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ABSTRACT 

 

The main goal of the Free State Department of Education is to provide improved quality 

education but in different ways from school to school and to each learner. The School 

Management Team has the mandate to manage and implement curriculum policy 

statement for English First Additional Language in schools.  There is significant evidence 

that has emerged that primary schools underperform in the delivery of their mandatory 

core duties and responsibilities to manage and implement curriculum policy for English 

First Additional Language. In this context, educational management must focus on the 

efforts of teachers, learners, and stakeholders to guarantee quality education throughout 

the education system.  

This study focused on the implementation of Curriculum Policy Statement (CAPS) for 

English FAL. The study drew from the collaborative leadership theory in exploring the 

accurate picture of collaborative leadership tactics in the discourse. Interpretivist 

paradigm research was also used in this study. Data was collected through the interviews, 

and used inductive thematic analysis technique to derive categories and patterns from 

the data.  

Four SMT participants from three different schools were interviewed to determine 

perceptions of EFAL CAPS curriculum implementation for English FAL in primary schools. 

The results of this study also indicated that most of the SMTs in primary schools are not 

conversant about their roles and responsibilities in curriculum management. Some were 

unclear about what they should do in managing curriculum implementation. This study 

recommends that collaborative leadership management capacitates and develops 

individuals with the necessary attributes to manage curriculum implementation to achieve 

a common goal. 

The study presented appropriate approaches to a school governance strategy that can 

be adopted by underperforming primary schools. This strategy helps increase parental 

influence over learning outcomes. The study is significant because learners from different 
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socioeconomic levels are still underperforming. Creating an effective teaching and 

learning environment is critical to educational leadership. 

 

Keywords: curriculum, implementation, management, School Management Team 

(SMT), English First Additional Language (EFAL), reading, writing, teaching and learning, 

social justice, collaboration. 
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CHAPTER 1  

INTRODUCTION AND BACKGROUND 

 

1.1 INTRODUCTION AND BACKGROUND 

The primary objective of this discourse was to explore the management of implementing 

the EFAL curriculum in primary schools by School Management Teams (SMTs) in the 

Xhariep Education District of the Free State Province, in South Africa. The CAPS 

curriculum policy states categorically and clearly what should be taught and when what 

needs to be taught must be completed. All the topics to be taught are divided explicitly 

according to the different language skills mentioned in the policy. Also, the Employment 

of Educators Act 76 of 1998 stipulates the functions of educators. Under this Act, 

Personnel Administrative Measures (PAM) clarify the workload of SMTs, duties, and 

responsibilities (ELRC, 2003: C-62). 

After the 1994 democratic elections, South Africa had to change its policy of National 

Education because the then educational policy was based on the apartheid system, which 

was unfair and unjust to most of its population. Most people were not benefiting from the 

then National Curriculum active during the apartheid era. During this era, education 

benefited only the minority when others were prepared to be dependent instead of being 

mentally liberal so that they could fight against poverty and hunger in the future. That is 

why Spaull (2019, 2015) postulated that schooling in South Africa was and is still 

becoming a poverty trap. The author also mentioned that equity in South African schools 

is a high price to pay. 

Curriculum experts came together under the leadership of the ANC (current governing 

party) to restructure the National Curriculum that would serve all the people of South 

Africa fairly and justly, irrespective of colour, creed, gender, belief, and locality. This point 

of departure met severe challenges and obstacles because experts were to strike a 

balance between disadvantaged and well-off communities, with schools having 

contextual difficulties, especially those in most localities. 
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However, many committees were set up by National Education Ministry (Umugiraneza, 

Bansila & North, 2018; DBE, 2009) to address these challenges that were persistently 

erupting due to the damage brought by the then monotonous government. 

Out of all these efforts of curriculum adjustments, alignments, and balancing to fit and 

serve the Nation, English in the national schools continues to be used as the official 

language of instruction. In most schools (except for those who use Afrikaans as the 

medium language of learning and teaching), all subjects from Grade 4 have been 

approved for instruction in English, except African Languages and other minority 

languages, in many schools of the surrounding communities. Since then, the Government 

has introduced a series of curriculum designs to effect a decent and quality education for 

all learners in the country (Umugiraneza et al., 2018).  

This study attempted to show that SA has had many problems with public education. 

Other countries are also a bit like SA when it comes to literacy. However, their education 

is not as inconsistent as it is in SA. That is why this study attempted to explore what 

hinders SMTs from exercising their full responsibility when managing the implementation 

of English First Additional Language (EFAL) curriculum delivery and content coverage. 

Although the CAPS policy is clear and prescriptive, primary school curriculum delivery 

and content coverage are still not reaching the heights intended regarding reading and 

writing with comprehension (DBE, 2020).  

In trying to mitigate this dilemma, the Department has introduced a series of English 

programmes in collaboration with the British Council, Oxford, N’libali programmes, 

CiPELT, NECT programmes, DAAR/DEAR, and CLIP, to mention a few (DBE, 2021, 

2019, 2016, 2013). These programmes aim to improve teachers’ ability to deliver more 

engaging lessons in EFAL, SMTs’ leading roles in curriculum monitoring and content 

control, and ultimately improve literacy rates and learner retention in South African 

schools. Other programmes like EGRA and LitNum were still in place long before, aimed 

at improving reading and writing in the foundation phase (Grades 1-3). PSRIP was 

introduced for primary schools starting from the foundation phase (Grades 1-6) by DBE, 

in collaboration with NECT; it also aimed at capacitating educators to improve their 
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reading skills so that they can help learners. These programmes aim to strengthen 

primary school writing, reading, and learning (DBE, 2019). 

This study focused on CAPS curriculum implementation concerning EFAL in primary 

schools, how it is implemented and how SMTs at selected primary schools manage it.  

In these schools of interest, where English is used as LoLT, previous reports of learner 

performance gained through systematic testing revealed unsatisfactory performance by 

learners concerning reading and writing with comprehension (Ginsburg, Archer, Barrera-

Osorio, Lake, Vally, Wachter & Ulrick 2018; SEACMEQ, 2017; DBE, 2012, 2011; 

Ramatlapana & Makonye, 2012). This situation was confirmed when South Africa was 

placed among 50 out of 50 countries that participated in a systematic evaluation of literacy 

and mathematics, scoring an average of twenty-eight per cent (28%) for languages and 

thirty per cent (30%) for mathematics (SEACMEQ, 2017; DBE, 2012). South Africa has 

not shown any convincing improvement in other international learner performance 

rankings (DBE, 2017). 

The quarterly reports from primary schools and district officials on learner performance 

and curriculum coverage management depicted a gnawing situation in ninety per cent 

(90%) of historically disadvantaged primary schools in South Africa (DBE, 2017). What 

caused concern was the inadequate content and topics covered before learners 

underwent an assessment to monitor teaching and learning. This should not happen 

because the curriculum policy (CAPS) requires that a particular volume of work be 

covered within a specified period; CAPS is directive and prescriptive to foster uniformity 

regarding its implementation. 

Management of learning and teaching in the EFAL curriculum, through the CAPS policy, 

should be done by SMTs. Subject content and assessment processes are succinctly 

delimited by specific policies (DBE, 2019, 2011). The work is divided into the number of 

teaching and learning days per term, subdivided into two-week cycles, to be implemented 

nationwide to foster uniformity in schools. The trimmed assessment programme for EFAL 

during the COVID-19 pandemic also specified that learners should be assessed on 

specific work volume and assessment forms (DBE, 2021, 2020, 2019) in the term. The 
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fixed load of work that should be covered must be monitored and controlled by SMTs 

before and after the assessment in the form of item and error analysis (DBE, 2021). 

 

1.2 STATEMENT OF THE PROBLEM 

As a managerial structure, the SMT has significantly emerged to underperform in 

delivering their mandatory core duties and responsibilities due to ignorance of their 

graded power levels. Miscommunication and empowerment within the teaching and 

learning environment made learners the scapegoats, and teaching and learning 

processes became compromised. 

Most learners in primary schools are still progressing to the subsequent grades, even 

though they struggle to read and write with comprehension (DBE, 2019; Mohapi & 

Netshitangani, 2017). Working in the curriculum section for 28 years made me realise 

something is wrong at primary schools, especially concerning reading and writing. I have 

observed how, at Provincial Languages Festivals (Grades 4-7), learners can hardly read 

and interpret with meaning what they have just read in book reviews, independent story 

reading and summaries. Their performance was even worse when they had to write an 

overview of what they had just read. 

Several studies reviewed concur with this research problem (Maddock & Maroun, 2018; 

DBE, 2017; Mohapi & Netshitangani, 2017; Mullis & Martin, 2017; SEACMEQ, 2017). 

This shortcoming also manifested during South Africa’s participation in systematic 

international tests and provincial results analysis done by primary schools. When different 

Education Districts issued item and error analysis reports, reading and writing were the 

significant causes of poor performance in learner achievement (DBE, 2017). Reading and 

Viewing skills take five hours in a two-week cycle, and Writing and Presentation skills are 

two hours, together with Listening and Speaking. Language Structures and Conventions 

take only one hour in a two-week cycle, which means it is only thirty minutes (30 minutes) 

per week. 

This study explored how SMTs managed CAPS curriculum implementation of EFAL in 

selected primary schools. 
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1.3 PRELIMINARY LITERATURE REVIEW 

The CAPS policy is prescriptive of what should be done by STMs in terms of curriculum 

implementation and management of content. The work should be monitored at least once 

after weeks 1-2 of cycle one and before weeks 3-4 of cycle two (CAPS, 2021, 2020). It 

directs that heads of departments must control teachers’ lesson plans and annual 

teaching plans using a curriculum coverage tool and a curriculum tracker (DBE, 2021). 

SMTs are guided by newly developed tools, like Programme of Assessment (POA), pre-

and post-moderation tools, lesson plans monitoring tools, school visit tools used by 

Subject Advisors (SA), National Subject Learner Attainment (NSLA), Provincial Subject 

Learner Attainment (PSLA), District Subject Learner Attainment (DSLA), to mention a few 

(DBE, 2021) that are mandatory to be completed and reported on weekly, monthly, and 

quarterly. All these tools aim to track the curriculum and content coverage progressively 

and track learners' performance continuously. The instruments were developed nationally 

to create a uniform and harmonious implementation of national curriculum syllabi for all 

primary schools in the country. 

According to Bertram and Christiansen (2020), a literature review takes the study into 

previous research by showing how it fits into a particular field; this is a discourse of the 

critical research that has previously been done in the field, which is being researched. 

The new study must relate to the research which came before it. The authors also clarify 

that all researchers are part of a broader research community, and as such, they extend 

the findings of other researchers (Bertram & Christiansen, 2020:13).  

Furthermore, the South African Concise Oxford Dictionary (2005:676) defines literature 

as books and writings on a particular subject. A literature review concerns what other 

people have accomplished researching the topic or subject (Thomas, 2017:58). It is 

written material that may appear in books, articles, conference proceedings, websites, 

etc. This section illuminated the theoretical framework and this study's operational 

concepts and components. 

Thomas (2017) also distinguishes between different kinds of sources: primary and 

secondary sources. A primary source is straight from the horse’s mouth, meaning no 

other person has subsequently analysed or summarised it. A secondary source is a 
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reworking of usually many primary sources, either in analysis or summary (Thomas, 

2017:58). This study used a primary source because interviews were used. 

It was deemed prudent to establish empirical studies on CAPS curriculum implementation 

in selected primary schools to contextualise this study. The discussion articulated saw it 

essential that the following aspects of literature be highlighted. 

Despite all these endeavours, DBE reports still showed that learners from many primary 

schools could not read and write logically – evident from results on international and 

regional systematic tests administered in Grades 3, 6 and 9 (DBE, 2021, 2012; 

SEACMEQ, 2017; PIRLS, 2017, 2008). The Centre for Evaluation and Assessment 

(CEA), at the University of Pretoria, under the auspices of the International Association 

for the Evaluation for Educational Achievement (IEA), conducted this research.  

The National Development Plan 2030 is the Government’s strategy to address poverty 

and differences in SA. It acknowledges the existence of shortcomings in the quality of 

school educational outcomes. It attributes it to capacity weaknesses in teaching, school 

management, and district support (DBE, 2017:8). It also points out accountability as a 

problematic area in the education system.  

Mohapi and Netshitangani (2017) also stress the importance of curriculum management 

and implementation in ensuring learning and teaching. They asseverated and asserted 

that effective curriculum management and implementation are primary determinants of 

learner achievement. 

Policymakers and curriculum designers have developed policies that benefit all South 

Africans to redress the past, wherein opportunities will underpin all curriculum areas 

(George, 2009). 

This curriculum changes from one state to another, Makhwathana (2007:15) explains 

them as presenting ‘South African educators with a challenging and significant paradigm 

shift’. In the same breath, so is Pepenene (2016: 26), who emphasizes the importance of 

Education Enrichment Programmes that pose severe challenges to educators when they 

are to be implemented. 
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Spaull (2015:34) explains that former white schools perform well even in this era. Most 

township primary schools are still lagging in inculcating the necessary numeracy and 

literacy skills that should be acquired. 

 

1.4 INTRODUCTORY THEORETICAL FRAMEWORK FOR THE STUDY 

The study drew from the collaborative leadership theory in exploring the accurate picture 

of collaborative leadership tactics in the discourse. 

Collaborative leadership is a practice for getting organizational results through 

cooperative endeavours and shared intelligence (Meister & Willyerd, 2020 in Ang’ana & 

Kilika, 2022:52). This viewpoint believes in the ability of the team or group and that the 

collective intellect of the group is more significant than any individual in the group. As 

Hallinger and Heck (2010:656) put it, team-oriented or collaborative management refers 

to school-wide management applied by those in management roles, for example, the 

principals, deputy principals, department heads, together with others, educators, parents, 

non-teaching staff, learners, district, the Provincial Department, and the National 

Department. The authors go further by saying that collective leadership or collaborative 

leadership thus incorporates both official and unofficial leadership resources and 

conceptualises leadership as a structural property intended to improve school 

performance. The methodology, therefore, involves using authority by individuals to 

pursue others for their significant input and to work together towards their collective goal 

mutually. Ang’ana and Chimora (2021 in Carrington, Spina, Kimber, Spooner-Lane & 

Williams, 2022:52) mention that such commitments nurture an atmosphere of mutual 

ambitions, confidence between groups, and reciprocal respect, which is what makes 

collaborative management. 

Research has shown that leadership has a direct impact on school performance and a 

significant indirect impact on learner performance (Hallinger & Heck, 2010; Robinson, 

Lloyd & Rowe, 2008; Leithwood & Jantzi, 2006; Bell, Bolam & Cubillo, 2003; Witziers, 

Bosker & Krüger, 2003; Hallinger & Heck, 1998; Bossert, Dwyer, Rowan & Lee, 1982). 

Hallinger and Heck (2010) note the research done by other academics who progressively 
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contend that school leadership accomplishes this influence by forming environments that 

create school capability for transformation and promote successful teaching and learning. 

Leadership is obligated to effect change in schools for empowerment and development. 

School enhancement is an organised and continual determination intended to make 

changes that realise informative objectives more efficiently. It improves learner outcomes 

and reinforces the school’s capability to make and endure further developments (Woods 

& Brighthouse, 2013 in Carrington et al., 2022). The management of curriculum 

implementation of EFAL needs a joint effort from the school’s managers and teachers so 

that the set goals and expectations from the National Education Department, the 2030 

Vision, are achieved and bear the expected results. Drawing from the nature of the 

phenomenon, I felt it necessary to draw from this theory, enhancing accountability and 

informing the impetus of the management position in the respective institution (Heck & 

Hallinger, 2010). This is in collaboration in respect of the school SMTs and the broader 

school community. The set goals could be achieved through effective consultations and 

the creation of necessary systems between the curriculum managers, teachers, and other 

stakeholders, including learners and labour forces. 

Scholars have discovered a variety of management qualities and sometimes associate 

these with distinct management qualities, e.g., transformational or transactional 

(Carrington et al., 2022:152). Some of these qualities include being answerable, 

adaptable, compassionate, client-focused, collaborative, etc. (Griffiths, Roberts & Price, 

2019 in Carrington et al., 2022). Fasso, Knight, and Purnell (2016, in Carrington et al., 

2022:152) assert that whether or not managers embrace a collective methodology, 

collaboration is one trait and a reason that is crucial to school enhancement, as it can 

contribute to the extent to which managers create confidence among staff. 

 

1.5 THE MAIN RESEARCH QUESTION 

1.5.1 Main research question 

How do Primary Schools manage the implementation of Curriculum Assessment 

Statement Policy for English First Additional Language?  
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The following sub-research questions were encapsulated. The sub-research questions 

are: 

1. How can the importance of understanding the management of English First 

Additional Language CAPS curriculum implementation in primary schools be 

achieved? 

2.  Which key factors are important to the curriculum implementation management 

following CAPS policy requirements in the primary schools? 

3.  What challenges do SMTs face in managing English First Additional Language 

curriculum implementation in primary schools? 

4. Which environment is conducive for the curriculum implementation management 

following CAPS policy requirements in the primary schools? 

5. What are the success indicators to show the curriculum implementation 

management following CAPS policy requirements in the primary schools? 

 

1.6 RESEARCH AIMS AND OBJECTIVES 

1.6.1 Research aim 

The study aims to explore how the implementation of the English First Additional 

Language curriculum is managed in primary schools by SMTs. 

 

1.6.2 Research objectives 

The following objectives led to the actualisation of the research aim, which has been 

espoused earlier: 

1. To elucidate the importance of the management of English First Additional 

Language CAPS curriculum implementation in primary schools. 

2.  To highlight the key factors in the management of curriculum implementation 

management following CAPS policy requirements involved in primary schools. 
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3.  To explore the challenges SMTs, face in the management of Curriculum 

Assessment Policy for English First Additional Language curriculum 

implementation in primary schools. 

4.  To discuss the environment conducive to the curriculum implementation 

management following CAPS policy requirements involved in the primary schools. 

5.  To show success factors for the management of the implementation of curriculum 

Assessment Policy (CAPS) requirements in primary schools. 

 

1.7 RESEARCH PARADIGM 

The interpretivism paradigm was adopted for this study. Interpretivism developed as an 

alternative view, and it was that the social world, which social scientists are interested in, 

is not straightforwardly perceivable because each of us constructs it differently (Thomas, 

2017:110). Interpretivists believe that the world is not just out there; it is different for each 

of us, with words and events carrying different meanings in every case (Chowdhury, 

2014). 

The study adopted interpretivism as the lens for discussion. In this study, its relevance 

was that meanings emerged towards the end of the research process, whereby various 

phenomena were gathered and interpreted to make sense and meaning out of the data 

collected (Aliyu, 2014). It allowed me to use people’s experiences, interpretations, 

knowledge, and meanings in drawing conclusions in the study. Methods of collecting data 

were also relevant to this approach.  

Its relevance of choice for this study is discussed in-depth in Chapter 3. 

 

1.7.1 Research approach 

In this study, a qualitative research approach was used to describe and reveal the nature 

of certain situations, settings, processes, relationships, systems, or people. As Flick 

(2020: 135) asserts, qualitative research ‘pays less attention to research designs and 

even less to controlling conditions by constructing specific designs, but it aims to build an 
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atmosphere in which the views of participants or the creating of social situations can be 

analysed and understood’. 

Qualitative study is the genre of research that is understood to mean any type of research 

(Strauss & Corbin, 1998:10-11) that produces findings not arrived at by statistical 

procedures or other means of quantification. It can refer to research about persons’ lives, 

lived experiences, behaviours, emotions, feelings, and organisational functioning and 

interactions between people. The interest in qualitative research has been growing 

continuously in the last few decades (Mayer, 2015).  

The interpretation of data enabled me to gain new insights about a phenomenon and 

develop new theoretical perspectives (Aspers and Corte, 2019). It helped me to test 

assumptions' validity and evaluate particular policies' effectiveness (Thomas, 2017; 

Leedy & Ormrod, 2010). Qualitative research occurs during social interaction; it is 

naturalistic and relies on linguistic analysis and communication (Maree, 2016; Flick, 2015; 

Mnguni, 2013).  

 

1.7.2 Research design 

This study was designed to accommodate creativity, communication spaces, and 

enhanced engagements among the SMT members and myself to address the 

abovementioned problem. The study was conducted at three schools in the Education 

District in the Free State Province. The research comprised three discussion visits at 

schools. 

Thomas (2010) defines a research design as the master plan of a research study, 

demonstrating how the study will be conducted. It displays how all the significant parts of 

the research study work together to address the research questions in which scientists 

use various methods and techniques in empirical research. The methods used vary 

according to the tasks they perform from methods and techniques of sampling to data-

generating methods (Bilous, et al, 2018). Therefore, their application depends on the aims 

and objectives of the study, the nature of the phenomenon being investigated and the 

underlying theory or expectations of myself as the researcher. 
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Research design is the basic blueprint to follow in the research process. It communicates 

issue factors of logical discourse, espousing the research problem, the data generation 

strategy and the sample choice technique and is also about the research genre and 

strategical implications on methodology to come up with the credible aim and research 

purpose (USC Libraries, 2022). 

Permission was sought to engage with the research participants through the Free State 

Department of Education (FS DoE) and the respective schools’ principals. I had meetings 

with members of the SMT in the three participating schools in this study. 

The techniques for selecting the population of the study, the sample for the study or study 

participants, and collecting and analysing data are defined in this section. The study used 

a qualitative research design to address research questions and sub-questions. 

The research design is fully discussed in Chapter 3 of this study. 

 

1.7.3 Population 

Because this study aimed at exploring the management of EFAL curriculum 

implementation in schools, the study population were selected from schools in the Free 

State from the Education District, Xhariep Education District. Schools using EFAL as the 

language of teaching and learning were used as the population, and the sample of 

participants in this study was drawn from these schools’ SMT members. The population 

consisted of SMTs of the Xhariep Education District primary schools in all three circuits: 

Mohokare, Kopanong and Letsemeng circuits. 

As Kromrey (2006, in Flick, 2020:138-139) puts it, “the population is the mass of 

individuals, cases, events to which the statement of the study will refer, and which has to 

be delimited unambiguously beforehand with regards to the research question and the 

operationalization.” A population is also defined as a group of elements or cases, whether 

individuals, objects, or events, that conform to specific criteria and to which we intend to 

generalise the research results (Bertram & Christiansen, 2020, 2014).  
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1.7.4 Sampling and sample size 

The sample for this study consisted of three primary schools using EFAL as the medium 

of instruction, three Departmental Heads of each school, three Deputy Principals, and 

three Principals. Due to limited time and monetary resources, this narrowed sample size 

selection was important in this discourse, as the main aim was to identify the problems 

and develop solutions. That is why the chosen size of participants’ opinions is enough to 

use a code as part of the analysis framework. The individuals in this study were selected 

according to their relevance to the topic (Flick, 2020:115). 

Sampling in qualitative research, as Bertram and Christiansen (2020:232) and Flick 

(2020:15) put it, is more focused on concrete cases where cases are selected in more 

formal ways. Thus, McCombes (2019) refers to sampling as the group of individuals who 

will participate in the study undertaken in a particular area.  

The representatives in this study were purposively selected. As Bertram and Christiansen 

(2020:60) describe, Purposive sampling means the researcher makes specific choices 

about which people, groups or organisations to include in the sample (Flick, 2020:138). 

Interpretive paradigm uses this type of sampling method. 

 

1.7.5 Research setting 

This study focused on Xhariep Education District in the Free State Province. One primary 

school was selected for this study in each circuit (Mohokare Municipality, Kopanong 

Municipality and Letsemeng Municipality). For this research, the set comprised of schools 

from rural areas. 

Lambert (2019:127) posits that for the operationalization of the study, geographical 

settings for the research need to be defined.  

 

1.7.6 Research instrument and technique 

The instruments used to collect data in this study are mentioned hereunder. 
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As it is mentioned by Bertram and Christiansen (2020:72), ‘research generally relies on 

empirical information implying that it is based on data generation.  

 

1.7.6.1 Unstructured interviews  

This study used unstructured interviews to collect data. Interview data was recorded with 

permission granted by the participants. Notes were taken to allow the researcher to 

review the answers; additional questions were also asked at the end of the interview 

(Maree, 2014:94). After the interviews, the recorded data was transcribed for data 

analysis. 

Thomas (2017:205) describes an unstructured interview as a conversation in Free 

Attitude Interviews. There is no predetermined format for the interview beyond the 

researcher’s general interest. Maree (2014:93) also describes an open-ended or 

unstructured interview as a technique that takes the form of conversation with the 

intention that the researcher explores the participant’s views, ideas, beliefs, and attitudes 

about the phenomena studied.  

 

1.7.7 Data analysis 

Qualitative analysis is a process of “continuous search for patterns and explication of their 

meanings” through progressive focusing, reflexive iteration and grounded interpretation, 

which aims to collect rich accounts of the phenomena studied and link them to literature 

(Punch & Oancea, 2014:219). 

All data recorded digitally were transcribed (Maree, 2014). Audio tapes were transcribed 

verbatim, i.e., rewritten word-for-word. I arranged the data so that analysis was in such a 

way that facilitation thereof, was without difficulty or inaccuracy. All data were compared 

and organised into categories. The relationships of phenomena were identified. After the 

data were sorted and typed, the next step was to get to know it with succinct 

understanding by rereading it and listening to the tape-recorded data several times. This 

process, called “memoir” (Silverman, 2016), helped me to write down any impressions I 
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got as I went through the data. The primary analytic method of the interpretative 

researcher is constant comparison (Thomas, 2017:244-245). Constant comparison 

stands behind every technique in this paradigm. It involves going through your data 

repeatedly (the constant bit), comparing each element – phrase, sentence or paragraph 

– with all of the other elements (the comparative bit) (Thomas, 2017:245). 

During this process - constant comparison - the researcher marked the data with codes 

– abbreviations, pseudonyms, marks, and colour names – that described their essential 

facets. Themes were created, capturing and summarising the research data's contents. 

These themes or categories, as Thomas (2017:245) interchangeably use the words, were 

crucial building blocks in data analysis. As the interpretative approach was employed in 

this study, the aim was to build and emerge with the meanings constructed by the 

participants (including me as the researcher) in their situations. 

 

1.7.8 Ethical considerations 

Ethics have been defined as a matter of principled sensitivity to the rights of others, and 

while the truth is good, respect for human dignity is better (Cavan, 1977 in Cohen et al., 

2009: 58). 

Before this study was undertaken, ethical clearance was requested from the University of 

the Free State Research Ethics Committee. Permission was requested from the Free 

State Department of Education Head of Department, the District Director and the 

principals of the schools that participated in the study. 

I have provided participants with consent forms that thoroughly explained the conditions 

and terms of the research. Participants then signed the consent forms, indicating their 

voluntary agreement to participate in the research. 

Participants’ confidentiality was protected. Pseudonyms were used to retain the 

anonymity of schools and participants. Participants were informed that their participation 

was purely voluntary and was issued consent forms (Thomas, 2017; Babbie, 2014). 
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1.7.9 Value of this study 

The study will benefit learners and stakeholders of the school, as learners’ and SMT 

members’ performance will improve. SMTs will experience a paradigm shift concerning 

management and curriculum implementation. 

This study aimed to draw attention to the importance of sustaining a conducive 

environment for teaching and learning in primary schools and ways to manage the 

implementation of the EFAL curriculum under the auspices of the CAPS policy by SMTs. 

This study provides the SMT, together with the stakeholders in the Xhariep Education 

District, the opportunity to effectively manage the implementation of the EFAL curriculum 

in the teaching and learning environment to achieve the set national goals for reading and 

writing are concerned in primary schools.  

 

1.8 CHAPTER SUMMARY AND CONCLUSION 

The study attempted to clarify and build on what predecessors have done. However, this 

study tried to invent new knowledge and forge the existing one to help schools perform 

at their best. Experiences and problems encountered by all stakeholders were not ignored 

in attempting to pave a sustainable way forward.  

This study intended that, ultimately, a solution to all problems and hindrances 

encountered by schools in accomplishing their mission and living their vision are 

minimised against all odds and to craft a smooth path towards success. 

The following conclusions were pivotal: Phenomenology helped us understand the world 

by directly experiencing the phenomenon. I was able to engage directly with people who 

expressed their feelings, experiences, and meanings to phenomena around their 

environment and unique situations. Interpretivism, as a theoretical lens, involves 

interpreting elements of the study, thus allowing the integration of human interest into a 

study. The theory gave me access to reality constructed socially, using language, 

consciously shared meanings, and using instruments in deducting and constructing 

understanding and purpose of a phenomenon.  
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1.9 LAYOUT OF CHAPTERS 

The structure of this research study is outlined in this way:  

Chapter 1: Introduction and conceptual background 

Chapter 2: Literature review and theoretical framework   

Chapter 3: Research methodologies and research design.  

Chapter 4: Data analysis and interpretation  

Chapter 5 Discussion of findings, conclusion and recommendations of the study  
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CHAPTER 2  

LITERATURE REVIEW AND THEORETICAL FRAMEWORK FOR 

THE STUDY 

 

2.1 INTRODUCTION  

According to Bertram and Christiansen (2020:13), a literature review takes the study into 

previous research by showing how it fits into a particular field – a discourse of the critical 

research that has previously been done in the field which is being researched. The new 

study must relate to research which came before it. The authors also clarify that all 

researchers are part of a broader research community, and as such, they extend the 

findings of other researchers.  

Furthermore, the South African Concise Oxford Dictionary (2005:676) defines literature 

as books and writings on a particular subject. A literature review concerns what other 

people have accomplished researching the topic or subject (Thomas, 2017:58). It is 

written material that may appear in books, articles, conference proceedings, websites, 

etc. This chapter focuses on a review of the existing literature on the curriculum status of 

South Africa since the birth of democracy in 1994. Also, it gives a detailed explanation of 

the chosen theoretical lens for this study. The research relies on managing the EFAL 

curriculum in selected primary schools. The literature review seeks to answer the 

concerns raised in the objectives and subsidiary questions. 

 

2.2 HISTORICAL BACKGROUND OF THE SOUTH AFRICAN CURRICULUM 

Since the birth of South Africa’s democracy, the Government has introduced many 

curriculum designs, hoping to effect a decent and quality education for all learners in the 

Country (Umugiraneza, Bansila & North, 2018). In this Country, EFAL is used as a 

language of learning and teaching in most schools. As a result, this study focuses on the 

Curriculum Assessment Policy Statement curriculum implementation concerning (EFAL) 

in primary schools and how SMTs manage it at selected primary schools. 
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In these schools of interest, where EFAL is used as LoLT, previous reports of learner 

performance gained through systematic testing reveal unsatisfactory performance by 

learners regarding writing and reading with comprehension (NEEDU, 2017; DBE, 2012, 

2011; Ramatlapana & Makonye, 2012). This view is also highlighted in the SEACMEQ 

Report (2017) and supported by Ginsburg et al. (2018). The situation was rubber-stamped 

when South Africa (SA) was placed among 50 out of 50 countries that participated in a 

systematic evaluation of literacy and mathematics when it scored an average of twenty-

eight per cent (28%) for languages and thirty per cent (30%) for mathematics (SEACMEQ, 

2017:9-10; DBE, 2012). DBE (2017) reiterates that SA has not shown any convincing 

improvement in other international learner performance rankings. 

Thus Kathard, Ramma, Pascoe, Jordaan, Moonsamy, Wium, Du Plessis, Pottas, and 

Khan (2011), mentioned that Basic Education in SA faces a crisis as learners fail to 

achieve the necessary outcomes in the related areas of language and literacy. 

The Minister of Basic Education, Angie M. Motshekga, categorically stated that in 

improving the performance and outcomes of the schooling system, the Department is 

continuing with “improvements in the fundamental quality of teaching and learning well 

before Grade 12” (DBE, 2018/2019). The former Deputy Minister, M.E. Sisulu also states 

that the Department increasingly prioritises interventions and policies to ensure improved 

quality of teaching and learning. Consequently, the implementation of accountability 

systems is also triggered.  

According to Department, early grade literacy has been prioritised to respond to the 

concerns raised in the recent PIRLS report that found that most learners still have 

challenges with their cognitive literacy levels (DBE, 2018/2019; NEEDU, 2017; PIRLS, 

2016). 

South Africa’s move towards using universal or global languages, mainly English, as the 

language of learning and teaching in schools is not different from other international 

countries. During the colonial era, SA used English and Afrikaans as official languages. 

In the post-colonial era, English is enjoying the highest status in delivering curriculum in 

most schools, especially in townships and rural areas (Probyn, 2009). It continues to 

dominate the landscape at the centre of political, economic, and social power. Gal’s 
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(1989:346) observation holds true for South Africa that due to globalisation, the 

characteristic form of language change is that local languages are subordinated to “world 

language”. Critical discourse analysis (CDA) is proposed as an emancipatory research 

instrument that has the potential to destabilize the authoritarian discourses deep-rooted 

in educational policy agendas, thereby facilitating the linguistic and, by implication, 

conceptual reinstatement of inclusion as an idea that unambiguously advocates the 

protection of the human rights of children (Laisidou, 2008). 

In the case of South Africa, evolving from complex political backgrounds, multiculturism, 

and multilingualism, access to English as the medium of instruction in schools has been 

different, and differing contexts had a tremendous influence on academic performance 

concerned (Desai, 2016). The author also postulates that the successful acquisition of 

English and exposure to it vary vastly in different contexts. Therefore, the acquisition will 

require different approaches. 

Desai (2016:343) says that what works for a ‘middle-class child in a former ‘White’ suburb 

will not necessarily work for a poor working-class child in a ‘township’. 

Many researchers have resurfaced despondent flaws of the education system in many 

schools in SA, especially those with most African children (Christie, 2008; Fleisch, 2008; 

Kallaway, 1984). The sentiment is also purported by Prinsloo, Rogers and Harvey 

(2018:1) that despite large allocations in schooling after 1994, SA learner achievement 

still ‘remains poor’. These latter authors also argue that, despite considerable educational 

investments, achievement remains unchanged among South African pupils. Furthermore, 

they have pinpointed language as an influential factor, given the political history and 

multilingual context of South Africa. 

These aggravating factors, linked with other learning challenges, are reflected in the 

inadequate reading performance of SA learners in national and international systematic 

tests (SAQMEC, ANA, TIMSS, and PIRLS). In EFAL, all tested grades performed under 

fifty per cent (50%) (Prinsloo et al., 2018). 

SA Grade 5 learners in 2011 showed unremarkable improvement, as compared to 2006 

results, and they performed below the International Centre Point (500), achieving an 
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average of 420 points (Howie, Van Staden, Tshele, Dowse & Zimmerman, 2012; Mullis 

et al., 2012 in Prinsloo et al., 2018). 

Prinsloo et al. (2018) support sound first and additional language proficiency as 

paramount to the intangible competencies learners needs to learn thoroughly and further 

their academic achievements, particularly in English. 

 

2.2.1 The Importance of managing the implementation of CAPS in English as First 

Additional Language in the primary schools 

Teachers and learners depend heavily on the instructional language when mastering 

knowledge and undergoing assessment in any subject. For instance, Mathematics 

depends heavily on the potential to communicate with ‘Mathematics-unique’ words or 

terminology. Thus, phrases and abbreviations are essential for speaking, reading, and 

writing (Prinsloo et al., 2018:2). 

Language proficiency has a direct influence on the expected level of achievement in the 

learning and teaching environment. Probyn (2001) posits that English is a tool which 

accelerates the transmission and studying of a subject matter. Research cites English as 

a language which confers chances like employment, economic prospects, and worldwide 

relations. Universally it is recognised as a noteworthy communicative and learning 

language. That is why, to a greater extent, if learners fail to learn in English, it may create 

many academic challenges. This lack of foundational skills will negatively impact learner 

performance in a language-based subject. 

In the realm of education, language plays a significant role in learning and teaching 

(Chater & Christiansen, 2018; Prinsloo et al., 2018; Desai, 2016). Through language, 

pupils make sense of the input they receive in a learning environment from the educator 

and the learning and teaching sources and material (LTSM) (Chater & Christiansen, 

2018). Through language, these pupils could convey their knowledge of what they have 

acquired from this input (Desai, 2016). 
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That is why Probyn (2008:207) posits that the linguistic ecologies of South African 

classrooms are ‘embedded in complex local, national, and global linguistic ecologies’, 

with far-reaching implications for access and equity in education.  

Researchers such as Christie (2008), Fleisch (2008) and Kallaway (1984) have stated 

the sometimes hopeless and desperate failings of the education system in most schools 

in SA, in particular those serving African children. The CAPS policy requirements 

mentioned pertinent obstacles and contextual factors that contribute directly to the poor 

acquisition of needed linguistic skills to perform to an expected level. 

To mention the least, they talk of overcrowded classrooms, poorly qualified teachers, 

resources, etc. Mohlabi-Tlaka, de Jager and Engelbrecht (2017), Zimmerman (2017), and 

Desai (2016) join the race by also mentioning that, despite the official termination of 

apartheid and the introduction of democracy, these stumbling hindrances are still 

gnawing.  

Research has revealed that the CAPS policy orders both text-based and communicative 

approaches for EFAL and makes a layout of the text-based approach, incorporating 

several teaching instructions. This authentication is commanding as functioning degrees 

are given across the board (DBE, 2021, 2011; Rudwick, 2018; Mohlabi-Tlaka et al., 2017). 

 

2.2.1.1 The purposes of the NCS Grades R-12 

The NCS Grades R-12 pronounce the knowledge, skills and values worth learning in 

South African schools. The curriculum directs children to acquire and apply knowledge 

and skills in ways that are significant to their lives. It promotes knowledge in local contexts 

(NCS, 2011) while considering global imperatives. The NCS Grades R-12 serve a crucial 

role in the following: 

 It endows learners, regardless of their social background, race, gender, physical 

ability, or intellectual ability, with the knowledge, skills, and values necessary for 

self-fulfilment and significant participation in society as citizens of an independent 

country. 
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  It accords access to higher education. 

  It makes the transition of learners from educational institutions to the workplace 

smooth. 

  It accords employers with a sufficient profile of learners’ competencies. 

 

2.2.1.2 The principles of NCS Grades R-12 

The national curriculum is based on the following principles: 

 In pursuit of social transformation, it ensures that the educational disparities of the 

past are redressed and that equal educational opportunities are provided for all 

sections of the population (NCS, 2021, 2011). 

  It encourages a vigorous and critical approach to learning rather than rote and 

uncritical learning of given truths. 

  It specifies the minimum standards of knowledge and skills to be achieved at each 

grade and achievable standards in all subjects. 

  It shows each grade's progression in content and context from simple to complex 

levels. 

  It infuses the principles and practices of social and environmental justice and 

human rights, as defined in the Constitution of the Republic of South Africa. The 

NCS Grades R-12 curriculum is as well sensitive to issues of diversity, such as 

poverty, inequality, race, gender, language, age, disability, religion, and greed 

(NCS, 2011:5). 

  It acknowledges this country's rich history and heritage as important contributors 

to nurturing the values contained in the Constitution. 

  It observes credible, quality, and efficient education comparable in quality, breadth, 

and depth to other countries. 
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2.2.1.3 The aims of NCS Grades R-12 

As it is built on the democratic and constitutional ethos, the national curriculum aims at 

building learners capable of identifying and solving problems and making decisions using 

critical thinking. These learners will be able to work effectively as individuals and with 

others as team members. In their own space and the learning environment, they will be 

able to organise their work and manage themselves and their activities responsibly and 

effectively (NCS, 2011:5). As learners and life-long researchers, they will be able to 

collect, analyse, organise, and critically evaluate information presented to them or 

collected by themselves. 

Morley and Rasool (1999:19) quote Vaizey (1961), explaining that we live in a time when 

knowledge is exploding. It is within this context that NCS Grades R-12 is aimed at building 

learners who can use science and technology effectively and critically, show responsibility 

towards the environment and health of others, and communicate effectively using visual, 

symbolic or language skills in various modes. e meanings are derived through social 

interaction with others. These meanings are managed and transformed through an 

interpretive process that people use to make sense of and handle the objects that 

constitute their social worlds (Blumer, 1969:2). Learners should be capable of 

understanding the world as a set of related systems by recognising that problem-solving 

contexts do not exist in isolation (NCS, 2011). 

The importance of managing curriculum implementation in the teaching and learning 

environment is so crucial that the progression of learners to the next class or grade is 

driven by the number of topics and content completed during the assessment period as 

examinations and continuous assessment during the year in the form of formal and 

informal assessment. 

The National Curriculum Statement (NCS) Document (2004:6) describes policy 

statements for learning and teaching. The statements clarify how teaching and learning 

must be done regarding objectives, outcomes, assessment standards, and teaching 

different learning cognitive skills. Thus, from the start of democracy (NCS, 2011:3), the 

national curriculum was built on the values that inspired the SA Constitution (Act 108 of 

1996). The Preamble to the Constitution states that the aims of the Constitution are to: 
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  Resolve the limits of the past and start a society grounded on democratic values, 

social justice, and underlying human rights. 

  Improve the worth of all people's lives and set free each person's talent. 

  Lay the details for a democratic and open society in which Government is 

established on the people's drive, and every citizen is equally protected by law. 

  Figure a united and democratic South Africa, able to adopt its rightful spot as an 

independent state in the family of nations (NSC, 2011:3). 

Education and curriculum are crucial phenomena that have an essential role in realising 

these aims. In 2000 the NCS was reviewed due to its implementation complications, and 

it was called the Revised National Curriculum Statement Grades R-9 and the National 

Curriculum Statement Grades 10-12 (2002). However, the ongoing implementation 

challenges (NCS, 2011) prompted the Government to conduct another review in 2009, 

revising the RNCS for Grades R-9 of 2002 and the NCS Grades 10-12 of 2002 to produce 

the CAPS document. 

In 2012, the two National Curriculum Statements, respectively, were combined into a 

single document, which was to be known as the National Curriculum Statement Grades 

R-12 (NCS, 2016; 2011). This new document (NCS for Grades R-12) was built on the 

previous curriculum. Still, it updated the latter documents to clarify what is to be taught 

and learnt on a term-by-term basis. 

The new NCS Grades R-12 represents a policy statement for learning and teaching in SA 

schools and comprises the following (NCS, 2011:3): 

 Curriculum and Assessment Policy Statement (CAPS) for all authorized subjects. 

 National policy pertaining to the programme and promotion obligations of the 

National Curriculum Statement Grades R-12; and 

  National Protocol for Assessment Grades R-12. 

The NCS Grade R-12 stipulates policy on curriculum and assessment in the schooling 

sector (NCS, 2011). To improve the execution thereof, NCS was adjusted, with the 

adjustments coming into implementation in January 2012. Thus, a complete Curriculum 

and Assessment Policy document was developed for each subject to substitute Subject 
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Statements, Learning Programme Guidelines and Subject Assessment Guidelines in 

Grades R-12 (NCS, 2015, 2011). 

 

2.2.2 The key elements in managing the implementation of EFAL in the primary 

schools 

The following factors are pertinent to this aspect. 

 

2.2.2.1 English as First Additional Language in learning and teaching 

English seems to gain global attention when it comes to learning and teaching. In some 

countries, it has gradually been introduced and thus has become a compulsory subject in 

primary schools (Qi, 2016). Language proficiency is the primary factor influencing the 

performance of pupils with English, according to Demie (2018), as an additional language. 

Demie (2018:641) also argues that with this language as the language of instruction, 

pupils need to be ‘fluent in English’ to fully and effectively access the curriculum. 

 

2.2.2.2 The international stance of English First Additional Language 

For China, a multilingual country representing a complex linguistic society (Qi, 2016), its 

policymakers promoted English as the key to modernisation. The language has been 

strongly considered in military, political and economic spheres for nation-building at 

different intervals. It has official importance in both primary school education and society. 

However, although a compulsory subject, there are fewer English lessons than in Chinese 

and Mathematics, the other core subjects. 

Dong and Simon (2010) mentioned that children in rural family settings in China can still 

not access the same educational resources as those born and bred in urban areas. This 

situation is like South Africa, whereby township and rural schools are less resourced than 

urban schools (NEEDU, 2017; Pitsoe, 2013; Spaull, 2013). 
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Qi’s study (2016) indicates that early exposure to English learning, as an additional 

language, especially from kindergarten, relieves the pressure of learning English to 

improve academic performance. The students preferred to start English early as it 

benefited them and ‘would be useful for their future’ (Qi, 2016:7). 

Other students felt that their experience of early learning English was very enjoyable. In 

contrast, others regarded that when learning it later in school, English was more ‘as task 

completion’ rather than a learning process (Qi, 2016:8).  

In China, studying in quality secondary schools means more opportunities for entry to 

better universities. That is why English learning pressure is also directly related to the 

Tertiary Entrance Examinations (Gaokao) (Qi, 2016). In this examination, English is one 

of the three core subjects to be tested, and it is worth the same weight as Chinese and 

Mathematics. Thus, Cenoz and Lecumberri (1999) argued that the early introduction of a 

second language might have advantages on ultimate achievement but not on the 

acquisition rate. This means that young learners may achieve certain linguistic benefits, 

but whether the early introduction maintains its advantages over a more extended 

learning period is debatable (Chater & Christiansen, 2018). 

Oxley, Cattani, Chondrogianni, White and De Cat (2019) posited that explicit vocabulary 

instruction and targeted oral language practice yields language gains for EAL learners, 

with a tendency for more considerable intervention gains in learners with the lowest initial 

exposure to a second language. Their study found that with a steadily increasing 

population of EAL children across England, schools must adapt to ‘provide suitable 

provisions for pupils to access the curriculum’ (Oxley et al., 2019:3).  

In South Africa, historically, EAL pupils have underperformed in systematic tests across 

the globe in Reading, Writing and Mathematics compared to their monolingual English-

speaking peers (Demie, 2018). Numerous studies have shown that children with EAL 

have an English vocabulary deficit (Oxley et al., 2019; Mahon & Crutchley, 2006), 

persisting until the end of primary school (Strand, Malmberg & Hall, 2015). That is why 

Howie et al. (2012) mentioned that, without strong reading literacy development, learners 

would battle to be successful in their educational progression throughout schooling, which 
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has terrible consequences for their prospects. Prestorious and Lephala (2011, in 

Zimmerman, 2017) point out that reading and writing must be central school activities.  

Harvey and Prinsloo (2018) support the view that practical implementation of language 

policy in the classroom should extend teaching in the Home Language to six to eight 

years, with English as an additional subject throughout. They also mention that literacy 

teaching in the foundation phase, particularly comprehension skills, should receive more 

focus to foster additive bilingualism. 

Recent studies by Demie and Lewis (2017) and Demie (2017, 2016, 2013) have shown 

that EAL pupils, who were fully fluent, achieved significantly higher scores in Key Stage 

2 tests (KS2) and General Certificate of Secondary Education (GCSE) in an inner London 

Local Authority (LA). In their studies in a systematic review of language and literacy 

interventions in children and adolescents with English as an additional language in the 

UK, Oxley et al. (2019) concluded that explicit vocabulary instruction and targeted oral 

language practice yields language gains for EAL learners, and this would improve their 

reading and writing skills. 

 

2.2.2.3 The continental stance of English First Additional Language 

Kenya is a multi-ethnic nation, with more than ‘forty-two (42) ethno-linguistic groups’ living 

together (Kuppens, Ibrahim & Langer, 2018:8). This situation is similar to South Africa 

wherein more than 13 ethnic groups are living together, hence the rainbow nation. 

Kenya’s education system is based on the 8-4-4 model introduced in 1985 (Wasanga, 

Ogle & Wambua, 2012). Eight years are spent in primary school, followed by four years, 

which are spent in secondary schooling. The last four years are spent in higher education. 

For progression to other levels, learners must pass national examinations at the end of 

each cycle (Mwaka et al., 2013 in Kuppens et al., 2018). 

The educational policies in Kenya seek to foster a national identity and bridge ethnic 

divides. This national identity is depicted by pupils wearing a school uniform and receiving 

schooling in English and KiSwahili – although they can attend the first three years of 

primary school in their mother tongue (Wasanga et al., 2012 in Kuppens et al., 2018). 
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Schools also promote diversity through courses such as Peace (primary level) and Life 

Skills (secondary level) Education (Smith et al., 2016 in Kuppens et al., 2018). 

Public schools are divided into four-tier hierarchies: National, Extra-County, County and 

District. This categorization is based on a regional quota and pupils' national exam scores. 

On the other hand, district schools (day schools) admit low-range achieving pupils from 

within the school district and national schools (on average boarding schools), attracting 

the best-performing pupils from all over the country. In contrast, Extra-County and County 

are average (Kuppens et al., 2018). 

The English language in other countries is used as an official language and language of 

instruction. The majority of these countries are those that were former British colonies in 

Africa and Asia. After its independence in 1963, Kenya recognised education as a tool for 

fighting poverty, ignorance, and diseases. This followed the UDHR in 1948, which 

pronounced free and compulsory primary education as a fundamental human right 

(Loreman & Deppeler, 2001). 

To achieve Universal Primary Education, the Kenyan Government declared its first free 

primary education in 1974. In 1978, fees were abolished in all public schools (Thompson 

& Ekundayo, 2010 in Wasanga, Ogle, & Wambua, 2012), leading to a high enrolment rate 

in public schools. Subsequently, this was affected by the Structural Adjustment Programs 

(SAP), which introduced a cost-sharing policy in 1988 (Thompson & Ekundayo, 2010 in 

Wasanga, Ogle, & Wambua, 2012). The policy required the parents to meet tuition costs, 

instructional materials, school activities and examination fees. Hence, many parents 

(particularly from low socioeconomic backgrounds and marginalised groups) could not 

meet the cost of education to sponsor their children in formal primary schools. They took 

their children to non-formal primary schools, cheaper than formal ones (Thompson & 

Ekundayo, 2010 in Wasanga, Ogle, & Wambua, 2012). The policy tremendously affected 

education standards and performance, hence the development of numerous non-formal 

primary schools. 

In the teaching and learning process, the teacher's delivery capacity and the learner's 

receiving capacity play a crucial role in the learning language of instruction. In this 

instance, it is English skills (Murali, 2009). 
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The English language contributes to the general national goals of education in Kenya 

since it makes it possible for international cooperation. It is a compulsory subject in Kenya 

at all levels of education. It is also the most preferred language since it makes it easy to 

access higher learning, modern technology, and international communication (Hill, 

I2012).  

However, non-formal primary school teachers in Kenya were recruited from the local 

areas and are more likely to have a higher level of commitment for lower salaries than 

those from other places (Thompson & Ekundayo, 2010 in Wasanga, Ogle & Wambua, 

2012). The recruitment, training, and allocation of NFPS teachers and their performance 

in the English language have necessitated emphasis on a partnership to bridge the gap 

between the capacity of the government to finance education and the needs of the 

education sector (Li, Yang & Chen, 2016) implying that the performance in the English 

language requires the participation of Government, NGOs, parents and the community 

that are found in the localities (Thompson & Ekundayo, 2010 in Wasanga et al., 2012). 

Moloi, Morobe and Urwick (2008), in their study of FPE in Lesotho, established that 

teachers’ poor knowledge of the language of instruction (English), poor knowledge of 

content and pedagogy surfaced in the teaching of Mathematics with the deficiencies 

attributed partly to their training and partly to the situation in the schools, as teachers did 

keep pupils occupied throughout their lessons. The situation is also asserted by 

Moshoeshoe, Ardington and Piraino (2019). 

In Lesotho, the system follows a 7-3-2-4 pattern. A learner spends seven years in primary 

education, three years in junior secondary, and two years in secondary education. In 

higher education, the child spends four years. Many primary schools in Lesotho 

(Moshoeshoe et al., 2019) are owned and controlled by different churches (80%). Non-

religious, private schools constitute only one per cent (1%) and are not covered by Free 

Primary Education. Lesotho is also using English as an additional language in schools. 

The language is used in teaching and learning and is highly regarded as an official 

language in all spheres of governance. 
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2.2.3 The key factors of the English First Additional Language CAPS Policy 

Curriculum 

The CAPS policy does not put aside the principle of inclusivity in the learning organisation. 

Inclusivity should be a central part of the organisation in planning and teaching at each 

school (NCS, 2021, 2016, 2011). To achieve this, teachers must have a sound 

understanding of how to recognise and address barriers to learning and how to plan for 

diversity. CAPS prescribes that in addressing barriers to learning, they should first be 

identified, and all relevant structures within the school community – teachers, District-

Based support Teams, Institutional-Level Support Teams, parents and Special Schools 

as Resource Centres, must come to play so that the teaching and learning process can 

be nurtured and promoted to maximum level.  

Thus, to address barriers in the classroom, teachers should use various curriculum 

differentiation strategies mentioned in DBE Guidelines for Inclusive Teaching and 

Learning (2010). 

NCS Grades R-12 defines EFAL as a language, which is not a mother tongue to the 

learner, but which is used for certain communicative functions in a society, i.e., medium 

of learning and teaching in education (NCS, 2011:8). The curriculum provides strong 

support for those learners who use their first additional language as a language of learning 

and teaching. These learners should be able to use their home language and first 

additional language effectively and confidently for various purposes, including learning, 

by the end of Grade 9.  

 

2.2.3.1 The nature and scope of the English First Additional Language 

curriculum in South Africa 

The NCS (2011:8) defines First Additional Language as a “language which is not a mother 

tongue, but which is used for certain communicative functions in a society.” It also 

continues by saying it is a medium of learning and teaching in education. The policy also 

stipulates that these learners should be able to use their home language and first 
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additional language effectively and confidently for various purposes, among them is 

learning. 

After the democratic elections, the national curriculum became the start of all the efforts 

executed by different stakeholders over a period of almost 27 years of democracy. At the 

beginning of democracy, the curriculum was built on the values enshrined in our 

Constitution (Act 108 of 1996). 

That is why Badugela (2012:10) emphasised that with the new curriculum for a new 

dispensation, emphasis on learning content should be moved from memorising (rote 

learning) facts or content to demonstrating outcomes. The National Curriculum Statement 

was amended, and the changes were effected in 2012. A single CAPS document was 

made for each subject to replace Subject Statements, Learning Programme Guidelines 

and Subject Assessment Guidelines in Grades R-12 (CAPS, 2020, 2011). 

The curriculum for languages in the CAPS policy is divided into four cognitive skills. The 

notional time for these skills differs from skill to skill. So is the notional time for each 

language. Where English is used as a medium of instruction, the notional time for it is 

more than an hour (CAPS, 2020, 2021; NCS, 2011).  

The prescribed content and topics of the EFAL curriculum are evenly divided into four 

school calendar quarters. Every quarter has its own amount of work, which needs to be 

completed by the end of a quarter or before the administration of formal assessments or 

examinations (CAPS, 2020). This volume of work needs to be monitored, controlled and 

regulated by teachers, DHs, and DPs. The foot soldiers of curriculum control and 

monitoring are DHs. They are the ones who must ensure that teachers complete the set 

volume of work per term (CAPS, 2020; ELRC, 2003).  

These Learning Programme Guidelines and Subject Assessment Guidelines for Grades 

R-9 and 10-12 are categorically straightforward on the teaching programmes for different 

content, topics, and lengths of texts. The allocation of time for each cognitive skill is 

specified. It also divides the work into two-week cycles of teaching and learning (DBE, 

2021, 2020; NCS, 2011). 
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2.2.3.2 Implementation programme of English First Additional Language 

curriculum 

The teaching plan indicates the minimum content to be covered every after two weeks 

per term (DBE, 2021). The sequence of the content listed in the plan is not prescribed, 

and the time given is an approximate indication of how long it could take to cover the 

content (CAPS, 2021; NECT, 2016). The teaching plan informs the work schedules, the 

teachers’ textbooks, and other teaching resources to teach the content, using appropriate 

sequence and pace. 

The prescribed text types to be taught every two-week cycle are specified in the teaching 

plan. They should be made from various contemporary stories, imaginative stories – 

adventure, science fiction, historical stories – biographies, and traditional stories – myths, 

legends, folklores, and fables (CAPS, 2021; NECT, 2016; DBE, 2011) that are available. 

The same applies to poems and plays. 

The CAPS Policy (DBE, 2021) specifies what needs to be taught at a specific time. All 

skills should be addressed within the specified period. Under each skill, items are listed 

accordingly, and time allocation to those items differs from skill to skill. The general time 

for these skills to be treated is a two-week cycle. 

 

2.2.3.3 How texts link together in the two-week cycle 

Dissimilar text types are used as a foundation for scheming the two-week cycle (DBE, 

2021, 2011). The assortment is grounded on how they connect to form a united 

component. For example, learners will listen to a story and then read it; after that, they 

will be asked to write a short oral description of a place or person (that will link to the 

story). They might also be requested to write a letter to a character in the story (DBE, 

2011). The educator must choose a theme or topic for each two-week cycle, enabling the 

teacher to link the activities successfully. The basis behind this is to make it possible to 

reprocess vocabulary and linguistic structures in expressive contexts continuously. 
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2.2.3.4 How texts or activities are sequenced in the two-week cycle 

There is no particular order in which the texts can be taught. A Listening and Speaking 

skill or activity is usually used to prepare learners for a reading or writing activity (DBE, 

2011). Learners will engage with the different kinds of texts orally and in reading before 

being asked to write them. In most cases, the text to be listened to will be different and at 

a higher level than the one that learners will read because their listening skills are more 

developed than their reading skills. 

2.2.3.5 The type of texts prescribed and recommended 

The prearranged text types to be taught every two-week cycle are stated in the Annual 

Teaching Plan (ATP) per each grade (National Revised Teaching Plans for Grades 4-7, 

2021-2023). However, selections may be made from various obtainable modern, creative, 

historical, and old-style stories (DBE, 2021, 2011). The same is true of poems and plays. 

Any additional reading should relate to the topics and themes chosen for the prescribed 

texts in that two-week cycle because it consolidates the First Additional Language 

learner’s knowledge and understanding of the vocabulary and concepts related to the 

topic (DBE, 2011). 

 

2.2.3.6 Number of key texts in a two-week cycle 

In the early part of the year, there is typically only one text type or activity per two-week 

cycle. Later, there will be two and more texts (DBE, 2011). Learners will be exposed to 

numerous types of texts during the year. 

 

2.2.3.7 Four skills of EFAL and notional times 

According to NCS (2011), all languages are packaged into four learning skills: Listening 

and Speaking; Reading and Viewing; Writing and Presenting; Language Structures and 

Conventions. These skills are allocated different notional times based on weighting. 

Grade 4-6 Listening and Speaking is allocated two hours per two-week cycle. The second 

skill, Reading and Viewing in Grades 4 and 5, is allocated five hours per two-week cycle. 
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In Grade 6, it is allocated four hours in a two-week cycle. The third skill is Writing and 

Presenting, which is allocated two hours in a two-week cycle in Grades 4 and 5, and in 

Grade 6, it is three hours per two-week cycle. For the last skill, Language Structures and 

Conventions, all grades are allocated one hour per two-week cycle (NCS, 2021, 2020, 

2011). 

The fourth skill (LSC) is integrated within the time allocation of the four language skills. It 

is argued that this skill is used across all skills because when the child speaks, reads, 

and writes, it uses language structures and conventions. Work-integrated learning (WIL) 

is an activity with inherent risks, different from those that occur with on-campus learning 

experiences (Fleming, 2018). Therefore, there is no need for this skill to be allocated more 

time (DBE, 2020, 2011). Thinking and Reasoning skills are incorporated into the skills 

and strategies required for Listening and Speaking, Reading and Viewing, and Writing 

and Presenting (NCS, 2011). 

 

2.2.3.7.1 Listening and Speaking 

Listening and Speaking are the basis of learning in all subjects. Learners collect and 

synthesise information, construct knowledge, solve problems, and express their ideas 

and opinions. This situation is best described by language acquisition theorists who argue 

that from a language-as-skill perspective, children gradually broaden sets of nouns and 

verbs by reproducing what they hear and speak respectively (Theakston, Ibbotson, 

Freudenthal, Lieven & Tomasello, 2015; Tomasello, 2003). Chater and Christiansen 

(2016) say that learners will gradually accumulate a richer set of linguistic constructions, 

where each construction (Chater & Christiansen, 2018) is viewed not as an abstract 

conjecture about language structure but as a procedure for mapping between sound and 

meaning.  

Critical listening skills enable learners to recognise values and attitudes embedded in 

texts and to challenge biased and manipulative language. In IP, First Additional Language 

learners will use Listening and Speaking skills to interact and negotiate to mean. They 

will build on skills developed in the Foundation Phase (NCS, 2011:9) to carry on more 
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sustained conversations, discussions and short oral presentations. Learners’ spoken 

language must still be scaffolded – modelled, and supported – with vocabulary and 

sentence frames. Every learner needs to be allowed to speak in English, bearing in mind 

that learners will progress at different paces. 

It also requires that the teaching time include daily practice activities of short Listening 

and Speaking and longer focused activities throughout the week (CAPS, 2021). 

 

2.2.3.7.2 Reading and Viewing 

Reading and Viewing skills are ‘central to successful learning across the curriculum’ 

(NCS, 2021:4, 2011:10). The skills help learners to develop proficiency in reading and 

viewing a wide range of literary and non-literary texts and visual texts. Through classroom 

and independent reading, learners become critical and creative thinkers, which are other 

principles of NCS’s aims.  

Reading skills will help learners using English as LoLT in the Intermediate Phase starting 

from Grade 4. They will use English in almost their subjects and require high literacy 

levels. To achieve this, learners must be presented with many different types of texts 

written in English to acquire a lot of vocabulary and sight words, enabling them to 

communicate, write, and speak fluently and efficiently. 

The Grade 4 learners will have to be presented with guided group reading and 

independent/pair reading methods, thereby gradually getting learners to do more 

independent reading. The independent reading stipulated in the teaching plans must be 

accommodated within the time allocated for reading (NCS, 2011). 

Learners must be introduced to various comprehension activities to ensure they 

understand what they read. There are reading processes that are stipulated and stated 

in the teaching plans that need to be practised and followed during the teaching of these 

skills: 

 Predicting 

  Pre-reading 
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  Reading 

  Post-reading 

Learners must master these reading practices to understand what they are reading with 

comprehension. These processes will help learners to be able to answer comprehension 

texts, which is one of the assessment tasks in this phase. 

 

2.2.3.7.3 Writing and Presentation 

One of the powerful instruments in successful communication is writing. It allows learners 

to construct and communicate thoughts and ideas coherently and convincingly. This skill 

will enable learners to “communicate functionally and creatively” (DBE, 2021, 2020).  

Appropriately scaffolded writing produces competent, versatile writers who can use their 

skills to develop and present appropriate written, visual and multi-media texts for various 

purposes (NCS, 2011). In the Intermediate Phase, FAL learners will need careful support 

and guidance to develop the skills of producing sustained written texts. 

This skill forces learners to think about grammar, spelling, and punctuation to present 

coherent, logical, and acceptable work, helping to process the language, speeding up 

language acquisition and increasing accuracy. Chater and Christiansen (2018) explain 

that the child’s challenge, according to the language-as-skill perspective, is a practical 

phenomenon and not a theoretical thing. They further explain that language is connected 

to psychological learning and processing mechanisms. Common memory and processing 

restrictions across individuals will be expected to govern linguistic and non-linguistic tasks 

(Kidd, Donelley & Christiansen, 2018 in Chater & Christiansen, 2018). Christiansen and 

Chater (2016) explained that foreign languages could be seen as culturally evolved 

systems shaped by the brain’s ability to learn, collect and process sequential material. 

Learners can also write various creative and informational texts using different writing 

frames as support and gradually learn to write particular text types independently. They 

will learn to employ the writing process: 

  Pre-writing 
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  Drafting 

  Review 

  Editing 

  Publication/presenting. 

 

2.2.3.7.4 Language Structures and Conventions 

All other three skills’ foundation and basis are on a good knowledge of vocabulary and 

grammar. This skill needs learners to know how Language Structures and Conventions 

are used, thus developing a shared language for talking about language to evaluate their 

own and other texts critically in terms of meaning, effectiveness, and accuracy.  

Learners will use this knowledge to experiment with language to build meaning from word 

and sentence levels to whole texts and to see how a text and its context are related. By 

interacting with various texts, learners will extend their use of vocabulary and correctly 

apply their understanding of Language Structures and Conventions (NSC, 2011). 

The table below shows all the skills and the notional time allocated to each skill. 

 

Table 2.1: Time allocation for First Additional Language in the Curriculum 

Skills  Time Allocation per Two-week Cycle (Hours) 

 Grade 4 Grade 5 Grade 6 

1. Listening and Speaking 

(oral) 

2 hours 2 hours 2 hours 

2. Reading and viewing 5 hours 5 hours 4 hours 

3. Writing and presenting 2 hours 2 hours 3 hours 

4. Language Structures and 

Conventions 

1 hour 1 hour 1 hour 
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 *Language Structures and Conventions and their 

practice are combined within the time allocation of four 

skills. There is also time distribution for formal practice. 

Thinking and reasoning skills are integrated into the 

skills and approaches necessary for Listening and 

Speaking, Reading and Viewing, and Writing and 

Presenting. 

(Source: NCS, 2011). 

 

Learners will discover ‘how language is used’ (NCS, 2011:12). This skill should be taught 

in context with other language skills when trained and developed. The teaching plans 

contain a list of LSC (items) that should be covered in each grade. 

 

2.3 CHALLENGES IN MANAGING THE IMPLEMENTATION OF THE EFAL 

CURRICULUM 

As Bertels (2003:478) describes, change is the process of analysing the past to bring 

about present actions required for the future. It involves moving from a present state, 

through a transitional state, to a future desired state. The focus of change is to introduce 

an innovation that produces something better, which is why implementing a CAPS 

curriculum is essential. 

 

2.3.1 Leadership and management in the implementation of the EFAL curriculum 

As the school's leading body, the SMT should lead the implementation of the CAPS 

curriculum. The principal, as the manager and head of the institution and an instructional 

leader (Hoy & Miskel, 2008:40), is supposed to lead the implementation of the new 

curriculum in a school. The role and responsibilities of the principal, amongst others, are 

to lead and delegate to others the responsibilities to promote growth in a teaching and 

learning environment. 
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As Hoadley, Christie and Ward (2009 in Naicker, Grant & Pillay, 2016:1) indicate, South 

African schooling has undergone vigorous changes in the post-apartheid period owing to 

changes in legislation that regulate education. Even after excellent policy interventions to 

improve the quality of teaching in this country (Naicker et al., 2016:1), as the authors put 

it, the output of the public schooling system continues to remain uneven. Naicker et al. 

(2016) and Maringe, Masinire and Nkambule (2015) researched leadership practice in 

performing disadvantaged schools to uncover leadership networks and leaders' day-to-

day practices within highly functional, disadvantaged schools and how they influence 

school success. They concluded that such a nuanced understanding of leadership 

practice might potentially motivate leaders of underperforming schools to reproduce the 

practices of these resilient schools to improve their performance in managing and 

monitoring learning and teaching in their schools. This would ultimately enhance the 

turnover of the country's quantity and quality of human capital (Naicker et al., 2016:1).  

Leadership and management in the schools seem to impose serious challenges as far as 

the curriculum implementation of EFAL is concerned. In most cases, schools operate with 

skeletal staff due to learner teacher ratio. There are situations whereby a teacher is 

appointed to manage languages in the school without knowing the content of such a 

subject. In most primary schools, a departmental head controls many subjects they do 

not know. In many cases, this causes the DH to perform managerial duties, not at the 

level expected, as compared to secondary schools, whereby specialisation is a 

prerequisite to a managerial post. 

Leadership is connected closely with management. Grant (2009 in Naicker et al., 2016) 

views them as practices that complement each other and are needed for a school to 

prosper. In schools where planning, organising, controlling, and coordination are 

everyday practices, learners' performance and teachers’ morale are enhanced and 

boosted. The distribution of institutional power and authority effectuates the levels of 

operation, and the level of performance at different graded levels of positions is 

enhanced. As the leading figure, the principal is expected to unleash some instructions 

to maximise the performance of the subordinates, from the deputy principal down to 

learners. If not practised well, it makes it difficult for the departmental head, as a 



41 

curriculum specialist, to manage and monitor the implementation of content delivery in 

the classroom and the monitoring thereof after teaching and learning would have taken 

place. Failing to implement the monitoring and controlling tools for curriculum and content 

coverage would have devastating consequences because the content load is measured 

based on time frames for teaching and learning during the two-week cycle. 

Maringe et al. (2015:364) attest that many schools and communities in South Africa face 

the problem of multiple destitution. Multiple destitution refers to the diverse influence of 

various signs of poverty on the quality of people’s livelihoods (Maringe et al., 2015). The 

authors even mention a lack of policy clarities that speak directly to the working of schools 

faced with this multiple hardship. These depriving factors include socioeconomic factors, 

resources (human and material), employment, living environment, and health deprivation. 

Schools with these depriving factors hardly perform beyond expected levels in a teaching 

and learning environment. 

 

2.3.2 Departmental Head as a learning area specialist 

For the departmental head to effectively manage and monitor the implementation of the 

EFAL curriculum, the person must have the required level of knowledge and skills for that 

subject (ELRC, 2003:C-52). According to South Africa’s Education Labour Relations 

Council (ELRC, 2003), The School Management Team (SMT) is responsible for 

successful implementation 0f school curriculum. To manage the EFAL curriculum, the 

departmental head should have majored in English at the tertiary level to capacitate the 

teacher and guide those who need it during the implementation phase of the EFAL 

curriculum in the classroom. Learning programmes should be mediated, interpreted and 

designed to merge the kind of learners they are intended for; managed and monitored 

during the teaching and learning process; research topics given during the 

implementation of some learning skills; provide pastoral care to those who require 

emotional support and psychological support (Killen, 2007:366-367); and assess using 

appropriate formats and tools after the teaching and learning process would have taken 

place (Brumer, 1969). 
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In many schools, SMT is constituted by teachers who do not know the subject they 

manage. Because of the scarcity of specialists in the subject, it is taken for granted that 

if you are a teacher, you can manage and control EFAL because it is a language of 

teaching and learning in South African tertiary institutions. However, this is not the case 

because the EFAL curriculum is based on empirically chosen topics and content (CAPS, 

2021). 

 

2.3.3 The impact of COVID-19 on the teaching and learning environment 

The pandemic has created a massive disruption in the teaching and learning 

environment. Since late March 2020, schools have been closed very long. This resulted 

in the loss of tuition time, and many grades were not attended due to the closure of 

schools by the Government. The eruption of the pandemic has brought, according to 

Pokhrel and Chhetri (2021:133), far-reaching changes in all aspects of our lives. Face-to-

face teaching and learning were suspended for a very long time, and when the schools 

reopened in June and July 2020, the content of each grade was revised and trimmed to 

meet the available time by then. This led to the situation that formal assessment was 

abandoned in June 2020, in the Foundation Phase, and Grades 4-6.  

This disruption created a content and curriculum completion gap for the specified time 

during normal teaching days. Content losses in all subjects were specified, and recovery 

programmes were drawn, which were to be implemented and monitored by SMTs. 

In schools, learners started to attend on different days and weeks. Due to health hazards, 

the attendance format created another gap because learners could not participate for full 

weeks. Still having the backlog of curriculum completion before the pandemic has added 

another problem to our system. 

 

2.4 THE CONDUCIVE ENVIRONMENT TO IMPLEMENT THE EFAL CURRICULUM 

A safe and orderly environment allows uncompromised attention to curriculum monitoring 

and implementation fundamentals. Discipline and good behaviour will follow when 
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learners feel safe and secure in a teaching and learning environment. Ultimately teaching 

and learning become effective, and the results improve (Maringe et al., 2015; Mouton et 

al., 2013:33). When leadership is centred around a team approach within the SMT, and 

showing evidenced courage, empathy, adaptability and flexibility, preparedness to work 

with all stakeholders, teaching and learning will bear positive results.  The authoritarian 

discourses embedded in educational policy programmes, thereby accelerating the 

linguistic and, by consequence, conceptual restoration of inclusion as a perception that 

unequivocally supports the safeguard of the human rights of children (Laisidou, 2008).  

When SMT develops a culture of concern and aspiration to improve the life chances of 

learners in totality, teaching and learning in that environment glow. When SMT develops 

empathetic and community-oriented leadership, stakeholders become attracted. 

Curriculum monitoring and management will suffice the vision and mission of the school, 

thereby embracing the principles and goals of the CAPS policy (Mbokazi, 2013 in Maringe 

et al., 2015:368). 

Schools are mandated to carry this out because they are based in communities wherein 

the ethos and cultures that society is to be protected and lived. SMT needs to create 

harmonious working relations with surrounding communities. This principle enhances the 

chances that external funders and sponsors adopt the school to improve their resource 

packages and the viability of competitiveness with other schools. A strong community 

focus also builds an inseparable bond between the school population and surrounding 

communities. Fostering a strong relationship with the Department of Education at both 

district and provincial levels will put the school in an advantageous position because all 

the resources needed for support will be accessible through different personnel in 

different directorates. 

Dealing with a high teacher-learner ratio will create a conducive environment for teaching 

and learning because educators will have enough time to attend to each individual learner 

who is lagging. Schools with poor teaching and learning equipment, with no particular 

teaching and learning facilities, are constantly struggling to reach the Department’s set 

targets, making them liable to be put on an underperforming list.  
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Addressing the question of feminism can create an environment wherein biases, 

negativism, and culture stereotyping (Phori, 2016) are eradicated within the teaching and 

learning environment instilling the spirit of Ubuntu, which is one of the principles governing 

the public institutions for service delivery, without any fear or favour. 

 

2.5 SUCCESS FACTORS IN MANAGING THE IMPLEMENTATION OF THE EFAL 

CURRICULUM 

Maringe et al. (2015) make mention of factors which advance success against all the 

odds. To suffice the National Statement, teachers and learners must demonstrate some 

of the core skills when regarded to have successfully managed to implement and acquire 

the set National Curriculum Statement goals in the teaching and learning environment 

(NCS, 2011; ELRC, 2003:C-53). Hereunder, some of these core skills are discussed. 

 

2.5.1 Knowledge of the Curriculum coverage tool 

Curriculum coverage tools were developed to make it easier for all involved in the 

teaching and learning of EFAL to monitor and control what should be taught in specified 

times and periods (CAPS, 2021, 2020; NECT, 2016). These tools indicate what should 

be conducted within a specified time of a two-week cycle. The items are listed below each 

skill. In terms of school reform, teacher effectiveness is assured with learner progress with 

little or no regard for the challenges that they are currently facing (Rahimi, and Riasati, 

2011). Teachers have the distinctive capability to be driver of Social Justice Literacies in 

the English Classroom (Tapper, 2013). However, teachers must navigate relationships 

and interactions within the classroom environment. 

The monitor or controller has a space where they tick whether the item has been treated 

and when it was completed (DBE, 2021, 2020). Ultimately, the controller must commend 

and quantify the items treated against what should have been covered at a specified time. 

The percentage will clearly indicate what needs to be recovered the next time before 

starting a new topic or teaching new content. It helps the teacher draw a recovery 
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programme for untaught items. Teaching and learning of English First Additional 

language do not promote monolingualism. English is the medium of instruction for almost 

all the subjects in primary education section. It lays foundation for the teaching and 

learning of other subjects. 

 

2.5.2 Mastering the programme of assessment for EFAL  

Every skill must be informally and formally assessed (DBE, 2021, 2020). The number of 

informal and formal activities is clearly stated at the end of each week. Caring attitude in 

education and in the educator, relationship is especially important as this is the students’ 

first confrontation with the significant values and essence of their schoolwork load 

(Kalfoss and Owe, 2010).  

Total marks for recorded or formal tasks are stated, as how many formal assignments 

must be written per term and forms of assessment tasks per term. For instance, in total, 

there must be one formal task for skill one per term, one or two task[s] for skill three, 3 (in 

terms one and three) and four (in terms two and four) questions for skill four. All these 

formal tasks will differ in total marks (DBE, 2021). 

The setting of these tasks is specified and directed by an assessment policy. An 

assessment policy also clarifies their quality of them (DBE, 2020, 2011). 

When learners perform beyond the set national, provincial and district benchmarks and 

targets, the SMT of that particular school is succeeding in managing and monitoring the 

EFAL curriculum. Learners would be able to write and read with comprehension. Hytten 

and Bettez (2011)  claim that there are a number of knowledge bases essential for actual, 

effective  unbiassed teaching that supports the learning of all children.The mastery of all 

four learning skills, after they would have been taught during the phase progression in 

intermediate grades, will be the achievement of what was supposed to be done by SMTs, 

namely that they are the overseers and managers of curriculum delivery in their 

respective teaching and learning institutions, as their duties and responsibilities are 

outlined in the Employment of Educators Act 76 of 1998. Each member’s roles and 
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responsibilities are outlined and stated in this Act. Thus, justice needs to be done to 

learners by all stakeholders to achieve the set goals of CAPS and redress the past.  

 

2.5.3 Learners as critical thinkers and problem solvers 

A learner who acquired critical thinking skills espouses the following abilities: the ability 

for analysis; enhanced interpretation skills; the ability to delve into inference-making; 

enhanced sense of explanation; self-driven; broad-mindedness; and problem-solving 

skills (Tomaszewski, 2022). 

The National Curriculum Statement Grades R-12 (2011) aims to produce learners who 

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

When teaching and learning EFAL, and a learner can be in a position to do this, it is 

believed the system has achieved its goals. It can thus be concluded that mastering 

writing and reading skills help learners to perform well in other subjects other than in one 

language. If the English curriculum is well managed and monitored in a learning 

environment, other English subjects will be more accessible for learners to compete 

fluently. Social contexts in which learning occurs are often associated with poor systems 

of social support. This may be because experiences of hardship involve parents or 

caregivers, or due to loss of support related to the parental death, divorce, or transfer 

(Fleming, 2018). Education needs to promote in learners critical thinking and social 

practices for communal and national development (Mahlomaholo, 2011).  

In a developed oral skill process, learners are expected to work effectively as individuals 

and with others as team members, using language to express themselves. This builds 

positive confidence and self-esteem in the learner’s personality.  Maternal education is 

also normally associated with improved knowledge and subsequently improved child 

academic performance (Equity for children, 2013). Increasingly countries around the 

world are promoting forms of “critical” citizenship in the planned curricula of schools 

(Johnson, and Morris, 2010). 
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2.5.4 Learners acquiring conflict management and good decision-making skills 

Conflict management denotes identifying and managing conflict with emotional 

intelligence for fairness through social justice (people Hum Technology, 2022). 

In the latter context, subject mastery is supposed to enable learners to organise and 

manage themselves and their activities responsibly and effectively, contextualising 

conflict management skills as an inherent tool of everyday life. Therefore, it can further 

be argued that learners can use the skill to survive many walks in their daily routines. The 

other important document learners must keep is a diary study which is a longitudinal 

method that allows self-reporting of specific aspects of users' natural behaviours and 

thoughts during learning (Singh, and Malhotra, 2013).  

 

2.5.5 Performance in the systematic evaluation and standard tests 

The systemic evaluation process monitors and assesses the achievement of set goals in 

an education system (DoE, n.d.). In light of the above analogy, it can be concluded that 

learner performance can be evaluated in the context of learning and teaching experience. 

The English language is used as a medium of instruction in many primary schools in 

South Africa, particularly in Grades 3, 6 and 9 (DBE, 2009). The foremost single volume 

authority on the English language, the Oxford Dictionary of English is at the forefront of 

language research, focusing on English as it is used today (Stevenson, 2013). It is 

informed by the most up-to-date evidence from the largest language research programme 

in the world, including the two-billion-word Oxford English Corpus. The Provincial 

Departments, in some instances, also set standard papers for different grades in the 

system. Subject Advisors, Professional Learning Communities, and teachers develop 

these question papers. In most cases, learners are not performing well in these provincial 

papers but performing outstandingly in individual teachers’ papers, showing that learners 

are not competent in standardised papers. Systematic evaluation results from PIRLS and 

SEACMEQ clearly show that language mastery is a barrier to learners performing at set 

national and international benchmarks. Even Mathematics learners would require 
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language skills – reading and writing - to solve problems. Learners will improve their 

performance when mastering these crucial skills (DBE, 2019).  

 

2.6 THEORETICAL FRAMEWORK 

Rupp and Leighton (2016) define a theoretical framework as a set of interconnected 

perceptions that characteristically represent and convey a mental picture of a 

phenomenon. This aspect means the study's fundamental underpinning under the ideals 

and objectives (Marshall & Rossman 2016). It relates to the phenomenon under study. A 

theoretical framework is characterized by logical articulation and relevance in 

interpretations for clarity and consistency (Osanloo, 2014; Camp, 2001).  

In this context, the SMT must offer collaborative guidance to teachers in implementing 

the EFAL curriculum in schools. The theoretical framework is grounded on the values and 

virtues of social justice for school curriculum development. The background of social 

justice follows a collaborative program for educational transformation for the better 

(Reason & Bradbury, 2008 in Phori, 2016:102). The critical nature of social justice 

perceives human rights as a measure of progressive justice for fairness and tolerance of 

diversity that is still relevant today (Makgoba, 1999:110, 147). The assumption is that 

effective collaborative management of EFAL curriculum implementation calls for a 

collective understanding of the goals intended. 

The identity of aspects is associated with collaborative involvement in managing the EFAL 

at schools in the Xhariep District. It is based on the challenges espoused by the language 

theory in mastering an additional language foreign to students (Probyn, 2001). The best 

views on education are ushered by the common language of communication for critical 

thinking and analysis (DBE, 2020, 2019). The latter is attested by Vincent (2017), who 

posits that all parents have a positive quest for their children's education. 

This study adopts the collaborative leadership theory to argue the inherent objectives 

herein. The argument put forward by Imenda (2014:185) is that the theoretical framework 

is the gist of any research project undertaken. 
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2.6.1 Collaborative leadership theory 

The study considers the concept of collaboration from Farrell’s collaboration theory to 

pursue the unambiguous discussion. The theory considers shared skills as an effort to 

enhance collaborative friendships established by the intense friendship sustained over 

time. The theory cries for cultural relevance to respond to community challenges 

constructively and plough back, which pursues harmonious institutional relations (Corte, 

2013).  

Hank Rubin (1952- ), a proponent of Collaborative Leadership Theory in learning 

institutions, wrote: “A collaboration is a purposeful relationship in which all parties 

strategically choose to cooperate to accomplish a shared outcome” (Rubin, 2009).  

Many studies display a notion that most of the schools that are not doing good and pupils 

who are underachieving in South Africa are primarily in deprived communities and needy 

schools (DBE, NSC, and School Performance Report 2019:18). The study conducted by 

Bayat, Louw and Rena (2014), Mphale and Mhlauli (2014) and Louis, Dretzke and 

Wahlstrom (2010) support the view that ineffectual guidance leads to poor and 

underperformance in teaching and learning. 

My study is carried out at the Xhariep District and the collaborative leadership strategies 

essential to be employed by schools’ SMT’s collaboration with the stakeholders in 

effectively managing the implementation of the EFAL curriculum. Management is 

regarded as a constructive motive for transformation and complete expected effective 

performance of the whole learning institution. Therefore, the collective management 

theory is used as a supportive framework for this study. 

Hank Rubin, as a modern proponent of collaborative leadership theory, calls for team 

teaching and working together as a best weapon to achieve best results in the 

management and monitoring of curriculum implementation. In teaching and learning 

environment, collaborative management enhances the proper management of curriculum 

implementation and monitoring. In this way, collaborative theory calls for working together 

to achieve a common goal in learning institutions. The theory is relevant to this study, 
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because it assists SMT members to share experiences, professional skills in order to 

promote curriculum management and implementation of EFAL in primary schools. 

The tenet of this theory (Hank Rubin), believe that learning can happen when relevant 

needs and issues arise in an institution that need to be solved and attended to. Power 

sharing is also significant and signifies that all members of the entire organization are 

operating in tandem with a position leader. It also brings together diverse people’s 

potential within the institution (Shabnam, Shakikh, Lämsä & Heikkinen, 2023). 

 

In the viewpoint of this research, collaborative management is purely viewed as a school 

management exercise in which all SMT members work together throughout the whole 

institution community to guarantee that the right choices and activities are agreed upon 

to keep the school going. It emphasises broad school-planned activities that focus on the 

school development and activities to be carried out for teaching and learning environment. 

It is defined by Cook and Friend (2010:3) generally as a style experts choose to employ 

to build on shared objectives, similarities, obligations for crucial conclusions, shared 

responsibility for results, shared resources and the growth of confidence, admiration, and 

a sense of community. 

 

Through the correct management and teamwork in the Xhariep District primary schools, 

there is a considerable likelihood of building functional and maintainable relationships 

between SMTs and stakeholders. Collective management can support educators to 

comprehend that they can certainly not meet the needs of learners without continuously 

appealing to stakeholders for shared duties. DeWitt (2017) explains that collective 

management can take a very constructive outcome in the teaching and learning 

environment and improve learner achievement.  

Learner achievement in schools requires action from the SMT. When school management 

is functional, accountabilities and resources are shared evenly, and schools become 

more effective. Teamwork, as explained by Burnham and Groves (2022), is characterised 

by vigorously working interdependently based on shared principles and shared outcomes. 
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Finch (2011) contends that school managers excessively shift responsibilities to enhance 

stakeholders' involvement without offering acceptable training or management support. 

Learners’ ambitions are best attended to once schools work collaboratively with 

stakeholders. So, it is essential for school management to be efficiently spread and to 

allow educators and stakeholders to obtain management assistance to contribute to the 

totality of the school’s existence. 

Collective management comprises our managers' activities to improve teaching and 

create profound relations with all stakeholders to expand learning collectively (DeWitt, 

2017). Creating collective instructional programmes for schools that stakeholders can run 

can help strengthen stakeholders’ involvement in the teaching and learning environment. 

Once the SMTs continuously control the teaching and learning process, it can help to 

sustain stakeholder involvement. The school managers must reduce the blockades to 

stakeholder involvement and upsurge the relationships between the school and the 

stakeholders. To complete this, Speaker (2019) postulates that no one individual is 

flawless, but a team near that person can be. 

 

2.6.2 The position of a theoretical framework in this study 

In pointing out why the framework is essential and necessary in a study, Imenda 

(2014) posits that research without the theoretical framework lacks precise direction 

in the search for appropriate literature and scholarly discussions of the findings from 

the research. Ravitch and Carl (2016) stress this fact by saying that the theoretical 

basis assists scholars in positioning and putting into context indorsed theories into 

research studies as a guide. 

The theoretical framework offers several vital facts to a research study. It provides the 

structure, displaying how a researcher defines their study rationally, 

epistemologically, methodology and logically (Grant & Osanloo, 2014). It provides a 

shared worldview or lens from which to think about the problem and scrutiny of data 

(Grant & Osanloo, 2014). 
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This study is based on the collaborative leadership theory. The theory was discussed 

to pinpoint the crucial roles of leadership and the impact of SMT on curriculum 

implementation in primary schools. For curriculum management to be effective, the 

school SMT must carry the responsibility and manage efficiently. The framework 

peruses the SMT’s knowledge and expertise in managing the implementation of the 

EFAL curriculum under the auspices of the CAPS policy.  

 

2.7 CHAPTER SUMMARY AND CONCLUSION 

The chapter presented a literature survey, which described the five objectives of the 

study. It demonstrated that NCS has its goals and principles envisioned in our 

Constitution, which are expansive in redressing past atrocities. Each objective was 

described and unpacked in such a way that it related to the fundamental question of the 

study, which is the management of the implementation of the EFAL CAPS curriculum.  

The preponderance of management and leadership in schools can influence how 

curriculum and content delivery are monitored in primary schools. This nuance in 

managing curriculum implementation is needed in our schools to improve the quality of 

learner output at the end of the academic year for learner progression to the next grade. 

SMTs must be versatile with the subject policies and pedagogical methodologies needed 

to achieve the school mission and vision. Learners in an environment where teaching and 

learning are effective, become convivial with their learning material and content, thereby 

perfecting their subject performance through the application of learned skills to real life. 

There is no refuting factor that learner achievement and curriculum implementation 

cannot be separated, and the management should collaborate. In this Country, evolving 

from complex political backgrounds, multiculturism, and multilingualism, access to 

English as a medium of instruction in schools has been different, and differing contexts 

had a tremendous influence on academic performance (Desai, 2016). The author also 

postulates that the successful acquisition of English and exposure to it vary vastly in 

different contexts. Therefore, the acquisition will require different approaches. If a 
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teamwork approach is employed in managing the EFAL curriculum, the outcomes, 

including academic success and lesson engagement, will improve. 

The involvement of SMTs is important, and strong management approaches are 

necessary to create a sustainable learning environment in schools. Management is a 

crucial desired part of simplifying and endorsing functional relationships to improve 

stakeholder involvement in the teaching and learning process (Curry & Adams, 2014). 

The account by these authors applies to this research, as it accentuates the position of 

collective management and how it is essential to guarantee the efficiency of stakeholder 

involvement (teachers, learners, parents, labour movements, the District, the 

Department, etc.). Effective stakeholder involvement in a school is a response to the 

actual efforts of the SMT and educators, working diligently together to guarantee 

sustainable stakeholder participation. 

The problem recognised in this study is the role of SMT in managing the implementation 

of the EFAL curriculum in the teaching and learning process. Thus, Curry and Adams 

(2014) correctly point out collective school management as essential in dealing with this 

weakness. To accentuate the implication of collective management, Szczesiul and 

Huizenga (2014) called management a fight to simplify and support teamwork and 

upcoming managers and a noteworthy issue in defining if specialized teamwork and 

partnership happen, which purely specifies that without appropriate management, 

schools’ and stakeholders’ relations will keep on deteriorating. 
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CHAPTER 3  

RESEARCH DESIGN AND METHODOLOGY 

 

3.1 INTRODUCTION AND BACKGROUND 

Chapter 2 focused on the literature review relevant to this discourse and the theoretical 

framework. The objectives formulated from the literature reviewed were discussed, 

looking at the importance of managing the implementation of EFAL as a language of 

teaching and learning in most primary schools in South Africa, specifically in the sampled 

schools in the Xhariep District, in the Free State Province. 

The centre of attention in this chapter is the research methodology and design for this 

discourse. Saunders et al. (2018) note that good research offers a roadmap of how 

research questions will be answered by involving the rationale for the methods used in 

the research design. As indicated in Chapter 1, I adopted a qualitative approach to 

address my objectives because I deemed it appropriate to investigate how schools’ 

management teams manage the implementation of EFAL in Primary Schools in the 

Xhariep District. 

The chosen methodology and design are heavily dictated by the aims and research 

questions encapsulated in Chapter 1 of this study (Viswambharan & Priya, 2016). 

The research methodology and design allowed the aim of this discourse to be perceived 

and the research questions to be responded to successfully. The chapter’s pivotal focus 

is on the research methodology and design procedures employed in researching how the 

SMTs manage the implementation of EFAL curriculum in primary schools, particularly in 

the Xhariep District in the Free State Province. The District comprises 64 public schools, 

including a farm and one private school. Out of these sixty-five (65), fifty-four (54) schools 

use EFAL as a medium of instruction. Therefore, out of three circuits in the District, a 

sample was taken from each circuit. Relevant methodology and design were selected 

and applied for generating and analysing data.  
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Chapter 3 of this study concerns the research methodology, the research design, 

constituting of the research approach, the research paradigm, population, sampling, 

research setting, data generating techniques and instruments, data analysis and 

interpretation, whether the research is trustworthy, ethical considerations and the 

summary and conclusion of the chapter. 

Saunders et al. (2018) note that good research offers a roadmap of how research 

questions will be answered by involving the rationale for the methods used in the research 

design. As indicated in Chapter 1, I adopted a qualitative approach to address my 

objectives because I deemed it appropriate to carry out an exploration which aims at 

understanding how the implementation of EFAL in primary institutions in the Xhariep 

District is managed. 

 

3.2 RESEARCH METHODOLOGY 

The aim of methodology, according to Kaplan, is to describe approaches to kinds and 

paradigms of research (Kaplan, 1973 in Cohen et al., 2007:47). The author suggests 

further that methodology aims to help us to understand, in the broadest possible terms, 

not the products of scientific inquiry, but the process itself. Qualitative research 

methodology is used predominantly as a synonym for any data generation technique, as 

Saunders et al. (2018) put it, such as an interview or data analysis procedure (such as 

categorising data) that collect or use non-numerical data. 

As defined by Bertram and Christiansen (2020:229), it is an overarching approach 

researchers use to obtain knowledge about the world. To achieve the study objectives, 

the researcher had to draw out and evoke views, experiences, contributions, and attitudes 

of SMT members on managing the English CAPS curriculum at their respective schools 

and the effects of the CAPS curriculum on teaching and learning at primary schools. 

Hesse-Biber and Leavy (2011), as stated in Maree (2014: 51), argue that methods are 

the tools that researchers use to collect data. The tools enable the researcher to gather 

data about social reality from people selected as the population of interest in the study in 
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any medium. These methods for a particular study or research can be interviews, 

observation, collection of textual data, and visual data.  

 

3.3 THE INTERPRETIVIST RESEARCH PARADIGM 

The study adopted interpretivism as the lens for discussion. In this study, its relevance 

was that meanings emerged towards the end of the research process, whereby various 

phenomena were gathered and interpreted to make sense and meaning out of the data 

collected. 

The interpretivist research paradigm, is explained by Maree (2014:52) as a “set of 

assumptions or beliefs” about a fundamental aspect of reality, which gives rise to a 

particular worldview. The author explains that paradigms serve as the lens or organising 

principles by which reality is interpreted (Maree, 2014:52).  

Bertram and Christiansen (2020:22) interpret it as representing a particular worldview that 

defines, for the researchers who hold this view, what is acceptable to research and how 

this should be done. Thomas (2017:107) describes paradigms as shared ideas in a 

particular community of inquiry, thinking habits of researchers, rules of procedure, and 

shifts, as the old one proves inappropriate. It is described as intending to stress the 

commonality of the perspectives, which “binds the work of a group of theorists together” 

in such a manner that it can be conveniently considered as approaching social theory 

within the bounds of the same problem (Burrell & Morgan, 2017). 

I was at liberty to attend to their blinks, winks, hums, and nods and listen to their actual 

words (Thomas, 2017:111) coming from their mouths, using data-generating techniques 

employed by the community of an interpretivism paradigm.  

Interpretivism, described in Ryan (2018:8), argues that truth and knowledge are 

subjective, culturally, and historically situated, based on people’s experiences and their 

understanding of them.  

 



57 

The researcher’s role here is to understand, explain, and demystify social reality through 

the eyes of different participants (Cohen, Manion & Morrison, 2011). 

Alharahsheh and Pius (2020) uphold that a research study must be succinct in its aims 

and clear in choosing a paradigm appropriate for the discourse. As purported by Nind and 

Todd (2011), the interpretivist paradigm mainly uses qualitative research methods.  

 

3.3.1 Definition and scope: Interpretivism 

Nkoane in Phori (2016:35) postulates that in any chosen theoretical framework, the 

fundamental objective should be to document pedagogical and emancipative societal 

transformation goals to pursue social justice in a democratic context. It opposed the 

former, as it is sometimes referred to as anti-positivism (Alharahsheh & Pius, 2020:41; 

Flick, 2014). As Alharahsheh and Pius (2020:41) stated, positivism is counted on the 

philosophical stance of a natural scientist working with observable reality within society, 

leading “to production of generalizations.” 

For positivists, knowledge about the social world can be obtained objectively: what we 

see and hear is straightforwardly perceived and recordable without too many problems 

(Thomas, 2017:108). 

 

3.3.2 Motivation and relevance of choice: Interpretivism 

This study was not about studying objects, atoms, physics, or chemistry but about 

studying human activities and experiences using linguistics. The study was interested in 

human experiences, interpretation of phenomena, and own feelings, and thus all 

comprised social realities.  

We are constantly constructing the social world through interaction and language usage 

(Thomas, 2017:11). The lens allowed for in-depth interaction and attentiveness to every 

nuance of their behaviour and every clue to meanings that were studied (Thomas, 2017).  
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3.4 RESEARCH APPROACH: QUALITATIVE STUDY 

Qualitative study is the genre of research that is understood to mean any type of research 

(Strauss & Corbin, 1998:10-11) that produces findings not arrived at by statistical 

procedures or other means of quantification. It can refer to research about persons’ lives, 

lived experiences, behaviours, emotions, and feelings, as well as organisational 

functioning and interactions between people. The allure of qualitative research is that it 

enables the investigator to conduct in – depth studies about a broad array of topics. 

Qualitative research occurs during social interaction; it is naturalistic and relies on 

linguistic analysis and communication (Maree, 2016; Flick, 2015; Mnguni, 2013). 

Maree (2014) also cites Elliott and Timulak (2007), mentioning other distinguishing 

features of qualitative research, namely that it uses open, exploratory research questions 

(open-ended questions), places great emphasis on understanding phenomena in their 

own right and uses special strategies for enhancing the credibility of the research design 

and data analyses. As they mention, the research process is pivotal in qualitative 

research.  

For Hesse-Biber and Leavy (2011, in Maree 2014), researchers are very attentive to all 

aspects of the research process: the conceptualisation of the project, the interconnections 

between each phase of the research process, and the effect the researcher has on the 

process. They point out that at the heart of qualitative research lies the extraction of 

meaning from data, i.e., the social meaning people attribute to their experiences, 

circumstances and situations, as well as the meaning people embed into texts and other 

objects.  

The epistemological considerations divide the approaches into several categories based 

on the nature and structure of knowledge. The research approach describes methods 

necessary to address the research questions and/or hypotheses. In this study, the 

purpose of qualitative study includes an understanding of meaning by participants, that 

is, how they interpret or make sense of an event, situation, or action under investigation. 

Participants must make sense of the nature and influence of the context surrounding 

events or actions. A qualitative research approach for this study was selected because 
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qualitative methods are predominantly suitable for ascertaining the meaning people give 

to events they experience. 

In comparison, qualitative methods are, in many illustrations, practical to seek answers 

to questions about experience, meaning and aspects of the participant's point of view. 

These data generally reveal the capacities explored in the learning and teaching of EFAL. 

The qualitative research techniques I employed were based on interview discussions to 

attain the objectives of the study in question. Unstructured interview questions were 

formulated to seek the views of participants on a focused topic, with key informants, for 

background evidence from an institutional perspective; to understand a condition, 

experience, and event from a personal perspective; and analysis of texts and documents, 

such as learners’ files, school journals, and teachers’ files and all other relevant 

documents prepared before the administration of the assessment. 

Qualitative methods were used to reveal, for example, potential problems in implementing 

curriculum for EFAL in the learning and teaching environment. Interviewees could 

respond to questions based on the research project (De Lacey, Peterson & McMillan, 

2015). The qualitative research methods used for this study are defined further below and 

incorporate purposive sampling, open-ended interviewing, and systematic and concurrent 

data collection and analysis procedures.  

This study used a qualitative research approach to describe and reveal the nature of 

certain situations, settings, processes, relationships, systems, or people. During the 

interpretation of data, they enabled me to gain new insights about a phenomenon and 

develop new theoretical perspectives. They also helped me to test assumptions' validity 

and evaluate particular policies' effectiveness (Thomas, 2017; Leedy & Ormrod, 2010). 

Qualitative research enables researchers to develop new concepts or theoretical 

perspectives about a phenomenon or discover problems with the phenomenon. This 

openness is also described by Maree (2016). 

To achieve the study objectives, I managed to draw out and evoke views, experiences, 

contributions, and attitudes of SMT members on managing the English CAPS curriculum 

at their respective schools and the effects of the CAPS curriculum on teaching and 

learning at primary schools. 
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I cautiously went for the qualitative approach since it allowed me to gather comprehensive 

data that responded to the key question (McLeod, 2017). The qualitative research 

approach allowed me to collect all-inclusive data and understand the deepness of 

information regarding the phenomenon chosen for this study (Nieuwenhuis, 2016; 

Richards, 2015). The qualitative element of this discourse was in the comprehensive 

discussion or interviews conducted with the chosen sample, Departmental Heads, and 

Deputy Principals.  

This study chose a qualitative approach because, in the end, I had to make sense of 

participants’ beliefs, attitudes, experiences, perceptions, and behaviour in a given cultural 

space (Pacho, 2015:44). As explained by Schutt (2018), qualitative research shows raw 

data texts, and when respondents are used, the researcher records their perspectives, 

and scrutinize the space in which data were collected. The author explains further that 

qualitative study employs fewer participants and collects more than enough data in the 

natural niche to investigate instinctive reality thoroughly.  

I opted to employ the qualitative research method to obtain a detailed comprehension 

and crucial data regarding the management of EFAL curriculum implementation in 

selected primary schools (Nieuwenhuis, 2016). This research allowed me to construct a 

comprehensive picture of participants’ views and descriptions of how they understood 

their thinking and practices in a natural niche (Richards, 2015). The approach was 

relevant to this discourse because of my need to understand EFAL curriculum 

implementation and its management and the participant’s understanding of their everyday 

duties and responsibilities. 

 

3.5 RESEARCH DESIGN 

Thomas (2010) defines a research design as the master plan of a research study, 

demonstrating how the study will be conducted. It displays how all the significant parts of 

the research study work together to answer the research questions in which researchers 

use various methods and techniques in empirical research. The methods used vary 

according to the tasks they perform: from methods and techniques of sampling to data-
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generating methods. Therefore, their use of methods and techniques depends on the 

aims and objectives of the study, the nature of the phenomenon being investigated and 

the underlying theory or expectations of the researcher. McCombes’s (2019) definition 

also shares the same sentiments that it is a strategy or plan to answer a set of questions. 

Majid (2017) explains the research design as a consequence of the research question, 

objectives, phenomena of interest, population, and sampling strategies. A satisfactory 

design is a critical factor for carrying out a meaningful study or research (Chivanga, 2018). 

As a teacher in the curriculum directorate and researcher, I am more concerned with the 

experiences and expertise of SMTs who should oversee the teaching and learning 

process regarding EFAL curriculum implementation and management. That is why I have 

chosen a design I believe was satisfactory for conducting a suitable and meaningful study. 

Maree (2014:75) discusses the five approaches to qualitative research designs. These 

are narrative studies/research, phenomenology, grounded theory ethnography, and case 

study. For this study, only phenomenology will be discussed, as it is the relevant 

qualitative research design that this study adopted. 

A phenomenological study will be used. Phenomenology is not just a name of 

philosophical perspective, but also a source for questioning the meaning of life as we live 

it and the nature of responsibility of personal actions and decisions (Wilson, 2015).  The 

study investigated individuals’ perceptions, perspectives, and understandings to derive 

the meaning of a particular phenomenon (Thomas, 2017; Leedy & Ormrod, 2010).  

Phenomenological is a philosophic attitude and research approach. Its primary position 

is that the most basic truths are accessible only through inner subjectivity, and personal 

integrity to environment (Flood, 2010). It is an interpretive approach considering life's 

ordinary senses and experiences (Alvesson & Sköldberg, 2017). Therefore, this study 

adopted a phenomenological research design. Originating deeply in philosophical 

perspectives of consciousness (Maree, 2014:77), phenomenology is regarded as having 

its origins in the works of Edmund Husserl (1859-1938). It was extended in the works and 

writings of Martin Heidegger, a German philosopher (1889-1976), who is best known for 

contributions to phenomenology, hermeneutics, and existentialism (Wheeler, 2011).  
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Pernecky (2016) gives a view that what we come across in everyday experiences 

constitutes the social reality that we live in our thinking and how we make sense of them. 

This research design (phenomenology) attempts to describe and explain the fundamental 

structures of these human behaviours (Brinkmann & Kvale, 2017). Qualitative research 

allows room for interpretation of data collected. This is with regard to shared 

characteristics of qualitative designs that distinguish them from more traditional 

quantitative approaches (Bogdam and Biklen, 2007). 

During the data analysis process or stage, employing a phenomenological design, 

Creswell advanced the following procedures: 

a) The researcher must describe their own experiences with the phenomenon of 

study as a way of trying to identify personal judgements and biases so that they 

do not contaminate the process of analysis. 

b)  The researcher advances with the parallelisation of data collected. This is the 

process wherein the researcher files each pertinent quote of the studied 

phenomenon and gives them the same value regarding the group's 

pronouncements. This starts the textual descriptions: what are the participants 

saying? What are the pertinent topics communicated by the research participants? 

c)  The researcher organises the pertinent themes into meaningful components. 

d)  The researcher puts in writing the literal account and involves precise excerpts. 

e) The researcher puts down structural images. 

f)  Lastly, based on textual and structural analysis, the researcher classifies the 

phenomenon's essentials: the usual recurring segments in each research 

respondent. 

The principal aim of phenomenology is to apprehend, as direct as possible, the way a 

phenomenon was experienced by participants (Creswell & Poth, 2018). That is why I 

could employ this design to narrate how participants grasped SMT’s role in managing the 

implementation of EFAL curriculum as a phenomenon in primary schools. What makes a 

phenomenon interpretative, according to Salamon (2018), is that it is more inter-

subjective. 
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This design made me concentrate specifically on each participant’s perspectives, 

attitudes, experiences, and beliefs to evoke their lived experiences on managing the 

implementation of the EFAL curriculum in schools. This research design enlightened the 

study’s population, which was relevant for generating the wanted data and addressing 

the main research question.  The use of ontologies creates a bridging mechanism, 

whereby validates to ensure that relevant and useful information is collected 

(Chowdhurry, 2014). Thus, the following section deals with the study population and 

sample. 

 

3.6 RESEARCH POPULATION 

A population is defined as a group of elements or cases, whether individuals, objects or 

events, that conform to specific criteria and to which we intend to generalise the results 

of the research (Bertram & Christiansen, 2020:58). The authors also refer to it as all the 

people or items that would fit into a group that is being considered by a study, from which 

a sample is then drawn (Bertram & Christiansen, 2020:230). They explain that population 

means the total number of people, groups or organisations. As Majid (2017) puts it, the 

population is the study’s target that it intends to study or treat.  

The Free State Province has five Education Districts. Xhariep Education District is one of 

them, divided into three Municipalities: Mohokare, Kopanong and Letsemeng. It has 21 

towns with an estimated population of 122 245. It is located at thirty-degree one minute 

and zero seconds South and twenty-five degrees forty-six minutes and zero seconds East 

of the Free State Province (30⁰ 1′ 0″ S and 25⁰ 46′ 0″ E). There are 63 public schools with 

three private schools. All these schools offer EFAL in Grades 4 - 7. Because this study 

aimed at exploring the management of EFAL curriculum implementation in primary 

schools, the study population was selected from the public primary schools in the Xhariep 

Education District.  

A representation of primary schools and combined schools was used as a population, 

and all Municipalities were represented. The SMTs of each selected school constituted a 
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target population. Churchill and Behan (2010:1108-1113) defined the target population 

as “that part of the total population to which the study is directed”.  

As explained earlier, this study selected a phenomenological research design because of 

its appropriateness for traversing and getting into the lived experiences of SMTs’ roles 

and responsibilities in managing the implementation of the EFAL curriculum under the 

auspices of the CAPS policy. The design is relevant to this study because it was 

appropriate for generating data on each respondent’s perspectives and experiences 

(Creswell, 2014).  

Several authors assert that researchers must use a representative population sample to 

generalise their findings (Bertram & Christiansen, 2020). Keyton (2010:125-129) justifies 

this by saying: “it is impossible, impractical, or both to ask everyone to participate in a 

research project, or even to locate everyone or everything in the population”. Thus, it 

makes it very critical to select the relevant study sample. 

 

3.7 RESEARCH SAMPLE 

According to Bertram and Christiansen (2020:232), “a sample is a subject of a population 

that is selected to research the population without having to collect data from its entirety.” 

McCombes (2019) refers to a sample as a set of individuals who will participate in the 

research study. These definitions are also noted in Gravetter and Wallnau (2017) when 

they describe a sample as the set of units chosen to constitute the population of interest. 

When selecting a sample in phenomenological studies, Creswell (2014) proposes that 

the size should consist of six to eighteen participants (6-8) based on the phenomenon 

under study and the significance of procuring data from distinct perspectives.  

This study used purposive sampling to draw participants from three circuits in the Xhariep 

education district. Participants from each primary school comprised the EFAL 

Departmental Heads and the Deputy Principals were formally invited to participate in this 

study for data collection. 
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Bertram and Christiansen (2020:60) explain purposive sampling as a specific method that 

the researcher can use for particular choices about which people, groups or objects to 

include in the sample. Thus, Pancho (2015:46) stipulates that “the sampling procedure 

involves the deliberate choice of the informant, due to the qualities the informant 

possessed”. I focused on a specific group, knowing it does not represent the broader 

population; it simply represents itself.  

The rationale behind this selection was to get a much more comprehensive outlook on 

SMTs’ engagements in managing EFAL curriculum implementation in primary schools in 

the three circuits. The emphasis was to analyse the expertise of all the participants 

chosen in the sample. The SMTs possessed crucial data relating to the management of 

EFAL curriculum implementation, as they are language specialists in the curriculum in the 

teaching and learning institutions. They were selected on the assumption that they were 

controlling the teaching and learning processes. 

 

3.7.1 The sampling criteria  

I purposively selected the sample from the SMTs with expertise in EFAL curriculum 

management and implementation in primary schools. Before conducting the study, I 

visited selected schools to share my purpose and study goals with the principals. The 

following criteria were used in the study: 

- Male or female members of the school who serve in the management position. 

- SMT members with more than three years’ experience in management positions. 

- DH, who is managing EFAL. 

The three primary schools selected. These schools were given pseudonyms and were 

referred to as school Z, s school P and school M. Participants are associated with their 

schools as follows: school Z’s participants are named - Deputy Principal Z (DP Z) and 

Departmental Head Z (DH Z); school B’s participants are named – Deputy Principal B 

(DP B) and Departmental Head B (DH B); and school P’s participants are named – Deputy 

Principal P (DP P) and Departmental Head P (DH P). 
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3.8 DATA COLLECTION INSTRUMENTS AND TECHNIQUES 

Data collection called for a more substantial reflection of possible biases and the upkeep 

of personal notes to support the researcher (Denzin & Lincoln, 2018). This shows how 

the researcher’s personality, personal values, and hidden preconceptions could interfere 

with the research situation or influence the setting. And therefore, the data collected could 

narrow or influence what the researcher observed. The boundaries to participation in this 

study are particularly relevant in the context. The gathering of face-to-face data (De Lacey 

et al., 2015) transpired in two ways: through observation (what the researcher saw), 

documents that may be used for quarterly systematic evaluation of learner performance 

(Bowen, 2009) and through interviewing (what participants articulated). 

The instrument I used to collect data is discussed hereunder. 

 

3.8.1 Data collection instrument: Unstructured interviews  

Instruments of data collection are defined by Bertram and Christiansen (2020:228) as 

created and used to facilitate the collection of data by the researcher. As stated by these 

authors, these instruments comprise interview schedules, questionnaires, and 

observation schedules. This study employed unstructured interviews as a data collection 

instrument. Flick (2020) defines an interview as “a systematic form of asking people 

questions for research purposes - either in an open form with an interview schedule or in 

a standardised form similar to a questionnaire” (Bertram & Christiansen, 2020:351). 

Thomas (2017:205) describes an unstructured interview as a conversation in Free 

Attitude Interviews. There is no predetermined format for the interview beyond the 

researcher’s general interest. Maree (2014:93) also describes an unstructured interview 

as a technique that takes the form of conversation with the intention that the researcher 

explores the participant’s views, ideas, beliefs, and attitudes about the phenomenon 

under study.  
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3.8.1.1 Benefits of using unstructured interviews 

McMillan and Schumacher (2010), mentioned advantages of employing unstructured 

interviews as an instrument to collect data. The authors indicated that the tool is more 

flexible and adjustable. When used, it gives the researcher the platform to review and 

elucidate. The researcher can be in the position to recognize non-verbal conduct. This 

tool can accommodate both non-readers and non-writers, thus it has a great degree of 

answers. 

 

3.8.2 Data collection techniques  

After I had received ethical clearance from the university and done with the other ethical 

consideration aspects, I thoroughly explained and described the purpose and conditions 

of the study on the consent form to the participants. In this paper, I took an in-depth look 

at how the SMT each school navigated the management of implementation of curriculum 

for English First Additional language.  

All techniques employed were cautiously selected, and COVID-19 regulations were 

observed and respected as we were still under restrictions. I must follow the Free State 

Department of Education (FSDoE) COVID-19 regulations and Ethics in Health Research. 

When I started collecting data, the country was already on alert level 3 and rules 

regulating public interactions were at an eased level, allowing me the opportunity to hold 

face-to-face interviews using one-on-one verbal interviews. I was accorded a chance to 

meet the participants before the interview to make personal interviewing time slots and 

explain further the purpose of the study.  

All time slots were arranged for after-school hours and during the weekends. The teaching 

and learning time was not disrupted and was respected at all costs. 

These interviews allowed me to observe the participants’ reactions for clarity and not to 

forget what was said. An audio recording device was used to record the participants’ 

responses.  
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Consent forms were sent to participating schools’ principals. I phoned the schools’ 

principals, reminding them of the interview schedules. When I arrived at schools in circuits 

1 to 3 respectively, I was immediately escorted to the pre-prepared venues by the 

receptionist.  

The first participants were DH B and DP B from School B. The first interviewee was DH 

B on Wednesday from 15:10 up to 15:55. Then, from 16:10 to 16:55, the second 

interviewee was DP B on the same day. The Principal of School B declined to participate 

in the study, raising the issue of COVID-19. 

After two weeks, the second school approved my visit to conduct the interviews due to 

teachers' rotational attendance due to departmental COVID-19 protocols. I conducted the 

second part of the interviews for School P. Upon arrival, the receptionist informed the 

Principal about the visit. In this school, the Principal and the Deputy Principal declined to 

part-take in the study. The Principal indicated they were not interested in the study even 

though they had signed the consent form. The Deputy Principal cited that they are 

uncomfortable being interviewed because of the COVID-19 pandemic. Although 

disappointed, I accepted their apologies based on their rights stipulated in the consent 

forms. However, in the same school, I ended up interviewing 1 participant who is a DH.  

The interview with the participant started at 15:25 up to 16:20 on Monday. The interview 

proceeded as planned with DH P. The participant was initially shy, but they became 

relaxed and excited when the process unfolded.  

A week after the second interview, I conducted interviews at School Z. When I arrived; 

the administrator informed the principal about this visit. The Principal instructed the 

administrator to take me to the prepared venue for interviews. However, Principal Z 

informed me that they would not be allowed to be interviewed because they have 

comorbidities, as it was during the COVID-19 pandemic. I accepted the principal’s 

apology based on the participant’s rights outlined in the consent form, though I was 

saddened. The DH from this School had already retired upon my arrival, so only DP was 

available and agreed to be interviewed. Participant DP agreed to be interviewed on 

condition that the process takes place outside the school's premises on Saturday. I 

postponed the interview as requested by the DP. 
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On Saturday, I travelled to the DP Z town, which is 208 km from my residence. The DP 

was ready upon my arrival. The interview started at 13:00 up to 14:00. The interview went 

well as planned. 

In all these interviews, I introduced myself and welcomed the participants. After the 

introduction, I explained the purpose of the interview to each participant and their right to 

withdraw at any moment during the interview session. Before the interview process could 

start, I requested the participants not to forget to adhere to COVID-19 regulations by 

wearing masks, sanitizing their hands, and keeping a 2m social distance.  

The participants were granted permission to audio record the proceedings during the 

interviews. I gave each participant a copy of a signed consent form reminding them of the 

agreement to participate, and then the interview process commenced.  

The participants were comfortable because I first created a conducive environment for 

the interview to be successful. The participants allowed me to ask clarity-seeking 

questions; however, one DP asked not to record their clarity-seeking conversation, and 

that was respected and agreed upon. 

All the interview recordings were kept safe for data presentation and analysis. 

 

3.9 ANALYSING AND INTERPRETING DATA  

Data from this study was analysed by using thematic inductive analysis. Generally, 

qualitative research is employed to help a researcher in creating an ample and compound 

understanding of a studied topic. The outputs of such research comprise addressing 

issues related to the unique nature of qualitative research (Cohen, Manion & Morrison, 

2017) and building knowledge that can guide the actual application or use of that 

knowledge gained. 

I employed the thematic inductive analysis technique to get some descriptions, 

explanations, understanding and interpretation from the qualitative data collected during 

interview sessions (Maree, 2016). Edhlund and McDougall (2019) describe the method 
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as a primary method that could be used to put data into sets and recognisable patterns 

that form categories and ultimately create themes when using qualitative research.  

The method was relevant because it gave me a simple approach to describing qualitative 

data to construct reliable research discoveries and results. 

3.9.1 Analysing process  

As Anney (2014:272) puts it, thoroughness characterises trustworthiness in qualitative 

research when the findings consider transferability, credibility, confirmability and 

dependability. That is why in quality research, the researcher, as Maree (2016) 

emphasises, is the data collection tool, and this type of research should focus on 

trustworthiness. 

Many ways can be used to map themes to show interconnections between them. 

Hereunder are strategies adapted in qualitative research for data analysis to show the 

interconnection of themes. 

 

3.9.1.1 Listening to and transcribing the audio 

With their permission, I used an audiotape to record the participants’ responses during 

the data collection process. After the interviews, I spent several days listening to the 

audio. After that, all audio was transcribed and repeatedly read to understand succinctly, 

identify codes, and group them into themes utilising thematic analysis (Maree, 2014).  

All data recorded digitally were transcribed (Creswell in Maree, 2014). Audio tapes were 

transcribed verbatim, i.e., rewritten word-for-word. I used codes to focus on what was 

erupting and to develop data correlation by looking at similarities, differences, and 

frequencies from what the participants said. 

After the data were sorted and typed, the next step was to get to know it with succinct 

understanding by rereading it and listening to the tape-recorded data several times. This 

process, called “memoir” (Silverman, 2016), helped me to write down any impressions I 

got as I went through the data. The primary analytic method of the interpretative 

researcher is continuous comparison (Thomas, 2017:244-45). It is referred to as a 
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constant comparative method. It stands behind every technique in this paradigm. It 

involves going through your data again and again (the constant bit), comparing each 

element – phrase, sentence or paragraph – with all of the other elements (the comparative 

bit) (Thomas, 2017:245). 

 

3.9.1.2 Creating codes 

From the transcribed documents, I observed certain patterns and similarities; hence 

coding was significant. Coding is described as segmenting and labelling text to form 

descriptions and broad themes in the data (Thomas & Christiansen, 2020). Data were 

arranged so that analysis was in such a way that facilitation thereof was without difficulty 

or inaccuracy. All data were compared and organised into categories. This continuous 

listening of audio tapes and reading transcripts allowed themes to develop. I divided the 

data from the interviews into sets, allowing me to put down relationships between themes 

and identify significant themes. In analysing the data, three essential steps were 

observed, i.e., noticing, collecting and reflecting on data (Maree, 2016): 

- I noticed bits and pieces in the data that were assigned codes. 

- Collected data were broken into fragments, which were then clustered into topics 

and themes; and 

- Reflection was done on the collected data; specific gaps were identified, which 

required additional data. This was done by returning to audio recordings and notes 

taken during data generation. Some participants were contacted to clarify some of 

their answers during the interview sessions. 

During this process - constant comparison – the researcher marked the data up with 

codes – abbreviations, pseudonyms, and colour names – that described their essential 

facets. Themes were created, capturing and summarising the researcher’s data contents. 

These themes or categories, as Thomas (2017:245) interchangeably use the words, were 

crucial building blocks in data analysis. As an interpretative approach was employed in 

this study, the aim was to build and emerge with the meanings constructed by the 

participants (including me as a researcher) in their situations.  
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3.9.1.3 Building themes  

According to Thomas and Christiansen (2020), a few standard procedures often apply to 

qualitative approaches. Adding codes, generating themes, and noticing commonalities 

and relationships are other techniques in data analysis. Indeed, in analysing data, I 

worked through the data numerous times, making sense of what the participants shared 

during the interview sessions.  

 

3.9.1.4 Re-evaluation of themes 

After creating themes, I saw it necessary to re-evaluate the initial themes to avoid 

unnecessary repetition. All themes were colour-coded with different colours to clarify 

specific evolving themes from the data. For example, data referring to resources was 

colour-coded brown, the conducive environment was given green colour, and challenges 

were given purple colour, and so on. 

Reviewing the data analogous to each theme assisted me in examining whether the data 

supported the theme and the study. 

 

3.9.1.5 Interpreting themes 

Final tuning was deemed necessary to clarify the core of what each theme was all about. 

I checked what the themes were referring to and how they interconnected with the initial 

ones. 

The link was established, and ambiguity was eliminated. 

 

3.9.1.6 The writing process 

After eliminating any ambiguity, constructing themes and refining codes, the study 

findings reported in the following chapter were produced. 
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3.9.2  Trustworthiness of the study  

 

Although quality is important in qualitative research, the researcher's ethics significantly 

impact a study's quality. In qualitative research, this is linked with trustworthiness. To 

ensure trustworthiness, a researcher must make research processes transparent and 

auditable so that others can understand how their findings were truly created (Korstjens 

& Moser, 2018). According to Patton et al. (2015), rigorous methods and the researcher's 

credibility are necessary for qualitative research to be trustworthy. To be accepted as 

trustworthy, qualitative researchers must demonstrate that data analysis has been 

conducted in a precise, consistent, and exhaustive manner through recording, 

systematizing, and disclosing the methods of analysis with enough detail to enable the 

reader to determine whether the process is credible (Nowell, et al, 2007).  

Anney (2014:272) claims that in qualitative research, rigour is characterized as 

trustworthiness when the findings consider dependability, credibility, transferability, and 

confirmability. According to Maree (2014:80), trustworthiness emerges when numerous 

data-gathering methods, such as observations, interviews, and document analysis, are 

employed. 

Nieuwenhuis (2021) presented four benchmarks that researchers may use to uphold 

rigour and dependability in qualitative research. These benchmarks were designed to 

improve the credibility and authenticity of the data that had been gathered. Credibility, 

transferability, reliability, and confirmability serve as benchmarks. 

Interpretive paradigm, as used in this study, necessitated the use of trustworthiness as it 

prompts it because the paradigm demands a thorough clench or grasp of participants' 

lived experiences.  

This study used participants' lived experiences to build trustworthiness, and in interview 

sessions, I observed their reactions, nods, and has when they responded to questions. 
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The study's credibility, conformity, transferability, dependability, and authenticity are 

among the trustworthiness criteria discussed below.  

3.9.2.1 Credibility 

As explained in Maree (2014:373), credibility refers to the extent to which the research 

findings are believable and trustworthy. Trustworthiness of qualitative designs is the 

standard to which the interpretations and concepts have mutual meanings (McMillan & 

Schumacher, 2001 in Maree, 2014:373) between the participants and the researcher. 

Credibility addresses the following issue: How closely do the results match the facts? How 

can we be sure the reader will trust our findings? Several methods for ensuring credibility 

are mentioned in the literature (Nieuwenhuis, 2021). I gained trust by taking down the 

interviewees' perceptions, which included their unchanging quotes, and by reading the 

transcripts slowly while spotting compelling patterns or themes.   

Other measures to ensure credibility include frequent briefing sessions between the 

investigator and superiors, the researcher’s reflective notes and member checks. Member 

checks imply sharing your transcript with the participants (Nieuwenhuis, 2021).  

I discussed the collected data with participants after they had been permitted to do so to 

ensure their viewpoints were captured and presented correctly to verify any omissions or 

additions to their responses. Member checks were done constantly to allow the 

participants to expatiate on the discussions ensuring that communication was 

unambiguous (Christiansen, 2014).  

 

3.9.2.2 Transferability 

Transferability concerns the aspect of applicability (Lincoln & Guba, 2015). Flick 

(2020:350) defines transferability as generalizability… “the degree to which the research 

findings derived from a sample can be transferred to the population.” 

To address transferability, I took care to fully describe the whole procedure of this 

research, including the number of participants, the data collecting techniques, and the 

period over which I gathered data. I chose a method that, in my opinion, is appropriate 
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for this research and avoided being partial by applying my own preferences instead of the 

participants' experiences, beliefs, attitudes and viewpoints. 

3.9.2.3 Dependability 

The term dependability in any qualitative research refers mainly to reliability. According 

to Flick (2021), dependability and believability are closely related. The author contends 

that, practically speaking, showing trustworthiness goes some way toward ensuring 

reliance.  

Dependability in this study was shown through the planning and execution of the 

research; the operational details of the data-gathering methods are incorporated to 

reinforce the phenomenon under study. It defined my study conclusions as consistent 

and reproducible, essential to trustworthiness.  

I ensured that the original data collected supported the conclusions drawn from the 

interpretation. 

 

3.9.2.4 Confirmability 

Confirmability refers to the degree to which other researchers can confirm or corroborate 

the inquiry results (Johnson & Rasulova, 2017). The evidence must support the 

interpretation rather than personal preferences and worldviews. In this case, the analytical 

process embedded interpretation process is the main focus.  

Using unstructured interviews gave participants the freedom and transparency to share 

their knowledge and experiences with me, confirming the value of the research results. I 

first outlined the interview conditions by asking each participant which language they were 

comfortable with. They all chose English as the language of communication because they 

teach English in their respective schools. However, we had room for code-switching which 

created trust and confidence between myself and the participants, thus, allowing for the 

flow of quality data that were valuable, relevant, reliable and credible. 
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3.9.2 Ethical considerations  

Punch and Oancea (2014) pointed to the value of ethics in the study. They corroborated 

that a researcher ought to be constantly aware of all ethical inferences while doing 

research and have to every time adhere to codes of ethical use. 

Before this study was undertaken, ethical clearance was requested from the Research 

Ethics Committee of the University of the Free State (RIMS/GHREC). Participants’ 

confidentiality was protected. Pseudonyms were used to retain the anonymity of schools 

and participants. Participants were informed that their participation was purely voluntary 

and was issued consent forms (Thomas, 2017; Babbie, 2014).  

I also explained to them that their names would not be used in the report and that 

pseudonyms would be used to protect their privacy and integrity. 

 

3.10 LIMITATIONS 

Study limitations refer to any unavoidable hindrances that are potentially outside the 

researcher’s control (Maree, 2014:377). Limitation relates to potential flaws that are 

typically outside the researcher's control and directly related to the research study. The 

main limitation was the constrained generalisability of the findings, because of the small 

number of participants.  Cohen et al. (2001 in Maree, 2014:377) identify the inherent 

delimitations in this by stating that the findings of my study might not be generalized, 

except where other readers see their application. I am a full-time employee of FSDoE 

Subject Advisor, and it was not easy to find time to collect data for this study. However, I 

applied for leave so that I can be able to visit the schools. I experienced financial 

constraints, which impacted on transport to collect data from other schools in the districts.  

 

3.11 DELIMITATIONS 

 According to Discover PhDs (2020), delimitations are the various boundaries within a 

research study which are set by the researcher. The study focused on the implementation 

of English First Additional Language Curriculum Assessment Policy (CAPS) as one of the 



77 

languages, which is the language of instruction in most African primary schools. The 

population has been narrowed due to issues surrounding accessibility to some schools. 

The COVID-19 pandemic became a potential contributing factor because some selected 

participants declined to be interviewed due to comorbidities, as they mentioned upon my 

arrival COVID-19 is revealing, reinforcing, and catalyzing new social and cultural 

relations, laying bare inequalities and anxieties, discrimination, and division. However 

only literature including appropriate information concerning the policy document on CAPS 

influences the management of implementation of curriculum assessment in English First 

Additional Language teaching, was reviewed. It limited me from going beyond my initial 

participants because the towns in the Xhariep district are far apart. I chose those three 

schools as my population for data collection. 

It is crucial to accept that selected schools in the Xhariep Education District in the Free 

State Province do not fully represent many schools from the district which limited the 

generalizability of the findings of my study (Maree, 2014:377). 

 

3.12 CHAPTER SUMMARY AND CONCLUSION  

This chapter clarified the research methodology comprising the population, sampling 

technique, data generating instruments and techniques, analysis of data process, ethical 

considerations plans, trustworthiness, reliability, confirmability, generalizability, and 

credibility. I chose the qualitative approach for this discourse because I studied human 

behaviour. The methods employed to collect data were unstructured interviews. 

Purposive sampling for this study was used because I selected those schools based on 

their performance in the Xhariep District in EFAL. Only four participants agreed to be 

interviewed. 

The next chapter, Chapter 4, is based on data presentation, analysis, interpretation and 

discussion of findings. 
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CHAPTER 4  

DATA PRESENTATION, ANALYSIS, INTERPRETATION AND 

DISCUSSION OF FINDINGS 

 

4.1 INTRODUCTION  

This chapter focuses on data presentation, analysis, interpretation and discussion of 

findings. Based on the study's objectives, data were collected using unstructured 

interviews. The study aimed to explore how the implementation of the EFAL CAPS 

curriculum is managed in primary schools by SMTs.  

The data analysis revealed seven specific themes and subthemes that directly responded 

to the study objectives. The literature reviewed in Chapter 2, and the theoretical 

framework support the findings and interpretation discussion.  

Below I present the biographical information of the participants.  

 

4.2 BIOGRAPHICAL INFORMATION OF PARTICIPANTS 

Table 2 below summarises the participants' biographical information: deputy principals 

and departmental heads. 

 

Table 4.1: Biographical information 

Participant Participant 

1: DH B  

Participant 2: 

DP B  

Participant 

3: DP Z  

Participant 4: 

DH P  

Age group 40-49 50-59 50-59 30-39 

Gender Male  Female Female Male 

Teaching 

Experience 

12 27 28 12 yrs. 

Post Level 2 3 3 2 
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Professional 

qualification 

Diploma: ACE SPTD:  BA Hon. PGCE: B. ED 

Hon. 

Subject taught Sesotho/Math

ematics 

English English Setswana 

Grades 6-7 7 4-5 4-7 

Level of curriculum 

exposure through 

training 

Workshops: 

quarterly 

Workshops: 

quarterly 

Workshops: 

quarterly 

Workshops: 

quarterly 

Geographical 

location 

Rural Rural Rural City 

 

4.3 DATA ANALYSIS PROCESS  

 

I conducted individual interviews with two deputy principals and two departmental heads 

after teaching hours, as stipulated in my permission letter by the Head of the Department 

of Education in the Free State. Upon arriving at each school, I reported to the principal’s 

office 30 minutes before the interview. A reminder notice of each visit was made via the 

phone to confirm my visit as a follow-up after the permission letter had been sent to 

participating schools’ principals. All the interviews were held in the prepared rooms 

respectively.  

After the data gathering, I started the procedure of examining it. This comprised data 

records by focusing cautiously on the participants’ answers. I then started jotting down 

field transcripts, developing principal codes and topics, which helped me in reducing the 

quantity of data and defining primary forms, and focused on pertinent and delicate data 

(Boeije, 2010:13). I then used the inductive procedure, which permitted the groupings to 

arise.  

I assembled related topics into essential categories and subgroups to make the data more 

manageable (Merriam & Tisdell, 2016). The procedure was tracked by categorising the 

emerging topics under special codes (Merriam & Tisdell, 2016:223). I used brands in 
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transcripts to express that they fit into distinct themes and recognised certain forms 

(Merriam & Tisdell, 2016:223). The procedure permitted me to assemble groups and 

themes from the data, addressing the study theme and study questions. 

For the data to be analysed, I had to understand how to make sense of the collected data. 

The intended purpose of the data analysis procedure, according to (Creswell & Creswell, 

2018), is to make sense of the data gathered, which involves taking the data apart and 

putting it back together.  

According to Assarroudi, Heshmati, Nabavi, Armat, Ebadi and Vaismoradi (2018:43), the 

final data analysis process involves identifying categories, themes and patterns. In other 

words, the data analysis is not as straightforward as one might think. It requires the 

researcher to understand the process of how to make sense of the data that were 

collected. 

I collected data from in-depth one-on-one interviews, which ranged between 45 minutes 

to 1 hour (recorded with the participants’ permission using voice recording devices). The 

data were collected from four participants in three different primary schools in the Xhariep 

District. These schools are from three separate circuits: one from each circuit. The 

patterns became more prominent throughout the transcription process, and the 

researcher drew the themes. Once I had the data sorted and typed, the next step was to 

get to know it inside out by rereading it and listening to the tape-recorded data several 

times.  

This process, called “memoir” (Bertram & Christiansen, 2020), helped me to write down 

any impressions I got as I went through the data. 

The relationships of phenomena were identified. In analysing the data, three essential 

steps were observed, i.e., noticing, collecting and reflecting on data (Maree, 2016): 

- Observed bits and pieces in the data were assigned codes. 

- Collected data was broken into fragments, which were then clustered into topics 

or themes; and 

- Reflection on the collected data noticed specific gaps that required additional data, 

additional data were collected from the notes taken, recorded interviews, and 
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participants were called to clarify some aspects. Data saturation is reached when 

there is enough information to replicate the study when the ability to obtain 

additional new information has been attained and further coding is no longer 

feasible. 

 

4.3.1 Generation of themes  

Throughout the generation of the themes, I was cautious of this study's research problem 

and objectives. It was important to explore the SMT’s personal views on EFAL curriculum 

implementation management. It was important to establish how the teaching and learning 

of the EFAL CAPS curriculum are managed in primary schools.  

After the data were collected, I began listening to the recorded interviews to familiarise 

with the data and gain an in-depth understanding before the interviews were transcribed. 

The interviews were conducted in English. However, a few participants’ home language 

was IsiXhosa, Sesotho and Setswana, but the majority often responded in English 

because they were managing it in their respective departments. Only one of the 

participants had some Sesotho phrases, and they were versioned into English not to 

misrepresent their meaning.  

Once the transcription was done, I read and re-read the transcripts to gain a further in-

depth understanding. I also began the process of coding by using the steps suggested 

by Cohen, Loeb, Miller and Wyckoff (2019). I started by carefully listening and reading 

the participants' responses to determine if there were recurring themes present in the 

data. I then proceeded to the coding process by assigning a category label to pieces of 

data. Graneheim and Lundman (in Maree, 2016) state that creating categories is the core 

feature of qualitative content analysis.  

By doing that, I started identifying a combination of codes in the data that were later 

grouped into categories. Patterns were carefully identified and referred to the themes 

presented earlier. As soon as the themes were identified, their patterns were easily 

recognizable, and this proceeded to the process of linking the patterns into relationships 

existing among the cases. In doing so, I had to continuously move back and forth among 
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the codes and patterns to grasp the meanings confirming Cohen et al.’s (2018) comment 

that qualitative data analyzing is not a straightforward process.  

Below is the diagram that depicts the themes built from the participants’ responses after 

analysing them.  

 

•English language curriculum management and

implementation cuts accross in the discourse

of teaching and learning.

• English FAL enhances communication for

curriculum implementation.

•Language can be used for cultural

transmission through mastery and

enhancement of cultural wealth.

EFAL as unifying factor  for 

management and 

implementation of currriculum 

across cultures, races, and 

ethnic groups int curriculum 

implementation.
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•It helps in organising delivery of contents

in the curriculum within time-bound

constraints.

•Pronunciation and spelling mastery are

pivotal elements in language usage.

•Limited vocabulary can  impact on 

curriculum implementation and language 

proficiency and mastery of content.

EFAL improves curriculum 

delivery, content mastery, 

pronunciation and enhances 

vocabulary

•Language enhances critical debates

through critical thinking for broader

curriculum mastery.

•Language improves conversational

sustainance which is dialogic and

collaborative for human interaction.

EFAL improves critical thinking 

in debates and conversations, 

and improves collaborative 

interactions

•Learner background must be taken into

account for better language competency in

the process of teaching and learning.

•EFAL offers opportunities for learners to be

exposed to different methodologies in

language mastery beyond their home.

EFAL takes note of learner 

background, and adopts 

different teaching and learning 

methodologies



84 

 

•This is indicated by meeting set targets,

confidence in expression in the language.

•EFAL creates opportunities for observation

of progress in learning and teaching with

respective assessment strategies and

evaluation.

EFAL successes and the value 

of assessment

•The best environment of implementation of EFAL

is when done in earlier grades such as Grade R.
EFAL best implemented in 

elementary grades: Foundation 

Phase
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Figure 4.1: Emerged themes 

 

4.3.2 Emerged themes from responses of participants 

After the data analysis, seven themes emerged from the participants’ responses, 

presented below. 

 

4.3.2.1 Theme 1: EFAL as a factor for management and implementation of 

curriculum across cultures, races, and ethnic groups 

Participants’ responses clarified EFAL management and implementation in the teaching 

and learning environment as a tool to share different ideas and feelings and as a 

communicative tool across the curriculum.  

Below are a few verbatims from the participants: 

Participant 3 indicated: “Language can be used for cultural transmission through mastery 

and enhancement of cultural wealth.” 

•As an additional language, there ought to be

additional resources acrued to enhance better

teaching and learning, create a positive

classroom atmosphere and a memorable

picture of what is being taught.

•It accommodates learners from different

social backgrounds with fairness opportunities

for learning which promote the ideals of social

justice and democracy enshrined in the

Constitution of South Africa.

EFAL acquisition and 

utilisation of resources, and 

the provision of democratic 

ideas
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Participant 4 indicated: “EFAL provides learners with communication skills and values to 

express their cultural principles and customs.” 

Curriculum experts came together under the leadership of the current governing party to 

restructure the National Curriculum that was aimed at serving all the people of South 

Africa fairly and justly irrespective of colour, creed, gender, belief, and locality. This point 

of departure met serious challenges and obstacles because experts were to strike a 

balance from disadvantaged communities up to well-off communities, with schools having 

contextual challenges, especially those in the majority localities. 

However, many committees were set up by the National Education Ministry 

(Umugiraneza, Bansila and North, 2018; DBE, 2009) to address these persistently 

erupting challenges due to the damage brought by the then monotonous government. 

Out of all these efforts of curriculum panel beating, alignments, and balancing to fit and 

serve the entire nation, English in national schools continued to be used as the official 

language of instruction. All subjects from Grade 4 in most schools (except those who use 

Afrikaans as a medium language of learning and teaching) have been approved for 

teaching in English, except for African Languages, Afrikaans, and other minority 

languages, in many schools of the surrounding communities. Since then, the government 

has introduced a series of curriculum designs to effect decent and quality education for 

all learners in the country (Umugiraneza et al., 2018). 

 

4.3.1.1 Theme 2: EFAL improves curriculum management and implementation, 

content mastery, and pronunciation and enhances vocabulary 

The participants indicated that it is important to understand CAPS management and 

implementation. This includes content delivery and mastery because it is time-framed and 

needs to be handled in a way that one should be able to catch up if there is a loss of time 

for any content missed. The participants’ verbatim is hereunder quoted: 

Participant 3 indicated: “We need to manage curriculum and understand the skills that 

learners must learn to ensure mastery of content prescribed by CAPS policy document.” 
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The participant further elaborated that when learners master language skills and increase 

their vocabulary in the English language, there is a considerable impact on their 

performance in other subjects taught in EFAL. 

Participant 4 indicated that “CAPS understanding is important for curriculum management 

and implementation, which guides teachers to follow the correct procedures to teach and 

assess learners.” This also clarifies the importance of understanding EFAL management 

and implementation through CAPS policy in primary schools. The participants’ responses 

highlight objective 2 of the study.  

English seems to gain global attention when it comes to learning and teaching. In some 

countries, it has gradually been introduced and thus has become a compulsory subject in 

primary schools (Qi, 2016). Language proficiency is the primary factor influencing the 

performance of pupils with English, according to Demie (2018), as an additional language. 

Demie also argues that with this language as being the language of instruction, for pupils 

to fully and effectively access the curriculum, they need to be ‘fluent in English’ (2018: 

641). 

 

4.3.1.2 Theme 3: EFAL improves critical thinking in debates and conversations, 

enhancing collaborative interactions 

The responses of the participants relate to objective three of the study. They correctly 

outlined the skills relevant to EFAL learning and teaching according to CAPS requirement 

curriculum policy. For example, the following participants’ responses highlight the 

importance of EFAL’s critical skills for improving debates and conversations when 

teaching listening and speaking, writing and presentation skills. 

Participant 4 indicated: “…listening, speaking, and reading skills are critical factors for 

EFAL learning and teaching.” 

Participant 3 indicated: “…we need to ensure that learners are equipped with all critical 

language learning skills for EFAL because when debating, they collaborate with their 

peers to win.”  
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Participants 1 and 2 mentioned that these skills would demand different approaches from 

teachers when taught. Their responses highlight that each skill will be treated except for 

accommodating learners who are not fluent in EFAL. 

The National Curriculum Statement Grades R-12 (2011) aims to produce learners that 

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

When teaching and learning EFAL, a learner can do this; the system is believed to have 

achieved its goals. It is thus concluded that mastering writing and reading skills help 

learners to perform well in other subjects other than one language. If the English 

curriculum is well managed and monitored in a learning environment, other subjects 

taught in English will be more accessible to learners to compete fluently. 

As it is built on the democratic and constitutional ethos, the national curriculum aims at 

building learners capable of identifying and solving problems, making decisions using 

critical thinking, and playing essential roles in their groups or teams. These learners will 

be able to work effectively as individuals and with others as team members. In their own 

space and the learning environment, they will be able to organize their work and manage 

themselves and their activities responsibly and effectively (NCS, 2011: 5). As learners 

and life-long researchers, they will be able to collect, analyze, organize, and critically 

evaluate information presented to them or collected by themselves. 

Morley and Rasool (1999: 19) quote Vaizey (1961), explaining that we live in a time when 

knowledge is exploding. It is within this context that NCS Grades R-12 is aiming at building 

learners who can use science and technology effectively and critically show responsibility 

towards the environment and health of others, communicating effectively using visual, 

symbolic or language skills in various modes. Learners should demonstrate an 

understanding of the world as a set of related systems by recognizing that problem-

solving contexts do not exist in isolation (NCS, 2011). 
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4.3.1.3 Theme 4: EFAL takes note of learner background and adopts different 

teaching and learning methodologies 

The participants' responses highlight the key factors in curriculum implementation 

management following CAPS policy requirements involved in primary schools. For 

example:  

Participant 3 indicated: “EFAL caters for most learners who are not First Language 

English speakers.” This participant further elaborated that EFAL provides a cut form for 

both spoken and written English that assists them in learning, corroborated by Probyn 

(2001), who posits that English is a tool that accelerates the transmission and studying of 

a subject matter. 

Participant 2 indicated: “EFAL covers skills and values worth learning in SA schools. 

EFAL learning ensures that children acquire and apply knowledge and skills gained from 

their background”.  

Participants 1 and 4 indicated that learners come to school with prior speaking knowledge 

to communicate and share their experiences with others, showing that they are social 

beings; they don’t exist in isolation. They indicated that a language is a tool for thought 

and communication that allows learners to acquire knowledge and express their ideas, 

feelings, and background. Thus, learners use their mother tongue to communicate whilst 

playing with others. 

The participants further declared, “Educators need proper planning to accommodate 

learners of different cultural, racial, and ethnical groups in the teaching and learning of 

EFAL classroom.”  

South Africa is evolving from complex political backgrounds, multiculturism, and 

multilingualism, and access to English as a medium of instruction in schools has been 

different. Differing contexts tremendously influenced academic performance (Desai, 

2016: 343). The author also postulates that the successful acquisition of English and 

exposure to it vary vastly in different contexts. Therefore, the acquisition will require 

different approaches. 
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The author says that what works for a ‘middle-class child in a former ‘White’ suburb will 

not necessarily work for a poor working-class child in a township’ (2016: 343). 

Many researchers have resurfaced despondent flaws of the education system in many 

schools in SA, exceptionally those whose majority are African children (Christie, 2008; 

Fleisch, 2008; Macdonald, 1990; Kallaway, 1984). The sentiment is also purported by 

Prinsloo, Rogers and Harvey (2018) that despite large allocations in schooling after 1994, 

SA learner achievement still ‘remains poor’ (2018:1). These latter authors also argue that, 

even though huge investments are made in education, achievement remains unchanged 

among South African pupils. And they have pinpointed language as a decisive factor, 

given the political history and multilingual context of South Africa. 

 

4.3.1.4 Theme 5: EFAL best implemented in elementary grades: Foundation 

Phase 

Implementing the EFAL curriculum in early grades gives learners an advantageous 

position to gain more vocabulary, which could enhance their chances to express 

themselves more fluently and confidently, building confidence in learners. Thus, Curry 

and Adams (2014) pointed out that collective school management is essential in 

managing and implementing the EFAL CAPS curriculum. 

The participants in their responses alluded that when EFAL is implemented in elementary 

grades, this could improve their performance in subjects where EFAL is used as a 

medium of instruction. The participant clarifies objective 4 of the study, which stipulates 

the environment conducive to the implementation of EFAL curriculum following CAPS 

policy requirements in the primary schools: 

Participant 1 indicated, "The best implementation environment of EFAL is when done in 

earlier grades such as Grade R.” 

Participant 2 indicated, “The school, as learning environment, must be tension-free, safe, 

accommodating, and enabling free learning and expression.” 
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To accentuate the implication of collective management, Szczesiul and Huizenga (2014) 

called management a fight to simplify and support teamwork and upcoming managers, 

purely specifying that schools' and stakeholders’ relations without appropriate oversight 

will keep on deteriorating. Hence, this will negatively impact the best conducive 

environments for managing and implementing the EFAL curriculum in primary schools. 

A safe and orderly environment allows uncompromised attention to curriculum 

management and implementation fundamentals. Discipline and good behaviour follow 

when learners feel safe and secure in teaching and learning environment. Ultimately 

teaching and learning become effective, and the results improve (Maringe et al., 2015; 

Mouton et al., 2013: 33). When leadership is centred on a team approach within the SMT, 

and showing evidenced courage, empathy, adaptability and flexibility, preparedness to 

work with all stakeholders in teaching and learning will bear positive results. 

In a school where SMT develop a culture of concern and aspiration to improve the life 

chances of learners in totality, teaching and learning in that environment glow (Maringe, 

2015). When the SMT develops empathetic and community-oriented leadership, 

stakeholders become attracted, and curriculum monitoring and management will suffice 

the vision and mission of the school, thereby embracing the principles and goals of CAPS 

policy (Mbokazi, 2013 in Maringe, 2015: 368). 

 

4.3.1.5 Theme 6: EFAL successes and the value of assessment 

The participants outlined the 5th objective of the study. The objective wants to determine 

the success factors for the curriculum management implementation of EFAL through 

CAPS policy requirements in primary schools. Management of learning and teaching in 

the English First Additional curriculum, through CAPS policy, should be done by SMTs to 

ensure effective delivery of the teaching and learning process. 
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The participants, thus, responded by highlighting this: 

Participant 1 indicated, “If EFAL curriculum is best managed and implemented in primary 

schools, learners’ performance in other subjects taught in EFAL will improve, which will 

improve their performance levels during the assessment process.”  

Participant 2 indicated, “Best management of EFAL implementation in primary schools by 

SMTs will boost the learners’ confidence to express themselves and have the opportunity 

to explore challenging topics.” 

Participants 3 and 4 indicated when EFAL is best implemented in primary schools, there 

will be a noticeable impact on learners' performance in other subjects taught in EFAL. 

Maringe et al. (2015) make mention of factors which advance success against all the 

odds. To suffice the National Statement, teachers and learners must demonstrate some 

core skills to successfully implement and acquire the set National Curriculum Statement 

goals in the teaching and learning environment (CAPS, 2021; NCS, 2011; ELRC, 2003: 

C-53).  

Subject content and assessment processes are succinctly delimited by specific policies 

(DBE, 2019; DBE, 2011). The work is divided into the number of teaching and learning 

days per term, subdivided into two-week cycles, to be implemented nationwide to foster 

uniformity in schools. The trimmed assessment programme for EFAL during the COVID-

19 pandemic also specified that learners should be assessed on specific work volume 

and assessment forms (DBE, 2022, 2020, 2019) in the term. The specified workload that 

should be covered must be monitored and controlled by SMTs before and after the 

assessment in the form of item and error analysis (DBE, 2021). 

 

4.3.1.6 Theme 7: EFAL acquisition and utilization of resources and the provision 

of democratical ideals 

CAPS prescribes that they should first be identified in addressing barriers to learning. All 

relevant structures within the school community – teachers, District-Based Support 

Teams, Institutional-Level Support Teams, parents and Special Schools as Resource 
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Centers, must come to play so that the teaching and learning process can be nurtured 

and promoted to the maximum level. The participants’ responses clarify objective 3 of the 

study, which wanted to indicate the challenges the SMTs encounter when managing the 

implementation of EFAL in primary schools. Participants’ conversations attested to this 

during the interview sessions: 

Participant 1 indicated: “…most learners are promoted to the next grade with limited 

vocabulary acquired from the previous class due to limited resources.” The participant 

stated that a lack of reading materials in primary schools and limited specialized teachers 

in the subject or language could hinder language acquisition, which hinders DH in 

managing the proper implementation of EFAL content in the teaching and learning 

environment. 

Participant 4 indicated, “…we make sure that resources are available for reading and 

writing, and classroom walls are print-rich.” 

However, other participants clarified that EFAL as an additional language should have 

additional resources accrued to enhance better teaching and learning. Print-rich 

classroom triggers a positive learning atmosphere and memorable pictures of what has 

been taught. 

As Hoadley, Christie and Ward (2009: 373, in Naicker, Grant & Pillay, 2016: 1) indicate, 

South African schooling has undergone vigorous changes in the post-apartheid period 

owing to changes in legislation that regulate schooling. Even after excellent policy 

interventions to improve the quality of schooling in this country, as the authors put it, the 

output of the public schooling system continues to remain uneven. The authors 

researched the practice of leadership in performing disadvantaged schools. The objective 

was to uncover leadership networks, leaders' day-to-day practices within highly 

functional, disadvantaged schools, and how they influence school success (Naicker et 

al., 2016; Maringe et al., 2015: 367). They concluded that such a nuanced understanding 

of leadership practice might potentially motivate leaders of underperforming schools. This 

would ultimately improve the turnover of the country's quantity and quality of human 

capital. 
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4.4 COLLABORATIVE LEADERSHIP THEORY AND LITERATURE: ITS 

RELEVANCE TO THIS STUDY 

The Oxford Dictionary (2010:277) defines collaboration as working together, particularly 

in literary or artistic production. When working with dissimilar people, it is more pertinent 

to accomplish a common goal and purpose. In partnership, the services, such as aptitude, 

implementation, capability, ability and knowledge, demonstrate skill. 

The literature further describes teamwork as the capacity to work collectively while 

considering the worth of growth and as a call for partnership in jointly working together 

(Dereli & Aypay, 2012:1262). Teamwork is again further understood to mean working 

together to attain common goals.  

This theory undertakes that a cluster of individuals cooperate by collaborating and 

organising their exertions once they exceed individual benefits to follow collective goals 

(Dereli & Aypay, 2012). As referred to in Chapter 2, collective management is regarded 

as a school management exercise in which all SMT members work together throughout 

the whole school community to guarantee precise results and activities that are accepted 

to keep the school booming. This collective effort must be stretched to and shared 

between the stakeholders in education – learners, teachers, parents, and the employer. 

One may ask whether the SMT could collaborate with other schools whose performance 

is outstanding to learn better formulae to manage EFAL curriculum implementation to 

improve learning in their school.  

The discoveries in this study undeniably accentuate and support the concept by 

recognising that, for teaching and learning procedures to successfully manage the 

implementation of EFAL under the auspices of CAPS policy, SMTs and teachers cannot 

operate in isolation. Inferring from the findings in this research, the management of EFAL 

implementation is still to be improved because some of the SMT members are not on par 

with CAPS policy prescripts. The roles of SMT members in curriculum delivery and 

management need to be improved. 

Most of the Xhariep District primary schools use EFAL as a medium of instruction in all 

grades. The research has shown that SMT members need to collaborate to strengthen 
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the positive effects of the EFAL curriculum in teaching and learning. If this can be 

improved, learner performance in reading and writing can improve, and subsequently, 

learners will perform better in other subjects. 

Every school’s aim and objective of management must be to improve the teaching 

methods and learning and advance comprehensive networks with every participant 

through operative partnerships and common conclusions.  

Prudent leaders understand that schools and stakeholders need to cooperate to advance 

learner performance (Jeynes, 2018). Stakeholders can be invited to share their expertise 

with school leaders, attend school activities and have working relations with teachers and 

SMT members to communicate their perceptions and vision for the school (Heinrichs, 

2018). 

 

4.5 CHAPTER SUMMARY 

This chapter advocated the critical aspects of the study holds. The nature and scope of 

the analysis are grounded in the study's objectives. 

The responses are from the SMTs regarding their knowledge and capacity to lead the 

teaching and learning process on their acquisition of EFAL as an aspect of the CAPS 

curriculum. The analysis and responses articulate the following critical skills in the 

introduction of EFAL management and adoption. These include, among other things: 

effective communication skills; collaborative quests; cultural tolerance; diversity 

management; analytical and critical thinking skills; and offering guidelines and evaluation 

grounded on EFAL. 

The lawful responsibility of increasing a learner’s performance pertains to all teaching and 

learning environment stakeholders, which is stated in the South African Schools Act, 

which permits parents, districts, provincial departments, and labour movements, to 

mention a few, to be part of the teaching and learning process, regardless of their origin, 

gender, creed, and financial status. The SMTs and educators must work collectively with 
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other stakeholders to improve dynamic relationships for the sustained value of the 

learners.  

The following section gives the proposals and decisions arising from the research 

conclusions. 
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CHAPTER 5  

RECOMMENDATIONS AND CONCLUSION OF THE STUDY 

 

5.1 INTRODUCTION  

In the previous chapter, data collected from the participants was presented. It was 

analysed and interpreted following data analysis processes. During the data analysis 

process, seven themes emerged, which were then discussed. The findings of the study 

were also presented and discussed in Chapter 4. 

This study aimed to explore the management of EFAL implementation in primary schools. 

Seven themes emerged from the study and are summarized below. 

 

5.2 SUMMARY OF THEMES 

Through data gathering, analysis and interpretation from theme one, participants clarified 

the management of EFAL implementation in the teaching and environment as a tool that 

can be used for cultural transmission in teaching and learning. The second emanated 

from the findings that EFAL notes learner background. Participants also highlighted that 

when the EFAL curriculum is implemented and managed effectively, this can improve 

learner performance and content mastery in any subject delivered in EFAL.  

The fourth theme that emerged dealt with EFAL improving critical thinking in debates and 

conversations in the teaching and learning environment, which concurs with the study’s 

theoretical framework, which is collaborative leadership theory. To be well implemented, 

the participants' responses showed that EFAL requires effective use of resources to 

achieve democratic ideals, highlighting theme five of the findings. The sixth and seventh 

themes clarified that EFAL is best when implemented in early grades in elementary 

grades, and this will improve learner achievement as they are assessed. 
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5.3 RECOMMENDATIONS  

The following recommendations are made to close the gaps that exist regarding the 

implementation and management of EFAL. 

The language level, skills, and approaches must be considered when teaching EFAL. 

Therefore, teachers must use different methodologies to assist learners in understanding. 

Thus, they need to collaborate with other stakeholders to learn other approaches. The 

skills are still the same as those of the home language. However, the depth differs.  

The process of teaching and learning must inculcate democratic values, which are 

constitutionally grounded. 

EFAL, as a Language of Teaching and Learning across the teaching and learning 

spectrum, must enhance the essence of self-expression and confidence to learners. 

EFAL, as an additional language in the learning and teaching process, needs an 

environment that promotes acquiring resources for better mastery of content (print-rich 

classrooms; talking walls – painted outside walls with pictures) to discourage abstract 

learning. SMT must ensure that resources are available for reading, writing, and 

pronunciation. Learners should also get an opportunity to speak more than learn 

passively as it is required by CAPS policy, skill 1: Listening and Speaking. 

Lastly, I recommend further research on the management of EFAL implementation in the 

foundation phase or elementary grades.  

 

5.4 WHY IS EFAL IMPORTANT 

Language develops communities impart shared values in society as a matter of human 

coexistence. Language ought to breed noticeable aspects of participation, listening ability, 

communication expression and worth of dialogic conversations with good, sustained 

conversations. Good language development is about consolidated self-identity and 

confidence to try and tap new terrains in collaboration and participation. 
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Respect and tolerance are inherent elements of societal and community unity that EFAL 

could advance in the context of social justice and a quest for human rights advocacy, as 

espoused by the Constitution of South Africa, 1996. 

EFAL is the subject or language that helps learners understand most content-based 

subjects taught in the second language. 

Language proficiency helps learners improve their performance in other subjects taught 

in EFAL, ultimately improving their general performance. 

For good results for learners in primary school, the targets must be met; if this is achieved, 

learners will feel confident enough to express themselves and have opportunities to 

explore and investigate their projects that inform their understanding. 

The knowledge and skills that learners acquire are also the measuring stick that shows 

the successful implementation of EFAL in the teaching and learning environment. 

SMTs must ensure that learners learn what they are supposed to know, when, what, and 

how they are supposed to learn a particular skill: Most importantly, listening and speaking, 

as well as reading and writing, and writing and presenting, are part of the skills that enjoy 

greater tuition time. STMs must ensure that what learners know is integrated and 

presented in English. 

 

5.5 CHALLENGES IN LEARNING AND TEACHING EFAL 

The background of learners taught in EFAL poses a severe challenge, and this must be 

considered. Learners progress to the next grade with a limited vocabulary, therefore, they 

lack language proficiency. The vocabulary stipulated for each grade sometimes is a 

challenge.  

Vocabulary acquisition is also a fair aspect of monitoring and development. Hence, when 

introduced in an early stage, the learners can make sure that they improve their 

vocabulary level as stated in the CAPS policy for each grade. The number of words stated 

in each grade per term that need to be acquired, and if not adhered to, poses a severe 

challenge when learners must express themselves in speaking and writing skills. 
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The challenge of implementing EFAL is the pace of learning and understanding of 

learners because learners' learning and comprehending styles differ from learner to 

learner. EFAL is not their mother tongue language. 

In grades where EFAL is introduced late (Grade 4), it is sometimes challenging for 

learners to familiarize themselves with this new norm: English is now a language of 

teaching and learning. 

However, most are beginning to accept the new setup, whilst some might struggle with 

the new norm, which is that of English being used even across the curriculum. Issues of 

speaking and writing are the main challenges because the learners, as I have mentioned 

before, come from a strong African Language background. 

 

5.6 STUDY CONCLUSION 

The study endeavoured to show the importance of the EFAL curriculum as a unifying 

aspect in the teaching and learning environment when its implementation is well 

managed. What has been found from the participants’ answers is that some did not have 

a clear picture of their roles as curriculum managers, who must usher in implementing 

and managing the EFAL curriculum under the auspices of the CAPS policy. 

EFAL promotes collaborative teaching and learning towards the ideal of teamwork in 

curriculum implementation to achieve the set goals and vision of the Country. Through 

EFAL as a Language of Teaching and Learning, learners are capable of mastering other 

subjects’ content taught in EFAL. Therefore, it plays a pivotal role in content mastery and 

language skills acquisition for better development and global interrelationships.  

As education is an indispensable tool for any country and its citizens to achieve social 

development, EFAL mediates young people and communities to scientific concepts 

needed for social development and economic growth to improve living conditions and 

eradicate poverty, hunger and social intolerance. 

There are many challenges in schools using EFAL. As directed by the CAPS policy, its 

implementation still poses serious challenges. Schools are still experiencing a shortage 
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of resources: human resources, understaffing, teachers and SMT members who are not 

qualified to teach or manage the language, teaching resources, socioeconomic factors, 

and demotivated learners. 
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APPENDIX 7: TRANSCRIPTS 

 

MONYEKE TF 

AUDIO TRANSCRIPTS 

 

PARTICIPANT 1: Mr Ramoo (pseudonym)  

Question 1: Share with us your understanding of CAPS around English First Additional Language 

in the Primary Schools. 

My answer would be CAPS around EFAL is very important in Primary Schools as to expose learners 

to language which is used worldwide medium of correspondence.  

Second point on that question would be CAPS is mm… focusing mainly on the key concept that 

each pupil can find easily to use at any time, everywhere. However, CAPS does not allow recap of 

concepts at the level of, at the level, at level… eh… at the of eh… a grade. For example, if a…a 

learner did not understand adjective as a content eh…mm… that was to be taught in grade 4, at 

her level, the cognitive level eh… and that cognitive level of grade 4, he or she has missed the 

whole concept or content as in the mis… next grade is done in the higher level, meaning that in 

grade 4, in grade 5, the standard of adjectives or yes, yes of adjectives will be higher than when 

she… that learner has grasped ehm… adjectives – correctly in the grade, in the grade she was. 

 

Question 2: Why is CAPS understanding important in both management and implementation? 

The second question is that why is CAPS understanding ehm… important, important in both 

management and implementation? It is important to understand CAPS in management and 

implementation because it is time-framed and it needs to be handled in the way that, one should 

be able to do catch-ups if there is loss time for any content missed. It needs proper planning so 

that learners and at the grade can acquire skills and knowledge aimed in the grade. 

 

Question 3: Which critical factors ought to be taken into cognizance in the CAPS 

implementation regarding English First Additional Language? 

The third question says which critical factors ought to be taken into ‘concinse’ in the APS 

implementation regarding English First Additional Language. Hmm… the background of learners 

who are taught must be taken into consideration. Most learners are speaking their ‘mata’… their 

mother tongue in while playing, speaking, and doing everything. So, they need proper planning 
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so that they can be accommodated. Learners’ pronunciation and spelling might need closer look 

at as there might be a challenge for learners  

 

Question 4: What are the challenges in the implementation of CAPS in the specific area 

mentioned? 

Uh… question number says what are the challenges in the implementation of CAPS in the specific 

uh… area mention? As CAPS it is uh… time aligned, most learners might ‘progressed’ to the next 

grade with limited vocabulary that was to be gained in the previous class. Learners will not have 

language proficiency in this stipulated time and grade. 

 

Question 5: In what conducive and best environment can the implementation and 

management of CAPS for the EFAL be adopted and managed? 

The last uh… number 5 is that cons… conducive eh… in what conducive and best environment can 

im… can the implementation and management of CAPS for EFAL be adopted and managed? I 

think EFAL can be conducive and be managed well eh… in grade R, because learning language at 

earlier stage is easier than when learners are older.  

Again, vocabulary stipulated for each grade sometimes is a challenge. Therefore, when 

introduced early stage the learners can make sure that they, their vocabulary is growing faster 

because they need, they, they like uh… to know more about the words. 

 

Question 6: What indicates the best implementation and management of CAPS for the EFAL in 

the primary schools? 

The last one is what are… what indicates the best implementation and management of CAPS for 

the EFAL in the primary schools? Eh… what I think eh… about this, eh… ntate is that language 

proficiency at the school, learners, will be increase and learners will pass as most of le…, eh… 

subject or learning areas are done in the first additional language. First additional is the subject 

or is a language that helps learners to understand most of eh… content based and then the 

subjects which are taught in the second language.  

I thank you. 
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PARTICIPANT 2: Mapha (pseudonym) 

Question 1: Share with us your understanding of CAPS around English First Additional Language 

in the Primary Schools. 

The first one which read thus: share with us your understanding of CAPS around English First 

Additional Language in the primary schools. I answered in this way: 

It is the National Curriculum Statement Assessment Policy used to guide teacher what and how 

to ‘taught’ learners. It covers skills and values worth learning in South African schools. Its aim is 

to ensure that children acquire and apply knowledge and skills. 

 

Question 2: Why is CAPS understanding important in both management and implementation? 

Number two: Why is CAPS understanding important in both management and implementation. 

CAPS is important in both management… CAPS understanding is important in both management 

and imp… and implementation because it make managers which eh… departmental heads of 

curriculum to be able to manage the learning of learners even if they are not in that particular 

class.  

It also ‘make’ the job easy of ‘imple’… of implementing learning of learners because teachers 

know what to teach, and how to teach, and when to teach that particular eh… subject, especially 

the first Additional Language. Thank you. 

 

Question 3: Which critical factors ought to be taken into cognizance in the CAPS 

implementation regarding English First Additional Language? 

Number two: Which critical factors ought to be taken into cognizance in the CAPS implementation 

regarding English First Additional Language?  

The critical factors need to be taken into cognizance in the first additional language is that, eh… 

first additional language of… is the language of instruction. It is not their home language. The 

language level, language skills, language approaches need to be considered when teaching 

English First Additional Language. Therefore, teachers must use different methodologies to assist 

learners to understand this language who is not, which is not their home language. 

 

QUESTION 4: What are the challenges in the implementation of CAPS in the specific area 

mentioned? 

the fourth one: What are the challenges in the implementation of CAPS in the specific area 

mentioned? 
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The challenges of implementing it is the pace of learning and understanding of learners because 

the learning styles of learners differ from learner to learner. English first Additional Language is 

not their mother tongue language. 

 

Question 5: In what conducive and best environment can the implementation and 

management of CAPS for. 

Number five: In what conducive and best environment can the implementation and management 

of CAPS for the English First Additional be adopted and managed? 

The learning environment must be tension free, save, accommodative, etc. then it will make 

learners free and willing to learn. 

 

Question 6: What indicates the best implementation and management of CAPS for the EFAL in 

the primary schools? 

The last one: What indicates the best implementation and management of CAPS for the English 

First Additional Language in the primary schools? 

The results of learners in the primary school, the targets that are set are met; learners are 

confident enough to express themselves; they also have opportunities to explore and investigate 

their projects that inform understanding. The knowledge and skills that are acquired by learners 

are also the measuring stick that shows implementation and management of CAPS for English 

First Additional Language. 
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PARTICIPANT 3: Mole (pseudonym) 

Question 1: Share with us your understanding of CAPS around English First Additional Language 

in the Primary Schools. 

The understanding of CAPS AROUND English First Additional Language in the Primary Schools. My 

understanding is that the CAPS First Additional Language eh… caters for most of ‘the our’ learners 

who are otherwise not eh… first language English speakers, home language English speakers. But 

however, it provides a cut form for them to learn both the spoken, the written English that will 

assist them in learning, because most of our eh… subjects are taught in English. Eh… the skills are 

still the same as those of home language, however, the depth differs.  

 

Question 2: Why is CAPS understanding important in both management and implementation? 

Question 2: Why is CAPS understand important in both management and implementation? Is very 

important that as educator, and eh… managers we understand the skills that the learners must 

learn as per the weeks that are provided in the CAPS documents in our ATPs, to ensure that 

learners learn what they are supposed to learn and when, when they are supposed to a particular 

skill. Most importantly listening and speaking as well as reading and writing and writing and 

presenting are part of the skills that enjoy greater tuition time. Therefore, it is very important that 

when we implement that, we bear that in mind that speaking and reading as well as writing and 

presenting enjoy, must enjoy a great tuition, great number of periods, and it should be very 

eh…eh… visible even in the learners’ books. 

 

Question 3: Which critical factors ought to be taken into cognizance in the CAPS 

implementation regarding English First Additional Language? 

Which critical factors ought to be taken into cognizance in the CAPS implementation regarding 

English First Additional Language?  

Eh… the first critical skill is that we need to understand that our learners are not English speakers. 

But, however, that should not underpin our approach. Our approach is to ensure that they also 

learn the skills that I have mentioned before. And, eh… we need to ensure that we integrate 

whatever they know and then we present it into English whatever they know in their home 

language. 

 

Question 4: What are the challenges in the implementation of CAPS in the specific area 

mentioned? 

What are the challenges in the implementation of CAPS in the specific area mentioned? 
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The main challenge is that, because our learners come from a…a vernacular eh… background, it 

is sometimes challenging to familiarize them with these new eh… norm which is that English is 

now a language of teaching and learning, especially in grade 4 because majority of them have 

been using their home languages to do a lot of subjects. Now English as a First Additional 

Language becomes integral. But however, most are beginning to o… to eh sha… to light up to the 

new setup whilst some might struggle to the new norm, which is that of English being used even 

across the curriculum. Issues of speaking eh writing are the main challenges because the learners 

like I have mentioned before, comes from a strong African Language background. 

 

Question 5: In what conducive and best environment can the implementation and 

management of CAPS for. 

In what conducive and best environment can the implementation and management of CAPS for 

the EFAL be adopted and managed? X 2 

Eh… we need to ensure that eh… we make sure that resources are available reading eh… learners 

also get an opportunity to speak more than learn passively because language is like riding a 

bicycle. The more you don’t speak it, is the more you will struggle to learn it. We need to make 

our walls print rich. As teachers, our school should be also alsoch… and also ensure that we make 

language, language fashionable. 

 

Question 6: What indicates the best implementation and management of CAPS for the EFAL in 

the primary schools? 

What indicates the best implementation and management of CAPS for the EFAL in the primary 

schools? X 2. 

Indicators would be, I like… I have said, our environment, whether we make our environment 

print-rich, eh… our learners they will engage in the English language has a huge impact on how 

they perform in other subjects. Like I have just said English across the curriculum. 
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PARTICIPANT 4: Tit (pseudonym) 

Question 1: Share with us your understanding of CAPS around English First Additional Language 

in the Primary Schools. 

Eh, first question e re Share with us your understanding of CAPS around English First Additional 

Language in the primary schools.  

  So, the first thing that I have said is that, eh… CAPS provides eh… pro…pro…programme, 

promotions, promotion requirements and assessment, eh… within the education system and 

English as... First Additional. The English to provide learners with the necessary knowledge, skills, 

and values within Engli…within English. So, language is a tool for thought and communication 

which allow learners to acquire knowledge to ‘epress’ and to express their ideas and feelings. 

Hmm this is about that.  

 

Question 2: Why is CAPS understanding important in both management and implementation? 

Eh, seven…second question why is CAPS understanding important in both management and 

implementation? Hae, ntate Ae… Ae ha ke sure ke ne ke sa tsebe, ke hore ke e araba jwang. Eh, 

instead in… in management I think it gives you guidance on how to manage the language… the 

language in communication skills, eh… maybe eh… ha…ha ke tsebe haha… I am not sure about 

this one. So ke tla e phasa ke tla kgutlela ho yona hape. 

To go back of the second question e ke itseng ke tla kgutlela ho yona, eh… why is CAPS 

understanding important in both management and implementation? so ke ile ka tlameha hore ke 

e gugule ke…then I found this: Eh, CAPS understanding is important for management and 

implementation eh… for teachers to follow the right procedure, procedures and to meet the 

requirement of CAPS as policy document. By doing so learners will be taught the right information 

and will acquire the paramount skills needed by educa…e.. education system. Eh… assessment 

procedures will be done correctly and according to the system. So, that’s what I have got. Ha ke 

tsebe e tla be e le right.  

 

QUESTION 3: Which critical factors ought to be taken into cognizance in the CAPS 

implementation regarding English First Additional Language? 

The critical factors. Which critical factors ought to be taken in cognizance in the CAPS 

implementation regarding English as First Additional? 

Eh… jwalo ka ha no so mpolelletse hore eh… the critical factors are packaged…i…is a package in 

teaching E…E… English, eh… in… in ntho in the CAPS, because we have these listening and spe…, 

these skills which are listening and speaking, reading and viewing, writing and presenting, and 

language structures. So, they are the most critical factors, eh… in implementing eh… English. And 
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then, there will be also the assessment, eh…regarding those to… acq… to test whether learners 

have acquired eh… more about what they have learned. 

So, I am not sure whether I am supposed to expatiate on the…the or these skills eh…so ke tla e 

tlohela e le jwalo, eno e ne ekare o a e understanda wa tseba hore what is supposed to be done. 

So ke tla e tlohela e le jwalo.  

 

Question 4: What are the challenges in the implementation of CAPS in the specific area 

mentioned? 

She didn’t answer this question. 

 

Question 5: In what conducive and best environment can the implementation and 

management of CAPS for. 

And then question no. 5 in what conducive and best environment can the implementation and 

management of CAPS for EFAL be adopted and management… and managed? Hi, I think is just, 

this is just a one-word answer. I think this is a school, because the school is the best and conducive 

environment when you can implement CAPS, because you cannot say eh, you can you implement 

CAPS at home, or any where else. I think the environment is the classroom, a school. Eh, ke 

Nahana ke yona e ke nang le yona. 

 

Question 6: What indicates the best implementation and management of CAPS for the EFAL in 

the primary schools? 

Number 6: What indicates the best implementation and management of CAPS for EFAL in the 

primary school? I think it is assessment, because, eh… there will be teaching and learning. But eh, 

s… what will indicate the implementation is the assessment, so that you, eh… so that you can eh… 

keng, find out whether learners have achieved or the assessment sh… show whether learner have 

achieved what has been taught or have ‘enquire’ eh…eh gained more knowledge of what have 

been taught. So, it is assessment that indicates proper learning. 

Ntate Monyeke, I think is about that. Thank you. 
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APPENDIX 8: LETTER FROM LANGUAGE EDITOR 
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APPENDIX 9: TURN IT IN REPORT 
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