge, skills and resources to meet people’s
needs and wants by developing pract[cal solutlons to problems, takmg social and
_envu'onmental factors into consideration (DoE, 2002 04).

'I'he env1saged outcomes of the Technology curriculum is to blllld on the critical and
. developmental outcomes (cf 49) that were msp1red by the Constitution and developed
in a democratlc process. This is mtended to develop the full potential of each learner

| ~ asa cmzen of a democratic South Africa— a citizen who is:
_ . conﬁdent and mdependent,
.- . hterate, numerate and multl-sktlled
. compassmnate' _
_ *- . respects the envu'onment _ , o
S e | able to participate in socicty asa cntlcal and active citizen(DoE, 2002: o1).
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In South Africa the vehicle designed to drive the curriculum is known as The

Outcomes-Based model. It strives to enable all learners to achieve to their maximum

_abilify. It is therefore crucial for the school principal, as head of a learning institution

to ensure that these values, to develop the full potential of each learner who is able to

participate in society as a critical and active citizen are included in the management
~and implementation of the curriculum (DoE, 2002:01).

2.7 CURRICULUM VALUES

Globalisation and fhe advent of neﬁv technologies has had a profound influence on the
economic and education systems of all countries. According to Claassen, cited in
(Lemmer - 2003:29) globalisatibn is a process, which has its origins in economics, and
has sj)reéd to fnﬂuence other aspects such as culture and education. Some of the facets
that have contributed to it are, techﬁo!ogy, the changing workplace and post
 modemism. Claassen states that many studies indicate ‘that proficiency in

- Mathematics, Science and Technology are prerequisites for economic success.

' Féfnando(ZOOl'OS) concurs with C!aassén He also stresses that technology is a tool,
not just a reward, for development which will affect dcve!opmg countries and poor
_peop!e Lack of desirable knowlcdge and technologlcal capac;ty could become a

_source of exclusnon and conﬂlct.

The need .for .ski!ls has imposed changes on the traditional, aristocratic, and elitist
cumcu!um system Accordmg to Pratt (1980:45), the curriculum had to be justified. '
- The natlonal curriculum has to contribute towards improving employability. This
view is-also supported by Kelly (1989:07). Globahsatxon and the advent of new

" technologies  require the education” system to produce graduates with relevant .

knowledge, critical and higher—’c_urder skills and' proper attitudes.

Accordmg to Van Niekerk in Lemmer (2003 07) the school curriculum which
pre\nously embraced certam values such as rehglon ciass or social status, would now
'have fo" service the nation’s economic needs by pmvzdmg suitable quahﬁed

manpower. Van Niekerk is of the opinion that we are moving towards a more post-
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modern world where grand schemes are no longer considered to be as important as
local, smaller and creative establishments.

Toffler, cited in Lemmer and Badenhorst (1997:411) emphasises that creativity and
entrepreneurship will become of vital importance: In order to survive the new era,
- people will need to function successfully within an economy in which identifying and

ﬁlling'niches are more important than mass production according to the modern way.

Homes (1987:07) says that Technology as part of the school curriculum will also
contribute towards attainment of the aims of education, ie. to develop the all-round
intellectual, moral and physical capabilities of individual children and to contribute to

economic and social development. -

As part of the national curriculum in South Africa, Technology will contribute to
equality in education by providing opportimities to all leamners. In an inclusive
educanon system it will cater for all types of !earners, irrespective of, race, colour,
: gender and dlsa.blhty ' '

chhnology is unlike Technical and Vocational education, which prepares leamers
for specific careers. The Technology curriculum strives to improve technologlcal
hteracy by giving learners the opportunity to: - '
e develop and apply specific skﬂls to solve technological problcms
e understand the concepts and k:nowledge used in Technology, and use them -
_ _' _ responsibly and purposefully, ' : '
e apprcclate the interaction between people’s values and attitudes, technology, -
- ___soclety and the environment (DoE,2002. 04). ' '

_ To be able to nnplement Technology as part of the school curriculum the principal
'should ﬁrst have some knowledge of the contents of the Technology learning area
: statement, which - sets out its learning outcomes and assessment standards. This

- knowledge will enable the pnncxpal to determme the TESOuIces needed to implement

- Technology
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2.8 HIDDEN CURRICULUM

- Omstein & Hunkins (1993:369-370) states that every schoolr hasa plamied or formal
cinriculum, that s, a stated and structured set of objectives, with related content and
learning experiences and expectéd outcomes. But there is also an unplanned and
informal curriculum, or what is called the hidden curriculum. According to Jacobs
* (Jacobs, et al. 2000:107) the hidden curriculum behind the curriculom model is that it
- is th¢ method that principals and teachers can employ to make _theii' curricutum
~planning more effective. It is a process not only for curriculum development but also
for making teachers more skilful and more effective, putting them more in control of

| . the curriculum and the téaching and learning process. . -

" The hidden curriculum is not consciously plamned or intentiqna!ly taught, but _it
 influences the learners to a large extent in their development and outlook towards

their way of life. The hidden curriculum encompasses all school-related experiences

. that are not described in the curriculum statements, includes policies and directives

that are issued by the Department. Examples may include gender related opportunities
or limitations in subject choices i.e. girls are not allowed to do Technology in the
woodwork room, bias in classroom interaction and inclusivity. Principals need to be
aware of the social, emotional, physical and other needs of the learners as they
‘manage the development of their Learning Programme. This is also another aspect of

the curricuhm which the principal _must manage.

o 'Jacobs in Lemmer (2003 107) supports the argument of Omstem & Hunkins by also
stating that the hidden curriculum indicates a wide variety of planned as well as

| unplanned experiences which students and teachers have at schools but which are not
stipulated in departmental rules and regulations. |

Stenhouse (1987:40) concurs thh the argument of both authors. He supports the view

" that the culture of the school influences the experiences of the learners and teachers

who work in the school in unplanned ways. He also maintains that the hidden
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curriculum is not publicly acknowledged as its curricular intentions escape poiicy
control within the school, since it is taken for granted.

~ Jacobs, in Lemmer (2003:108) points out that the hidden curriculum exerts both
positive and negative influences on learners. The school and classroom experience

 that influence the learners are incidental and cannot be assessed. In the case of the
- é&ucators it influences them to continuously improve their teaching, by attending in-
_service courses to improve their knowledge and skills and to upgrade specialist
rooms, such as the technology room. To highlight the importance of the hidden
‘curriculum Jacobs divides it into three broad categories, hidden micro, hidden meso

and hidden macro curriculum.

Chalufu, in Lemmer (2003:107) maintains that educationists interested in the hidden
'curncu!um ‘often focus their debate on the hidden marco- curriculum, which is on
covert school expenences that take place on a national level, often as a result of
' govemment and political influences. A government has complete control over the vast
amount of state monéy available for education in a country. It some times uses that
economic power to create a hidden 'émﬁcu!um,'which helps it to achieve certain
political goals and in this instance, the implementation of Curriculum 2005 ( Lemmer
2003107) The hidden macro- curi’iéuhﬁn, therefore tends to be related to politics.

Thc hidden meso-curriculum is operational at the level of the school. According to

Naicker & Waddy (2003:07) whilst the term “hidden curriculum” suggests something
a sinister, the things that learners experience are often positive and valuable.

”  For example, in schools where there is respect for human rights, learners acquire

s0c1al sktlls that are based on trust and respect through thelr interaction wnh other

leamers as well as w1th educators

_ It zsat the meso-level that the principal interacts with the hidden curriculum. We are

~ aware that the formal curriculum focuses on goals, subject matter, and organisation of

instruction. His role is to recogmse the hidden aspects of the formal curriculum,
| espeqlally potenttally dysﬁmctlona! or negative leamning expenences, and wherever
: possiblé to control and improve the situétton dutihg the planning and implementation
: process This may include what stlbjects are accorded high and low status and who is
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taught.and what, i.c which leaming areas are offered to learners’ according to the

learners ability levels.

Most importantly, the school principal has to demonstrate a clear understanding of
' how the hidden curriculum is serviced and resourced, and how it reflects the need and
interests of those it serves. This includes learners, educators, the community, the

' nationand employers

Put differeﬁt!y, the hidden curriculum ‘oils the wheels’ for the smooth running of the-
'schooi and of the classes of students within it. As Ornstein & Hunkins (1993_:370)

' -asserts: We need to be sensitive when we implement the curriculum i.e. all factors

both known and unknown must be cons:dered prior to unplementmg This accounts
- for Technology aswell.

29 IMPLEMENTING THE CURRICULUM
‘Ilie prmcipal is the chief ‘executive  officer and the education department’

representahve tasked with the obligation of unplementmg the curnculum at meso

- level. According to Nalcker & Waddy (2003:15) the prmc1pal is required to liaise

" with relevant structures, the school management team and educators thh regard to

managmg and 1mplementmg the school curriculum development

According to Walker cited in Pratt (1980:425) an important reatization for curriculum
managers is that the process of implementation is one of persuading people to make
-certain dec1$10ns As such it is nelther a curriculum process, nor an academic process,

: .nor an mtellectuall process Walker also says that curriculum changes are necessarily

- -'sub_]ect to the operanon of enormously powerful social forces that cannot possibly be

; brought uuder the control of ‘any technical procedure or systematlcally designed
' prooess o

Preedy (1989 147) concurs with Walker, that unplementat:on means curriculum
change For teachers in classrooms, new materials are important, but are ineffective
by: themselves Change also mvolves new behaviors and practlces, and ultimately new

beliefs and understanding. It involves changes in what people know and assume.
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The princ'i'pal is at the heart of curriculum implementation and management as the
. visionary, organizer, cheerleader, and evaluator. The principal’s leadership promotes

and ensures participation of the school management team in developing a successful

programme. .-

| According to Naicker & Waddy (2003:19) to manage the curriculum eﬁ'ectivély,
~ school management teams must be conversant with the policies; regulations and
legislation that governs the education systém. In South Africa currently we have a
national system of education, known by its brand name of Revised National
Curriculum Statgment which uses the principles of the _Ouicomeszased model to
drive the process of implementation (DoE, 2000(b):02). | '

2.10 CURRICULUM DESIGN

Kelly (1989:17) states that curriculum planning is not a simple matter that some seem
' to think. The school principal and the school management need to have sufficient

- knowledge of the different curriculum models of design so that in their planning

process they are able to make informed choices which will contribute to successful
teaching. Curriculim models also contain the building blocks for the development of
the curriculum as well as to grasp reality with its complexities. According to Preedy
(1989:107) curriculum design provides us with the context within which to consider

~ our own practice and aspirations.

 Currently educational objectives and subject matter arc being subjected to change as

-society unposes new social and political demands on schools, and new knowledge is
ercated. An understanding of the curriculum design models presents the principal with
| “various kinds of 'contént and processes upon . which he or she can draw from to

_ develop and reinforce the implementation of Technology as a learning area.

Most importantly knowledge of curriculum design assists the principal in translating
curriculum theory into practice. It also increases the confidence and authority of
school principals by acquiring a greater understanding of Technology and its place in

the gﬁ;ﬁculum.
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The followmg cumculum desagn models highlight the need for different leaming
goals, flexible new knowledge, collaboration and effective curriculum management
e The Saber-Tooth model |

e The Tyler model
-~ e The Taba model

~»  Outcomes- Based model N

2.10.1 The Saber-Tooth model

_According to Benjamin cited in _Preédy (1_989:'104) this is one of the most

_ entertainipg and perceptive accounts of curriculum development. Neﬁ—Fist—Hmnmer-

~ Maker, lived in Chellan times and was the first great curriculum theorist and

 practitioner, _whb developed the Saber Tooth curriculum, for a better life for his
children. .. o

:_ The Séh_er tooth cuiﬁcu!um .iné_l:ud.ed activities _sﬁch as sabér—fdoth— ﬁger—scaﬁngfwith- _
. fire which wﬁs taught in a plﬁcticai way to the children. The benefits of such an
| induction into thése forms of knowledge soon became' evident. Despite initial
. -ob_;ectlons by the more conservanve and theolog[cally mmded members of the tribe,

j tlger—sca.nng i.e used for the purpose of giving nobie courage into all the affairs of life

~ and the other activities soon became accepted as the heart of true educatwn Most
~ importantly it contained the knowledge and skitls that was most beneﬁclal to the
learners during that period. ' '

According to Reid, Hopkins and Holly, cited in Preedy (1989:104) ail continued well
for some generations until the approach of a new ice ége drastically changed the
environment. The skills acquired through the Saber-tooth curriculum were no longer
appro.pria'te' to the new conditions in the cave realm (kih'gdo'm) and the prosperity and
 equanimity of the tribe suffered. What is important about this curriculum to modern

- day thinking is that even during the earliest of times the body of knowledge had to be

 relevaitto keep pace w1th the changmg COﬂdlt!DnS such as changes in the cltmate and

F envu'omnent.
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The Saber tooth curriculum also highlights the need for change, innovation, transfer
| of knowledge, education verses training and vocational_ relevance, all of which are

: relevant today. Even in those early times the leader of the tribe (the principal) had to
make certain decisions. Because the whole tribe refused to adapt to changing times, it
was left to archaeo!oglsts to unearth the remains of that society - a few phrases carved
m stone by v1llage elders (Peddiwell cited in White, 2001: ll)

-~ ' According to Preedy (1989: 104) the Saber -Tooth curriculum hlghhghts three pomts
' to the modern day thinking:
e The term curriculum is an ambiguous one; it is open to many different
* interpretations and can be put to many different purposes. - '
» Successful teaching is related to: thoughtful and - systematic curriculum
planning, - o _ _ |
e ‘The responsibility for curriculum development needs to be located close to
' the classroom. The Saber- Tooth parable is illuminating. It also provides a
" context when invesﬁgating the progress in- curriculum development since
" Chellean times. Most important!y, it highlights the need for Technology.

Changmg condltlons requu'e that mankmd adapts and deve!opes techno]ogles and'
) skills to keep in touch with the changmg condltlons Failure to change and transform
: ~ will result i m 51m1lar situations as New—Flst—Hammer—Maker s tribe- extmctlon

2. 10 2 The Tyler medel

. Accordmg to Lemmer ‘& Badenhorst (1997.264) Tyler based hlS approach to
curriculum design and development on four main questions: .
. What educational purposes should the school seek to attain?
o "__5__3: What- educatlonai experiences can be provided ﬂlat are: llkely to attain the
e How can these educational experiences be effectlvely orgamzed?
- '.-- How can we determine whether these purposes are being attained?

Table7 Tyler model -~ e oo

Formulate | Select | | Organise | Evaluate
objectives | - learning | learning :
IR experience j. - | experience




. This model is known as the linear or step by step model. It relied on general goals and

~ more specific objectives being predetermined and later used in evaluation. Learning

outcomes were decided on beforchand and content, study material, and teaching

" methods were specified. It is criticised for being a highly technical approach that kept

control in the hands of the hierarchy. It prescribed particular methods of attaining the

__ aims . of education, the curriculum and schoolmg, with a view to delivering end
: products comparable to a factory setup.

According to Preedy (1989-108) the Tyler model has been cnormously' influential, so
much so that most curriculum or lesson plans appear to be to some extent based on
this approach. The merarchy in days gone by would constltute the school principal
and thc management team which echuded other role players =

| 2.10_.3 '_l'hé Taba model

" According to Reid, ef. al. cited in Proedy (1989:108), Taba believed that those who
 teach the curriculum should parttctpate in developing it. She advocated what has been
caIch the grass roots approach, a model whose steps are similar to Tyler s. Although
B Tyler d1d not advocate that his model only be employed by persons in the central
. ofﬁce cducators assumed that authontlcs in thc central office had the knowledge for
creatmg and developmg the curriculum. ’I'h:s was a top down approach. Ideas from
* curriculum  experts were ﬁcquently given to teachers to develop, and then

_ adnumstra_tors_ supervxscd the teachers to ensure that fhe ideas were impiemented.

_ “Taba beﬁeved that the administrative model (top down approach) was really in the
- Wrbﬁg order. The curriculum should be designed by the users of the programme. Taba
| insisted that teachers take a inductive approach to curriculum development, by

| startlng with specifics and building toa general design, as opposed to the more
uadltlonal deductlve approach, whlch starts with the gencral design ‘and workmg
towards thc spcclﬁcs o B
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Accordmg to Omnstein & Hunkins (1993:269) Taba noted seven major steps to her
grass roots model in which teachers would have major mput. These are:
- 1. - Diagnosis of needs. '
Formulation of objectives.
.. Selection of content.
Organisation of content.
Séleétion of learning activities.
Organizaﬁon of learning activities.

NS, R W N

Evaluation and means of evaluation.

Although Taba’s model has much merit, it is criticized for the amount of effort put
into a grass roots frame work which weakens it. Zias (Omstein & Hunkins,
1993: 269) maintains that the primary weakness is that it applies the concept of
- participatory democracy to a hfgh!y technical, complex, and specialized process. Zias
states that this does not mean teachers cannot be involved; indeed, they must be, ifthe
* curriculum is to be actually used in the classroom. It does mean, however, that a “one
person — éné vote” rationale will not guarantee an effective curriculum. Also, the
* grass roots design assumes that teachers have the expertise and perhaps more
~importantly the time to engage in such extensive cwﬁculdr activity. He. argucs that we
' .'m_'aed to recognize that the grass roots approach has made it abundantly clear that a
broad base of involvement is essential for curriculum decision making. Traditionally
ﬂle_pfincipal_ is charged with directing the actions that enable the various participants
to 'e‘ngage in the development of the curriculum. Tn a non-traditional approach

" educators are given the responsibility for developing the curriculum,

| 2104 The: Oﬁtcomés—B?s@d n'loldél.
| The Outcomes-Based model i isa curriculum approach to teachmg and learning that
_ T requires a Shlﬂ from teacher input through syllabuses to a focus on learner outcomes
' (Jacobs, et al.’ 2000:92). According to Lemmer & Badenhorst (1997:264)
- technological, “social and individual change has resulted in the ‘explosion of
- knbwlédgé that has created a need for new educational principles and aims. This view
s shared by Jécobs,_ et. al. (2000:92). Important curricular issues in this regard are the
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principles of Iifelong'leaming and open learning, as well as the aim of personal
- change assisted by edﬁcation w:thm and beyond the school situation. They pointed
: out that in this context a person should be able to reflect on what helshe can do both
intellectually and practically. A

Human capability should be taken into account more especially when the learner
~ should be assisted in: e
. ¢ becoming a person through change on her/his own terms;
: -I_ establishing meaning thm&gh discourse and personal choice; _

e being creatiw)e, including exploring alternative ways of solving pfoblems.

. According to Sawada & Caley cited in Lemmer & Badehhorst‘(1997:265) the
Outcomes-Based model is based on the prex_nise which defines the role of the leamer,

- the role of the teacher, and the eims and conteht of teaching. As the learner grows and

o develops,  the his or her. participation in the educational .and schooling activities

increases along with the capacity to accept responsibility for his/her actions,
- investigations, beliefs and thoughts. The leamer moves towards becoming a student.
- In this regard educatlon and schoclmg are regarded as a process of dJalogue and
dlscourse

| _ ClaSsroom 'pmcﬁce is based on ﬂle acceptance that both the teacher and the learner are
- stnvmg towards the same aim. The role of the teacher shifts from one of transmitting
g mformatlon to that of a facilitator. 7 B '

-The Oufeomes-Based aﬁpro_ach to curriculum desi.gn and development may include
various appre_aches to help and guide the acﬁ_vities as long as they do not control the
 leamning process There is a need for knowledge (subjecte, problem solving core
knoWledge, and personal interests), classification and organization in view of learner

: deve!opinent, with emphasis on a holistic approach to curriculum development.

B Accordmg to Jacobs, et. al (2000 103) South Afiica has @ unique Outcomes-Based
o model usmg termmology not found in any other country. Although the word

utcomes s common in all models, each country creates its own supporting terms

and defmmons when they de31gn Outcomes-Based programmes ‘The designers of the
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South African model believed that some of the old teaching terms should be replaced
by new terms that are in line with outcomes based education.
The followmg changes of terms have been made in South Affica:
s - aims and objectives are replaced with outcomes;
e evaluation is replaced with assessment;
- = pupils and students are replaced with learners;
| _ _o. school standards are replaced_ with grades;
e sobjects have been replaced with learning areas;
- o syllabus have replaced with leamlng programme.
(Jacobs, et. al. 2000: 103)

.. Tl'lC Outl:cimes Based model is concerned with the outcome of a curriculum from the
~ leamer’s point of view. Such a result may either be observable or refer to internal
* change in the leamer. According to Lemmer & Badenhorst (1997:272) this model
' represents a shift from a content-based approach towards a learner-based approach.

" The curriculum design approach generally begins by establishing what ._oompetencies
- are nwded to enable the learner to be successful in life. In contrast to other models,

-~ which started by studying existing curriculum in order to determine objectives, this

‘approach exammes and defines various areas of learning (Lemmer & Badenhorst,

o 1997: 272)

: The types of high quality knowledge outcomes that Spady argues for are contained in
the umque features and scope in Technology for example Technology leanung area
_ glves learners. the opportunity to:
‘learn by so[vmg problems in creative wayS' ' _
_i e learn whilst using authentic contexts that are rooted in real situations outside
. the classroom, ' _ ' .
o ‘combine thmkmg and domg ina way that ]mks abstract concepts to concrete
. understandmg; _
.. & carry out practical pro_]ects using a vanety of technological skills-
- ?mvestlgatmg, desngnmg, makmg, evaluatmg, commumcatmg—that suit
: dtﬁ'etent Ieammg styles;
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e use and engage Wlﬂl knowledge ina purposeful way;
e learn by deallng directly with mclusmty, human nghts social and
. environmental i issues in their project work; ' _ L
* ‘usea vanety of life skills in authentic context (e.g. dec:smn-makmg, critical
~and creatlve thmkmg echoperatxon, needs identification); and
5 . - create more positive attitudes, perceptlons and aspirations towards technology—
" based careers (DoE, 2002:05). S, -

- _: Current thinking among deciSion makers m various countries, such as Australia,
Umted ngdom, New Zealand, Umted States of America, and South Affica suggests
 that: Outcomes-based education encourages teachers and learners to focus on
o omomesthathaveareal life appheatlon B

: All'curﬁcuium ﬁ:bdels'hai'e their constraints; no one modsl or rapproach is perfect.

e The principal as head of the institute must take a leadmg role in the continuous

- development and lmprovement of the cumculum by using an integrated management

' 'approach. As the instructional leader of the school, the principal has the obligation to

. develop and promote the school s -goals and ob_]ectwes to enhance student
achlevemem. With the blg picture of the school i m mlnd, the principal has the

o power and authonty to lmplement a curricufum management process that includes all

- : stakeholders. ' '
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2.11 THE TECI-]NOLOGY CURRICULUM

| As xllustrated in the followmg ﬁgure the Technology Curriculum is orgamzed within
the General Education and Trammg Band of the Natlonal Qualifications Framework
in South Afnca. : ,

 Table 8: National Quahﬁcatlons Framework

SCHOOL | NQF BAND = | Types of quahﬁcanons & certificates
'GRADES | LEVEL o
g8 Higher Doctorates—Further research degrees
T Education Degrees
6 and Diploma
5 Training and -
Band Certificates
g Further Education and Training Certificates ' .
| A 4 Further = | School/College/NGOs " Training
U EE . | certificates, Mix of units .

11 3 | Educationand | School/College/NGOs - - Training
S R _ | certificates, Mix of units '
10 2 . | Training Band | School/College/NGOs . Training

i ' - | certificates, Mix of units '
o General Education and Training Certificates _ ,
-9 _ B | Senior Phase © ABET4 -
7 | Education : :
6 T And : Iifll;t:gclledlate __ ABET 3
3 Training
: g . .Banc_i .- | Foundation Phase | - ABET2
? : Pre-school .- "ABET1
"R

" Adapted from Le:_mqe_r (ed) @003:115)

' _Technology is sﬁuated in Ievel one of the Natlonal Quallﬁcaﬂons Framework. It
_ encompasses all learning that ta.kes place within the General Education and Training
" Band, between Grades- R and Grades-9. ' '
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‘The significance of Technology lies its use is to develop citizens who can display

: competene1es and values, encapsulated in the critical and developmental outcomes
(DoE, 2002:04).

The critical outcomes envisage learners who are able to:

identify and .solve problems and make decisions using critical and creative

 thinking;

work eﬂ‘ecnvely with others as members of a team, group, orgamsanon and
commumty' o

| orgamse and manage themselves and their actlvmes respons1bly and
' effectwely, .

collect, analyse, organise and cntlcally evaluate mformatton

_ commmucate eﬁ'ectlvely using visual, symbohc and/or language skllls in

~ various modes

use science and techno!ogy effectively and crltlcally, showing respon51b1[1ty

" towards the environment and the health of others; and _
'demonstrate an understanding of the world as a set of related systems by

recogmsmg that problem-solvmg contexts do not exist in lsolatlon (DoE,

| '2002 01)

The deve!opmeutal outcomes env:sage leamers who are also able to:

reflect on and explore a variety of slrategles to Iearn more eﬁ'ecnvely,

parhc:pate as responsnble cmzens in the hfe of Iocal natlonal ‘and global

: commumtles,

be culturally and aesthetlcally sensitive across a range of soc:al contexts

explore edueatlon and career opportumtles

: develop entrepreneunal opportu.mtles (DoE, 2002: 02)

.. The essence ot‘ the Technology'Leaming Area ln the G'eneral Education and Training

Band invol\.r_es' t_he application of the Technology design process(see figure*: At the

heart of ﬂﬁs'process is the identification of everyday prob]ems, needs or wants of

people and the selectlon and appllcatlon of appropnate resources, knowledge skills .

- .and values to develop practlcal solutions. Ihe deSIgn process encourages the
' =development of critical and creative thinking skills. .
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The Techneology design process

‘__Iablﬁﬂ.lﬁ:hnﬂlnmm:ﬂgn progess . N
G::> {Investlgate || \@
Commumcete H _ E rDesngn "

]
| 'Somee'é Bmget al (2obszon .

. . T’f_;_{s ,:‘:_5,,_—-,,

" Technolog;lr_ :__oﬁ"ers _ euthentic, real-life opporfun_ities i_'or learners to interact with
: each other w1thm teams when they develop technological solutions as follows
| o_ lnvestlgate When studymg Technology, the mam objectxve is to mvestlgate
: problems in ﬁle context in whlch they occur, and attempt to solve them by
_ 'ﬁndmg out imore about them. . _ ,
LR Des:gn This process identifies and solves problems by applymg knowledge
- | skllls, values and attitudes. Once the product or system has been completed, it
- . can be tested to determine whether or not it in fact it serves 1ts purpose.
= Make: In the makmg stage the planning and making of the produet needs to be
- very cal_'efully. considered. Firstly, planning should be done in advance to get
matenais end equipment together. Secondly, a flow chart should be drawn up
. so that the leamer can seta tix_rle frame for each component of the project.
e Evaluale When a project is completed, it is necessary to eValoate or test the
o ‘project. One needs to see-whether it meets the requirements that vlrere set to
. “ guide a person to build it. Thls stage requires the use of probmg questions, fair
testing, and analysis. _
s Commumcate. The assessment ev1dence of the processes followed in any
. pro_]eet - t_ha1 is the ability to analyse, investigate, plan, design, draw, evaluate

- and communicate - is presented. This could be done in oral, written, graphic or
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- electronic form. A record of the design process from conception to realisation
- iskept in the form of a PrOject Portfolio (DoE, 2002:07).
Learners also interact with their communities when, for example they test and

-~ market products that they made themsclves. -

On a personal level, Technology leamners become more and more aware of
their responsibilities within their classrooms, families and society. They leam
to manage the technological resources at their disposal when developing -
oroducts. They also learn to.mjnimise the potentially negative impact that their

| solutions e_ouid have on the environment and on human rights.

& ' Leamers in Technology classrooms work in groups to analyse the given

. "_information in order to create practical solutions. They co-operate and
communicate with each other, often combining verbal and graphic modes of

commumication. Dis¢i1§$ion and reporting techniques and use of appropriate

- - . terminology are enébtﬁéged during technological activities.

The Technology Leaming Area contributes to the intellectual and practical
' "development of iearners, to enable them to cope with challenges of a
technologlcal society. Through its open-ended, problem-solving approach,
: Technology links knowing with doing. It affords learners opportunities to
-apply and mtegrate their knowledge and skills from other learnmg areas in real
and practical situations that can be further developed in various situations

'. . throughout their lives.

Learners explore both posmve and neganve impacts of Technology on their

'polmcal, social, economical and biophysical envn'onment. This will be done

.. when -they evaluate the product they. have made, using criteria like

- aﬂ'ordability, safety, fit for purpose, effect on the environment, and so on. This '
“ will enable learners to develop into critical consumers

_ Leamers are provided with opportunities to interact with busmess and various

| c industries that help them to understand and adapt to changing economic

rea]1t1es They. learn to generate creative and innovative ideas, and to co-
' operate in translating their ideas imto action. They gain skllls, knowledge

_' ' competencles and confidence that equip them to contribute to South Africa’s
social and economic development. This process also allows them to explore
- various opportunities for further education and future careers (DoE, 2002:04).
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: The tasks that the management would be involved in Will include:
. ~ Develop a learning area pohcy to ensure that quahty teachmg and leaming
“takes place. _
= Provide all the resources required, mcludmg human, financial and physical
resources reqmred so that the learning area can be implemented successfully.

- * Provide the necessary support and motivation so as to create a positive
- attitude among staff, lénniers and SGB members.

~2.12 ' MONITORING AND = EVALUATION AS - ASPECT S IN THE

: MANAGEMENT PROCESS '

_ Curriculum evaluaﬁoh generates a host of résponsr.as,i according to McNeil (1996:263).
 Some educators fear the power and contrel it might give school principals, whilst
ot_her_ educato_rs are reassured by the evaluations. '

' People oﬁen expect that evaluation will solve Eany pressing problems suchas: -
¢ The public who demands accountablltty
" e The decision makcr who must choose among curriculum alternatives.
. 'Ihe developer. who needs to know where and how to improve curriculum
‘materials, ' B | '
‘e The teacher who is concemed about the effect of leammg opportunmes on
o mdmdual students : ' '

_ The monitoring and evaluation process assists both school principals and teachers as a

means to imljfove the qliality of teaching and leaming. - -

.  Monitoring and evaluation are integral éomponents of all curricula. Tod_ay it is used

not only to- inform about the success of teabhing and leéming within the school

- situation, but also to monitor the implementation of policy decisions and it is
~ conducted in'an open and transparent manner. Monitoring of ﬂﬂe curriculum involves

. the use of processes to determine to what extent the approved curriculum has been
_mplemented. o '
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Wh:lst | Glatthorn (1997:84) argues that monitoring the implementation of the
' curriculum is one of those issues that seem to be highly controversial and divisive, it

is also very necessary, especially for a new learning area such as Technology.
' 2.12.1 Reasons fof monitoring and evaluating the Technology curriculum

 The principal’s monitoring of the curriculum must be used as part of a broader planto -
motivate and develop the staff, S0 that the objectives and goals of the school can be
_attained through the removal of barriers that which hinder deltvery of the Technology
curriculum., Monitoring yields the following results: _
e Development of efficiency. Issues around uhplementation of the national
~curriculum is not. negotiable especially after a great amount of time and
money have been spenf on training of teachers and developing the curriculum.
, | It would be a manifested waste of time if teachers simply ignored it.
. , Consxstaut development according to Glatthorn (1997:85), if the district
g curriculem has been carefully sequenced and articulated, monitoring will help
ensure that what students are being taught in one grade is actually built on and
leads o other grades. It also keeps’tezichers alert and committed to the task.
Cronbach cited in Stenhouse (1987:98) concurs with Glatthorn,

It is noticcable from the reasons provided that evaluation is an important component
. of the curriculum and cannot be ignored. However, to make it an all-embracing effort,
the conditions must be negotiated.

- -'2.1272' _Esfabiishing conditions for monitoring and evaluating.

. -_'-'Aécording fé Glatthom (1997:128) establishing monitoring and evaluation conditions
are essentlal to ensure that there is consensus on what is and what has been agreed
* upon, namely, that, - |

el helps to 1dcnt1fy gaps in the levels of understaudmg,

e it helps to minimize and eliminate conﬂlct;

e itremedies shortcomings;

el it ensures'lmderstand_ing of role ﬁmctiohs, and
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e it eliminates ignorance on the part of pnncnpal, or heads of departments and
 educators.

* Glatthorn (1997:86) also says that monito_ﬁng and evaluation efforts are mofe likely to
succeed if certain conditions are present. Such conditions should be created as
follows | ' '

Emphaszse mutual accomplishment, not total fidelity. Mutual accomphshment .

is a type of implementation that develops innovation. The principal

accomplishes the central goal of changing the curriculum and the classroom

 teachers accomplish their goals of influencing the curriculum and maintaining

' control of the essential elements of classroom life. Mutual accomplishment

- according to. Glaithom (1997 86) is a win-win phllosophy of curriculum
o lmplementanon

. Inﬂuence the development of a teacher friendly and change simple curriculum.

: A teacher friend]y curriculum contains the following features: -
T o It specifically provides time and space for teacher enrichment;
e Itis presented in a form that makes it easily.assessable,- and
e It 'does not mandate a eequence_ or teaching approach. (Glatthomn, 1997:87).

A change sunple curriculum is one that reflects the followmg charactenstlcs which
' are important in bringing about eﬁ'ect:ve change: _ o _
Flrst, the curriculum is clear: The terms are deﬁned clearly, and ob_lecnves-
are specified unamblguously
. =ASecond, the curriculum avoxds excessive complexity: It does not expect
i i:he teacher to use too many resources, or complicated technplegy. Nor
e - doesit keep too many elements in mind. :
S _ - : Fma]ly the’ cm‘nculum is one of hlgh quahty, teachers respect it and wish
_ to implement it. :
= Glatthom, points out that estabhshmg a culture that values continuous improvement
and collaboration is the most crucial condition. The principal should take a leadershlp'
_ role in clarifying the concepf of continuous improvement; of emphasizing its role in
- - making the school better; in modeling that p_hilosephy, and in rewarding teachers who |

il
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manifest in it. Teachers should understand that curriculum development is an on-
o going process, not a single event (Glatthorn, 1997:87). -

- Collaboration is also a critical element in the school’s culture. The principal should
. understand the iniportance of working together; establish conditions that support

' _ collaboration;. model collaboration, and should reward teachers who cooperaxe

e (Glatthorn, 1997:87).

'Monitoring and 'eva!uating are important aspects for the implementation of
Technology as this will provide one with information to view how Technology is
being delivered, and directed by management.

213 MANAGING CHANGE -

Change represents the struggle between what is and what is desired. In the context of
* educational management, change means, for instance, that school prmcrpals are
exposed . to new conlrols and regulatlons, growth, increasing technologlcal

. developments and changes in the woﬂcforoe

B Bockhard & Haris in 'Erasrnus, ct. al. (1996:136) state that further changes in-
e legislation, availability of resources, market demands, and social priorities, often force
the principal to re-design the organisation’s structure and procedures, to re-define
.priorities, and. to re-deploy resources. This can be seen in the case of Téchnology, :
which is the newest of the learning areas and its demands on the management skills

: émd c’ompétenc'e of the principal are enormous. -

- Accordmg to Everard and Morris (1996:229) we are regularly aware that somethmg is
; crymg out to be changed, yet somehow the sheer inertia of ‘the system’ proves toco

_- great to overcome. Smce managers are there to get things to happen, how is it that
E _ they SO oﬁen fail to achieve srgmﬁcant, timely or orderly change'? '

| Industry, like edu_cation, has faéed this problem of managing change for many years,
~ and not 'r_jnly'ié it now more clearly understood, but it is 2lso one that has become the
" focus of a good deal of management training, with considerable success. In the past
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most training has been aimed at helping managers to manage the status quo more
- efficiently. But as the environment becomes more turbulent, it has become more

important to develop their skills, in coping with change, and indeed, in steering it:

N The introduction of Technology as a learning area within the school curriculum has
- made that careful planning and coordination vitally important as its introduction

impacts on the political, economic, social and cultural dimensions of life. According -

to Nalcker & Waddy (2003 14) the principal, deputy principal, and head of
department form the school management team. They must lead and manage the
schoo], mcludmg curnculum planning, management and develc:pment as-a team.
Squelch in Lemmer (ed.) (2003:128) and Sarason in Owens (2001:186) refer to this as
part of the decentr'alised process of school management, reform and change ‘The

- authors mamtams that active participation of all stakeholders creates the necessary

chmate, stmctures and support mechamsms for engendermg genuine partlmpatton and

' mvolvement.

: -'I'he new educatlon pohcws, reqmres school leaders and ‘managers to ‘work in
- democratic and partlclpatory ways to bulld relatlonshlps and ensure efﬁclent and
'eﬁ'ectwe dellvery But many school leaders and managers are strugglmg to translate

_' pohcy mto practice, due to a lack of understandmg of and insight into, the cumculnm

- policy documents (DoE, 1996(b):25).

_'Aceordihg" to Van der Westhuizen (19'95'648)'the school principal’s support role

'gwes some prestlge to the changes takmg place in the organisation. Put differently,

" for a prmclpal tobe successful in the task of developing the schools’ curriculum, there
isa need for a good team to support his or her initiative. Omstein & Hunkins

o (1 993 219) points out that i in cumculum management, school managers must consult

w1th students, edueators parents, community - leaders and political ofﬁclals
- (stakeholders) mterested in education 50 as to engage them in dlscusswns about the

cha.uge in cumeulum lmplementatlon.

) Carl (1995;156). is of the view that all consumers must receive, understand and accept
""" specific information before a curriculum can be successfully applied. In this regard it
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 is of cardinal importance that each person in the school organisation be fully informed

and involved, with a view to taking the best decisions and to ensuring optimal

. development. Change would be unsuccessful if the dynamics of change and certain
' cntlcal factors and views in regard to people’s reédiness for change and déve]opment,

 are lost sight of, o - -

- .2.15,1 The dynamics 6fchange_

- 'Ac_cording to Van der Westhuizen (1995:646) the school as an organisation also has
an interactive relationship with the environment and is subject to the laws of change.
 The events of changc are mutual. Under the pressure from envnronmcntal factors the

school must adapt to changmg cucumstances wh:lst at the same time it influences the _

- environment of which it is-a part. In the process of adapting to changing

) _clrcumstances the school prmmpal fulfils a key role in any change, which takes place
_3 at school be it as initiator or supporter

- Kroon (1996:508) says that' the process' of change can take months, years, even
. decades. Tn this process the old dominant institutions, i.e. the former vocational and
trade schools, are not agents of change, but are passive and, to a large extent,

 astonished onlookers. The activé-agents of change come from the parameters: of

o s_qciety. In the cﬁsg of South Africa this is a known fact. The new system of education
o requires school managers who are able to work in democratic and participative_way$
to build rélaﬁonsﬁips and ensure efficient and effective delivery (DoE, 1996(b):25). . -

To date the De]aaﬂment of Education has iﬁtroduced ‘a number of policies for
_ mplementatmn at school level and for school management teams to implement, so

T ﬂaat lmmers can receive quahty of educatlon.

> Maunemmaa, mted in Kmon (1996 508), maintains that the old and dominant schools,

* like the former vocational and trade schools, will try and adapt, but they will probably

not be capable of changmg their basic value systems. This value crisis will be a
" painful and frustrating experience for the people involved with those institutions.
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The process of change has three basic components, namely: the status quo or current
situation, the transition phase and the expected future situation. 1t is illustrated in the

following diagram:
Table 10: The nature of change
The nature of change. _ |
'. Current situation = - : o Future Situation

Transition situation

2

~ Source: Adapted from Beckhard and Harris in (Krcon, 1996:508)

. Tile cmrent smlatlon involves the unfreezmg of the business (school) to enable
| itto see the need for change, because it must be accepted that change cannot
be introduced without prepanng the people involved.
. __The current situation is then followed by the transition situation during Whlch
_ | ‘New processes are implemented.

. _The future situation process has the purpose ¢ of supporting the unplementatlon
.' policies. it is here where new behaviours are made permanent through role-

- playing. (Kroon, 1996:508) | -
” - The unfreezing (people become aware of the need for change)-changing
(unpl_eme__ntmg the change)-refreezing (making new behaviours relatively
.: permanent in the new change) model is still used, but the modern concept of
* change management is a much more cbmpiex procese and does not merely involve

" changing people’s mind-set (Kroon, 1996:509).

The fundamental approach to change accepts that people can only change their way of
thmkmg through the proper management of change
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According to Everard & Morris (1996:234) an attempt to help people conceptualise
change is like tilling the ground before planting the seed; or to use another metaphor,
it is like tuning the receiver to the carrier wave before the message of change is
transmitted. It involves both helping people to understand change —any change in the

_abstract, and helpmg them to apprehend the nature of the particular change being
mtroduced

These matters have to be discussed face-to- face; it is insufficient to read about them —
they must be tossed around and savoured. There must be suitable outlet for fears that
- the prospect of change evokes in everybody, fears that one will not be able to cope,
‘that one’s sense of competence will be eroded and one’s occupational identity will be

dented. According to Van der Westhuizen (1994 646) an open orgamzmlonal climate
: mﬂuences the process of change through coltaboration.

" Technology is part of the change process. It will also go through the three situations,
_ current situation, transition and future situation. According to Jansen & Christie
(1999:282) the state has introduced a national policy for change in schools through
the introduction of Curriculum 2005. Technology is included as part of that policy and

~ its place within the school curriculum is enshrined within the learning area statements. -

. The role of managcment (principals) will be to respond positively to enhance the

- fmching and learning of Technology. According to Fullan, cited in Preedy (1989:145)
this would include identifyiog the key factors related to success, developing insights
into the change process, and developing action progfammes..

. 2.13.2The school_principa!, Technology & change

" 'As indicated above, change is a. process that needs to be managed The school
- prmc1pal, is the key figure around whom most of the schooi’s activities revolve He or
she detemnnes to a great extent the school’s success and failures when change is
implemented. Herman & Herman in Erasmus, et. al. (1996:145) express the view that
' an educational leader must lead the change, not merely be subject to it. The school
principal plays a strategic role in initiating change. As head of the institution he or she
‘will have to devcloo effective relationships with the school management team, to
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imljrove the hﬁpiementation of Technology as a learning area alongside the other

_seven established learning areas.

Gorton & Snowden (1993:128) say that the initial stage in the process of change isthe
most important one, namely to get the cooperation of the relevant stakeholders. An
effective principal will have an operation a needs assessment plan or a developmental
.plan providing objective information about the strengths and weaknesses of the
© various edumtlonal programmes mcludmg Technology. Such an assessment plan will

'be essential for 1dent1fymg and validating the need for change. It will also be helpful
. to others in developing an understanding of Technology and the need for change.

For Technology as a learning area the strategy for change would include facilitating
~the school development'plans, curriculum goals, school policies, staff development

- plans and curriculum needs. Provisioning such as staffing should also be addressed. In

- this way it will not only_prepaie the organisation for change but also overcome initial

resistance of the individuals and/or groups, whose behaviour and attitudes are going

to be affected by changes. Whilst the three levels of planning, namely leamning
programme, work schedule and lesson plan (cf. pp. 25-33) address how the school
" will function as a unit, they do not address the issues of performance facilitation.

Cascio (2003:332) argues that the mere presence of goals is not sufficient. Managers
must also be able to measure the extent to which goals have been accomplished.
- 'Firstly,'théy' must remove the ‘road blocks’ that will hinder successful performance.
This he stresses can only be attained through a process of collaboration.

' On e thé'ro adblocks are éiimmated the next step'is to provide adequate resources,

e such as capltal resources, matena] resources and human resources. After all, if

employees lack these tools to reach the challengmg goals they have set, they will
' beoome ﬁ-ustxated and disenchanted. This is specifi cally applicable to Technology.
. Put dlfferently, for Technology this would translate into non -implementation of the

learning area, as Technology is resource-driven.
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Fullan cited in Eveiard & Morris (1990:240) state that effective educational change
cannot occur without improvements on teachers’ working lives. Change must not
51mp_ly aggravate teacher’s problems. So what must the principal exactly do to
implement Technology as part of the change process? Through the _process of

" collaboration the principal should identify the human resources required and the skills

needed to implement the changes (Everard & Morris 1990:240). This would include
either employing new staff with the relevant skills and knowledge or 'otllerwiSe )
 retraining members of the staff, vrho. arc prepared to make the journey across.
~ Glatthorn (1997:87) concurs that the staff member would have to go under intensive
- rraihing either by attending in-service courses offered by the Department of Education

- or by attending skills development workshops, conducted by other professional

development bodies, so as to become more competent. This should result in

measurable changes in knowledge, skills, attitlide, and / or social'behav'iour. '

Ne:rL the principal should identify a specialist room for Technology and equip it with

L the necessary tools ‘equipment and other resources that would support learning.

_ Furthermore a budget that ensures the survwal of the learning area should be
- allocated. Fmally, it is imperative to reduce resistance to implement the learning area
of Technology. The programme must be open to revision and reconsideration, if
experience indicates that changes is desirable. Glatthomn (1997:88) points out that the
- principal should serve as cheerleader for the new curriculum and remind teachers of |

. the need for effective implementation of Technology.
2.14 CONCLUSION
* The South African Education Systern is under extreme pressure to improve the quality
of education and produce capable lcaders of the future, including in the field of
Technology. Central to this improvement, is the effectiveness of the principal to

implement curricclum changes in general and to manage implementation of

- Technology as a learning area in particular.

Technology as a learning area has a meaningful role to play in addressing the need for
- skilled peopie and transformation of the South African society, in relation to the
| ~ imperatives of globalisation. According to Stromquist (2002:38) our education system
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is currently much more attuned to business values and needs than in previous decades.
This has not been a natural evolution, but rather the result of explicit pressure of the
business sectors on educational systems. '

The function of Teohnology as a learning area is, therefore to develop in learners an

. awareness and interest in a mixture of skills needed by the career field for which
learhers are preparing ﬁ;emselves, when they exit the General Education and Training .
Band to enter the Further Educat'ionl Band Even if these Jearners do not choose careers

i the techmcal and vocational fields, they will, however posses an understanding of
complex technologles and the capacity to cope with technologlcal change, as
contained in the unique features and scope of Technology.

The principal, as the schools chief aceountmg ‘officer is m the forefront of the change

process, as outlined by the National Department of Educatlon (DoE, 1996(b):48).

It is the principal’s responsibility to ensure that Technology as a leaming area is
‘successfully implemented and managed in a collaborative manner within the school

. curriculum Most importantly the principal must provide continuous leadership and

support for Technology as a 1eammg area so as to develop citizens who can display

. the competencxes and vahies encapsulated in the critical and developmental outcomes.

- The significance of the: Technology lmrnmg area is dn'ectly related to the overall goal
3 Vof the Revised National Cumculum Statement (DoE 2002: 04)

" This chapter has reviewed relevant literature on various aspects of curriculum

- management and Technology as a learning area in South African school curricular.

Thc nexf chapter deals with field work for this study.
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CHAPTER 3 |
' METHOD OF INVESTIGATTON

31 INTRODUCTION |
‘In ﬁle precedmg chapter cumculum management and the role function of the
. prmcxpal as manager was dlscussed The literature study revealed that there are
: various factors in the work envnonment of the prmcxpal that have a bearing on

| _ management of the curriculum component, such as Technology as a leammg area. This

- chapter deals w1th the research design and other aspects of emplncal mvest_l gation for this
- _3 2 RESEARCH AND DESIGN

Research can be deﬁned as a systematic process of collectmg and logically analysing
m_formatlon for some purpose (Vos in Wolhuter, et, al. 2003:7). This definition is general

" because many methods are available to investigate a problem or a question. Van Rensburg,
" Landman and Bodenstein cited by Vos in Wolhuter, ef. al. (2003:7), describe research as a

o formal, systematlc and intensive process of earrymg on a scientific method of analysis.

L Wallen & Fraenkel argue that educational research is a disciplined i mqulry in which -
- dzﬁ'erent dlsclphnes provide different principles of research by which to collect and reason

e ﬁ‘om data (c1ted by Vos in Wolhuter et. al. 2003:7).

| “The :esea;cﬁ for this stody used the descriptive design. The study focused on the practices
 and processes of cmricu}m_n management. The investigation sought to elicit information on
g mahage_fnenf, réso'uming and stafﬁng. of Technology educators at schools. ™ - .
33 POPULATION & SAMPL]NG T
' The researcher focused pnmarﬂy on the school prmclpal because they are pereewed tobe
- the pnme initiators for managing and unplemen_ung the school curriculum. The primary

o - school principels were choser as the popuiati’on of the survey because they are the people

“who have tof maﬁaoe Technology as a learning area within the General Education and -

s Trammg Band, more especmliy in the Intermediate Phase which i is targeted for national

- unplementatlon. More students will also be engaged m Technology activmes and it would
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r6quire. greatér pléiining on the part of the priﬁcipal to provide the necessary resources. The
“study was limited to fifty six public (primary) schools as defined by the South African -
Schoofs Act, Act 84 of 1996 (DoE, 1996 (a)).- '

' Due to the nature of the toplc the researcher applied a simple random samphn g procedure

- Ary Jacobs & Razaweh s( 1990 172) describe the simple random sampie as the best

~ known of the probablh__ty samph_ng procedure_s. Baily (1994:880) supports the descnpnon of
 Ary, Jacobs & Razavieﬁ He argues that the basic characteristic of simple random sampling
is that all members of the populatlon have an equal and mdependent chance of being

. 'mcluded in the sample N

- The study was conducted in the Ethekwni Region; Umlazi District, Chatsworth Circuit. The
B _ “circuit serves mban, perl—urban and rural schools and is made up ' of four wards. Chatsworth
) 4' East (Wa:rd 117) has forty one schools, Chatsworth West (Ward 118) has thirty two
L schools, Queensblrrgh (Ward 119) has thtrty five schools and Mobeni (Ward 120) has thlrty. .
: three schools, m_akmg up a total of one hunch_'e_d and forty one_ ‘schools. There are seventy
" nine pnmary schools in total in the four wards. In some wards there are more primary
schools than others, therefore to ensure that a fair éarnp}e is obtained from each ward, it

wis decided that'a high percentage of schools, ‘approximately seventy percent be sampled.

e Thls was done to accommodate schools that might not respond to the research instrument

: '(C[UCSHOIHI&II’B) and still prcmde a sample that reflect the status of Technoiogy in those

o Fifty six réspondents (school principa]s) were be seIected, fourteen from each ward by
 means of the random sampling method. Names of all of | prlmary schools were put into a hat
. and the first fourteen schools were drawn from the hat (per ward) and had their names
recorded for use in data gaﬂxenng The sample constitutes seventy percent of the primary
| schools in the Umlazi District. Chatsworth Circuit was chosen for the fol_lowmg reasons:

- 0 Schools in this district provxde a fertile ground for research because they provide
Cam mxxtm‘e of urban, peri -urban and rural schools. . _
e _’Ihey combme a rmx of urban pen— urban rural school p0pulat10n in terms of

= leamers
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e ' The schools are drawn from three former ex Education Departments, i.e. the
- Department of Education - House of Delegates, Department of Education - House
of Assembly and the Kwa Zulu Natal Department of Education and Training — ex
DET.. . | |
" ». The schools are managed by principals coming from tﬁe different racial groups, -
namely African, Indian and Whites. This should also provide some insight as _to.
" how these schools are managing Technol.ogy as a learning area under a single
-+ education department. - |

3.4 THE RESEARCH INSTUMENT .

A questionnaire Was used to obtain research data. In order to add more value to the study
. and illicit more mformatmn from the respondents, the researcher deezded to include both,
| closed and open- ended questions. This was done in order for these types of questions to
- complement each other s well as to establish whether the respondent {principal) has -
| | -:_ an understanding of the concept in question. According to Oppenheim (1996:141) -
- both open and closed queeﬁons are.wideiy used in _research as excellent results can be
_. obtained from them. ' | |

- 341 ‘Con.st_!_."uetio_lir ot_' the queeﬁonnaire:

Aeeord_i_ng to Vos in Wolhutee, et.al. (2003:14) questionnaire design is .an activity that
'. Sﬁdu]d not take place in isolation. The researcher should consult and seek advice from
speclahsts and eolleagues at all times during the construction of i:he questionnaire. A

: = questlon may appear correct to the researcher when written down but can be mterpreted _
: dxﬁ‘erently when asked to another | person Hence the lmportance of testing the questionnaire
> in the pilot study. Vos in Wolhuter et. aI (2003 14) argues that there should be no

¥ " hesitation in ehangmg the questlons R e

" several tlmes, when keepmg the ongmal purpose in mmd, before the ﬁnal formulaﬁon

o _Mahlangu mted by Vos in Wolhuter, et. al. (2003: }5) mamtalns thaI the most important

- pomt to be taken into account in questionnaire design is that it takes time and effort and

- . wﬂl go through a number of dlﬁ'erent draﬁs before being fi nalised. From the arguments

: pres_ented, itcan therefore be stated that a _researcher I_nust_ ensure that adequate time is
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budgeted for in the construction and preliminary testing of the questionnaire.

" Babbie (1 990:124) regards closed questions as very popular in survey
| research because they provide a greater uniformity of responses and are more easily
prOCessed The advantages of closed questions are, according to Babbie: '
. The answers are standard, and can be compared from person to person. _
E 6 The answers are much easier to code and analyze, and often can be coded direcfly
" from the QHestionhaire, saving time and money.
‘e The respondent is .o_fcen clearer about the meaning of the question (thatisa_
- respondent who is uhsure about the meani.ng_of the question can often tell from the
B 'an.vaer'Categoﬁes. what is expected). There are thus fewer frustrated respondents
that answer “don’t know” or fail to answer at all. This helps the return rate, Sinoe
 frustration over a smgle questlon can lead the respondent to discard the entire
E questionnaire. _ ' S o _
. ‘The answers are réiativeiy c'omplete (if at all appropriate answer categories are
provi'ded) and a minimum of irrelevant responses are received. For example, asking
- _ rural respondents the Open—ended questlon, “How often do you go to town?” may
. provzde such urelevant and unusable answers as “Whenever [ wish “ or “When I
- can geta nde, > when what is required is an estimate of the frequency. A closed-
“ended qﬁestion w1tb the response eategories,- “once a week or less, two fo five times

* a'week, every day,” will be more likely to elicit usable information.
o Baiijf (1994:119) maintains that the closed question is often easier fora -
" respondent to answer as he of she merely has to choose a category, while formulating

an original answer foi‘_an open question can be much more difficult. .

k __Aocordmg to Bally (1 994: 122) open queshons are used for complex

. ques’aons that cannot be answered in a few sn‘nple categones but reqmre more detail

_ _' : 'and dlscussmn He further maintains that these questlons are used to elicit the
| respondents :u_mque views, philosophy, or goals. Bailey’s _v1_ew is supported by
- ‘Bradburn and Sudman '(19_9_7:1_9) who state that open questions are consistentiy'__

K sppe_ri_o_r,wh‘eh priv;'ite or self incriminating issues are being studied.
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According to Oppenheim (1996:40) the chief advantage of the open question is the
freedom that it gives to the respondent Freedom to let his thoughts roam freely,

| ‘unencumbered by a prepared set of rephes

In th_is _invesﬁgation, the questionnaire contained a series of statements which were relevant
- fo the area of interest. The questiongaiie was redrafted a number of times before being

- finalised. "When formulating the statements, the researcher endeavoured to avoid any
ambiguity, vagueness, prejudice or technical language, with the aim of mmlmlzmg |

- mlsmterpretation of the statements and allowing for honest answers. '

_ The questionnaire was divided into tWo sections. Section one was made up of questions

B .requesting fhe biographical information of the respondents as well as the educational &

|  logistical information about the schools of the res;sondents This section contained thirteen

o closed quest:ons.

R s Sectlon twa was made up of questxons requestmg information about the implementation,
_ .:management & respondents perception of Technology as part of the curriculum. The
mfonnatton requested was formulaied into ﬁve themes. Each theme contamed a series of

. closed and open questlons '

B ': -_q Theme 1 contained mne quest!ons of whzch ﬁvc were closed and four were open.
e  Theme 2 contained ﬁve questxons of whlch three were closed w1th two open |
- ‘:questlons E B L ' '
e 'Iheme 3 contamed eight questlons of which three were closed and five were open. -
g Theme 4 contained five questlons of which two we_re closed and three were open.

. Theme 5 contained six questions of which three were closed and two were open..

"3 4 2 Charactenstlcs of a good qnestmnnmre '

The questxonnalre contams a series of quesuons or statements Accordmg to Oppenheim
e (1996 121) the function of a question in a questionnaire is to elicit a pamcuiar o
-'communlcat}on He argues that as fa:r as posszble the mformatlon needed must be sought
o with amlmmum risk of bias, bearmg in mind the difficulties the respondent’s may have in
- undexstandmﬂ the questlons Vos in Wolhuter, et. al. (2003: 15) in supportmg Oppenheim,
) " argues further that the 51gmf cance of the toplc should be clearly and careﬁllly stated on the | _
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questlonnalre and on the accompanymg Ietter This, she believes, would warrant the

- respondent’s time spent.

: Qppenheim _(_1996:122) maintaihs that the questions must be adequate for the sampling
' process, it must né_t be too one Sidcd, and it must make it easy for the respondent to answer
B ) ﬁﬂ]y He Beiicves first of all, that the focus and contents 6f the quesﬁons must be right;
second, that the wordmg must be sultable‘ and th:rd, that the context, sequence and -
response caIegones (if any) must help the respondent without unintentionally biasing the
answers. Most importantly it should seek only that mformatlon that cannot be obtained
E from other sources. in con51der1ng the abovementloned reqmrements the questlonnalre met

_ all of the rcquu‘ements
34.2.1 Reliability and validity of the qizestionnaire

According to Oppenheim (1996:144) validity and reliability are two concepts that are
: ) critlcal for the measmement and 1mderstandmg of social science research. Best and
. Khan (1993 208) concur that vahdxty and reliability are essential to the effectiveness
- ;of any data collectmg pmcedure Oppenheun (1996:114) argues thaf in trying to
| as_ses_s how v_vell each question, or group of questions, does its job, the concepts of
_ reiiabilify and va]_idify need to b.c uscd. ) ! | |

‘According to Oppenheim (1996:122) reliability and validity are technical terrns, and
we have to diSﬁnguish between them. Reliability refers to the purity and consistency of

R :measure to repeatedly obtain the: same results even 1f the measure were to be duplicated

. --’m]der compa:able condltzons In the case of questmnnalres, if it were to be

' ‘applied to the same object today and next ‘week, the results should be near 1dénti_ca], unless
. areal change in the object has meanwhile taken place. '

. Vahdlty, on the other hand, refers to whether the questionnaire measures what it is

. sﬁppo_sgd_ to meé_isun_é. A_c;cording to Ary, Jacobs & Razavieh (1 990_:286), validity is a more

' im.portan‘;’and conjpfehensi{(e characteristic than reliability. They argue that it
- is also more difficult to determine. For this research the Statistical Package for Social
Sciences (SPSS) programme was used 't_d deten_hinc statiética_] validity.

T
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3.5 ADMINISTRATION -

- 3. 5 I Permlssmn

A Ietter (Appendix B) was forwarded to the Chief Dlrector of the KZN Department of

~ Education to request penn13510n to v1$1t schools in the Urnlazi District, Chatsworth

- Circuit with a view to admiﬁisteﬁng the qdestiomleires (Appendix A) A ]efter confirming
' the status of the researcher was enclosed. Permission to conduct research in the relevant

! schools was granted (Appendax C)

352 P_ilo_tstudy- L

~ Dane, cited'by Vos in Wolhuter, et. al. (2003:16) maintains that a pilot study is an

_ - abbreviated version of 2 re5earch pro_pect in which the researcher practices or tests the
- procedures to be used in the suhsequent full-scale project. The pilot study is a preliminary
or “rial rtm” investigation using smular questions and sumlar subjects as in the final
- -Vsurvey The bas:c purpose ofa pllot study i is to determme how the design of the subsequent |
E study can be improved and to 1dent;fy flaws in the measurement_mstrument. Kidder and
Judd cited by Vos in_WbIhuter; et. al. (_2003:? 6) seys a pilet study gives the researcher an
idea of what the method will actually look like in operation and what effects (intended or

- ot itis likely to have. In other words, by generating many of the practical problems that
ey will ultlmately arise, a pllot test enables the researcher to avert these problems by changmg

N procedures imstructions and questions. It is also a neeessny in ensurmg the validity and

- 'relxablhty of the instrument. It was therefore necessary that a pilot study be conducted to
T ascertain whether respondents have the same understandmg of the questions that the

B researeher mtended to mean

. F or purposes of thlS study three schools were pﬁoted The researcher handed out

- questlonna.lres to sehools that were not part of the randomly selected schools for the

' 'survey Aﬁer briefing the respondents the responses that were received indicated that

.. the questionnaire did not have to be altered or adjusied in any way. The respondents

| were famﬂzar with the Ianguage and termmology used in formuiatmg the questions.
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: 3.5.3 Dis_tribution of the questionnaire

In conducting research, the self-administered method was used. According to
Guy, et. al. (1990-243) a self admiriistered questionnaire is one personally given o
respondents with the assurnptlon that each respondent can read the questions and has the

B knowiedge and interest to answer them and time to complete the mstrument.

* Oppenheim (1979:36) maintains that this method of data collection ensures 2 high response
- rate, accurate sénipling, and a minimem of interviewer bias, while providing necessary

' explanatlons (but not the i 1nterpretatlon of questions) and gmng the bcneﬁt of a dcgrec of
personal contact. - - o ' ' '

* " 3.5.4 Response rate
" Aftime frame of three weeks was set to collect the data. The principals of schools in

- the four circuits were telephomcally informed and suitable times to meet with them

were arranged. Where this was not possible altemat:ve arrangements were made to leave

: the questlonnalre w:th the deputy principals or the schoo] secretary, Two days were set

e 351deto drop off ques’uonnalres for each cxrcult, and five days WGre a!lowed for

- pnnc:lpals to go over the qucstlonnalre and compIete it.-

| '._'Aﬂ‘er ﬁve days the schools were tc[cphoned to mqulre about the completlon of the

- _questlonnalre Where the Tesponse was posmve the data was collected. In the mstances

where the quesuonnalre was not compieted, an appeal was made to the prmclpals on
' completmg 1t, and an extensmn of tnne was arranged Of the ﬁﬂy six questlonnalres
: dxstnbuted to the pnmary schools ﬁﬂy three responses were remmed
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3.6 PROCESSING OF DATA

Once the qaestionnaires had been returned, the researcher used the Statistical Package for
Social Sciences (SPSS) program to analyze and interpret the responses. This involved the
: careﬁ11 coding of Quesﬁonnaires that were eompleted by principals. The coded data was
| - subsequently transferred onto a eomputer spread sheet from the Statistical Package for |
. Social Sciences (SPSS) programme. The coded data was submitted to a data analysis from
'_ ﬂ_le-Universily of Kwa-Zulu Natal where the data was computer — analyzed using the
i ;ﬁ Statisﬁeal Package for Social Sciences (SPSS) progxarﬁme. | |

o . The results were interpreted by'me_ans of descriptive statistics. Statistics afe methods of
o organizing and aualjrzir_lg quantitative data. These methods are toois'designed to help the

' researcher organize and interpret numbers derived from measuring a trait or variable.

. According to Babbic (1992:432) and Mouton (1996:163) descriptive statistics is a method
- for presenting quantitative descriptions ina manageable form. This involves a process of

- reducing data from detail which are unmanageable to those, which can be managed Such

R data are described by the use of frequency tables, histograms and polygons, which help to

- form 1mpressmns about the dlStﬂthlOIl of data. '

_ ik ‘A ﬂ’equency table prowdes the followmg mformat:on o

e It lndlcai'es the number of times that a partieular response appears on the completed
_ o 'questlonnalres e _

| - . It prov:des percentages that reﬂeet the number of responses to a eertam questxon in
33 relation to the total number of responses. o

. f:iThe arithmetic mean (average) can be calculated by finding the s sum of all the scores

L 3_“‘1 d_lvldmg this by the number of scores. .

3 7SUWARY

- Inthis ehapter ﬂle researcher diseussed the methodology that was used in this
_ mvestlganon. T’he_ data gathered are processed and analysed in chapter 4.
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CHAPTER '4' o :
_ PRESENTA'I"ION AND ANALYSIS OF THE RESEARCH DATA _

4] INTRODUC’HON

: The purpose of I’]IHS chapter isto present analysrs of data obtamed from the fifty three |

quesuonnalres whlch were collected from respondents The information is analysed

- and interpreted so that patterns a.nd trends, which are apparent, could be commented.

~ on. This is followed by an 'exarninaﬁon of the responses to the quesﬁonnaireé:. The
 analysis of the responses to the questionnaire involved coding the fifty three
' quesuonnalres that were completed and returned. The coded data was then transferred
~ ontoa computer spreadsheet, before bemg statistically analysed in order to test the
' relatlonshlp between the spemﬁe vanables in section 4 2 '

42 DESCRIPTIVE S"TATISTICS

i Accordmg to Gay a 987 189) the purpose of descnptrve research mvolves collecting
' data in order to answer questions concerning the current status of the subject of the
- .study'. A descriptive study determines and reports the way things are. Monton
(1996163) descn’bes descripﬁve statistics as a process that r_ne_kes data collection
o mo_re 'comr)rehensiole. In.this study, descriptive statistics were used to describe the

: managernent of the curricutum with reference to Techno_logjf asa leerni_ng area. -
- 'SECTION ONE; BiOGRAPHICAL' INFORMATION'(_)_F RESPONDENTS

4 2 1 Gender of respondents (1)

Table 11 Frequency drstnbutron aecordmg to the gender of respondents

Gender . | Frequency Percent

Male 29 547
CFemale | 2] 493
53 100.0

Total -

A
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Graph 1: Gender of respondents.
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The above results indicate that 54.7% of the respondents are males and 45.3% of the
respondents are females. The possible reason for this could be that more males have

been promoted to principals in the schools targeted with this research.

Graph 1 shows that almost half of all the principals are females indicating that the
gender gap between male and female appointments as principals might be narrowing
in recent times and that more females are probably applying for promotion as

principals and are being appointed to such posts.

4.2.2: Age of respondents (2)

Table 12: Frequency distribution according to the age of respondents.

Age Frequency | Percent
25-35 2 3.8
36-45 12 22.6
46-35 31 58.5
56-635 8 15.1
Total 53 100
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Graph 2: Age of respondents
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The above results indicates that 58.5% of the principals are between 46-55 and 3.8%
of them are between 25-35 & only 15.1% of them are between ages 56 & 65.

The overall age distribution shows that most principals (79.11%) surveyed are within
the age group (36-55). One can assume that the majority of principals have a number
of years of teaching experience, which would have exposed them to educational issues

around the implementation of Technology as a learning area.
4.2.3. Qualifications of respondents (3)

(1) Academic Qualifications (3.1)

Table 13: Frequency distribution according to the academic qualification of
respondents.

Qualifications Frequency Percent
Matric 10 18.9
Bachelor of Arts 19 35.8
Masters Degree 4 7.8
Bachelor of Education 6 143
Other 3 57
BA & BEd 9 17.0
Total 51 96.2
Missing System 2 38
Total 5 100.0

The above table of results indicates that 54.6 % of the principals have either a BA,
B Ed or a Masters degree, whilst 5.7% of the principal have some or other form of
professional qualification. 17 % of the respondents have both a BA & B Ed

qualifications. It is important to note that the majority of the principals have attained
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graduate status, which would have prepared them for pérforming management tasks.
It is assumed that the 5.7 % of principals that have been appointed to the posts have
- received some form of managemeht training.

‘Missing System: 3.8 % of the respondents did not provide a response.

(2) Professional Qualifications (3.2) -

Table 14: Frmuency _disn'ibution_according to the professional qualiﬁcaﬁons of

respondents.

- Qualification ' Freguency Percent
Valid: Higher Diploma in Education 1z . 226

' .- Further Diploma in Education - B 17.0
* Professional Teaching Certificate 4 75

- National Professional Dlploma in 5 ' - 0.4

*  Education - : : §

"~ University Dsp!oma in Educahon o 5. 04

" Other _ S - 14 : 26.4
CHDE&FDE . . - | 2 | 38

. HDE&PTC | : 10 1.9

" Yotat - 52 '98.1

o Missing System ' S : 1 - : 1.9

" Total _ g . 53 100.0

" The above table of resuhs mdlcates the ﬁ"equencms and percentages of the
_ respondents profess:onal quahﬁcatxons 22.6% HDE and 17% FDE whilst 26.9%
- possess other typcs of quahﬂcanons All of the respondents possess some form of
professmnal quahﬁcatlons This is an lndxcatlon that the respondcnts are

" professmnaliy quahﬂed to ﬁxlﬁl the management task.

- Mi_ssing Systém: '1.9 % df the respondents_did not respond_ to the question. Possible
reasons could be that the respondent felt that the question was jjrobing a personal

issue. -
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4.2.4 Specialisation
(1) Ares of specialisation (4)

Table 15: Frequency distribution according to the area of speciafization of respondents.

Area of specialisation Frequency ‘Percent
Vatid Maths 13 245
Zuly 1 1.9
Primary Education 14 26.4
Remedial Educationist. 2 3.8
. Technology | 16.98
Languages 8 15.09
Science 2 38
Life Orientation 4 75
Total - ' 53 100.0

s The table of results provndes frequenmes and percentages of speclahst fields of the

C respondents

. 245% had Maths speclahsatlon whilst 26.4 % had primary education spec1allsatlon,
15.09 % had language specialisation, 7.5 % had life orientation qualifications. It is

i . important to note that 16.8 % of the respondents had qualifications leaning towards

Technology as a leammg area. One can assume that this status emsts only because

Technology isa re]atwely new learnmg area.
o (2) Phase Qf speci:ilisaﬁon (3)

Tab_le: 16: Frequency di_stribution ac.cording to the phase specialisation of respondents.

- Phase of specialisation | Frequency ; - Percent
.Foundation phase 11 20.8
Intermediate phase 17 32.1

-~ . Senior phase 25 472
Total 53 100.0

- From these results, it is clear 20.8% specialised in the foundation phase, 32.1% in the

. intermediate phase and the majority 47.2% are in the senior phase. The possible
: reason for thlS could be that: ‘

o . the majorn:y of the respondents are males, who fi nd it more comfortab]e
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- working with older children. _
e . females pre_sumably have more patience and ex;;_ertise When it comes to

- working with younger children.

425 Years of experience since appomtment as pnnclpal {6)

* Table 17: Frequency dlstributnon accordmg to the years of expenence since

) appomtment as principal.

Years ' Frequency - Percent
.. 94
7.5
3.8
5.7
113
7.5 .
38
15.1°
7.5
57
. 38
.18
219
1.9
86.8
- 132
. 1000 -
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. The table of results re.:pr.es.ents fhe number of years éxpcrience as principals since

appointed to the'post. 28.3 % of the principais have between 1-5 years experience,
- whilst 5.7 % of the principals have 12 years of experience. None of the respondents

,. had between 9 and 11 years of expenenoe 'I‘he distribution table shows that most of

| - the prmmpals have Iess than ten years expenence , and that most of them have thus
-been appomted to the post after the ﬁrst democratlc elections. One can only assume
that the newly appomted prmcipals would be supporting changes that CurrlculumZOOS
: brought about, of whlch chhnology is part.

: Eﬁééiﬁg;Systém‘ 13.2 %rof the'respdndents did not provide a response. Possible |
reasons for thls could be that the questlon was not important enough fo warrant a -

- reSponse
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4.2.6 Teaching experience (7)

Table 18: Frequency distribution according to the number of completed years of

respondents in the teaching profession.

years Frequency | Percent
S5to 10 2 3.8
111020 12 22.6
21 t0 30 22 41.5
31 to 40 15 28.3
41 and 2 3.8
above

Total 33 100

Graph 3: Number of completed years in the teaching profession
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The result indicates the number of years principals have completed in the teaching
profession; 41.5 % have between 21-30 years of teaching experience, and 28.3 %
have between 31-40 teaching experience whilst only 3.8 % have between 5-10 years
and 3.8 % have 41 years and more of teaching experience. It can be assumed that
most of the principals (79.54%) have between 21-40 years teaching experience and
they possess more than sufficient teaching experience to manage the schools

effectively.
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EDUCATIONAL AND LOGISTICAL INFORMATION ABOUT THE SCHOOLS
OF RESPONDENTS.

4.2.7 Location of schools (8)

Table 19: Frequency distribution according to the location of schools of respondents.

Location of schools | Frequency | Percent
Urban area 42 79.2
Peri-urban area 9 17.0
Missing system 2 3.8
Total 53 100
Graph 4: Location of schools
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The results provide an indication of where the schools of respondents are situated:
79.2 % of the schools are situated in the urban area, whilst only 17 % are situated in a
peri urban area, It can be assumed that whilst the majority of the schools are situated
in the urban area, it is the minority of the schools that are situated in the peri-urban
area that might experience a problem with the implementation of Technology for one
of the following reasons:

o A lack of physical and teaching resources.

« A lack of professional and administrative support from the district office.

« Poor communication between district office and schools.

It can be assumed from the results above that the majority (79.2 %) of the schools that
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are situated in the urban area would have established a cluster to provide support and
assistance towards implementing Technology as a learning area. Schools situated in
the peri-urban area could experience problems such as distance & transport in so far
as the established clusters go. Networking among these schools could be a little

problematic because of the location of the schools, distance and transport.

Missing System: 3.8 % of the respondents did not provide a response.

4.2.8 Educator numbers (9)

Table 20: Frequency distribution according to the number of educators on the staff of

respondents, including management

Educators Frequency | Percent
5to 10 10 18.9
11to 15 15 28.3
16 to 20 11 20.8
21t025 ¢ 152
26 t0 30 9 17

Total 52 98.2
Missing system 1 1.9
Total 53 100

Graph 3: Educator Numbers.
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The results indicate the number of educators employed at respondents” schools. The

majority of the schools (28.3 %) have between 11-15 educators. whilst 20.8 % of
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schools have between 16-20 educators on the staff. Onlye small number of schools
{ 18._9 %) have a small staff, i,e. between 5-10 educators, 17 % of the schools have
between 26-30 educators, almost three times the number of staff. The number of
educators on a staff can have both e'positive and a negative impact on the
implementatfon and management of Technology for the following reasons: _
- Large educator group discussions can become disruptive duﬁng planning if it
is not managed properly. On the other hand if directed pos mvely ftcan
g stmmlate creaﬂvny _ ' o
»  With small educator groups there is always.'a likelihood that creativity can be
 stifled due to a lack of debates and an exchange of ideas. On the other hand
~ small groups work better where each one knows what to expect of the other
. whenit comes to duties. | | . -
- _ The attitude support and management skills of the pnnclpal can contribute pos;twely
towards the meiementanon of Technology and it is not solely dependent on the

' number of educators at a school

Missing system 1.9% of_'the respondents did not provide a response.

429 Technologicany qualified educators (0

Table 21 Frequency dlstrfbutlon aocordmg to the number of educators quahﬁed to

teach Technology educatxon
- Fducators - Frequency Percent
0 25 472
1 © 11 20.8
2 5 94 -
3 1 1.9
4 -3 57
5 1 1.9 -
8- 1 1.9
10 1 1.9
11 1 19
13 1 1.9
_ Total ‘50 943"
Missing System < S 57 .
3 Total - - 53 100.0
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The table of results above provide valuable information regarding.the number of |
' __edueators who are qualified to teach Technology. 47.2 % of the schools do not have
any Technology qualified educatol's to teach Technology' whilst 20.8 % have only one
educator qnahf ied to teach Technology. The large percentage of schools not havmg
Technology quahﬁed educators, will eventually i unpact negatlvely on the
- implementation of Technology. Educators teachmg Technology need spec1ahst skllls
. and knowledge to facilitate the teaching of the mechanical, electrical and hydraulic
. | secﬁons of the syllabus. This may include the use of specialist tools and equipment.
CIti is encouragmg to note that 17.1 % of the reSpondents schools had 4 and more
' educators quahﬁed to teach Technology '

Mlssmg System 5. 7 % of the respondents did not provide a response as they would
. have deemed itas not relevant to their situation.
42.10 Educatom teaching Tec_ln_lology an
: (1) Nu_mber of educators teaching Technology at respondents’ school |
Table 22: Freqoency'distribution according to the nﬁ_mber of e_dueat_o_rs teaching
: Technology at the school of respondents. - '

Educators Frequency |~ Percent
1 2 ]. 38 -
2 10 189
3 12 ] 228
4 12 | 2286
5 4 7.5
6 - 2 38 -
7 1 19
-8 1 19

- 2 38 .
10 1 19
M. 1 19 -
12 1 19
.13 1 1.9
16 1.t 19
T 22 1 18
S 27 1 19
] Total 53 ©100.0

;g.
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The above results indicate the number of educators teaching Technology. 3.8 % have |

- one educator téacﬁing Technology. 18.9 % have 2 educators teaching Technology.

' 45.2 % have between 3 and 4 educators teaching Technology. It can be assumed that
in all of the above schools educators are teaching Technology across the whole school

~ andina speciaﬁst room. This argues positively for the implementation of Technology
-~ and the distribution, control and use of the resources. In 13.3 % of schools there are
10'and more educators teéching Technology in a single school. It is assumed that at

" many schools all the educators teach Technology to their form classes. This can be
proble_maﬁc when it comes to monitoring, the distribution and purchasing of specialist
tools and equipment. Many educators will encounter great difficulty in acquiring
resources. The positive aspect of this siﬁx_ation- is that more educators become |

. technologically literate and aware of _the requirements of Technology. With the high

number of unqualified educators teaching Technolbgy the sfandard of im;i[eme_ntation

- is QUestionabIe. Not all educators teaching Technology will also want to take |

- responsibility for the handling and maﬁagement of specialist tools and equipment. |

@) Gender of educators teaching Technology:.Mal-és -
__ | Tablé 23: Freque_ncy distribﬁtion according to the gendcr of educators 'teaching
 Technology at the _sc_hoof of respondents. -

Male .- Frequency .| ~Percent
Valid .~ 0 6 : 11.3
S 21, | 396
2 14 ' 264
; .3' . 7 N 13‘2'
9. o1 19
- Total - 49 . 925
Missing - System ©4 78
Total . 53 . 100.0

The table of resu_lfs indicates that 11.3 % of the respdndents did not have any males
o féaching '_I‘echnology.' 39.6 % have one male teaching Technolbgy and 1.9 % have 9
" males teaching Technology. The fact that less than half of the educators are males is

c in no way a poor reflection on the teaching of Technology as a learning area. What is

o | important is that educators must be knowledgeable and qualified so as to be able to

implement Technology.
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Missing System: 7.5 % of the respondents did not provide a response. A possible

~ assumption could be that the school did not have any males teaching Technology.

: (3) Gender of educators teaching Technology' F emales -

: Table 24; Frequency distribution aecordmg to the gender of educators teaehmg
o Technofogy at the school of respondents ' '

Females - Frequency Percent
0 4 . 75
1 14 | 264
2 12 226
3 6 ] 13
4 3 5.7
5 3 . 57
7 1 1.9
8 1 1.9
- 1 19
11 1 1.9
12 1 19
14 1 19
) R 1 1.9
24 1 1.9
Total . 50 g4.3
Mlssmg System 3 5.7
Total 53 100.0

The table of results indicotes that 7.5 % of the schools had no female Technology
educaxors 26.4 % had one and 1.9 % had 24 educators teaching Technology. 60.3 %

R of respondents have between 1 and 3 educators teachmg Technology ‘The fact that

S almost 60% of the edueators are females isa posmve sign that females are able to
e adapt and teach Technology

- Mtssmg Syetem;. 5.7 % of _tﬁe respondents did not provide a response. A possible
 assumption could be that those schools do not have any females teaching Technology.
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86

Table 25 Frequency distribution according to the clepartment of education employed

_ Technology educators at the school of respondents

Dep of Ed

employed Frequency . | Percent
Yes 46 - 86.8
No _ 7 13.2
Total 53 100.0

- The table of results indi_cates that 86.8% of the edocato_rs teaching Technology are
: employed by the Department of Educ_ot_ion. This is a good sign that the Department

~ employs more Technology educators who are cer_tiﬁed'to teach Technology as a

leaming area.

4.2 12 School governing body employed Technology educators (13)

. _ Table 26 Frequeucy dlsmbutlon accordmg to the school govemmg body employed

g Technology educators at the school of respondents.

SGB
| employed Frequency |- Percent
fvalid  Yes 19 358
No "} 34 642

Total | 53 | 1000

The table above indicates that 64.2% of the schools’ governing b_ody.did not employ
' - the Teehnolbgy educator. Only 35.8% of the Technology educators were employed by

the schools govermng bodies. Possible reasons for this hlgh percentage could be:

Schools do not have qualified educators to teach Technology

‘There are insufficient educators to teach Technology.

lncreased learner enrolments, exceedmg deparlmental posts and
limitations.

The teaeherlo teaching Technology were in excess to the post provisioning

. oOrm;' and had to_ be transferred to _otlner scllools. o

A



87

'SECTION TWO: THE IMPLEMENTATION, MAi\iAGEMENT &
' RESPONDENTS’ PERCEPTIONS OF TECHNOLOGY AS PART OF THE
CURRICULUM

42.13 Tlleme 1: Promotmg and fostermg the successful implementation of

_ Teclmology asa learnmg area.
(1) Leglslatmn and pohcnes pertalnmg to Rev1sed Natmnal Cumculum

. Statement. (l)

e Tabl_e 27: Frequenf:y diSi;'ibutibn accbrdihg to the availability in the school of
legislation and policies pertaining to RNCS at the school of respondents.

Legislation & '
S Policies -] Frequency Percent
- {valid Yes 49 _-925
' No - 4 75
Total | - 53 - 100.0

. The tabie of results indicates the number of schbdls ha\fing the necessary legislation
~and policies to implement Technology. The majority, 92.5 %, héd these and dnly a
- s;_ﬁall minority; 7.5 %, did not _havé‘ the necessary legislétion of policy pertaining to
RNCS One can only assume that the reasons for the sc_hool not receiving the

necessary documents are _ _ _
9 Poor commmncatlon betweeu the d:stnct ofﬁce and the school

" The non-attendance of the school staff at in service training workshops

- Where the documents are dlstnbuted.
h (2) Cﬁinmﬁniéation to sChodl governing bodies, parents & educators (3!4)

' ;' Table 28: Frequency dlstn’butlon accordmg to communlcatlon to school governing

g :: _ bodles, parents and educators at t‘ne school of respondents

Communication to SGB, : :
parents and educators Frequency | Percent
Yes - 47 . .} 887
No - ~h 94
- .ol o Totab o) B2 ¢ 98.1
- |Missing. .~ System 1 1.9
{Total ) 53 100.0
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_The table of results shows that the majority of the schools, (88.7 %} have
K 'commumcated to the school governing bodies and parents the changes to be made
from subjects to Iearmng areas. Some of the methods used to commumcate were
: (Questlonnalre item 4 Theme 1): _
. Informing all stakeholders via c:rculars and newsletters.
K e . Including the cost of nnplementmg Technology in the schools budget.
. _ _.'Informmg stakeholders at grade and parent meetings. _
“ @ At parent orientation meetings at the beginning of the year and 1ncludmg the
Technology learning area specialist to address all stakeholders.

Only 94 % of the schools did not comrnumcate thls message. This could be due to:
o The schools not receiving the necessary documentatlon / leglslatlon timeously.
g . . An absence of established communication structures between the schools”
B management team and other stakeholders or the schools’ govemmg bodies,

parents and educators couId be dysﬁmcﬁonal

L Missing System' 0nly l 9 % of the respondents did not provide a resporlse A
possible assumption could be that this quest]on did not have an 1mphca’non on their

| school.

; _ (3) Planning for the implementaﬁon'of Technology (5/6) .'
' (a) Learning proorammes asa planmng strategy

Table 29: Frequency dlstnbutlon accordmg to using learmng programmes for
B plannmg at the school of respondeuts

Leaming . _ _
programs "Frequency - | Percent
Valid ' Yes B0 . - 943
e No . 3 o7
Total 53 - | 1000

: The table of results shows that 94 3 % of schools use learning programmes, WhllSt

N “only 5.7 % do not use learning programmes in Technology planning. The reason for

not using learning programmes could possibly be:
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o a lack of understanding of the policy documents;
o non~possess:on of the policy documents;
: - ~not attendmg in-service training workshops due to poor commumca’aon
A leammg progrmnme prov1des the framework for plannmg, organising and
- managmg classroom practice for each phase. It includes all teachers in a specific
- grade. At this stage educators network, share ideas and plan how resources are 'going'
. to be used. It also contributes to the successful implementation of Technology asa-

~learning area.

- (b) Work schedules as planning strafegy

Table 30: Frequency dlstrlbunon accordmg to usmg work schedules for planmng at

- -the school of re5pondents
Work
Schedules Frequency Percent
Valid Yes | . 47 88.7
cwosNe ol 6 | 113

Total | 53 | 1000

‘The table of results shows that 88 7 % of schools use work schedules, whﬂst 11.3%
- do not use work schedules The reasons for not usmg work schedules could be

.a Iack of understanding of the policy documents;
- e non possessmn of the policy documents;

" s notattending i m—ser_vwe trammg workshops due to poor communication.

A wofk' sehedule isa year long 'prograrhme thaI shows how teaching, | learning and

'. _ assessment will be sequeneed and placed ina partlcular grade It can only be assumed

' _that where work schedule s are not being used, those schools have not changed over

'to Outeomes Based Education. The absence of a work schedule w1Il have a negatwe

unpaet on the lmplementatlon of Technolooy asa Iearmng area
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E _(c) Lesson p'l'ans as planning strategy.
. Table 31 Frequency dlstnbutlon accordmg to usmg lesson pIans for planning at the

" schoo! of respondents.

Lesson plan Frequency | Percent

Valid - Yes 50 043
: No- 20 38
| Total 52 981
Missing - System R R 1.9
Total . 53 | 1000

The table of resuits mdlcates that 94, 3 % of the schools use Iesson plans whﬂst only
3 8 %, a very smali percentage do ot use lesson plans
o The reasons for not usmg lesson plans could be |
. :a lack of understanding of the pohcy documents
i . non- poss&;smn of the pohcy documents - _

. not altendmg m—serwce training workshops due to poor communication;
.. '_ . . .‘ _tmquahﬁededucators - educators that do not have a professional teachmg

Cdiploma. |
The | lesson plan prowdes a detalled structure for teachmg, ieammo and assessment
o _ | actlvmes In the absence of Iesson plans proper xmplementatlon of the cumcuium '

5 .cannot take place.
| Mis_s.iegj s&;tem_: Only 1.9 % of the respondents did not ,;;o'v_idg a response.
. A.'.g.ueﬁtaﬁve anal}gSis of resp_o. .:n.ses to {.ope‘n) .item 6 of SIZuestionnaireTheme 1
E 5.7 % of s.he.respondents provided the folIOWmé response for not choosmg .any of the

B _ gwen plans for Technology lmplementatlon L

. e The school is waiting for the department to eonduot orientation in respect of
~ RNCS; L
. '_Techhoiogjr is infegr#ited with other learhing areas;

e ;'Ihe'menagement strucmresare weak'and thereis a lack of policies;
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4) Professioual'development programmes (7)
Table 32: Frequency distribution according to school’s contmuous deve]opment

programme to orientate and develop Technology educators

__ (a) School dev_eiopment programme

Continuous school :
development programme Frequency | Percent
Valid ~ Yes 30 55.6
- No - o 23 434
Total ' 53 - 100.0

.- This table of r_esuits.shows that 56.6 pefcent of seh__ools have a eontin_uous profeesional

- development prbgretnme,' whils_;t 43.4%do not have one in place. One can assume

. that in the absence ofa sch_ool professional development programme, educators are

receiving some form of support to enhance and develop their capacity to implement

- Technology eﬂ'ecﬁveiy within the school curriculum. The absence of such 2

o programme will hamper the_mqnagement _ta_sk as regards Technology.

(®) Formahsed professmnal development pollcy (8/9) 7
Table 33 Frequency dIStrlbIlthIl according to the availability of a formahsed

' professron_al development policy at the school of respor_:depts.

Formalised policy | Frequency Percent
Valid Yes - 18 340
: © No- 10 - 189
NA | . 24 | .453
. Tota 52 . 981
Missing System | 1 i 49
Total: - . - 53 . 1000

The tab!e of results shows that 34 % of’ schoois have a formalised professxonal

development pohcy whilst 18.9 % do not have one in place Some respondents gave

o the followmg as reasons for the non-existence of a formalised policy:

. Lack of capaclty mthm the staff, the staff does not have the necessary skills,
lcnowledge and support to develop a professmnal development policy.

. .Tlme constraints — staff are pre-occupied with other school issues and
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- ﬂierefore find it difficult to develop one.
i ‘e~ Waiting for the subject advisors to formalise a policy. _
' Forty five percent (45.3 %) of fhe respondents when requested to prov_ide reasons for
. not havmg a formalised policy in place, proﬁided a response as not applicable (NA). It
y - can be assumed that the 45.3 % that did not respond, also do not have a formalised

professional development policy in place.
' | ‘Missing System: Only 1.9 % of the'respondenfs did not provide a response.
" Professional development policies are an ihtegfal part of teaching and learning. For

Technology it would provide the blue print for the successful implementation by
.providing the guidelines for staff to partrc:pate and deve]op their skills and improve

L ﬂlelr]mowledge

_ Professional deveiopment also makes managers and educators aware of the latest

o _ teehmques, trends and knowledge. Tt eqmps both managers and educators to deal with

~ and cope with changmg t:rends in educat;ou

"@alitaﬁve analvsis report on onen questions:

o ’I'heme l Promotmg & fostermg the successfu] lmplementatlon of Technology asa

| leammg area. {9)

Respondent_s were asked (questiontiaire item 9) to explain briefly the reasons why
2 _-_there isno formalised policy to orjentate and develop Technology educators in their

g .seiioo_ls.- s

- The vast ma_]onty of the respondents rephed that: = - .
| S they lacked the skills and capacity to develop onel such a pohcy,
. the Department did not provide sufficient support to the school to develop
| one; | - IR |
e theschools dld not have any quahﬁed Teehnology educators o guide
.' ::"_ o them in this regard ' ' o
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4.2.14 Theme 2: Problems experienced by principals and school management
teams in the implementation of 'I‘echnology'as a learning area.
S (1) Sub]ect head responsnble for Technology. (10)

~ Table 34: Frcquency dlstn‘butlon accordmtr to the ava.llablhty of a sub_pect head

responsible for Technology at the school of respo_ndents.

Subject head

responsible for o ' :
- Technology Freguency Percent
Valid Yes 25 472
' ‘No- 28 52.8
Total | 53 100.0

7. - This tabie of results mchcates that 47.2 % of schools have a subject head respon51ble
for Technology This i is a very posmve sign that schools see the need to appoint
management personnel to a key learning area. One can only assume that for the
' 52.8 % that do not have a subject head responsible for Technology, adequate steps'.are
. loeing taken t.o ensure the su(:cessﬁxl iniplemeni:aﬁon'and managemeﬁt of the learning
i-area w1th1n the cu;mculum The appointment of a subject head would ensure the long-
: ~ term- wablllty of the leammg area, ensuring that there are well trained and eqmpped
3 - -staﬁ' and an adequaxe supply of resources and the effecnve use of the latter.

The .t'lon-appt)intment 'of a subject 'head coulci haVe a negative impact on the-leaminlg '
. area. It could result in each educator domg thelr planmng and lackmg proper
gmdance resultmg ina scramble for resources '

o o) Specialist Techn_ology educator_ (11_)_-

. | Tabie 35: Frequency chstributlon accordmg o the avallabﬂxty of a school spemahst
i _-_Technology educator a:t the school of respondent | ' '

Speciai_ist : S
{ Technology ed . Frequency .| Percent
fvalid ~ Yes 12 76
" No 41 774
Total 83 100.0

" This table of results indicates that the majority 77.4 % of schools do not have a
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specialist Technology educator. This must.inevitably have a significant impact on the
N ‘quality of teaching and learning. It is assumed that in the absence of subject heads and
. ‘specialist Technology educators, schools a.re building the capacity of their teaching |
staff by: 3 '
. networkmg wrth nerghbourmg schools;
. | - attendmg cluster meetmgs and workshops; _ _
e mot:watmg educators to attend and enrol for certlﬁcate courses, and Advanced
e  Certificate Diplomas in Technology Education. - '
: Wrth almost 80 % of schools not having certlﬁed Technology educators and only
-22.6% havmg a spemahst educator successﬁll lmplementatlon will be problematic,

. _and a cause for real conoern

. (3) Re—deployment of educators and the lmpact on the lmplementahon of
' :"-_Technology asa learmng area (12/13) ' o

.Table 36 Frequency distribution accordmg to re-depioyment of educators and the

tmpact on the unplementailon of Technology as a !earmng at the school of

' 'respondents

Re-deploymentof | - .
" educators Frequency Percent
Valid Yes 10 .- 18.9
Neo b 43 | 811
Total - 53 100.0

e The table of results indicates that only 18.9 % of schools have been affected by

. redeployment of educators and 81.1 % of schools have not been affected by -
- redeployment in thiis regard It is evident from the table above that redeployment has

. not aﬁ'ected the rna_}orlty of the schools as regards Technology implementation. It can _

- ] be assumed that the 18.9 % of the schools that were affected by redeployment were
¥ edneators tea.chmg other leammg areas, and in most schools almost all the educators

: " are teachmg Technology. The question that arises is how are the 80 % of the schools

coping with the nnplementatron of Technology in the absence of certified educators.
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- Qualitative analysis report on open questions:

' Th_eme 2: Problems experienced by principais and school management teams in the -

 implementation of Technology s a learning area. (13)

Respoodents were as;ked'(questionnai_re item 13.1 — 13.4) to explain how human,

= " physical, financial resources and educator and learner support material impacted on:

the tmplementatlon of Technoiogy as a learnmg area. Responses could be summarised

- as follows:

. Human resources: The vast ma_]onty of the respondents replied that they did
S not have the specxahsed human resources necessary to implement Technology

. and that all the educators consequently taught it at their schools.

' o Physxcal resources: The majority ofthe reSpondents replied that they did not

= ~ havea speclahst room to teach Technology A minority of the respondents

L replled ﬂlat they had a room with very limited resources.

. ’VFmanmaI resources The majonty of the respondents indicated that they had no
7 | .ﬁmdmg for Technology. The reason provided was that insufficient school
o funds were avallable A very small minority stated that they received very

limited funding, which was madequaie to meet the requxrements of the

i .Technology cumculum

5 .‘__:: . Educator and Ieamer support matenals (mcludmg tools and consumables):
| _ | _ Half the respondents replied that they lacked educator and learner support
i 'matenals, including tools and consumables, resu]tmg in s_choois having to
e improvise The educatof often had to borrow tools. Some indicated that they
_had very hmlted educator and Ieamer support material whlle a very small

7. : group had sufﬁczent such materlal
- Under these cil‘culﬁstaiices it is doubtful whether Technology educaﬁon could reach a -
quahtatlvely high level. Management of this Iearnmg area must thus obvnously be
_ 1mpacted on negatlvely
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42.15 T heme 3: Effectiveness of the consultatlon process with respect to
managlng the T echnology curricalum. ' '

(1) Attendance of workshops & semipars (14)

Table 37: Frequency dlStrlbuthIl according to attendance of workshops & seminars.

Attendance at -
workshop & _
seminars Frequency | Percent .
Valid  Yes 31 585
o0 Ne o 22 415
- Total © o 530 © 1000

This table of results indicates that 58.5 % of the respondern:s attended empowerment
' r'workshops whilst 41.5 % dld not attend such workshops. One needs to ask how they
are managmg to deal wn:h changes in the workplace r.hat demands new Imowledge all
E the nme ' ' :

. One can assume that the reasons for not altendlng the workshops are:
_ " e insufficient notice of the meenngs, ' B '
- lackof comrmtment, |

e poor commumcatzon between the district office and the school.

Thls isnota _healthy situation when you have _s_nch a high percentage of educators not
attending empowerment workehops, when attendance is supposed to be compulsory. -

- Management of chhnblogy mnst ine\}itably be affected by' Such a situatien.

(2) Management and understandmg of Teclmology requlrements (15)

B Table 38 Frequency dlstnbu’aon accordlng to management and understandmg of
: Technology requlrements at the schools of respondents

Understanding of :
‘1 - Technology Frequencg Percent.
Valid Yes 28 - 528
T | 2 | ass
Totat { . 52 ... 981
SR B Mrssmg System o1 1e
s otal 53 '~ 100.0
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The ta_ble of results above s_hdws that 52.8 % of .the people responsible for managing
- Technology have a clear understanding of the requirements. This would contribute
o positively towards the implementation of the learning area. The fact that 45.3. % of the
' respondents do not _ha_ve a clear understanding of the requix;ements is cause for
concern. The possible reaSoﬁs for this seenario could be: o
L E schools not appomtmg a subject head _
e sohools not havmg a specialist Technology educator;
o sehools not having a continuous professional development programme;
e "educetmfs not attending elsster /in service training werkshops;

" poor communication between the district office and the school.

PER. has a 51gmf cant impact on the qualxty of teaching and learmng in schools, when

people responsﬂ:le for Impiementmg pohcy do not have a clear understandmg of the .

o "'requnements
' Missing System: 1.9 % of ﬂ_ie respondents did not furnish a responSe. o

- (3) Educaters’ ability to mana'ge assessment of the Technology learning area (16)

Table 39': .Frequency disu'ibﬁtion according'tq'educaiors" ability to manage
- assessment of the _Technol'og’y leafning area at the school of réspendents.

"~ Managing L
assessment Frequency Percent
Valid- - Yes 39 1 738
N {11 208 -
o Total 50 - 943
. Mlssmg System 3 57
|Total 53 100.0

R 7_'I'his_t'able_of results provides an insight into the number of respendents ableto

manege Teehnolegy assessmel_it. The fact_that 73.6 % are able to manage assessment
s a positive sign. ASsessrneﬁt.'fOMS the backbone of Technology resource tasks. The
- fact that 20. 8 % are expenencmg problems with assessment could be attributed to the

' foliowmg ' ' '

e Educators teachmg Technology for the ﬁrst time and thetefore lackmg the.



98

.neoessary skills and know how to effectively assess.
~'® . Educators not attending cluster in service h'aiﬁing workshops.
e Poorly motivated educators.

. l',,_ack of resourees to'appropriately faeilité.te assessment.

' Assessment in Technology servesasa cenu'al element of the learning process andasa

" mechanism for ensurmg thata certam pre-determined level of achievement has

occurred. This is also an mdlcailon that some schools are havmg problems with the

| nnplementahon of Technology
- Missing Sﬁ/stem:_ 5.7 % of the respondents did not ﬁirnish a reSp_ons_e.-

= __"(4) Momtormg and evaluahon of the 1mplementatlon of Technology ( 17 21)

_ | Table 40 Frequency dlsmbutlon of the momtonng and evaluatlon of the
' _'nnplementatlon of Technology at the school of respondents

Monitoring
evaluation and - o : _
- implementation - |- Frequency Percent '

Vatid Yes 37 ' 69.8

1 ~No - | 14 264
.. Tota. | 51 . 862

© fMissing System ] 2 - | 38

Total . 53 1 - 100.0

_' Thls table of results shows that 6 9 8 % of the respondents evaluate and monitor the
- nnplementanon of Technology ‘This is an excellent sign that almost 70 % of the

- schools are managmg th_e implementation of Technology. It is the 26.4 % that do not -

b . evaluaie and monitor the implementation of Technology that needs to be supported.

. Possible reasons for this process not being momtored and evaluated are:

] o Lack of capacxty and skills. L

. . - Poor commumcatlon betwcen the chstnct office school and the educators :
e ,Poorly tramed educators o _

a - o Inabxllty to manage the process of xmplementmg Technology

Evaluation and rﬁohltoﬁng'are key features that are used to measure and manage both
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. the teachlng and leammg process as well as the unplementatlon process to ldentlfy

strengths and weaknesses
| Missing system: 3.8 % of the respondents did not furnish a response.

= Quahtanve ana[vsrs report on 0pen quesnons

Theme 3: Effectzveness of the process of consu]tatron w1th respect to the management

: of the Technology cumculum ( 17 - 18)

- Under this theme the respondents had to comment on inter alia how the democratic
o consu_ltation process promoted or hindered the irnolementation of Technology as a
Ieaming'ere_a. The majority of the respondents, 83 % responded posiﬁvely by statfng

| * that the consultation process was very effectivt: Only a small minority (15 %) of the
S __respondents responded negatlvely, they clalmed that it had no eﬁ‘ect.
| : Some of the responses were: '
. There was w1de consultatlon and partxclpatlon
. There were more ideas and suggestlons : _
. There was teamwork and better understanding.

. The above three responses are indicative of the promotion of the management of

e rTechnoIogy and therefore not hindering the process.

. . Consultation promotes transformation. _ :
_ Under this response the respondents’ clalmed that as stakeholders they WETE Now able

: _'_to contnbute posmvely through the process of consultanon towards the management

. of Technology

7 .'_Theme 3: Momtormg and evaiuatlon of the 1mplernentation of Technology asa

o leammg arca (19/20)

Responses to the open_ qoestion 20 revealed the following:
_' o The educators’ work and record books are monitored by the HODs. |
_ o_' Leamning area commmees momtor the ]eammg programmes, work schedules

and lesson plans
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= - Supervision of year plans,
o The implementation of IQMS.
" Report back rneetings by HODs.
e Class visits.

. Evaluaﬁon of Iearners’.work

- Theme 3 Fmdmgs emanatmg from monltonng and evaluat:ng the 1mplementatmn of
Technololy asa learnmg area (2 1. .

- Responses to the open questlon 21 reveafed the 'foIlowing;' _

. 'There is a lack of resources and support materrai
~« Timeis hrmted - _
. The educators are enthusrastlc which rubs oﬁ' ofito the leamers
” _; _Lack of specrallsed matenal and resources. * _
3 e Therei isa need for proper in-service training programmes. K
| _.'o There was a Iaek of motivation and commitment.
e Leamers have a problem prowdmg resource consumables
| L. __Classsmesaretooiarge '

) . » Educators are improvising,

4 16. Theme 4: ReSpondents perceptmns towards Technology bemg included as
-_-alearnmgarea. L

| ﬁ. (1) The standard of in-service trammg (22)

' : Table 41: Frequency dlstnbutlon of respondents views on the standard of in-service
trarmng nwde_d to achieve successful 1mpiementat10n of Technelogy. o

| Standard of in-service | - - o :
~_training "} Frequency Percent.
- fvalid - Yes/ - . _ _
t. - satisfied. 6 | na3
No/- _ . |
Dissatisfied - 45 . 84.9
0 Tota p 51 96.2
Missing " System . "~ 2 1 3s

B Thls table of i-e%s;ﬂts indi'ce.te‘s' that 1 i3 % of re"spondents were satisfied with the
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standard of t:ratnmﬂr The fact that the majority (84 9 %) of the respondents were
dlssatlsﬁed with the standard ofin -service trammg offered by the Department must
be viewed seriously.This i is the place where everything that is supposed to be '

~undertaken in the classroom environment is given complete attention. One can assume .

that the reasons for such high percentage of dissatisfaction could be:
- & The venue for training is possibly too smail. _
e Shortage of resource materials to distribute to educators.

' Poor quality of facilitators. | o

- -« Insufficient time allocation for the duration of the training.
¢ Educators’ queﬁee not adeqnately addressed at the workshops

e e Alackof bastc praetlca} and hands-on skills to empower the educator.
e -Unprepared facilitators. - o
e _ . Timing of the workshops |

_MISSlIlg System 3.8 % of the respondents dld not furmsh aresponse,

o (2) Tec!mology and beneﬁts for learners (24)

Table 42 Frequency dlstnbutlon of evaluatlon of Technology and benefits for

' leamers at the school of respondents. :

Technology and

benefit for leamers | Frequency | Percent
Valid Yes - 52 - 98.1
No 1| 18
~ Total- 53. | 1000

o "[he table of results mdtcates that only I 9 % beheved that Technology is not

x beneﬁcxaj for Iearners . : : _
o The ma;onty, (98.1 %) of respondenis beheve that Technology is beneficial to

- Iearners One can assume the reasons for the posmve rating are:

. Respondents have observed leamers gamﬁ:l[y engaged in Technology
. activities.
s :._ . 'Improvement of leamer results in Maths and Science because of active

part101patton m Technology

o . Educators overcommg the initial fears and reapmg the beneﬁts of the success
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‘L of the leamers

- ® Visible i lrnprovements in the integration process of Technology with other -

Ieammg areas

There is cIear mdlcatlon that, despite the many problems the schools have
expenenced, prmclpals have seen the success / 1mpaet that Technology has had on the

educators and learners.

* Qualitative analysis repoﬁ on ooen questions:

' Theme 4 Respondents’ perceptions towards Technology bemg included as a learning

" area within the curriculum (22-25) .

'I‘he ma_;onty of the respondents were very posmve about Technology bemg included

- .asa Ieammg area, whilst a small mmonty wewed its mclusmn negatwely

. Some of the responses regardmg the benef ts of Techno[ogy are that it:
. prowdes opportunrtles for leamers to demons!mte thexr skﬂls
e enhances creanve thmkmg, '
B . assmts edueators m developmg teaohmg alds
e snpports integration across leammg areas;

| K | helps learners so]ve problems and increases thelr vocabulary, |

- _ft is evident from the responsesthat the critical and develoi)mental outcomes that were

: 'diseus'.s_ed in chaptef twoare beiﬁg éddress'ed in the Techoology learning area. "
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42, 17 Theme 5: Strategles in place at respondents schools to dovetail
Technology asa learnmg area into the Rewsed National Curriculum Statement

(I) Technoiogy coordinator' (26)

. Table 43 Frequency distribution of the avaﬁablhty of a school Technology co-

' ordinator at the school of respondents

. Schools’ Technology ' ' =
coordinator Frequency Percent
Valid Yes 32 60.4
o “No: |- 20 . 37T
: _ Total .. 52 g8.1
Missing System 1 i 19
Total .} 83 1000 |-

' _.iThe tzible of resnlts indieafes that 60.4 % of the schools have a Technology co-
: _ ordmator This is a positive sign for the implementation process. However, concern s
_ noted at the 377 % of schools that do not have a Technology co—ordmator One can. |
o assume that the reasons for the latter probably might be: 7
Lo A small staff who are overburdened wn‘h a number of other important duties.
e Ineffective management structm*es - |
- . No specialist educator to proV1de on srte support
. 0 _ 'An absenee of a school Technology leammg area pohcy to provide gu1delmes '
- o _for oapaozty building. IR ' '
Leammg area co-ordinators play a cmelal mle n ensurmg the promonon

- management, development and 1mplernentat10n of the Technology ieammo area

: (2) Teachmg time for Technology (27)

| Tabie 44 Frequency dlstributlon of teachmg time allocation aocordlng o provmclal

norms for Technology at the schools of respondents

Allocating of

teaching time | Frequency - | Percent

fvalid Yes { 50 | 943
R I No | 3 57
e TR o " Total § .. 53 - { .100.0
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~ Thetable of .resnlts indicates that 94.3 % of the schools allocate teaching time for |

: Technology according to provincial norms. This impacts positively on the teaching
and learning situation at schools, whilst only 5.7 % did not comply with this
o requirement It is not an indication that Technology is not oeing implemented at those

schools. One can assume the possible reason for the teachmg time not being allocated

- according to provincial norms are:

- Tﬂnetab]mg is stﬂ] bemg done accordmg to Sl]b_]eCtS and not leaming areas
" : . Teaching time that i is supposed to be used for Technology is distributed to
computer studies which many schools may view as bemg Technology.

. Respondents are not fa:mhar with the requmements of the RNCS.

| According to the Educauons Labour Relatlons Councﬂ Pohcy Handbook for
‘Educators (2003 A—33) the teaehmg ttme for Technology is set as 2 hours and 40
- minutes. ThlS should not be changed under any clrcumstanees as it will impact

s negatively on the implementation of the Technology learning area.

= ,(3) Budget for Technology (23)

_ | Table 45 Frequency dxsmbunon regardmg the emstence of a school budget for
o .’I’echnology at the schools of respondents

-Technoiogy ' o
budget Frequency Percent
Valid - Yes 17 - | 321
. No 36 67.9
Total | 53 1 100.0

: T_he table of_l_'e_su]_.ts indicéte_s that only 32.1_ % of sohools a_Ilooate a budget for
" --Te'c:hnology-svhilst 67.9 % of the schools did not allocate a budget. ft could possibly
“be assumed the schools that do not allocate a budget for Technology expenence the
. | followmg problems: . o R
e Schools, including schools SItuaIed in disadvantaged areas have a problem
_ | _ with parents not paying school fees, resulting in a shortage of funds.
e - : 0 Schoois }ack a learnmg area policy. Lemmng area pohcxes provnde gu1de]mes. '

for how schools implement and fund the leammg area.
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. Schools allocate all budget funds available to other seemingly more important
issues. L e o '
The teaching and learning of Technology requires resources. The absence of an.

| : alloeated budget will have a negative impact on the implementation of Technology.

e '(4) Development of a learmng area pohcy for Technology (29)

- Table 46 Frequency dtstrlbunon regardmg the existence of 2 deve[oped leammg area
pohcy at the schools of reSpondents | ' '

Leaming _
area policy Frequency Percent
Valid Yes 19 - 35.8
No . . 34 842
-Total - 53 100.0

The :table'of reshlts indicafes that 35.8 % of the schools have developed a Ieamihg |

- _area policy for the management and implementation of Technology whilst the

_ majenty 64.2% of schools do not have one. One can assume that the majonty of the
~ schools lack the capamty or necessary skills to develop a leaming area policy, or
- alternatively do not see the need for one. This can impact negatively onthe

implementation of Teehnology and the teaching and learning process.

S Qualitati\fe analvsis report 6n open duestiens: (0 & 31)

_ Theme 5 Strategles in place fo dovetall Technology asa ]eammg area in line with the
o 'ReVISed Nauoual Cumculum Statement. ' o

) _The responses to the open statement (3 0) regardmg the nature of the Technology
- 'leammg area pohcy were: _ '
| The policy is de51gned to advance the leammg of Technoiogy from the basm _
_' _ resources avaﬂabie to Ieamers _
:.. . The pohcy addreSSes the aspects of work schedules leammg programmes,
- Iesson plans, assessment sh‘ategles and the number of assessments to be done

durmg the year
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e . The policy covers teaching time for Techoology, classroom control, workloads
- of edncators and learning area committee meetings, the allocation of the

_ budget and safety precautlons to be observed.
e The school is deveIOpmg a working manual for all grades so that there is no

B overlappmg of work.

As regaids'otﬁer strategies in place in respondents’ schools to ensure that TechflologAy :
as a Iearmng area is in lme with RNCS in some responses to Q31 indicated that
schools o '

_' - . drew up a Technology pohcy'

_ ‘e motivated educators to attend workshops, _
. network with other schools;
| -_ - have Techno]ogy open dayS'
_»_ have inter class / grade competmons .
.' . _allocate abudget.

- - AJI of the above responses are a posmve mdlcatlon that schools management teams

- are attemptmg to xmplement Technology in fine with RNCS.

- : The number of mi,-ss'ing sj.rstems (responses niot furnished by respondents) which
K ': g constitute_s less than 2 % of the total will in no way impact on the resulis. '

43 SUMMARY
In this chapter the researcher aimed to provide a sequence to the range of responses

' prowded by the principals in thelr answers to the questions in the questionnaires. The

' data collected were orgamsed in frequency tables to s:mphfy statistical analy51s The

S responses were bneﬂy analysed and responses to open ended questlons were

| :'_ '_quahtanvely ana!ysed

- _7 In the_ fotlowing chapter the study will be summarized, findings formulated and

o ceftaiq :_reeommendaﬁons will be tﬁad_e in the light of the findings.
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' CHAPTER 5

SUMMARY OF FINDINGS AND RECOMMENDATIONS

5. 1 ]NTRODUCTION

. In ﬂ‘llS chapter a summarj of Managing the Curriculum witli-speciﬁc reference to
Tec}moiogy 2s a Learning Area from the prevmus chapters will be discussed. The
ﬁndmgs from the relevant hteraxure study and the empirical research are presented.

~ This will be followod by cerfain recommendations. '

5,2 SUMMARY .' |

~5.2.1 Statement of the problem

In essence this study -investigated the mauagement' of T.echnology. as a curricular

3 component in schools. It deals with forces determining - either, the successful

o unplementaﬁou and eﬂ'ectwe management of Technology or impacting obstmctwely

-~ thereupon. .

522 Iinpleinenting and _Managing Techhology asa le.arning area. .

. Ithas emerged from the literature study and the empirical research that managing the

oiirricoi_um_and implementing Technology as a learning area are key areas in the
curricular d_ispensaﬁon. 'According to the official booklet entiﬂod, « Managing.and

. Leading Schools” (DoE, 2000(3):01), managers and leaders (school princioals and
management teams) will in fiture bojudged on the quality of education fheir schools

deliver. This will include Technology as a learning area. .

* Some of the aspects which may assist the school principal in making the right -
B N Judgement and in contnbutmg to effcctlve management and 1mplementat10n of
Technoiogy as a leammg area would be: S o
e 'j_Knowledge and understandmg of how to promote and foster successﬁ.ll )
| ' implementation of Technology as a leammg area.
o :_ * Krnowledge of resource reqmrements to support the lmplementatlon of

Technology asa leammg area.
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 An understanding of current p'olici'es and systems for effective consultation

* and communication with respect to the managmg of Technalogy within the

“school curriculum.

An Dndetstanding and knowledge of change to positively enhance perceptions

towards Technology Being included as a learning area in the curriculum. -

- Possessing the necessary knowledge, skills and understanding in selecting and

adoPnng relevant school-based su'ategles to dovetail Technology asa Iearnmg

* area into the curriculum. -

The study has revealed _thai the management and leadership actions of principals

- _contribute either positively or negatively to the establishment of Technology as a

. learning area and its long-term benefits as a field of knowledge and expertise. . |

531 Findi_ngé from litemtnre study

: 2 Ltterature study has revealed that certam fax:tors may nnpact posmvely or negatwely

on management and anlementanon of Technology asa learmng area. Knowledge

o and understandmg of these aspects will provide a guide to the development of

o]trtlons_ to problems of managing the curriculum. -

The laek of lmowledﬁe and cleaf undersfanding of ouniculum management

E w1ll lmpact negatwely on the management and unplementanon of Technology

asa leammg area (2.1).

An'adopﬁon of one or more of the management styles may contribute towards

= effec_tive management and hnplementati_on of Technology education (_2 2)..

.:- Knowledge a.nd understandmg of management theones wﬂl prowde the '

o pnncipal mth a range of 0phons for the develo;)ment of solutions to everyday

'_"practlcal problems (2 3)

The key ob_] ectlve of cumculmn management mvolves estabhshlng an a:,enda '

for teachmg and ieammg whlch goes beyond the mere transmission of

. knowledge and skills and includes monitoring, evaluating and provuimg .
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support to leémers, educators and al_l stakeho-lders in education and training
2.4). ' '

- Quality education depends on,'arid is supported by, sound managemeni
prgcﬁce_:s. It is, therefore, crucial that the principat as curriculum manager,
tqgether with all the other stakeholders decide on how to plan and manage the

curriculum (2.5).

- When learmng programmes are to be des:gned and 1mplemented, they need to
be done within the ﬁ'amework that includes the aims, prmc1ples and
procedures of an educat:on system. ’_fhese components are cor_ltamed in the

framework of most countries that have a common national curriculum (2.6).

e Globalisation and the advent of new 'technologies require the education system |

e produce graduates wﬂ:h relevant knowledge, critical and higher-order SklllS o

| and proper attitudes and values. Profi mency in mathematics, science and
tcchnology are a prerequisite for economic success, Wthh in turn contributes

o soc1al advancement (2.7).

-o" The hidden cumculum isan lmportant aspect of every school curriculum. Its

" existence cannot be i ignored as it can lmpact negatlve[y on the 1mplementat10n_

of Technology asa learnmg area (2 8)

~The prmcipal is the chief executlve ofﬁcer and the education department’s
reprcsentaﬂve tasked with the obhgatlon of Implementmg the curriculum at

“ . the school level. According to Naicker & Waddy (2003:15) the principal is.

: K -required to guide and mdti‘}atc the school management team and edil:cators
-with regard to managing and implementing thé school curriculum 2.9).

. ‘The changes in curriculum design from cor_ﬁent—based teaching to outcomes-

. ‘based teaching pbses many challenggx*s.__’fhé p_rincipal is tasked with the -

= :-;_fespdnsibility_to implement the new cixr_l_'*iculum design, together with a new

- learning area, Technology. Sufficient knowledgc of the different curriculum
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- models would assist the principal to make informed choices as to how to

. manage the c_mrioulum effectively (2.10). -

' . The prmolpal fills a key role to any change, which takes place at school,
whether as an initiator or supporter. The introduction of new education
.' policies mcludmg Curriculum 2005-RNCS and Technology as a leammg area,
' demands that the principal respond positively by developing effective -
. relationships whilst managing the process of change. This includes re-defining
©the school structures and priorities and re-deploying resources (2:13).

. :5.3'.2 Findings from empirical study

_ o _The empiﬁeal investigation has revealed that management of the Revised National .
e Curnculmn Statement and the implementation of Technology has lssued in the
| -fonowmg | | = |

Management and tmplementatlon of 'I'eehnology as a learmng area.

L The study 'has. indicated that scho_ols 'possess rhe necessary policy docon_lents to
- _' irnplement and manage Teehnology, although they lack the__hirman, physical and
: financial resources The school principals encourage the educators fo imbroVise :
and network with other schools They also encourage the educators to attend

B empowerment workshops
« Extent of resourcing of Technology as a learning aréa.

| ) '_ The study has revealed that schoois do not have adequate resources.The majority
~ ofthe prmcrpals indicated that schools were affected by scarcity of human. '
o '_resources, physical resources financial resources and educator and learner support

" materials. SchooIs do not have specialised Technology educators to implement -

B 'i‘echnology Asaresult all educators are virtual teachers of Technology. The

s : majority of the schools does not bave specialist rooms to teach Technology. The -
' ~‘principals also in:dicate'd that they have no funding for Technology. A small
- ‘percentage that got funding stated that it was inadequate to meet the requirements
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. of the Technology curriculum. Many schools lack materials, including tools and

o cousumahles, résuit_ing in schools’ having to improvise. All of this impacts -

negatively on the ménagément and implementation of Technology as a learning

* - Extent of consultation regarding the implementation and management of

| . Technology as a learning area.

- The study has indicaied that pr'mcipals are positive about the process of
consultation. The consultatlon process has been very effective and educators show
- a good deal of enthuswsm There is sharing of ldeas and suggesnons as well as

: functlonal tea:r_;work and understanding amongst educators. The principals stated -

- that they are now able to contribute positively by engaging in discuésions_ and

decision making.” They also communicate with stakeholders via circulars and |

B ~ newsletters. Only a small ﬁ-actlon of the principals stated that the consultatlon

o process had 1o effect

Challenves facmg prmclpals in the :mplementatwn of Technology asa

_ iearnmgarea."' S T '

- :The study has revealed that school principals are conﬁ‘onted with the challengc of
. transforming teaching and ieammg from the old to the new model Thcy are |

o ': '.-tasked w1th the Ieadmg role of bomg mentors, provxders of resources and
T 1mplementers of Technology curriculum, whilst not being adequately prepared for

o _'th]S role. Lack of training adds to inadequacy of human, financial and physical

L 'résourc.es. Principals are also required to provide solutions fo the problems, while

£ contendmg w1th madequate profess:onal support ﬁ"om the Departlncnt of

) Educauons support serv1ces
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. Measures which have been dewsed by the school to dovetall Technology

~asa I&rmng area.

The study has revealed that all schools have devised some measure to dovetail

Teehnology as a learhing_area. So:oe schools organise open days, and networked
- with other schools to share ideas. They also organise inter class/ grade

o compe.titions'and motivate educators to attend warkshops. Schools also enooura'ge '
; e&ucators to ottend ciuster meetings and workshaps so as to empower themselves

with curfeﬁt issues and new ideas. Many schools draw up a Technology policy, |

- including allocation of a small budget.
54 RECOM:‘.[ENDATIONS' L

5 4.1 Tralnmg of school pnnclpals _
: : Educatlon and trammg are key elements to the deveiopment of skills, knowledge and

o achlevement of success. The lmplementanon of Technology as a leammg area cannot

" be successful unless it has the support of both the Department of Education and

- school prmc:pals Itis necessary to develop the management capacity of the school -

' prmcxpais since they are the key agents of change, respons:ble for the successﬁll

L _unplementanon ofTechnologyasaleammgarca SRR

-According to Pretorius & Lemmer ¢ _9__'?8:03') engagement in on - going profe.ssionalr
) development would equip the pﬁneipal With new lmoWledge and skills, not only to
. manage and mﬂuence the unplemcntatlon of the curriculum, which includes |
Technology asa Iearnmg area, but also to improve their own teachmg and

. .development as professmnals

B ) As Téchnology isa oeW additiOn 10 the curriculum. There is ﬁttle knowledge and - |
. understanding of the barriers to the implementation of Te_ohnology as a Jearning area.
| A pianned prograrmne of in-se'l"vice eduCaIion and training would oontribute to the

L :'_professmnal development of the school pnnc:pal in the following ways

Newly appointed prmclpals could be paired with peers (seasoned prmmpals)

= to create a network asa schools pnnclpals forum (cluster) which involves



113

- schools in close geographical proximity working with each other, sharing

- access to information and collaborating to influence the im'plementation of -

Technology.
The principal eould be equlpped with skills and knowledge to understand the

L needfo_r ch_anges in the school cumculum, including a clear understanding of

 the requiremexits of Technology

(cf. 4.2.15 - (2)).

" Principals could arrange ih—house programmesr of in-service training within
- their schools, to acquire 2 common and shared understandmg with their staff

(c£42.17-3) )

N -Through interaction w1th other role prayers, the principal could be a551sted to

- manage issues of human resources, financial resources, and physmal

i tesources mcludmg provxdmg a fair share thereof for Technology.

o School Principals can no longer expect to bnng about curriculum changes from within
" the constramis of their ofﬁces They are requlred to be Ieaders in the process.

" The Education Management Unit together with the District Curriculum Unit must

- work closely to ensure that principals are involved in management development

' workshops in line with their mandate to implement Technology as a learning area;

; Under certain circumstances joint workshops could be held with educators. When the

| I_ _ principal and the educator attend the same in-service and pre~serv1c:e training (or

- continuous professzonal development) workshop they start to Speak the same

Ianguage They developa co[leglal framework, working on an 1mpiementatnon plan |
. for theu- school, whllst shanng ideas, thoughts and Imowledge with others. -

: it IS a{sci_, recommended that Sch’ool pn'ncip'als be encburaged to take a ﬁesh

* +look at the classroom environment as supervisors as well as learners. This

o should be regarded as part of a broader process of continuous professional.

development *
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5 4.2 Resources for the teaching of Teeh.nolt)gy

N leen the legacy. of the past, legislation and the development of policies alone cannot -

- guarantee success. Technology Is a key learning area within the school cumculum and

schools have a responsibility to prepare leamers to cho_ose careers for life ina
tec_hnological s-ociety.' It should be clear from the findings that alm_ost six years after
the cun'ice]um has been initiated, Technology is still struggling because of a lack of
human, physical and financial resources and technical support.

Specialised kno_wledge,. skills and training are prerequlsites for the successful .

) _' iirlpleplentation of Curriculurn 2005 -RNCS and Techhology as a learning area. It is

- therefore crucial that a coherent poiicy be developed for adequate resoufcing of
o Technology Successﬁll nnplementanon of this policy ° wxll depend to some degree on

B human resource development as well.

_ _l’hysical resources provi.de lhe nleans_ which are remﬁred to support the
- iﬂlplementetlon' of Technology. A lack of classrooms, multipurpose rooms and
'_Specialisf rooms restrict and hinder management a_:ld implementation at both
_a&vantaged schools' and disadyantaged schools: The disadyantaged schools.would
continue to be dJsadvamaged and therefore would not be able to deliver a quallty
| cmncuium given the fact that they lack resources for other purposes the schools. A

: ﬁmher SItuahon arises as to where educators can safely secure the resources, such as -

P basic hand- tools, and electncal apphances, which are required to implement

. Technology. Teachmg Technology in a non - specmllst room leads to overcrowdmg, :

o 'eluttermg and nnsafe work habits, including the v1olatlon of the occupatlonal health

- and safety requmements The use of speclahst rooms on the other hand creates a

o conducwe envmomnent for the management and unplementatlon of Technology asa

S leammgarea. K

i F manclal resource allocatlon contnbutes nnmensely to the successful managemeut
and xmplemcntauon of Technology as a leammg area. Whilst Technology has to
'cornpete with other estabhshed leammg areas for a share of a very limited budget, it is
: _also necessary to prowdmg ﬁmdmg (basw hand tools, elec!rlcal appliances and

| artifacts) for Technology_ to sustain its implementation. Without financial resource
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..: ' a[iocatlon mcanmgﬁll Implementanon of Technology cannot take place. Afier all
o Technology is both~ needs and budget-driven.

e _ Technical support to the schools is also an important contributing factor for the
- irﬁplementaﬁon of Technology as 2 learning area. The study has revealed that the
 department of 'e_ducation does not provide sufficient support to schools (cf. 9 - p. 93).
| ' Subjcct Advisers shbuld play arole in 'providin'g tochnicai support to pﬁocipals and -
- schoois by way of school visits. They . should provide mentorshlp and curriculum -
gmdance with respect to the requirements of Technology such as the ldcntlﬁcatlon of

" rooms that could be used as specialist venues. -

 Schools nced to be provided With the necessary resources for the teaching of -

: Technology so that the learning area does not suffer. For productwc educational
“change and mcanmgﬁ.ll anlementatlon to occur the followmg resources need to bc
- prov:ded ' ' ' . | ' o

: e Human resources must first be ldermﬁcd and rctramcd so that the programme
_ | can be mmated m a posmve manrer, g1ven the fact that the majority of the”
R “schools lack the skills and capacity to develop a learning area policy (cf9 - p .
R 93) and the departmcnt of education docs not provide sufficient support to

S schools to develop one.

e Both principals and educators need to be passionate about the implcmeotaﬁon '
- . o_f chhnologj}; It is ﬂlerefofe recommended that princip'als idehtify, apﬁoint -
S and support educators who will ensure and promote implementation of
' Technology as a leaming area within the school. Not all educators will have
_ . the capac:ty to teach T cchnology, because of the speciahsed knowledge and
F B : ; 'skllls reqmred for its unpicmentatlon R

o - ' Schools should be provzdcd W1th the necessaly start-up fundmg s0 that schoo]s_
. can acqmre the very basic of resources to support implementation of
. Technology asa ieammg area. A set of norms should be developed for
o standardlsatlon of mﬁ'astmctural requn'ements at each school, It should be

' - bormein mind that the unplementatton of Technology as a learning area is
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hlgh!y dependant on the avallablhty of human, financial, techmcal and

. physmal resources.

_ The Department of Education should appoint specialist Technology subject advisors
' to support both principals and edncators in the implementation process. The specialist
" Technology advisors would also be able to identify problem areas in schools and
: bfovide.the_se schools with.the neeessaxy assistance. This may include identifying
human resource needs and providing intensive in-service training, providing basic and
conimo_n' tools and equipment and identifylng a single vertue as part of the physical -
resource centre. To this extent all schools could start at the same level to implement
- Technology. In this Way there would be no advantaged or disadvantaged scllools all
- schools are seen as been equal Effecnve implementation of Technology also reqmres

time management. colleglal interaction and networkmg
-5 .4.3 N_eedrfor a centre of _excellence to sapport teaching of Technology.

- ._ A co-'ordinated long term in-service progl'mme is ilnﬁbrtant for the successﬁ;tl
. Implementatlon of Technology and for professional development of the principals and
| educators. It is recommended that the Department of Education together withits
stmteglc partners, teacher unions, educanon and training service prov1ders book
_ . publishing eompames and non governmental organisations harness their resources and
.:work _]omtly in prov:dmg the necessary trammg of Technology educators. This could
' be done at a centre of excellence established for the purpose The task of the centre

R .should beto prov:de m-ser\nee education for Technology

.I'Ihefaeiiitasors posted at the centre should possess the necessary specialist skills for

B the imnlemenmﬁon of Technology as a learning area. They should be able to provide

B on-site support and SUpervision for both principals and educators, as part of the
R _. schools contmuous development programme. They should also be able to ldentlfy
L reqm31te matenals for the :mplementatxon of Technology at schools.”
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 5.4.4 Need for action research

" The introduction of Technology as a learning area has placed hi gh demands for

' -Speéialised skills and knowledge from school principals, without whom it would not
o be possible to implement the necessary changes. The National Depértmcnt of
| I_ ‘Education acknowledges that it cﬁrmot meet all the capacity building needs in the

| 'Sys.tem-and will need to make use of divefsa institutions and non-governmental

rganisétions to provide management development (DoE, 1996(b):24). Action
research on managcment development needs would provnde valuable mformatlon not

‘covered i in this study

" ) The Depamnent of Educauon should initiate action research, amongst other thmgs to
> _explore the p0351b1hty of estabhshmg a centre of excellence for support and expertise
- to enhance unplementatson of Technology. This research should be carried out under

the auspices of the relevant sub-ditectorate for mathematics, science and technology.
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_ . APPENDIX A
. 'Date 30/08/2005
Dear Prmcxpai

I @wﬁonuaire Revised National Curricalum S.tate.ment (RNCS):
Implementatmn of Technolggg asa learnmg area at vour school

: Permxssxon to conduct research

o I am currently reg15tcred as a M.Ed student at the Umver51ty of Zululand. My research is
concerned with the implementation of Technology at schools. Your school has been
_ randomly selected to provide information about your experiences pertaining to the

' nnplementanon of Technology asa Leammg Area at your school

E Kmdly complete the atl:ached questlonnalre 3 ._ :

Conﬁdentlall

AB mformatlon will be regarded as conﬁdential and no personal detalls -
| orresponses of any educator/ respondent will be mentioned in the findings
- “nor will any of the results be related to any particular principal or school.

- Your co-operatmn wﬁi be !ughly appremalaed.
Thank you : -j :

s |
RRambn;(Resea:&)




How to comglete the guostzonnalre o

Please answer these quest:[ons in the order they are numbered. KHa questlon has a category
block, snnply place a tick in the apphcable space. . . _

A SO,

L

2

31

32

Area of sPecxaImatxon (e g Mathemaucs)

) Number of years appomted as prmcxpa] |

SECTION ONE
.. General Information
- Gender of respondent: . R
Male O ST Female O

Age ofresponde_nt in completed years as at 2005-01-01:

- 25350 34 45550 ss6sO '

Quahﬁcai:lons of respondent
Academic Qualification(s) (e.g. Matriculation, BA, MEd. etc )
Professmnal Quahﬁcatron(s) (e g- HDE, FDE, PTC etc)

B Phase specralmaﬂon- . : ' _ _ :
. mmdanon phase O '_ Intermedlal:e phasel:! Senior phase O

: Total number of completed years in the teaching professmn
5-10 years 0 1020 yearsO  20-30 years 0O  30-40 years O Above 40 years 0

The school is s1tuated in:

Urban area 00 Per1~urbanareaEl o Ruralareaﬂ'.

" Number of educators on the staff, including menagemenr

f._1-5 o 5-101:1‘_ 10-150 15200 20-2500 25-30O

TR

_- ___12._

o B

Number of edumtors quahﬁed to teach T echnology Education:

Number of educators teax:hmg Technology Edueatron at the school:_
' Males (1 Females 0O

Are the technology educators employed by tlre Department of Education?

OYes ~ ONo

Does the school govemmg body ploy the technology educator?
O Yes - O No



‘Theme 2: Problems experienced by principals and school management teams in
- the implementation of Technolggz asa learning' area. . :

10 Doos your school havea subject head that is respons‘ble for Technology?
Yes a "‘NoO

T 11.Does the school have a spemahst Technology educator?
R ' YesOO. No g -

12. Has the re-deployment of educators 1mpacted on the nnplementanon of
Technology as a Ieammg area in your school? .
Yesi - NoO

121 If_yoo answered ‘yes® please explaio how.

N 13.How has the following 1mpacted on the unplentanon of Technology as a
: Ieammg area at your school‘? Please explam in detail. _

S 131 Hmnan resources:(e.g. emstence or non existence of specmhst Technology
e _educaiorsmyourschool) . : - _

_13.2 Physical resources:(e.g. classrooms and specialist rooms) -

. '. '13 4 Educator and learner support matenals (mcludmg tools and consumables)
- Please explam in deta.ll :




o Theme 3 How effectwe is the process of consultation wnth respect to the
managing of the Technology carriculum. : : : _
- 14. Have you attended any workshops, semmars, training, to empower you so asto
) - enable you to cascade to educators the information on Technology as a learning area, |
o _and mplement changes that are necessa.ry in the Technology curnculum

Yesl:l B NoEI

15 Areall members of your staff responsible for managing Technology asa Iearmng
area at the same level of understandmg of the reqlm'ements for mplementmg the .

: _Technoiogy curriculum?

S " Yeso - - Nom
_ 16. Arethe educa:tors abIetomanage the assessment process that is lmked to
'-.-3Technologyasaiearmngarea‘? oo o YesO Nono

" Please explain the assessment process used.

17. In what Wey does the democratic consultation process hinder the implementation
- of Technology within the C2005- Revised National Curriculum Statement? '

* In what way does the democratic process promote the implementation of
Technology within the C2005-Revised National Curriculum Statement?

I9.Do you monitor and evaluate the 1mplementatxon of Technology as a leamning area :
myom'school‘? L e SRR Yesh NoE{ _

o 20 If you answered yes’ state how the momtonng and evaluatlon is done.
-~ Please explam in detail.




21 If you have monitored and evaluated the 1mp1ementahon of Technology asa
) Ieammg area, what findmgs have you come across? Please discuss each finding in detaﬁ

. Theme 4 What are vour perceptions towards Technolooy bemg cluded asa
'Iearnmg area within the carricnlam, - _ .

22 Are you satisﬁed w1th the level of in-service n'ammg needed to achleve successful
mplementanon of Technology" L S Yes I:i : NoO

23 In What way is the mformatlon that is recewed at curnculum development workshops .
sharﬁ w1th other educators S0 as to empower them w1th necessary skills and knowledge?

believe that Technology is berieficial for the learners? :
=xplain your responses in detail. L -

25.What effects has Technology had on other learmng areas"
: Please explmn in detall ' _




= Theme 5: What strategiés have been put in iﬁée by the school to dovetail - .
- Technology as a learnin _area into the Revised National Curriculum Statement? - _

'.---,26.Does' your school have a Technology co-ordinator? Yes ~ Nom

—— — <273 teachmg—txme for Technology allocated accordmg 1o provmcxal norms‘7 _
N : Yesl:l_ - NoO

“'"2'8'.'Does the School have a budget aHobated for Techﬁbiogjz? Yes a. NoO

o 29. Has the S°h°°l developed a leammo area pohcy to improve the management and -
- mpiementanon of Technology" T - YesO NoO

_i:;"SOnyés;jﬁléaseexplaiﬁiﬁdefailthenatuxeofthepoﬁcy. .

31 lese ilst and d:scuss other straiegles that your school has developed to ensure that o
v Technology asa learmng area is m line wn:h the Rewsed Nanonal CUITICI.IIIIIII B
3 .._Statement ' : : :

o Thank yod very much for participéting in this survey; :



APPENDIX B

37 Canary Street -
Kharwastan =~
o402
~=~2T October 2004
The Chlef Dlrector . _
Provincial Department of Educahon ‘

- ‘Kwa Zulu Natal
- Dokkies .

Tel: 0312744926
ax: 0312744922

erAttentlon-Dr B. H Mthabela

e RequeSt for PeuniSsion o cendttct Educational Research in the Umlazz District -

t_m‘ently studying towards a Masters Degree in Educat}onal Management at the
ersity of Zuliland, Umlazi Campus and would like to seek your permission so as to
ct the research in the Umlazi District during the second school term of 2005.

ic that is being researched is, The Management of Curriculum 2005 and the
entation of Technology as a Learning Area. The finding of the research will be
ai]able to the relevant stakeholders mcludmg you, Sir. « . :

yuid heappreclated if you could grant me permission to access schools mthe Umlaz1
rict fo conduct the research Prmcrpals and educators will be requested to complete




 APPENDIX B

:3‘7 Canary Street
Kharwastan
© 4092

—27 October 2004
' The Chief Director
Provincial Department of Education

“~Kwa Zulu Natal

i€ toplc that is bemg researched is, The Management of Curriculum 2005 and the
[ Iementatlon of Tec]mology asa Leammg Area. The ﬁndmg of the research will be .




o

G

N rovince oF KWAZULU-NATAL ‘l~.'7 " DEPARTMENT OF EDUCATION AND CULTURE
S~ ISIFUNDAZWE SAKWAZULU-NATAL ‘ UMNYANGO WEMFUNDO NAMASIKO

TO:'

R

PROVINSIE KWAZULU-NATAL . DEPARTEMENT VAN ONDERWYS EN KULTUUR -

ADDRESS: ~ EX-DURBAN COLLEGE OF EDUCATION  PRNVATEBAG: o5 TELEPHONE:
IKHELL: CNR. NICHOLSON ROADAND QUEEN = 'SKHWAMA phoemypey  ~ YCINGO: 031 2744921
ADRES: - - SEPOSI: TELEFOON: -

MARY AVENUE . PRIVAATSAIC 4072 ‘ .

UMBILO o ) , FAX: 031 2744922

. . . : REFERENCE: . .
_ ENQUIRIES: . . " INKOMBA: ) ) DATE:
MBUZO ) P.T.:_ ZUNGU R | VERWYOING: | Permesion Ressarch gm - 20 February 2005

~ R.Rambrij

 PERMISSION TO CONDUCT RESEARCH.

r’!ease be mformed that you have been granted perm:ssmn to conduct research wrth the follow:ng terms and condit:ons

That asa researcher you must present a copy of the written approval from the Department to the Head of the
Institution concerned before any research may be undertaken at a departmental institution bearing in mind that

- the mstrtutlon is not cbhged to particlpate if the research is not a departmental prolect

' Research should not be conducted dunng official contact time, as education programmes should not be .

mtermpted except in exceptronal cases with special approvai of the KZNDE.

The research is not to be conducted dunng the fourth school term, except in cases where the KZNDE deem rt
necessary to undertake research at schools during that period. .

: _Should you wish to extend the period of research after approval has been granted, an appl:aahon for extension
must be directed to the Director Research, Strategy Development and EMIS. o '

- The research wﬂt be hmrted tothe schoois or insfitutions for which approval has been granted.
- _A copy of the compteted report, dtssertatron or thesrs must be provrded to the: RSDE Directorate

' Lastly you must szgn the attached declarataon that, you are aware of the procedures and will abide by the same.

A MTHABELA
ESEARCH STRATEGY POLICY DEVELOPMENT AND ECMIS
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