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ABSTRACT

The decentralisation of governance in South Africamools as embodied in the South
African Schools Act 84 of 1996 has placed consiolereesponsibility in the hands of parents
for the governance of schools through the Schoole@ong Bodies. In the light thereof,
research was conducted in 5 secondary schoolg iBréeyten Circuit, Mpumalanga Province,
South Africa. A phenomenological qualitative apmtvavas used to gather data from a
purposeful sample of members of School Governindi@ofrom selected secondary schools
in the Breyten Circuit. The purpose was to explive impact of parental involvement on
effective secondary school governance in the Breyg@ecuit. The findings revealed that
many parents did not take their role seriously ttupoor educational levels and the lack of
training and familiarity with the legislation emhed in the Act. This compromised their
ability to govern schools. Based on the findinggommendations are made for improvement
of practice.

KEY TERMS

Parent

School governance
School governing body
South African Schools Act

School policies



LIST OF TABLES:

Table 2.1 : National Standards for Parent/Famiyolwement Programmes...... 43
Table 2.2 : Addressing Barriers to Increased ELteRt@l Involvement........... 69



LIST OF FIGURES:

Figure 2.1
Figure 2.2

Roles for Parents in SChOOIS... ... ..o oo 44

The Apartheid Education Dispensatio8outh Africa.................

vi



LIST OF ACRONYMS:

BOG
DBE
DOE
EAK
EEA
ELL
ELPRC
EPA
GBARDS
HDSS
LEA
LSEN
MDoE
MHSC
MOE
NCLB
NECC
NEIMS
NEPI
NZEA
OBE
PRC
PTA
PTSA
SASA
SES
SGB
SMT
)

Board of Governors

Department of Basic Education

Department of Education

Education Act of Kenya

Employment of Educators Act 76 of 1998
English Language Learners

Education Law of the People’s Republic oingh
Education Policy Act 39 of 1967

Governing Body Amendment Regulations foblRuSchools

Historically disadvantaged Secondary Schools
Lesotho Education Act 3 of 2010

Learners with Special Education Needs
Mpumalanga Department of Education

Model of Home-School Cooperation

Ministry of Education

No Child Left Behind

National Education Coordination Cooperation
National Education Infrastructure Managen@ystems
National Education Policy Investigation

New Zealand Education Act 80 of 1989
Outcomes-based Education

People’s Republic of China

Parent Teacher Association

Parent Teacher Student Association

The South African Schools Act 84 of 1996
Socio-economic Status

School Governing Body

School Management Team

United States

Vii



Table of Contents

CHAPTER 1:INTRODUCTION AND BACKGROUND.........ccct iiieeeeaiiiiiiiiee e e eiiiieee e 1
1.1 INTRODUCTION......uttiiiiieiiiitieie e e s eee e e e sttt e e e e e st e e e e e s anseeeeeeeeennnneeeeeannees 1
1.2 BACKGROUND TO THE STUDY ..eettiiiiiiiiiiiieee et eianeee e e 2
1.3 RESEARCH PROBLEM AND RESEARCH QUESTIONS .......ccccociiiieieeeiiiieen. 8
1.3.1 RESEArCh ProbIEM... ..o ee e e e e e e e ———————————— 8
1.3.2 RESEAICN QUESHIONS .....iiiiiieeieiieeieeeetcemmmm e e e e e e e e e e e et ettt r e e e e e e e ananaaseeaeaaeaeeeeees 8
1.3.2.1IMaIN/ TOCUS QUESTION ......cceeiiiiieeeeeiiiti et e e e e e e e e e e e e e e e eeeeeseaee e mmmasnsnnn e as 8
1.3.2.2SUD-QUESTIONS .....eeiiiiiee et eeeeeee s e e e e e e et et e e e e e e e e e e e e aaaaeneaaaeeeeeeeanannnnn 9
1.4 AIMS AND OBJECTIVES OF THE STUDY ..ot 9
1.4.1 AIM OF the STUAY ..ot mmme e es 9
R @ ] o] [T o4 A= O USRI 9
1.5 MOTIVATION FOR THE RESEARCH ..o 9
1.6 RESEARCH METHODOLOGY ....uiiiiiiiiiiiiiiieciie ettt a e e et eeaae e e eaa e ens 10
1.6.1 Philosophical research paradigm .............eueeemiiiiinioeeiiiiieee e 11
1.6.2 Research approacCh ... s 11
1.6.3 RESEAICH UESIGN .ceiiiiiiiiiiiie ittt e e e e e e e e e et e eeee e eenneeeeeeeeeennnnn 12
1.6.4 Population and Sampling ........cooiiiiiiiiiiiiccee e 13
1.6.5 Instrumentation and data collection teChNIQUES .............uuveiiiiiiiniii s 4.1
1.6.6 Data analysis and iNterpretation............... e eeeieiiiiiiiiir e 14
1.7  RELIABILITY AND VALIDITY ootiiiiiiiiiiiiieeeiiis aeiiiiiieae e s ssiireee e e e e s snneneee e e e 16.
1.8 DEFINITION OF KEY CONCEPTS .....ottiiiiiieiiiiiiimiieiee et 17
1.9 ETHICAL CONSIDERATIONS ... .ooiiiiiiiiiiiiie ettt seaee e e 19.
1.10 ANTICIPATED LIMITATIONS OF THE STUDY .....utiiiiies cviiiiiiieee e eeviieeee e 20
1.11 CHAPTER DIVISION ...ouiiiiiiiiiiiiiiiee e sseeite e e st e e e e e st e e e e e e s nsbeeeeenssees 21
1.12 CONCLUSION. ...ttt et e e e e e e e e et e e e e snmnne e e e e nneees 22
CHAPTER 2: LITERATURE STUDY ..ottt siteee e e e nneeeens 23
2.1 INTRODUCTION .. oottt ettt mer et e e e e e e s et e e e e e e s nbr e eneseeeeeeas 23
2.2  PARENTAL INVOLVEMENT ...ottiiiiiiiiiiiiee ettt sniienee e e 25.
2.2.1 National PEIrSPECHIVE .......cceiiieeieeeeeiei e e ettt s e e e e e e e e e e e eeeeeeeeeeeeeeeeeennnne 25
2.2.2 International PEIrSPECLIVES ........iiiii ittt e e e e e e e e e e 29
2.2.3 Conceptualising parental involvement for this study............oooevviiiiiiiiiiiineeee, 35
2.2.4 TheoretiCal PEIrSPECHIVE ......ccuviiiiiiiiiieee e e e e bbb s 36



2.3 SCHOOL GOVERNANCE ... ..o 36

2.3.1 National PEIrSPECHIVE .......ccoiiiiieieiiieeet ittt e e e e e e et e eeeeeeeeeeeeeeeees 39
2.3.1.1 School governance prior t0 1994.........ccooiiiiiiiiiiiiiieeei e 39
2.3.1.2 School governance after 1994.........ccoooo i eeeaaaeees 43
2.3.1.3 The South African Schools Act (84 Of 1996)..........uciiiiiiiiiiiiiiiiieeeeeeiveeeeeeeeees 45
2.3.2 International PEIrSPECLIVE ........cooiiiiiiiiiiieeee ettt e e e e e e e e e eeeee bbb ennaneeeeennnnes 50
2.3.3 Conceptualising school governance for this StUdY.m........ceeeiieeiieeeeiieriiieennn 53
2.3.4 Perspectives of educational POIICIES.........ceueeeiiiieieeieeiiiiiiieer e eeeeeee 53
2.4  FACTORS THAT INFLUENCE PARENT INVOLVEMENT ......... wevveeeiiiiinen. 53
2.4.1 Conceptualising the factors that influence parentalnvolvement in this study ....57
2.5 FACTORS THAT INFLUENCE EFFECTIVE SCHOOL GOVERNANCE ....... 57
2.5.1 The SChOOI €NVIFONMENT ........uiiiiiiiimmmmr ettt e e e e e 57
2.5.2 The SChOOI COMMUNILY .....uiiiiii e e e e e e e e e 58
2.5.2.1 Widespread poverty and illiteracy............ouuuuuuureiiiiiiiieee e 58
2.5.2.2 Location of schools and repreSentivity................uuueiiiiiiniiieeeeeeeeeieeeeee e e 59
2.5.2.3 Training of SChOOI QOVEINOIS.........cccoiiiiiieeeee e erreee e e e e e 59
2.5.2.4 Monitoring @and CONTIQL........cooiiiiiii e 60
2.5.2.5 Access to information and rESOUICES........covvveeeeieeiieeeeeeiiiiii e 61
2.5.2.6 Leadership of the school prinCipal...........ooooiiiiiiiiiiii e 61
2.5.2.7 Appointment and promotion of edUCAtOrS............coeiiiiiiiiiiiiiiiiiiiiiiiieeeeeeeeaeaaees 62
2.5.3 Conceptualising the factors that influence schoolayernance for this study........ 62
2.6 CONCLUSION. .. .ttt eeen ettt e e e e e e e e e e e e e e e e s s s e s nnnnneeaaeeeeeeas 63
2.6.1 KNOWIBUQE ... it e e e e et e et e e et bbb s e e e e e e e e e as 63
A I 1= T o L [0 (=] o1 ] 1= o P 64
CHAPTER 3: RESEARCH METHODOLOGY ..ottt 65
G 70 A | I I (1 16 L O I 0 ]\ P 65
3.2 PHILOSOPHICAL RESEARCH PARADIGM ..ot 65
3.3 RESEARCH APPROACH ....ciii ittt eettimme et e e e e et e e e eeanne 67
3.4  RESEARCH DESIGN ...oooiiiiiiiiiiiiiie ettt ettt e e e e st e e e e e s nmnnnenaans 69
3.5 POPULATION AND SAMPLING .....ccoiititiiiee e esieiit e 71



3.6 INSTRUMENTATION AND DATA COLLECTION TECHNIQUES.... ............. 72

3.6.1ENtry intO the field .....ooeeeeeeeeee e 72
3.6.2 Use Of iN-dePth INTEIVIEWS ......uuueiiieitiiee ettt e 73
3.6.3 Use of documents, images and artifactS .............oooovivieiiiiiiiiiiiiiiee e 75
3.6.4 Ethical CONSIAEIAtiONS.........covuiiiiiieeeeiiiiiieie ettt e e 76
3.7 DATA PRESENTATION, ANALYSIS AND INTERPRETATION..... ...cccccvveennn. 77
G 000 R o o [T P PPURS 77
G N - 1 V£ 1 P UPUSS 79
R S B O | N[ I 1] [ N P 79
CHAPTER 4: PRESENTATION AND DISCUSSION OF THE FINDI NGS .................. 81
4.1 INTRODUCTION ....cttiiiiiiiiiiiitee ettt mm e e e e e e s st e e e e e e ansbaeeeeee e s s nneeesnnnneees 81
4.2 PRESENTATION OF FINDINGS: INTERVIEWS.......cooiiiiiiieee e 81
4.2.1 The level of parental involvement in the governancef secondary schools in the
==Y (=T O ol | 81
4.2. 1. 1Parental INVOIVEIMENT........ccoiiiiiiiiiii ettt e e e e e e e e e e e e e e e s s s nananes 81
o i e =) 11 Vo SRR 83
N R o (o Tod U1 =T o T | A PP 83
o S Tl o To | N o o ][ 84
i W S €1 = 3 41T 1] o L 84
4.2.2 Factors that influence parental involvement in schol governance ...................... 85
4.2.2.1 Apathy and eXPeCLatiONS .........uuuuuuiiiiiie e e e eeeeeeeetiereenr et e e e e e e e e aeeeeeeeeenees 85
4.2.2.2Attitude of the educators and the prinCipal............ccceeviiiiiiiiiiiieeeeeeeeees 85
4.2.2.3FINancial ManagemMeENt.........cooo oo e 87
A.2. 2 AINCENTIVES ...ttt eeee e e e e e e e e e e et e e e e et ettt bbb e e e e e e e e e aaaaaneeaeaaaaaaas 87
4.2.2.5Level Of @dUCALION..........ccoiiiiiieii e 88
4.2.2.6Management style of the principal.............ooooiiii s 88
4.2.2.7S0CI0-eCONOMIC StAtUS Of PArENLS......uuueeiiiei ettt 89
4.2.2.8Transport (Location of the SCNOOIS)..........uuueiiiiiiiei e 90
4.2.2.9W0rking NOUIS fOr Par@NiS........ueuiiiiieie e e e e e e e eeeeeeeeaanens 90
4.2.2.10Mode Of COMMUNICALIONL.......cciiiiiiiiiiiiiiei e e e e et r e e e e e e e e e e e e e e e e e e s s e annns 90



4.2.3 The performance of the SGBs in the secondary schaah the Breyten Circuit...91

4.2.3.1 Behaviour of SGB MEMDEELS......ccoiiiiiii e 91
4.2.3.2Capacity Of the SGB t0 QOVEIM......ccooi i e e e eeeeeaeeees 92
4.2.3.3FUNCHONS Of the SGB.......iiiiiii e 93
4.2.3.4Governance Versus ManNageMEINL . .......ocuiiuuuuaeaeeeiiiia e e e eeeiireaa e e e e eeeea e e e eeeeannnnns 94
4.2.3.5REIALIONS. ...ttt e 96
4.2.3.6Performance of the SGB...........ooiiiiiiiiiiirrr e 97
4.2.3.7The South African Schools Act (84 0Of 1996)..........cceiiiieiiiieeeiiieieeeeeeeeeeeeeeeeees 97
4.2.3.85CN00I POHCIES ..o it a e e e e e e e e e e s 99
4.2.3.9SGB EIECTHIONS. ... ..ttt ettt e e e e e 101
4.2.3.10 SGB MEETIINGS. ..tttuuuuiiiii e e e e e e e ei et eettttta s rreess s e e e e e aeeeeeeaeeeesessesnnnnn e aann 102
4.2.3.11 TiMeE fOr MEEIINGS. ... i i e e e ee et e e e e e e e e e e e e e e e e e e eaaeeeees 105
4.3.2.12 Training Of the SGBS........cuuuiiiiiiiiiiie et e e e e e e e aaeeeeeennnnes 105
4.3 PRESENTING THE FINDINGS - DOCUMENT REVIEW ......... coooeiiiiiiiiieeeen, 107
4.3.1 Minutes of SGB MEELINGS ......ciiiiiieitccee et e e e e e e e e e e e eeeeeeeeeeeeannne 107
4.3.2 Minutes of SGB sub-committees Meetings ...ccc...coovvveiiiiiiiiiiiiii e 108
4.3.3 Reports of financial Management....... ..o 108
4.3.4 Record of SGB training at SChool leVel ... 108
4.3.5 Records Of fUN-TaiSING ......cceuuuuiiiiiee et e e e e ee e e e ee e e e eeeeeeseennee 108
A.3.6 YA PIAN ... e —————— e e e e 108
A4.3.7 SCNOOI POIICIES ...t e eeee e e e e e e e e e e e e e e e e eeeeeaenees 109
I B 1 1 O 0 15151 [ ]\ PP 109
4.4.1 The level of parental involvement on the governancef secondary schools in the
Breyten CIrCUIL ... ..uu ettt e e e e e e e e e e e e e e e eeeeeeeeeeeeneee 109
4.4.1.1Parent INVOIVEMEBNL. ......ooiiiiie et e e e e e e e e e e ee e s 109
o 2 = T =] (] o o [PPSR 110
R e (o Tt U £ =T 0 =T o | PRSPPI 110
g NS Tod o To ]l o o] [ o3[ USRRT 110
A.4.1.5 SGB MEEBIINGS ..o e i ettt eeaa e e e e e e e e e e e e e e e e e e et bbb e e e e e e e e e aaaaaea s 111

Xi



4.4.2 Factors that influence parental involvement on schal governance..................... 111

4.4.2.1Apathy and eXPeCTAtiONS..........uuuuuuiiiiie e e e e e eeeeeee ettt eeeb s e e e e e e e e aeeeeeeeesnees 112
4.4.2.2 Attitude of the educators and the prinCipal..........ccceiiiiiiiiiiiieiee 112
4.4.2.3FINancial ManagemeNt..........coooiiiiiiiiiiiiir e 112
A.4.2.4 INCENTIVES. ...ttt ee e e e e e e e e e e e e e ettt ettt et e e e e e e e e e e e e aaaaaaeaaeaaaes 113
4.4.2.5Level Of @AUCALION. .......uuiiiiiiiiiiiiii s 113
4.4.2.6 Management style of the princCipal............ooovviiiiiiiiieeeee e 113
4.4.2.7Socio-Economic Status Of Parenis..........cooovviiiiiiiiiiiiiiiiiiiieeeeeeees s 113
4.4.2.8Transport (Location of the SChOOIS)...........uvueiiiiiiiiiieee e 114
4.4.2.9Mode Of COMMUNICALION. ......ceiiiiiiiieeeie et e e e e e 114

4.4.3 The performance of the SGBs in the secondary schaah the Breyten Circuit .114

4.4.3.1 Behaviour of SGB MemMDbDELS........cooiiiiiiiiii e 114
4.4.3.2 Capacity of the SGB t0 QOVEIN........uuiiiiii e e eeeeeeeeeeeeeiee e e e e e eeaeas 114
4.4.3.3 FUNCEIONS Of the SGB.......ouiiiiiiiii 115
4.4.3.4Governance Versus ManagemMeENL. ... ..c.uuivieuuieeeeieeeeiieeeeiseessnmsis e eeiseeesaaeeenes 115
A.4.3.5REIALIONS. ...t e e e e ettt a e e e e e e e e aaeaaaeaaaees 115
4.4.3.6The South African Schools Act (84 Of 1996).........cceiiiiiiiriiiiiiiieeeeieees 115
4.4.3.7SCNOOI POIICIES ....cceiiiiiiiiiiie ettt e e e e e e e e e e eeeee e s bennnns 116
A.4.3.85GB MEEIINGS. ..ot i et eeeeeee ettt eeaaa e e e e e e e e e e et e e e ettt e e e e e e e e e anaaaaeas 116
4.4.3.9TIME fOF MEELINGS ...eteeeeeeiitiitteee e e ettt e e e ee e e et e et bbb e e e e e e e e eeaeeeeeenenens 116
4.4.3.10TrainiNg Of the SGBS.......uuuuiiiiiiiii ettt e e e e e e e e e eeeeeeennnaes 116
4.5  CONCLUSION. .ottt e e e e e e e e et e e e rnmaaeeeeaan s 117
CHAPTER 5: CONCLUSIONS AND RECOMMENDATIONS........ ccooiieiiiieceiieeeeeen, 119
5.1  INTRODUCTION . ..u ittt ern et e e et e et e e e et reaeeneaan s 119
5.2 EMPIRICAL FINDINGS ... ..ottt ettt e e e e e ees 119
5.2.1 What is the level of parent involvement on #ngovernance of secondary schools in
the Breyten CIrCUIL?.......oooo i e e e et eeeeeneeeeeeneeees 119
5.2.2 How can the factors that influence parental involvenent on school governance be
classified and CatEgOrNZEA? ... ... 120
5.2.3 How can the performance of the SGBs in the secondaschools in the Breyten
Circuit be determined? .........uueueiiiiie e e e eeeeee 121
5.3 THEORETICAL IMPLICATIONS . ...cout e et e e e 122
5.4  POLICY IMPLICATIONS ...ttt ettt e e et e e et e e e annan 122

Xii



5.5 RECOMMENDATIONS ... .o e 122

ST T0 R = [T 11 o1 1 Y28 EPU TP 122
5.5, 2 INCENTIVES ...ttt e ettt et e ettt e e e e e e e e e e e eeees 123
5.5.3 Mode Of COMMUNICALION ......ooiiiiieii e e e e e e e eeeeeanees 123
5.5.4 TermM Of OffiCE ..vuueiiieiei et e e e e eeeeaaaee 123
5.5.5Training of the SGB........cooiiiiieee s 123
5.6  LIMITATIONS OF THE STUDY ...oitiiiiiiiiiiiiiee e eesiieee et e e e nninaeea e a2
5.7 RECOMMENDATIONS FOR FUTURE RESEARCH.........cccoiiiiiiiieieeeiiiiiieee e 124
IR S B 10 ] N[ I U 1] [ ] N PSS 124
REFERENGCES.......ooiiiiiiiitiiiie e e sttt et e e e e sttt e e e e e e e e ns b st eanesseeeeeeesannsnneeeeas 125
APPENDIX A: Letter requesting consent: Mpumalanga Cepartment of Education ....136
APPENDIX B: Letter requesting consent: Circuit OffiCe ............ouvviiiiiiiiiiiiiieeieneeee, 137
APPENDIX C: Letter requesting permission to conduct research atly and consent
o (=] S o ] o o = | SR 138
APPENDIX D:Letter requesting consent and consent tger: Participants .................... 140
APPENDIX E:Informed consent letter: Mpumalanga Depatment of Education......... 142
APPENDIX F: Informed consent letter: Circuit OffiCe ..........cccuvvviiiiiiiiiiiiiiiiiiieeeeeeee 143
APPENDIX G: Semi-structured interview schedule .............cccccvviiiiiiiiiiiiiiieeeeeee 144

Xiii



11

CHAPTER 1: INTRODUCTION AND BACKGROUND

INTRODUCTION

This research was conducted in 5 of the 6 secorstdngols in the Breyten Circuit which
is one of 18 circuits in the Gert Sibande Disto€tthe Mpumalanga province. Breyten
Circuit covers an area that includes small towrehsas Lothair, Chrissiesmeer, Breyten,
villages like Warburton and The Gem, and a numidfefaoms. Breyten Circuit is a
relatively rural circuit that consists of 28 primaschools, 3 secondary schools and 3
combined schools. In the context of this studypmlgined school is a school that offers
Grade R to Grade 12. The 3 combined schools assifitd in the category of a secondary
schools and so there are 6 secondary schools iBriéhwen Circuit. According to Section
12 of the South African Schools Act 84 of 1996 (24Sall these schools are public
schools (RSA, 1996b).

According to SASA (RSA, 1996b), the governance\adrg public school is vested in its
School Governing Body (SGB). Further, the SGB impdsed of the following elected
members:

+ Parents of the learners at the school;

+ Educators at the school;

+ Members of staff at the school who are not edusatord

+ Learners in the'8grade or higher from the school.

Parents are required to be the majority componktieoSGB at all times. Section 23(9) of
SASA (RSA, 1996b) stipulates that the number ofepamembers must comprise one

more than the combined total of a governing bodynbrers who have voting rights.

Considering the above, it is relevant to conducstady of this nature because the
effectiveness of the SGB will, to a very large extelepend on the level of involvement
of the parents who are the majority component. Téieyable to influence the decisions
taken by the SGB and its ability to function effeety.

According to Gold, Simon and Brown (2005:237), dgrithe 1990s, schools changed for
the better in Chicago’s Logan Square in the Un8ttes (US). Gold et al. (2005) attribute
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the increase in student achievement to a prograaifeeed to parents in which they were
trained in pedagogy and taught leadership skillss in turn enabled them make a positive
contribution to the classroom. They argue that esititee inception of the programme,
parent representatives in the local school coum@l more knowledgeable and capable

leaders.

Gold et al. (2005:241) argue that, despite thelehgés of building bridges between
schools and communities, educators have come toraeebthe value of parental
involvement in schools. Many challenges arose ftbenfailure of stakeholders to draw a
distinction between governance and management: geamant deals with the day-to-day
running of the school. Decisions made are exechiethe School Management Team
(SMT) which is made up of the school principal, wlgp principals and education

specialists.

Parental involvement improves the school climatel an linked to higher student
achievement. Parents who spent quality time widir tthildren each day tend to be good
motivators of their children (Singh, Mbokodi & Majl 2004:305). The value and
importance of parental involvement in the educatbchildren in general, and in school
governance in particular, cannot be over-emphasifae progress or regress that a school
makes is often a reflection of the type of SGBashand is a good indication of how

effective it is in governing the school.

In this study, the researcher investigated the |l@feparental involvement in the
governance of secondary schools in the Breytenu@ir¢heir capacity, knowledge and

the skills required to perform the duties of theBSf&ere examined.

In the ensuing Section, the background to thisystt preliminary literature review is
provided.

BACKGROUND TO THE STUDY

Certain problems stand out in any examination ef sacondary schools in the Breyten
Circuit. These are:

4+ Vandalism;



Dilapidated school buildings;

Challenges with financial management;

Difficulty in raising funds;

Non-existent or non-functional vision and missitatesments;

Lack of school policies that direct school actesti and

- & F -

Disciplinary problems.

The SGBs of the 5 secondary schools are resporfsibkddressing these very prevalent

problems.

According to Section 20 of SASA (RSA, 1996b), theBSis required to execute the
following tasks:

+ Ensuring the development of the school;

Adopting a constitution for the SGB;

Developing a vision and mission statement;

Adopting a code of conduct for the learners atsitteol,

Developing a school policy; and

- = & £ &

Managing the school’'s resources, both financial @mgbical.

As already stated, the parents of the learnerseas¢hool should form the majority of the
SGB which is responsible for the governance of gbkool. In other words, it is the
parents who assume a dominant role in the SGBnRar@volvement is thus crucial to
addressing challenges in the governance of schoblss, a preliminary literature review
on parental involvement and governance is an @asémieground for the study.

According to Mouton (2001:48), a preliminary litaree study provides evidence for
initial reading on the topic. It indicates how oma&s developed one’s initial ideas which
ultimately result in the statement or formulatioh the research problem. Where
appropriate, it provides information concerning thailable theoretical literature on the
topic. Some reasons why a review of existing saBblp is important are:

+ To ensure that one does not merely duplicate aqus\study;

+ To discover the most recent and authoritative ikawy about the subject;

+ To find out widely accepted empirical findings hetfield;
+

To identify available instrumentation that has mowalid and reliable; and

3



+ To ascertain the most widely accepted definitiofiskey concepts in the field
(Mouton, 2001:87).

The South African Constitution embraces the faet the country’s democracy is both
representative and participatory (Lewis & Naido002:102) and Karlsson (2002:332)
argues that the primary aim of school governanderme is the democratisation of

schooling.

According to Bush and Heystek (2003:127), a maluit $0 self-governance for schools
has occurred in many countries during the past decades. This trend is evident in
England and Wales, Australia, Canada, Hong Kongy Kealand, Portugal, Spain, parts
of the US and South Africa. They further argue thate is a considerable diversity in the
forms of self-governance adopted in these countpigs say that they are generally

underpinned by principles of democracy and schifetgveness.

According to Greenlee (2007:224), the requiremeéntslorida in the US are that elected
parent and community members of a board exceedummber of school employees. This
seeks to minimise professional privilege and offset forma endorsements of decisions
made by the principal. Consequently, the princgrad teachers no longer dominate the
decision making process. It is suggested thatqgyaation does not extend simply to the
right to elect representatives but that it tramslainstead into the right to influence
decisions (Lewis & Naidoo, 2004:102).

Quan-Bafour (2006:5) argues that experience ineécdhat despite the emphasis on
parents’ and guardians’ roles in school governameany parents (especially in rural

areas) are not involved in any school mattersgrbasroots level. If they do get involved,
the parents do not feel that they can questioratitbority of the principal even though

they may inquire about aspects of the school’s q@sgy(Ranson, Farrel, Peim & Smith,
2005:305).

Schools have the ability to change how they mogiyarents to become involved in their
children’s education (Shah, 2009:213). Shah (20&f@Ys to a model by Hoover-Dempsey
and Sandler that emphasises the psychologicalrfattiat impact on parental involvement

in their children’s learning. Thus, if participatiois partly driven by psychological
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resources, policies to motivate parental involveimmuist include strategies that alter

beliefs in parents.

There are two belief systems that are critical otivating parental involvement:

+ Role construction: This refers to parents’ belig®ut what they are supposed to do
in relation to their children’s education (ShahQ2@215).

+ Efficacy: This is the belief that one’s action willoduce a desired outcome (Shah,
2009:217).

Shah (2009:216) also highlights different viewspairental participation. Many Latino
parents in the US confine their role in their chelds education to the home; they see
involvement in schools as an encroachment and tlsebeols generally have an
alternative view of participation. In particulagachers and administrators tend to focus on
activities that bring parents to the school, whilarents confine their roles in their

children’s education to the home.

A more in-depth study of specific stakeholders'wagealso reveals that participation by
parents in school governance is individualistic apdradic. It depends almost entirely on
the good graces of principals or the initiativeiredividual parents who may or may not
have the power to challenge existing patterns digyation. Furthermore, participation is
limited to certain issues determined by the priacgnd/or the parent serving as the SGB
chairperson. Across a majority of the schools sidiearners and parents faced real
challenges in expressing their voices in schoolegmance through the SGB (Lewis &
Naidoo, 2004:105). According to Epstein (in Gord&nNocon, 2008:321) the term
parental involvement encompasses both the involwerog individual parents in their
children’s education and the collective involvemehparents in school decision-making

bodies.

Kani (2000:57) argues that in historically disadesed schools, codes of conduct are
drawn up by the principal and handed down to tharnlers without any parental
involvement or consultation. The government recsggithat many SGBs, particularly in
the rural and less advantaged urban areas do wettha skills and experience required to
exercise their new powers and so may have difficitfulfilling their functions (Van
Wyk, 2004:50).Van Wyk (2004:53) also states that¢bmpetence of the SGB is directly

5



related to the training they received. The parenteghors’ (the parent members of the
SGBs) level of formal schooling is important toithebility to perform school governance
functions (Chikoko, 2008:251). Training for SGB mmars in the Gert Sibande District is
usually done by conducting a 2-days workshop atcihmuit level facilitated by retired
principals of schools. The training mainly coveng functions of the SGB as stated in
SASA (84 of 1996, Section20) (RSA, 1996b).

Ranson, Arnott, McKeown and Smith (2005:357) artheg questions have again been
raised about the roles and responsibilities of gung bodies. The issues of whether the
boundary between governance and management of Iscisoappropriately drawn and
whether too much is expected of volunteers in teofigme and responsibility are being
debated. According to Bush and Heystek (2003:18®)st education systems, including
the South African education system, make a distndbetween policy-making (which is
the responsibility of the governing body) and opiereal management (which is the

preserve of the principal).

The day-to-day running of the school is the resfility of the principal and the SMT

(Mpumalanga Department of Education, 2006:11). Adicq to the Employment of

Educators Act (EEA) (76 of 1998:C64) (RSA, 1998k following are some of the duties

of the school principal:

+ To be responsible for the professional managenfempablic school;

+ To give proper instructions and guidelines for tialding, admission and the
placement of learners;

+ To handle all correspondence received at the sghool

=

To provide professional leadership within the s¢hoo

+ To guide, supervise and offer professional advitehe work and performance of all
staff in the school; and

+ To ensure that workloads are equitably distributed.

According to the EEA (76 of 1998:C65) (RSA, 1998 responsibilities of the post of
deputy principal is to assist the principal in mging the school and to promote the
education of learners in a proper manner. The EEACf 1998:C66) (RSA, 1998) tasks
the head of the department to engage in classitepdbe responsible for the effective

functioning of the department and for organisingvant/related extra-curricular activities
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so as to ensure that the subject, learning argdase and the education of learners are

promoted in a proper manner.

The above mentioned duties of the school princidafuty principal and the heads of

department indicate that the SMT is responsibletlier professional management of the

school and its day-to-day running. The SGB is ngblved in the day-to-day running of

the school. The SASA (84 of 1996) (RSA, 1996b) dafes, amongst others, that the

functions of the SGB include:

+ Adopting a constitution [Section 20(1) (b)];

+ Developing the mission statement [Section 20(1) (c)

+ Adopting a code of conduct for learners [Sectio(l20d)];

+ Supporting the principal, educators and other sthffie school in the performance of
their professional functions [Section 20(1) (e)];

+ Administering and controlling the school’'s propertyuildings and the grounds

occupied by the school [Section 20(1) (g)].

All the previously mentioned functions of the SGI8 @olicy related. The governance of
every public school is invested in its governinglpdSASA 84 of 1996, Section 16(1)]
(RSA, 1996b). The professional management of aipsbhool must be undertaken by the
principal under the authority of the head of depart [SASA 84 of 1996, Section 16(3)]
(RSA, 1996b). Thorough workshops can assist to a&duthose tasked with these

responsibilities.

According to Lewis and Naidoo (2004:101), policykees often equate policy intention
with policy practice and exhibit a simplistic ungi@nding of the motivations of
individuals to participate. The intention of the SA (84 of 1996, Section 12) (RSA,
1996b) is to have parents in the majority and teehthem influence the decision making
process. Murphy and Beck (in Greenlee, 2007:22)yeatbat teachers and principals, the
people closest to the school, would be the bessideemakers for the school because
they have the most information about the schooterAfhe principal, educators are the
next important people in decision-making proces$asreafter are members representing
non-educator staff, parents and learners (Karls2002:332). Seen from this point of
view, the involvement of parents in governancecstmes of public schools often becomes

a struggle for control (Fege in Greenlee, 2007I1@20me instances, school principals can
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limit issues debated by councils, control inforraati and restrict the decision-making
influence of parents, thus making school counditdelmore than ‘rubber stamps’ for
decisions made by principals (Hess in Greenlee/223). It is expected that an SGB
should not enter into any contract that exceed8 itear term of office (Governing Body
Amendment Regulations for Public Schools (GBARPIS2@12, Section 12). Before the
end of its term, the SGB must prepare a handoyanrtrdor the incoming SGB and must
submit the report to the District Director (GBARBRR2012, Section 14).

Carter (2002:3) argues that parent/family involvatrigas a significantly positive impact

on student outcomes throughout the elementary, Imiddhool, and secondary years.
According to Gianzero (1999:3), there are many aede studies that document the
association between parents’ involvement in théitdeen’s schooling and a host of

benefits accruing not only to students themselwasio their schools and parents as well.
Among the documented findings are strong positieeretations between parental

involvement in children’s schooling and improvedidgnt attitudes, achievement and
attendance. Gianzero further indicates that vargiudies report higher grades and test
scores, more homework completed, fewer placemengpécial education programmes,
higher graduation rates, more positive attitudes l@haviour, and increased enrolment in
post-secondary education for students whose pavares involved in varying degrees in

their school education.

1.3 RESEARCH PROBLEM AND RESEARCH QUESTIONS

1.3.1Research problem

The purpose of the study was to explore the impagiarental involvement on effective
secondary school governance in the Breyten Cirttusims to improve secondary school
governance in the Breyten Circuit by highlightimg tchallenges faced by SGBs and then

presenting recommendations for improvement.

1.3.2Research questions

1.3.2.1 The main/ focus question
What is the impact of parental involvement on dffecsecondary school governance

in the Breyten Circuit?



1.3.2.2 Sub-questions
(a) What is the level of parental involvement in thezggmance of secondary schools in
the Breyten Circuit?
(b) How can the factors that influence parental involeat on school governance be
classified or categorised?
(c) How can the performance of the SGBs of the secgnsg@nools in the Breyten

Circuit be determined?

1.4 AIMS AND OBJECTIVES OF THE STUDY

1.4.1 Aim of the study

The aim of the study is to determine the impacipafental involvement on effective
secondary school governance in the Breyten Circuit.

1.4.2 Objectives

The objectives of the study are:
+ To determine the level of parental involvementeéeandary school governance in
the Breyten Circuit;
+ To establish how factors that influence parentabivement in school governance
can be classified or categorised; and

+ To determine how the SGBs of the selected secorstdugols are performing.

1.5 MOTIVATION FOR THE RESEARCH

Prior to 1994, some of the members of the schoohnoittees were chosen by the
government (see Section 2.3.1.1). Since 1995 thasechowever been a shift in school
governance in South Africa. Schools have been gihenresponsibility to govern and
manage, effectively decentralising governance aramhagpement. Since 1996, all the
members of the SGB (except the principal) have lEsmocratically elected in properly
constituted electoral meetings of that componerthefSGB. According to SASA (RSA,
1996b), the SGB is responsible for school govereahtthe SGB the parent component
is in the majority. A study of this nature is deemmportant as it evaluates the impact of
parental involvement in the effective governanceexfondary schools and determines the



1.6

extent to which parents in the SGB are able taerfte the decision-making process in
the SGB. The level of parental involvement in tleveynance of schools is of utmost
importance for the effective governance of secondahools. This study was motivated
firstly by the need to identify factors which preveparent members of the SGB from
contributing to effective SGB actions and secoritily need to make recommendations
that may contribute to the improvement of theirtipgration in the decision making

process in schools.

Generally it has been argued that parents fromiquiely disadvantaged communities do
not participate optimally in school governance (K&000:57). Those who do participate
appear to make little contribution to the decismaking process due to a variety of
factors that may include their level of formal schiog, lack of skills and proper training
for their role in the SGB. In this study, the rasbar explored the capacity of the parent
members to execute their tasks, parental skillldesed the level of training received, with
particular reference to the SGBs in the Breyterc@ir Further, in the context of this
study, it was assumed that SGBs in the Breytenu@io not perform at the level
expected by the SASA (RSA, 1996b).The study aimedketermining factors that impact
negatively on the effective governance of secondauyools in the Breyten Circuit.
Recommendations identified in the study will bemsitbed to the secondary schools in the
Breyten Circuit, the Breyten Circuit office and tBert Sibande District office.

RESEARCH METHODOLOGY

According to Babbie and Mouton (2001:75), reseancbthodology focuses on the
research process selected and the kind of toolpeuegdures to be used. It focuses on the
individual (not linear) steps in the research psscand the most ‘objective’ (unbiased)
procedures to be employed. McMillan and Schumag¢R8d0:8) argue that research
methodology entails all the ways in which one aifleand analyses data. These methods

have been developed in order to acquire reliabdevatid knowledge.
In this study, the researcher conducted himse#finmunbiased manner by eliminating any

preconceived ideas on parental involvement anditfgact it may have on school

governance in the secondary schools. Data colleatiethods relevant to a qualitative
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study — interviews and document reviews — were .uBenary sources of information

were used as often as possible.

1.6.1Philosophical research paradigm

Constructivist researchers use systematic procedure maintain that there are multiple
socially constructed realities (unlike post-pos#im, which postulates a single reality)
(McMillan & Schumacher, 2010:6). Fossey, Harvey, Ddomott and Davidson

(2002:718) argue that a major criticism of the pasit paradigm is the assumption that an
objective reality, or truth, exists independenttiobse undertaking the inquiry and the

inquiry context.

The interpretive approach is the systematic amalyssocially meaningful action through
the direct detailed observation of people in ndtwgettings in order to arrive at
understandings and interpretations of how peomaterand maintain their social worlds
(Neuman, 1997:68). According to Willis (2007:8),tarpretivists favour qualitative
methods, such as case studies, interviews and valhesrs because those methods are
better ways of getting at how humans interpret wleld around them. McMillan and
Schumacher (2010:6) favour an approach that plesssemphasis on numbers and more

on values and context.

The study of phenomena in their natural environmisntkey to the interpretivist
philosophy. According to McMillan and Schumachef1@:23), qualitative research
designs emphasise the gathering of data about atigtuwccurring phenomena. The
interpretive approach is considered the most apj@i@papproach for this study because
the researcher is interested in the way the ppaints experience their world and how they
view their experiences working in the SGB.

1.6.2 Research approach

A qualitative approach was used in this study. Hpproach was chosen because of the
following characteristics embodied in it:

+ Behaviour is studied as it occurs in natural seftin

+ There is consideration of situational factors;

+ The researcher collects data directly from the cgur
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+ The researcher gets detailed narratives that peowia in-depth understanding of
behaviour;

The focus is on why and how behaviour occurs;

The emphasis is on participants’ understanding;rgesns, labels and meanings;
The design evolves and changes as the study psegres

Understanding and explanations are complex and/dfo multiple perspectives; and

- = & = &

Generalisations are induced from synthesising #ikeged information (McMillan &
Schumacher, 2010:321).

Qualitative research is an inquiry process andsandit methodological tradition in which
a social or human problem is explored. The researshilds a complex, holistic picture,
analyses words, reports detailed views of informaanhd conducts the study in a natural
setting (Creswell, 1998:15). Qualitative researsbsutext as empirical material (instead of
numbers) and starts with the notion of the soaalstruction of realities under study. It is
interested in the perspectives of participants uerglay practices and everyday
knowledge which refers to the issue under studycKFI2007:19). In this study the
researcher interacted with the participants inrthatural settings, understood issues from

the participant’s perspective and witnessed realityerging as the study progressed.

1.6.3Research design

McMillan and Schumacher (2010:20) state that retedesign indicates the general plan
adopted. In other words, this is how the reseascéet up, what happens to the subjects,
and what methods of data collection are used. Rhenology is used in this study. The
phenomenologist emphasises that all human beirgsrayaged in the process of making
sense of their world (and life).We continuouslyerpret, create, give meaning to, define,
justify and rationalise our actions (Babbie & Monuit@001:28). Babbie and Mouton talk
about giving meaning to our actions, while Cressw@998:51) states that a
phenomenological study describes the meaning oédlivexperiences for several
individuals about a concept or phenomenon. Phenology aims to understand and
interpret the meaning that subjects give to theargday life. In order to accomplish this,
the researcher should be able to enter the subjectld and place himself in the ‘shoes
of the subject’ (De Vos & Fouché, 1998:80).'Shoéthe subject’ in this context refers to

the researcher putting himself in the place ofgh#icipant, from the perspective of the
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participant. Phenomenology is the study of peopbe’sception of the world (as opposed
to trying to learn what ‘reality’ is in the worldWVillis, 2007:16). O’Leary (2007:2) argues
that phenomenologists believe that reality is abvaocially rather than naturally
constructed, and is therefore unavoidably ambigamaisplural.

1.6.4 Population and sampling

According to McMillan and Schumacher (2010:129pogulation is a group of elements
or cases. These can be individuals, objects ortgvtrat conform to specific criteria and
to which researchers intend to generalise the tesdilthe research. This is the total set
from which the individuals or units of the study ahosen (Seaberg in Strydom & De
Vos, 1998:190). The researcher did not intervielttsd participants in the population;
instead he took a sample of the total populationsafnple is a group of subjects or
participants from whom data are collected (McMil&ischumacher, 2010:129).A sample
can also be viewed as a subset of measurements fi@w a population (Strydom & De
Vos, 1998:191).Neuman (1997: 202) on the other hiadidates that a researcher draws a
sample from a larger pool of cases or elementsimniis context, the large pool is the
population.

In this study the population consists of all 85 S@Bmbers from the selected secondary

schools in the Breyten Circuit (a total of 17 freaxch).

Sampling not only focuses on the selection of peoplbe interviewed or situations to be
observed, but also on the selection of sites inciwtsuch persons or situations can be
expected to be found. Sampling in qualitative regdean most cases is not oriented
towards a formal selection of part of an existingagssumed population. Rather it is
conceived as a way of setting up a collection dibdeately selected cases, materials or
events for constructing a corpus of empirical exiampor studying the phenomenon of
interest in the most instructive way (Flick, 2007:4'he sample consisted of 15
participants, 3 from each of the 5 selected seagmstanools. The 3 participants from each
secondary school comprised the chairperson of @8, $he secretary of the SGB and the
principal of the school. Purposive sampling wasdusethis study. In purposive sampling
the researcher selects particular elements frorpdpelation that will be representative or

informative about the topic (McMillan & Schumach&010:138). The chairperson, the
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secretary and the principal are members of theutixecof the SGB; they are the people

who are likely to be knowledgeable and informatalut the topic and for this reason
they were included in the sample.

1.6.5Instrumentation and data collection techniques

Interviews and document reviews were used to dodlata in the study.

An interview involves a one-on-one verbal interactibetween the researcher and a
respondent (Goddard & Melville, 2001:49). A senmisstured or less formal interview
was used in this study. The interviewer sought loddhnification and elaboration on the
answers given and recorded qualitative informatadrout the topic. This grants the
interviewer more latitude to probe beyond the amsvaed thus enter into a dialogue with
the interviewee (May, 2001:123). The researched msm-focused interviews directed at
individuals to collect the data used in this study.

The following official school documents were revesv minutes of the SGB meetings,
school policies, records of training of the SGRsgarts on financial management, records

of fund-raising projects, year plans of the schoatsl minutes of the sub-committees of
the SGBs.

1.6.6 Data analysis and interpretation

The collected data was analysed and interpretedsinyg inductive analysis. Inductive
analysis is the process through which qualitates=archers synthesise and make meaning
from the data, starting with specific data and egdwvith categories and patterns. In this
way, more general themes and conclusions emerge fle data rather than being
imposed prior to data collection (McMillan & Schuchar, 2010:367).When analysing a
data set, a researcher is usually understood tmiegahe data to make sense of it, and to

arrive at an interpretation of the phenomenon thalealt with in the data (Coffey &
Atkinson in Moisander & Valtonen, 2006:3).

According to Moisander and Valtonen (2006:5), it wadely agreed upon among
contemporary qualitative researchers that inteaticeis never simply ‘emerge’ in the

process of making sense of the data. It is rateiriterpretive framework and attendant
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principles, constructs, techniques and methods phatluce particular interpretations.
They further confirm that in this context, the tefinterpretive’ framework refers to a set
of assumptions, ideas and principles that definpatticular, theoretically informed
perspective and set of appropriate practices ®mptiocess of interpretation, thus opening
the data to particular interpretations. Qualitatilaga are frequently expressed in words
and the researcher must organise this data intgpgrand patterns in order to understand
its meaning (Clamp, Gough & Land, 2004:37).

Once data has been carefully analysed, the neptisteo present it verbally and/or in
writing in the most clear and unambiguous way st tthers will have no difficulty in its
interpretation (Clamp et al., 2004:88).

The analyses of results can be discussed accoriBgnterrelated activities. These are:
seeking patterns/themes, generating description iatetpretations, and synthesising
information (Bloomberg & Volpe, 2008:7).

(a) Seeking patterns/themes (Bloomberg & Volpe, 2008:10
Analysis is essentially about searching for patteand themes, that is, the trends that
emerge from among the findings (Bloomberg & Volp@08:7).
(b) Description and interpretation
The details in the description are the evidencelagid used to build the argument. It
follows therefore that description must precederrtetation. Description is intended
to convey the rich complexity of the research.
(c) Synthesis
Synthesis is the process of pulling everything toge that is:
+ How the research questions are answered by thimgsd
+ To what extent the findings emanating from the datféection methods can be
interpreted in the same way; and
+ How the findings relate to the researcher’s prigsuanptions about the study
(Bloomberg & Volpe, 2008:13).

When researchers analyse the data, they seartefoes emanating from the data as it is
analysed. The themes assist the researcher iprieterg the data so that at the end of the

analysis, the findings can be put together.

15



1.7 RELIABILITY AND VALIDITY

Reliability is the extent to which independent aesbers discover the same phenomena
and to which there is agreement on the descriptibthe phenomena between the
researcher and the participants (Bester, Smit & rewael, 2011:50). According to
Quinton and Smallbone (2006:8), it is importantt tiq@alitative researchers address
reliability issues when designing their studies andtheir data collection strategies.
Reliability is sometimes seen as an assessmenthether the same findings would be
obtained if the research were repeated, or if someonducted the same study.

Bloor and Wood (2006:2) argue that reliability e textent to which research findings are
reproducible, that is whether a different researaetigo replicated the study would come
to the same or similar conclusions. Strategiesriprove reliability include maintaining

meticulous records of fieldwork and documenting piecess of analysis (in a research

diary or in analytical memos).

Validity of qualitative designs is the degree toieththe interpretation and concepts have
shared meanings between the participants and Heangher (McMillan & Schumacher,
2010:330). To enhance validity in this study, tlesearcher used a combination of the
following strategies:

4+ Participant language (e.g. verbatim accounts);

+ Low-inference descriptors;

+ Mechanically recorded data through the use of a taporder;

+ Participant review by allowing participants to ®wi the researcher’'s synthesis for

accuracy of representation (McMillan & Schumac2éx.0:33).

Alhedi and Johnson (in Flick, 2007:10) suggest that concept of validity is ‘reflexive

accounting’ in which a relation between researcsmres and the process of making sense

is created. This locates validity in the processegskarch and the different relationships at

work in it. For instance:

+ The relationship between what is observed (i.eabehrs, rituals and meanings) and
the larger cultural, historical, and organisationebntext within which the

observations are made (i.e. the substance);
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+ The relationship between the observer, the obsamddhe setting;

+ The issue of perspective (or point of view) whdre dbserver or member renders an
interpretation of the ethnographic data (i.e. titerpretation);

4+ The role of the reader in the final product (itee adience);

+ The issue of representational, rhetorical or aughmtyle used by the author(s) to

render the description.

According to Bloor and Wood (2006:3), when congilgrthe validity of conclusions
drawn from a research project, 2 types of infersrare involved. The first of those is the
internal validity of the study. This is the degreewhich the investigator’'s conclusion
correctly portray the data collected. The otheeinafhce concerns external validity (also
referred to as generalisability). This is the dedgreewhich conclusions are appropriate and

transferable to similar populations and locationtsile of the study area.

Finally, strategies to improve validity include tbagh data analysis in which the
researcher searches for deviant cases and relheséseory in the light of this data.

1.8 DEFINITION OF KEY CONCEPTS

Key terms and concepts used in this study are eléfamd explained below.

1.8.1 Impact: This is the powerful effect that somethimgs on somebody or something
(Oxford Advanced Learner’s Dictionary, 2005). Ittiee effect of impression of one
thing on another (The Free Dictionary, 2012). Iis thtudy, impact refers to the
powerful effect or impression somebody has on sbhimgtor somebody.

1.8.2 Parent: A person’s father or mother (Oxford Advahtearner’s Dictionary, 2005) or
the parent or guardian of a learner [SASA 84 of6l®ection 1 (xiv)]. In this study,
parent refers to the parent or guardian of a learne

1.8.3 Involvement: This is the act of taking part in sehieg (Oxford Advanced Learner’s
Dictionary, 2005) or the act of sharing in the wti#s of a group (The Free
Dictionary). In this study, involvement refers toettaking part in and sharing in
school activities.

1.8.4 Parental involvement: Parental involvement is a lgioation of commitment and
active participation on the part of the parenthe school and towards the student

(LaBahn, 1995). Parental involvement refers toaheunt of participation a parent
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1.8.5

1.8.6

1.8.7

1.8.8

1.8.9

has when it comes to schooling and a child’s lifelénd, 2010). In this study,
parental involvement refers to the amount of acpegticipation that a parent has
when it comes to schooling and the learner’s itffercludes participation in the SGB.
Effective: Effectiveness refers to the degree tactvlsomething produces the result
that is wanted or intended, or the production stiecessful result (Oxford Advanced
Learner's Dictionary, 2005). It is the producing of capability to produce an
intended result or having a striking effect (Welztizinary). In this study, effective
means producing the intended result.
Governance: This refers to the activity of govegnia country or controlling a
company or an organisation (Oxford Advanced Leasnerctionary, 2005). It is the
act of governing and exercising authority (The Fi2etionary). In this study,
governance means the act of governing, controlind exercising authority at a
school.
Circuit: A series of places or events of a paracltind in which the same people
appear or take part is called a circuit (Oxford Adeed Learner’s Dictionary, 2005).
It is a regular set of events or places for peapl®lved in a particular activity
(Kernerman English Learner’s Dictionary). In thisady a circuit refers to a cluster of
schools in the same district that have been putwutite management of a circuit
manager.
School Governing Body: The SGB is a democraticalgcted structure representing
various stakeholders in the school (MDoE, 20061%)this study the SGB has been
defined according to SASA (RSA, 1996b) which stgtes that all stakeholders in
education must accept responsibility for the goaaoe of schools and points out that
parents and members of local communities are dfterbest people to identify the
school’s needs and problems. Every school must theev8GB and it must consist of:
(a) The school principal;
(b) Elected representatives (parents, educators, stidir members and learners in
Grade 8 or above); and
(c) Optional co-opted members who do not have the tmkibte (DoE, 2003).
Stakeholders: A person or company that is involueda particular organisation,
project or system is called a stakeholder. It esson, group, organisation, member
or system that affects or can be affected by araresgtion’s actions (Oxford

Advanced Learner’s Dictionary, 2005). In this studsgtakeholders refer to the
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learners, educators, non-teaching staff, parents,al community organisations that

have an interest in education.

1.9 ETHICAL CONSIDERATIONS

The following ethical principles were adhered to:

191

1.9.2

1.9.3

194

1.95

1.9.6

The principle of voluntary participation in resdarcThis principle implies that in
order to save subjects from ‘intrusive’ researclcpdures, participation in the
research is made a choice, that is, it is undectmtrol of the potential subjects. In
order for them to make a well-reasoned choice, thegt be informed beforehand
about the nature of the project and all that tpaiticipation would entail (Angrosino,
2007:3).

The principle of informed consent refers to thet fdw@t the research participants
should at all times be fully informed about thee@€h process and purposes, and that
they must give their consent to participate inrdgearch. This is done after they are
provided with an explanation of the research t@md its potential benefits and risks.
At all times this remains a two-way dialogue andamgoing process (Strydom,
1998:25).

The principle of safety in participation, that ikg participants must not be placed at
risk or harm of any kind at any stage of the redegarocess (Strydom, 1998:25).

The principle of privacy incorporates the princglegf confidentiality and anonymity.
The identity of the participant and all informatigathered should be kept anonymous
and confidential. In this regard it is importantieforehand explain to the participants
how pseudonyms will be used, how data will be abdld and stored, and how it will
contribute to this process (Strydom, 1998:27).

The principle of trust is of paramount importanspexially since in interpretive
research and through conducting interviews and rothedepth data collection
methods, trust develops gradually. The researchst be careful and sensitive so as
not to exploit this trust for personal gain or bi@nby deceiving or betraying the
participant throughout the research process otsirpublished outcomes (Strydom,
1998:25).

The principles of actions taken and assumed comgpetef researchers requires that
researchers be ethically obliged to ensure that #re competent and adequately
skilled to undertake the proposed investigationy(®tm, 1998:25).
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1.9.7 Release or publication of the findings necessitdkeg researchers compile their
report as accurately and objectively as possiltig@dSm, 1998:25).

1.9.8 The important principle of the restoration of swige or respondents through
debriefing must be faithfully applied. Sessionsrimy which subjects are provided
with an opportunity after the study to work througkir experience and its aftermath,
are possibly one way in which the researcher caistahe subjects with minimising
any unintended harm that has taken place (Juddiat$trydom, 1998:33).

1.9.9 All data must be treated in an academically accepi@y. One common procedure is
the use of codes (such as numbers or pseudonynes) dascribing people in field
notes and in any reports generated from the rdseditte researcher might also
decide to keep all notes in a secure place or fypiat they will be destroyed upon

completion of the project (Angrosino, 2007:4).

It is imperative for the researcher to adhere dthical principles clearly outlined

above, and not to demean the participants in aryy wa

1.10 ANTICIPATED LIMITATIONS OF THE STUDY

This study, like any other of its kind, has its olimitations that had to be taken into
consideration before the study was undertaken am@&nwrecommendations were
generated. It should be clear from the onset hawgémeralisations can extend. The

following points were considered on the limitatiafghis study;

+ Limitations identify potential weaknesses in theudsts research design or
methodology that restricts the study’s scope (GmlorState University in Calabrese,
2006:12).

+ According to Hofstee (2006:87), limitations affemither how far you are able to
generate your conclusions (scope), or how confidgmi can be about your
conclusions (reliability).

+ Lunenburg and Irby (2008:133) indicate that theitimions of a study are not under
the control of the researcher. Limitations are desthat may have an effect on the
interpretation of the findings or on the generdlibey of the results. Such limitations

may arise from the methodology selected, data celtk or analysis undertaken.
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+ Presenting the problems or limitations experienwbde collecting data helps others
to better understand how conclusions were arriviedTaylor-Powell & Renner,
2003:9).

+ This study focuses on only 5 of the 6 secondarypaishin the Breyten Circuit. In
addition, not all members of the SGB were intenadwthe principal, chairperson and
secretary were the members selected to interviavgplte of this, the sample was
representative of the population.

+ Data collected consisted of information generatednd the interviews and through
document reviews.

+ Primary sources were used as the preferred soafckzda.

+ In this study, a phenomenological approach was asddcollected data was analysed
and interpreted using inductive analysis.

The anticipated limitations of the study requiredatt caution be applied when
extrapolating recommendations to the rest of theoasls in the District and to the

Mpumalanga Province at large.

1.11 CHAPTER DIVISION

1.11.1Chapter 1: Introduction and background
Chapter 1 contains an introduction to the studg,ldckground of the investigation, the
research problem and research questions, aimshgactives of the study, motivation for
the research, a description of the research melbggloand the definition of key

concepts.

1.11.2 Chapter 2: Literature study
A review of the literature is provided in this clep The literature study ensures that the
researcher does not merely duplicate a previoudystnd acknowledges what other

researchers have already done on the subject.

1.11.3Chapter 3: Research Methodology
This chapter contains the research methodology iantlides discussions on: the
philosophical research paradigm, research appradesign, population and sampling,

instrumentation and data collection techniquesa datlysis and interpretation.

21



1.11.4Chapter 4: Presentation and discussion of tHadings
In Chapter 4, the research design is describedyabearch method is explained, the

collected data is presented and analysed, andsesel discussed.

1.11.5 Chapter 5: Conclusions and recommendations
A summary of the research results is given and losiens and recommendations are

made.

1.12 CONCLUSION

In this chapter, the background and context ofdstiuely (the schools and their locations
within the country) were discussed. The decenatis of schools as stipulated in the
SASA (84 of 1996) was looked at, and in particulae parts that deals with the
democratisation of schools. The democratisation sshools entails stakeholder
representation and participation. The stakeholddetified are the educators, the
learners, the parents, the principal and the nachkieg staff. The parent component is
required to be in the majority in the SGB. The SAGXSA, 1996b) clearly states the

functions of the SGB and these are discussed.

In this study the researcher investigated the impéparental involvement on effective

secondary school governance in the Breyten Cirdlie impact that parent governors
make depends to some extent on their capacityvtergolt depends to a greater or lesser
extent on their level of formal schooling, trainjnghderstanding of their responsibilities

and their ability to differentiate between managet@ad governance.

A qualitative research approach has been chosd®eiang the appropriate one to gather
primary data from the participants in their natwgeltings. The above chapter division has
outlined the structure of the dissertation anddcoadance with this, the next chapter will

provide a relevant literature study.
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2.1

CHAPTER 2: LITERATURE STUDY

INTRODUCTION

Chapter 1 provided an introduction to and backgdolam the study, the research problem
and research guestions, the aim and objectiveseo$tudy, a motivation for the research,

research methodology and other applicable concepts.

This chapter presents a literature study. AccordmdCreswell (2008:89), a literature
review is a written summary of journal articlespoke and other documents that describe
the past and current state of information. It im@ans of organising the literature into

topics under discussion and documents the neel fooposed study.

A literature review is based on the assumption kmaiwledge accumulates and that we

learn from and build on what others have done (Neyri997:89). Gravetter and Forzano

(2009:48) argue that research does not exist Iatisa and state that each research study
is part of an existing body of knowledge, buildioig the foundation of past research and

expanding that foundation for future research.

Mouton (2001:87) mentions that a good review ofilaisée scholarship not only saves you
time in the sense that it helps you to avoid malkarmgrs and duplicating previous results
unnecessarily, but also because it provides cladssaggestions about what avenues to

follow.

The authors mentioned above emphasise that angrobses part of a number of studies
conducted before on a particular subject or toBabbie and Mouton (2001:565) assert
that every research report should be planned inctirgext of the existing body of
scientific knowledge and say that the researchest imglicate where their report fits into

this picture.

Turning to the purpose of a literature review, Nann(1997:89) indicates the following as
being critical factors. The research must:
+ demonstrate a familiarity with a body of knowledgel establish credibility;

+ show the path of prior research and how the cupamject links to it;
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+
+

integrate and summarise what is known in an ared; a

learn from others so as to stimulate new ideas.

Mouton (2001:87) asserts that there are a numbeeadons a review of the existing

scholarship is so important. These include:

+

- = & #

ensuring that one does not merely duplicate a pusvstudy;

discovering the most recent and authoritative tiseay about the subject;
investigating the most widely accepted empiricadliings in the field of study;
identifying the available instrumentation that lpasven valid and reliable; and

ascertaining the most widely accepted definitioihnisey concepts in the field.

Bless, Higson-Smith and Kagee (2006:24) write thatpurpose of the review of existing

literature is one or a combination of the following

+

To sharpen and deepen the theoretical framewotkeofesearch, that is, to study the
different theories related to the topic, takingiaterdisciplinary perspective where
possible;

To familiarise the researcher with the latest depelents in the area of the research,
as well as in related areas;

To identify gaps in the knowledge, as well as weskes in previous studies so as to
determine what has already been done and what te e studied or improved,;

To discover connections, contradictions or othéati@ns between different research
results by comparing various investigations;

To study the definitions used in previous workswedl as the characteristics of the
populations investigated with the aim of adoptingnh for new research; and

To study the advantages and disadvantages of $kangh methods used by others in

order to adopt or improve on them in one’s own aiese

By the time a researcher conducts the actual re@sebe should be familiar with what

other researchers have done on the subject awithisduce the chances of the researcher

merely duplicating a previous research. He shoaldehdiscovered the most recent and

authoritative theories on the subject and be avedréhe widely accepted empirical

findings in the field of study. Finally, he shoutéve identified some gaps in previous

research, which will make the current researchvegie
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2.2

Having established the aim of the literature stullg, main perspectives of this study will

be discussed in the ensuing section.

The main research question is: What is the imp&gacental involvement on effective

secondary school governance in the Breyten Circuit?

Following on the main research question, nationatl anternational perspectives,
theoretical perspectives and the researcher's owwsvon the concepts of parental

involvement, school governance and factors inflimpparental involvement ensue.

PARENTAL INVOLVEMENT

Parental involvement is defined as being the parenteractions with schools and with
their children so as to promote academic succeslsetHal. in Hill & Tyson, 2009:740).
The policy of No Child Left Behind (NCLB) (in Hil& Tyson, 2009:741) defines parental
involvement as the participation of parents in fagu two-way, meaningful
communication involving students’ academic learningd other school activities.
According to Epstein (in Gordon & Nocon, 2008:32it)e term parental involvement
encompasses both the involvement of individual maren their children’s education and
the collective involvement of parents in school isen-making bodies. Gordon and
Nocon (2008:322) argue that parental involvementsamool-based shared decision-

making continues to be seen as having a demoamgsid legitimising function.

2.2.1 National perspective

In South Africa, the introduction of Outcomes Baggatiication (OBE) paved the way for
greater parental involvement in public educatiore¢iy & Grobler, 2007:176; Singh,
Mbokodi & Msila, 2004:301). Singh et al. (2004:3GWLjther argue that the transformed
system expects parents to play a crucial role mcaton. For most parents the initial
challenge has been to understand the new curricaluinget involved in the governing
bodies of schools. The expectation is that parshtauld be actively involved in the

schooling of their children in one way or the other

In spite of the expectation that parents will beoimed in the education of their children,

there are concerns on their current level of ingotent. Mestry and Grobler (2007:177)
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contend that presently in South African schools,simparents do not participate
meaningfully in their children’s education. Theyghat this is especially evident in the
poor attendance of parents at parents’ meetings, limited involvement in fund-raising

projects, low attendance at parent-teacher meegtnegalcitrance in paying school fees,
inability to maintain proper control of learningpgport material issued to their children,
poor matric results, and lack of interest in leashechool work and homework. These

practices can be observed mainly in rural and tbvpnschools.

Ballen and Moles (in Mestry & Grobler, 2007:177%@d that parents who are among the
poorest sections of society are locked in the diffi struggle to survive: they live in
inadequate housing, are badly paid, work unso@atsrand/or are unemployed. With the
increase in either one parent or both parents wgrki more than one job, the children are
often left alone. In such a situation, parents roftlo not actively participate in the
education of their children. They will not be aldeassist their children with their school

work and will not be able to attend parents’ megiat the school.

However, parents’ working conditions are not thie season for their lack of involvement
(Calabrese & Crozier in Mestry & Grobler, 2007:17A&gcording to Mestry and Grobler
(2007:177) some hurdles to effective parental imeolent are negative communication
from the schools and insufficient training for tears on how to reach out to parents.
Parents believe that they are not welcome in ssharadl report a high degree of alienation
and hostility towards them (Gonzalez-DeHass& Wikerd003:88, Mestry & Grobler,
2007:177). The low level of meaningful contact betw the school and parents, especially
black parents, has led to some teachers and paiscip concede that such parents lack
sufficient interest in their children’s educatiamdastate that they do not want to work with
the schools (Michael, Wolhuter & Van Wyk, 2012:7Bccording to Van Wyk and
Lemmer (in Michael et al., 2012:72) schools in mporommunities tend to make more
contact with parents regarding the problems thaiden are having at school, rather than
making frequent contact with such parents aboutpibstive accomplishments of their
children. Hoover-Dempsey (in Ho, 2009:102) argukat tcertain school leadership
practices can mobilise a substantial number of maréo work with their children’s
schools regardless of their social background.ePsih, Hale and Stessman (2007:13)

assert that in schools with high levels of paremiablvement, the school has taken
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responsibility for getting parents involved. Itup to individual schools to deal with the

parents’ perceptions that they are not welcomaaeir children’s schools.

Epstein and Dauber (in Michael et al., 2012:71)teond that these perceptions are not
unique to South Africa. International research c¢atikks that teachers are less likely to
know the parents of children who are culturallyfetiént from their own background and
to label such parents as being uninterested ohapat Michael et al. (2012:71) further
argues that in South Africa the situation is exibatxd by the fact that few teachers have
been taught how to deal with diversity, both in @uod of the classroom. The management

of diversity should be prioritised in schools.

Singh et al. (2004:301) argue that parental involeet in education is beset with
problems because it is influenced by a number ofofa including the parents’ socio-
economic status (SES). McGrath and Kunloff (in &ireg al., 2004:301) point out that
policymakers and school administrators cannot lofferent to the effects of SES on
parental involvement in education. Singh et al.0®2801) further write that efforts to
involve parents may be biased by giving furtheradage to wealthier parents while
creating hindrances to the involvement of the wagkclass. The imbalance in parental
involvement is clearly identified in historicallysdidvantaged secondary schools (HDSS)
where most of the parents lack the required litetagels for participation (Singh et al.,
2004:301). Many of these parents are unemployed thied reduces their ability to

negotiate from a point of strength.

Singh et al. (2004:306) suggest that the followigtage framework for parental
involvement be applied:
+ Stage 1 Convening level
At this level, leadership is demystified for extgrrstakeholders and partners in
education. The importance of parent/community imgolent in education is
explained and opportunities for parents to becoartnprs in education are created.
+ Stage 2 Clarification level
Here the role of parents in education is clarified.
+ Stage 3 Commitment level
Parents and teachers must have the will to worlettmy and so at this level,

relationships between all the stakeholders is agesl and improved.
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+ Stage 4 Attainment level
Activities should be coordinated and controlledd antransparent approach in policy
implementation should be adopted.

+ Stage 5 Evaluation level
Educational outcomes should be jointly evaluatedi fanlty communication channels

corrected.

The above framework indicates that it is to theepts’ advantage if they unite under a
common banner to contribute effectively to educatas decreed in the SASA (RSA,
1996b). The above stages are essential in the eempwmt of parents (Singh et al.,
2004:306).

In their study Michael et al. (2012:70) found th#itparticipants agreed on the advantages
to be derived from active parental involvementcéhaols. The benefits mentioned by the
participants include:

Developing a sense of ownership and pride in thed¢

Morale building, which in turn has an uplifting et on the entire community;
Reduction in costs;

Improved learner behaviour;

Parent awareness of school matters;

Building a sense of community; and

- - & -

Improving academic achievement (Michael et al.,20Q).

By achievingmost of the above-mentioned benefits, oaerall improvement in the

management and governance would be reached. AogotdiMichael et al. (2012:71),

there is a lack of an organisational structure wtealing with parental involvement, for
example, few schools have a parent support teastelapand Saunders (in Michael et al.,
2012:71) assert that there is an absence of a lspbboy on parental involvement even
though international research has shown it to ke rtfost important determinant of
effective home-school programmes. Chrispeels (iohdel et al., 2012:72) contend that
when it comes to parental involvement, schools terdirect their efforts at fixing parents
rather than altering school structures and praxticgchools have to deal with the
generalisation that parents are not willing to imecthemselves in the education of their

children.
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2.2.2 International perspectives

According to Griffith (in Barnyak and McNelly, 20(8B), the greatest amount of parental
involvement occurs when teachers with positivawats regarding parental involvement
maintain open communication with parents and collate with them. When
administrators and teachers initiate and welcomeenpal involvement, it can be
successful. When parents are invited to participateheir children’s education, strong
bonds are made between the home and school (Ba&y®icNelly, 2009:51). It is

unfortunate that the importance of communicatiomasalways emphasised in schools.

Gonzalez-DeHass and Willems (2003:87) assert tlaénpal involvement has been
documented to be academically beneficial by edonati researchers, supported
politically, and valued by a great many educat@saall as individuals in the general
public. The importance of parent/family involvemewas reaffirmed in the US in 1997
when the National Parent Teachers’ Associationcaoperation with education and
parental involvement professionals, developed 6oNat Standards for Parent/Family
Involvement Programs (White in Carter, 2002:1).

Epstein (in Fan & Chen, 2001:2) defines the follogvc levels (types) of school-related
opportunities for parental involvement:

4+ Parenting — assisting parents in child-rearindskil

Communicating — school-parent communication;

Learning at home — involving parents in home-bdsarhing;

Volunteering — involving parents in school volunteg opportunities;

Decision making — involving parents in school deeignaking; and

- & F &

Collaborating with the community — involving parenin school-community

collaborations.

According to the Michigan Department of Educati@9(2:3), the following National
Standards for Parent/Family Involvement are buittoru the 6 types of parental
involvement as identified by Joyce L. Epstein oé tGenter on School, Family, and
Community Partnerships at Johns Hopkins Univerdityese Standards are tabulated in
the Table 2.1.
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National Standards for Parent/Family Involvement Plogrammes

~—+

j -

Standard 1: Communicating: Communication between home and dabaegular,
two-way, and meaningful.

Standard II: Parenting: Parenting skills are promoted and supgor

Standard Ill: | Student Learning: Parents play an integral roleassisting studer
learning.

Standard IV: | Volunteering: Parents are welcome in the schoal,their support ant
assistance are sought.

Standard V: School Decision-Making and Advocacy: Parents allepfurtners in the
decisions that affect children and families.

Standard VI: | Collaborating with Community: Community resource® aised taQ

strengthen schools, families, and student learning.

Table 2.1 National Standards for Parent/Family Invdvement Programmes(Source:
Michigan Department of Education (2002:3)

Pera (in Patterson, Hale & Stessman, 2007:7) argueithéne US Latino parents’ work

schedules make it difficult for them to be involvedschool in ways expected by the

dominant culture.

In the educational context of Hong Kong, Ng (20@B¥developed a 6-level Model of

Home-School Cooperation (MHSC), in which parents ¢e involved in children’s

education. This is split as follows:

+ 3 levels of involvement outside school, namely

Communicating with the school;

Helping with the actual learning of individual affién; and

Taking part in parent programmes and organisations.

+ 3 levels of involvement inside school, namely

Assisting in school operations;

Helping with decision making; and
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Participating in decision making.

Christianakis (2011:160) argues that parental wemlent definitions draw upon two
distinct models:

+ The parent-teacher partnership model which seekaligm parents with teachers.

+

Epstein (in Christianakis, 2011:160) offers a moithelt outlines 6 components for
home-school partnerships;and

The parent empowerment model which advocates foisid®-making opportunities.
Finc (in Christianakis, 2011:161) argues that tmepewerment model seeks to
minimise the asymmetrical power employed by schoolanticipate
misunderstandings, and build on children’s homduces, thus helping parents to

participate in school decision-making.

Participation in the decision-making process byepts is commendable.

Berger (2008:139) has identified the following ®fer parents in schools:

Parents as
teachers of their
own children

Parents as
policy makers

Parents as
spectators

Parents as
employed
resources

Parents as
temporary
volunteers

Parents as
volunteer
resources

Figure 2.1 Roles for Parents in SchoolSource: Berger, 2008:139)

According to Berger (2008:241), parents may be Ivea with schools on 9 different
levels:
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+ The parent as an active partner and educationdeteat home and at school. The
parent who is actively involved both at home andcéiool;

+ The parent as a decision maker. These parents emag sn the school board, on a
site-based management team, or on an advisory tounc

+ The parent as an advocate to help schools achies&llent educational offerings.
Some parents are primarily involved with the schad advocates for the schools and
as fund-raisers;

+ The parent actively involved with the school asoduateer or paid employee. These
parents can act as advocates for the school icaimenunity;

+ The parent as a liaison between school and homrsapgport homework and be aware
of school activities. They are most interestechim $chool as the agency that educates
their children;

+ The parent who is not active in the support ofetacational goals of the school but
encourages their child to study. These parentd)asito those that serve as liaisons,
are supportive of the school but are perhaps tey tube involved;

+ The parent as recipients of support from the sch@dferings in the school may
include family literacy classes, clothing donatiaml parent education. Schools can
also serve as referral agencies for community sesvif families are in need;

+ The parent as a member of parent education cla$gesents can be encouraged to
attend classes, knowledge of child developmentliég@dcy education may help with
the raising of their children; and

+ The parent as representative and activist in thenwenity. Parents who know the

community strengthen the school’s ability to useowinity offerings.

According to Berger (2008:249), the characteristiof effective parent-school

collaboration include the following;

+ Principals, teachers, child-care providers, staffd parents who believe in parental
involvement;

+ Schools and child-care centres that encourage fpamdlaboration by encouraging
parents to participate at the level that bestHi&r interests and time;

+ An open-door policy and climate that respond toeparconcerns with effective
communication;

4+ The pairing of children who are new to the schaotentre with a classmate to help

the new child to more easily become a class member;
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+ The holding of conferences or similar at times ta possible for parents to attend;
and

+ A feeling that the family, schools, centres and oamity are joined together in a
cooperative effort to support children’s health addcational growth.

Carter (2002:1) argues that schools that recogttise“interdependent nature of the
relationship between families and schools and waparents as essential partners” in the
education process will realise the full value a$ ttollaboration. Christenson and Sheridan
(in Carter, 2002:1) concur that such an approacbgmrises the “significance of families”
and the “contributions of schools” as a “necesdeaynework” for working together in
“complementary efforts towards common goals” to mmase success for students as
learners. Barnyak and McNelly (2009:50) assert timaitversities and colleges must
consider if parental involvement should be infusi@ctly into coursework. This could
benefit schools because educators do not getricaioin how to involve parents in the

education of their children.

According to Shah (2009:213), schools have theitgpdid change how they motivate
parents to become involved in their children’s edion. Hoover-Dempsey, Walker,
Sandler, Whetsel, Wilkins and Closson (2005:109gsst that parents’ involvement is
motivated by two belief systems: role construcfieninvolvement and a sense of efficacy
for helping a child succeed in school.
+ Parental role construction
Parental role construction refers to parents’ bekdout what they are supposed to do
in relation to their children’s education and thetterns of parental behaviour that
follow these beliefs (Hoover-Dempsey et al., 200%)1 Drummond and Stipek (in
Shah, 2009:216) argue that recent research sughesteow parents construct their
role within the school-parent relationship is @8y indicator of their desire to be
involved in schools. Hoover-Dempsey et al. (2003)1further argue that because
role construction is shaped by the expectatiorgedinent social groups and relevant
personal beliefs, it is constructed socially.
+ Parents’ sense of efficacy for helping a child secktin school
Parents’ sense of efficacy for helping a child gectin school is a belief in one’s
abilities to act in ways that will produce a dedireutcome (Bandura in Hoover-

Dempsey et al., 2005:107). Self-efficacy, like rotastruction, is socially constructed
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(Hoover-Dempsey et al.,, 2005:109). According to tmeDempsey et al. (in
Shah,2009:217), parents who believe that theiloastimpact school decisions and
feel that their expectations are met have highcatfy will participate in schools,
whereas those who believe their actions will béassewill not participate.

Barnyak and McNelly (2009:51) assert that a sclsosize generally affects parental

involvement; smaller schools have more involvement.

Parent involvement typically decreases as childgen older (Griffith in Barnyark &
McNelly, 2009:39). According to Gonzalez-DeHass amnillems (2003:88), even if
parental involvement in elementary school is minjntadeclines even further as children
move to secondary school. They further argue thatrgal involvement at the secondary
school level is just as important, if not more imtpat than in elementary years, especially
in inner city areas and high risk communities. Hilkd Tyson (2009:740) argue that
federal policies, like NCLB, mandate parental imashent in education and family-school
relations across elementary and secondary levelsiyBk and McNelly (2009:39) offer
the following reasons for weak involvement in setamy schools:
+ Parents believe that children become more indeparadethey grow older and parent
support is no longer needed;
+ Parents also feel that they lack the skills tosagsieir children with more difficult

content in the various subject areas.

According to Hoover-Dempsey et al. (2005:111), aftigular note is the role of the
principal in developing, supporting, and maintagnia fully welcoming school climate.
When a person walks in to a school, it is importhat a person be able to sense its spirit.
It must seem inviting to the visitor and make thé&rl welcome (Berger, 2008:130).
Hoover-Dempsey et al. (2005:111) report that ppacpractices that develop a positive
climate include clear principal efforts to meet tieeds of all school members (students,
staff and parents), regular visits to classroontsanonsistent public advocacy for school

improvements.

Darch, Miao and Shippen (in Barnyak & McNelly, 208B) suggest 4 broad features for

the implementation of effective parental involverngrogrammes:
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+ The establishment of proactive programmes to fogtsitive interactions with
parents at the beginning of the school year;

+ A focusing on a 180-day plan which entails deveiggiandouts for parents, offering
a variety of opportunities to become actively inmgal and taking families’ interest
into account;

+ The informing of parents about classroom managerardtinstructional activities;
and

+ The accommodation of attempts to meet the needdawilies by supplying
knowledge of community resources (e.g. informatonplaces with internet access

and suggesting significant websites).

According to Greenwood and Hickman (in Barnyak & Nédly, 2009:51), parent
programmes/workshops should be offered and teasherdd either play a direct role (by
conducting a workshop) or an indirect role (by mating parents to attend). They further
argue that parents should be encouraged to partaahnool governance activities such as
advisory committees. Given the widespread recagmitihat parental involvement in
schools is important and unequivocally related taprovements in children’s
achievement, and that improvement in children’siea@ment is urgently needed, it is
paradoxical that most schools do not have comps#enparental involvement

programmes (Gonzalez-DeHass & Willems, 2003:87).

2.2.3 Conceptualising parental involvement for thistudy

In this study, parental involvement entails thelydaiteraction between the parent of the
learner and the school on issues related to theatidn of the learner. This interaction
ranges from individually helping a child with histhschool work and the collective
participation in school governance structures whdgeision-making takes place. The
level of participation depends on the confidenceelleof the individual parent and is
motivated to a certain extent by the parent’'s SE8ental involvement is influenced by a
number of factors, like the leadership style of phnimcipal, the school environment, and

the attitude of educators and administrators.
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2.2.4 Theoretical perspective

2.3

Theories that are pertinent to parental involvemerihis study are Singh et al's 5 stage
framework for parental involvement (Singh et alQ2y) Epstein’'s framework of 6

levels/types of parental involvement (Epstein innF& Chen,2001); the National

Standards for Parent/Family Involvement (MichigagpBrtment of Education,2002); the
Model of Home-School Cooperation (Ng, 2007); Begyeoles for parents in schools
(Berger, 2008); and Hoover-Dempsey and Sandlers belief systems on parental
involvement (Shah, 2009).

SCHOOL GOVERNANCE

The Oxford Advanced Learner’s Dictionary (2005:6d6jines governance as the activity
of governing a country or controlling a company asganisation. Other authors view
school governance as a form of decentralisation it this that is discussed in this
section. A distinction is made between school gozece and the professional
management of schools. Values and principles partino school governance are also

mentioned.

Gamage (in Van Wyk, 2002:123) define decentralisaiin education as the devolution of
adequate decision-making authority from a centu#th@rity to a lower or local level, such
as the school. The concept of decentralisatiorveerirom the belief that the state alone
cannot control schools, but has to share its paviter other stakeholders on a partnership
basis, particularly those close to the school. Thizased on the belief that administrators,
teachers, and parents are the ones who best wmtbri$te context and cultures of the
school environment (Van Wyk, 2002:123). The redearconcurs with this statement on
the basis that teachers and parents interact héthetarners on an almost daily basis. They
therefore know the learners better than the othetigs interested in the education of the
learner, such as the MDoE.

Moller (1999) and Ngidi (in Mestry & Grobler, 20A7:6) write that many governments in
both the developed and developing worlds suppayteater decentralisation of school
governance and the empowerment of interest grooipsducational benefits. Van Wyk
(2002:123) argues that since the 1960s, cooperatiieol governance, decentralisation

and self-management have been ‘buzz’ words in etz reform throughout the world.
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Van Wyk (2002) expands on this by saying that #igonale is, in essence, a desire to
make schools more efficient and effective, to inwerthe quality of education, to raise the
level of performance of learners and to be ableespond rapidly to the needs of schools
and their learners. In keeping with internation@nts, South African legislation has
moved towards decentralisation by devolving morgvgroover education and school
governance to schools (Mestry & Grobler, 2007:1MN8gstry and Grobler (2007:176)
further argue that while there is a clear evideoica shift in authority to the local level,
the devolution of power is not absolute, with cohstill remaining firmly in the hands of

central education authorities.

Kidanemariam (2003:16) contends that the deces#t#bn of power is aimed at reducing
the centralised bureaucratic control of schools dften prevents them from responding to
changing and transforming environments in ordenéet the needs of the community they
serve. He elaborates that there should be atdgaaance of power and authority between
state departments and local schools. Decentralisdéitas a chance to work if, to those at
the local level, participation is not merely a prdaral exercise, but a conscious effort at
allowing marginalised persons to voice their conserthereby creating a meaningful
opportunity for them to affect decision-making, ahdnce, change (Kidanemariam,
2003:33). Squelch (in Kidanemariam, 2003:33) nobes the main aim of decentralised
school governance is to reduce bureaucratic coatrdlenhance shared decision-making
at local school levels. Parents are placed in aepfolvposition and have authority to
influence decisions on very fundamental issuesgkample the school budget, allocation
of school fees, supervision, monitoring and evatuabdf school activities. Maintenance of
buildings and school properties are included indbges vested in them. Kidanemariam
(ibid) states further that principals no longerypthe role of primary-decision maker.
Despite this position, the primary locus of powauthority and decision-making often
remains with the principals because they are tlyeekieicational leaders in a school and
are responsible for its day-to-day running (Squéatckidanemariam, 2003:34).

Given that decentralised school governance is aodeatic form of government based on
the principles of representivity, equity and pap@&tion, school governance in South
Africa has changed considerably with the politickange (Van Wyk, 2002:123). Parents,
learners, teachers and non-teaching staff are norve mvolved in the decision-making

process through the SGB.
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The professional management of a public school rbesundertaken by the principal
under the authority of the head of department [RE¥96b: Section 16(3)]. According to

the MDoE (2006:11), the day-to-day running of tlebool is the responsibility of the

principal and the SMT. The SMT includes the priatighe deputy principals and the
heads of department. The EEA (RSA, 1998) statestiigaaim of the job of a head of
department is to engage in class teaching, be megge for the effective functioning of

the department and the organizing of relevant afated extracurricular activities so as to
ensure that the subject, learning area or phas#,tlam education of the learners is
promoted in a proper manner. Additionally, the dgguincipal is to assist the principal in

managing the school. The following are some ofdbre duties and responsibilities of the
post of a principal (RSA, 1998):

+ To be responsible for the professional managenfempablic school;

+ To give proper instructions and guidelines for tiatding admission and placement of
learners;
To handle all correspondence received at the sghool
To provide professional leadership within the s¢hand

To ensure that workloads are equitably distribaewngst the staff.

The above-mentioned duties of the principal, degarigicipal and heads of department
clearly show that the SMT is responsible for thef@gsional management and day-to-day
running of the school.

The SGB is not responsible for the professionalagament of a school, or its day-to-day
running. According to the SASA [RSA, 1996b: Sectidh (1)], the governance of every
public school is vested in its governing body. #ectl6(3) states that the professional
management of a public school must be undertakeheprincipal under the authority of

the head of department.

Tsotetsi (2005:29) states that all the principlad &alues listed below are relevant to
SGBs in South Africa (and elsewhere) and saysttiethallenge lies with the SGBs to
realise these values and principles in their dgdlyernance responsibilities. According to

Tsotetsi (2005:34-48), the values and principles ar
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Accountability and responsibility;
Equity and social justice;

Equality;

Respect;

Openness and transparency;
Empowerment;

Ubuntu (human dignity and tolerance);
Cooperation;

Multilingualism;

The rule of law;

Transformation; and

TSN S S S SR SR S S SR S S

Reconciliation.

These values and principles provide additional gjinés to the SGBs on top of the
functions stipulated in the SASA (RSA, 1996b).

2.3.1 National perspective

Van Wyk (2002:124) postulates that two distinctiges can be distinguished in the recent
history of school governance in South Africa: theripd before 1994 and the period

thereatfter.

2.3.1.1 School governance prior to 1994
According to Van Wyk (2002:124), in the period prim 1994, different education

departments served the needs of the various rag@lps. Provision for parental
involvement in decision-making at school level adibered. According to Hendricks (in
Segwapa, 2008:26), blacks were deprived of highlityuaducation by the following
legislation:

+ The Bantu Education Act no. 47 of 1953;

+ The Coloured Persons Education Act no. 41 of 1868;

4+ The Indians Education Act no. 61 of 1965.
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These Acts were designed to provide, promote atr@éreeh the provision of separate and
unequal education for the different racially segted population groups (Segwapa,

2008:26).

Segwapa (2008:26) argues that in contrast withatieve-mentioned Acts, the Education
Policy Act 39 of 1967 (EPA) was promulgated for thetterment of governance in white
schools. Segwapa (2008:26) further argues thatAttiemade provision for parent and
educators’ participation in school education ast@ioed in the EPA. The aim was to
intensify the distinction between the provisionediucation for whites and blacks. Bathon,
Beckmann and Bjork (2011:350) contend that thethpat system in South Africa created
a race-based system of education with 5 main strest(see Figure 2.2) composed of 17

separate systems or departments of education.

Education Education Education Education for
for for for Black (African)
White people Coloured people Indian people people
Education for Black Education for Black
persons living in the persons living in the
Republic of South Africa independent (homeland) countries and

self-governing territories

Figure 2.2: The Apartheid Education Dispensation inSouth Africa (Source: Bathon,
Beckmann and Bjork, 2011:350)

Each structure operated under different laws anetm@nce systems that provided little

substantive coordination of the whole enterprispard from in the White system, there

was little encouragement of parent education (Ba#tal., 2011:351).
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Van Wyk (2002:124) argues that in most schoolsisgrthe white population, statutory

parent bodies (usually called management counciigye established. Van Wyk

(2002:124) further argues that, although such sodarild not be directly involved in the

professional activities of the school, they coulépart on them and make

recommendations to the director of education. Tinttuded recommendations regarding
the appointment of educators. The management docmaid also collect school fees to

defray current expenditure and control such fuAdigparent members of the management
council were elected by parents of the school (Maik, 2002:124).

In contrast, in black schools only 4 of the 6 memb® the management council (often
called school committees) could be chosen. Thewes¢ appointed by the government
(Van Wyk, 2002:124). Van Wyk (2002:124) further exss that the school committees
were to be the link to the community, and respdasibr controlling school funds,

erecting new buildings and advising the regiondlost boards. These school boards
represented a number of school committees in th@meand had extensive powers.
According to Van Wyk (2002:124) all the memberstlod regional school boards were
appointed by government. In most cases, the blaoknwunities rejected the governance
structures that the government instituted as ttitgrea them little say in the running of

their schools. By 1976, parents in urban areas staded their own representative
committees, precisely because they felt that timaccommittees and boards were not

representing them adequately (Van Wyk, 2002:124).

The South African ideal of democratic governing iesd which would involve
representatives of various constituencies in agdat@mmmunity was born in the aftermath
of the 1976 Soweto school uprisings and the devedop of a People’s Education
discourse in the 1980s (Karlsson, 2002:328).

According to Dekker and Van Schalkwyk (in Mahlan@®08:19), the Education and
Training Act of 1979 recognised active parentaloimement through a Parent-Teacher-
Student Association (PTSA) or the local committeescouncil. Sithole (in Mahlangu,
2008:19) asserts that the PTSA, as the name irgdicats a representative body of school
governance comprising parents, teachers and stidéatparticular secondary school. At
primary level, the body was called Parent Teachssogiation (PTA); the student

component was excluded presumably because stualetitat level were too young to be
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involved (Mahlangu, 2008:19). Mahlangu further @ms that the acceptability of these
structures by the community was highly contestedabse they were perceived to be
illegitimate structures imposed by the apartheidegoment on communities which had no
people representation. Sayed and Carrim (in Mahila2@08:20) concurs saying that these
structures consisted of individuals nominated bg thinority white state and were

consequently viewed by the oppressed community easgbillegitimate. The PTSAs

operated parallel to the school management coundiley acted as broad-based
representative bodies, which were parallel andrate/e structures which attempted to
take over both the policy-making (governance) aagttd-day management of the schools
(Mahlangu, 2008:20). According to Karlsson (2003)32the National Education

Coordination Committee (NECC) supported the esthblent of Parent-Teacher-Student
Associations (PTSAS) in schools as an alternativihé puppet governance structures of
the apartheid-era education authorities. Duringehgy 1990s the NECC conducted the
National Education Policy Investigation (NEPI) wiexamined school governance as a

key focus area for reform (Karlsson, 2002:328).

The rationale behind the establishment of the PT8as the desire to shift the balance of
power away from the much despised school committegsarents, workers, teachers,
students and their organisations (Mahlangu, 2008/&@&hlangu continues arguing that
the PTSAs were seen as instruments through whiabpl®e Education could be
implemented, albeit in a limited form. Therefotteyas recognised in the beginning that as
long as the real power still rested with the apadtstate, People’s Education would not
be achieved on a large scale; the full implememtatvould have to await the installation
of a democratic state (Mahlangu, 2008:20). Membérhe PTSAs were not necessarily
the parents of pupils enrolled in that particulelnal. Membership consisted of guardians
or other members of the community with a stakedimcation. They were either elected by
the community or seconded by the organisations sischivic or existing management
councils (Mahlangu, 2008:20). According to SithpfeMahlangu, 2008:20), generally the
aims and objectives within the community were touinate a democratic approach to
decision-making and problem solving, raising fuadsl monitoring its usage. This would

be achieved by involving all stakeholders in deratically elected structures.

Mahlangu (2008:21) argues that in most white schaolSouth Africa these associations

were called Parent Teacher Associations (PTAs)y Mere composed of parents and
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teachers only. They functioned on a local levelyand were not permitted to liaise with
the existing coordinating bodies at regional, pnoial and national levels (Mahlangu,
2008:21). Mahlangu continues stating that the P&idiss were to combine the efforts of
both parents and teachers when serving the sctieyl;were not allowed to contribute to
the more fundamental matters of education suchoisypmaking. Their duties were to

collect school funds and, for example, assist it entertainment and transport of

pupils.

According to Van Wyk (2002:125), just prior to tldemocratic elections of 1994 the
previous government launched the Education Ren8wategy which contained proposals
for the decentralisation of the education systerauph the establishment of management
councils at all schools. These structures wereat@e hncreased the decision making and
executive functions of the school management cdsifgian Wyk, 2002:125). However,
the feeling of the majority of black academics g@agents was that the concessions were
too few and too late (Van Wyk, 2002:125).

2.3.1.2 School governance after 1994

Bathon et al. (2011:351) argue that when the deaticatly elected government assumed
power in 1994, apartheid ended and a compreherssiite of policies and laws were
developed to deal with its legacy of inequalitysalimination and race-based education.
They further argue that one of the most urgent emattocused on addressing the wide
disparity in the quality of education and the methtundemocratic nature of school
governance. For example, there was little providmmparent and community input in
Black schools. The local education systems werebledautocratic administrators and

financial inequalities in the system were ramp@&attiion et al., 2011:351).

Since 1994 the South African government adoptednaber of policy documents aimed at
democratising education (Van Wyk, 2002:125). Onetleé most important policy
documents is th€onstitution of the Republic of South Africa AcBldf 1996 (RSA,
1996a). In Section 9 is says that the state mayuméddirly discriminate directly or
indirectly against anyone on one or more groundsjuding race. The principle of
representivity of stakeholders in schools was réooed in the White Paper on
Education and Training, Notice 196 of 19P&partment of Education, Chapter 4 (11)]
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which states that the principle of democratic goaece should increasingly be reflected
at every level of the system. This paper was s éducation document to emerge from
the newly formed government that embodied a congmeile set of new public education
policies. It unambiguously stated that parents h#we primary responsibility and
inalienable right to be involved in the educatidriheir children and it asserted the rights
of parents and citizens to be participants in tliweghance process. Bathon et al.
(2011:352) assert that the White Paper 1 indic#ttat the local communities own their
schools and that the costs of education shoulcbgellhy more than just the public funds.
Van Wyk (2002:126) asserts that tite Paper on Education and Training, Notice 196
of 1995was the first initiative taken by the governmeneliminate the inequalities within
the provision of education and that it strove tglement a governance system that
mirrored the hopes and aspirations of the commuhigddressed the following important
aspects:
+ Part 1: Introduction
+ Part 2. The Reconstruction and Development of thicktion and Training
Programme;

4+ Part 3: The Constitutional and Organisational Bakihe New System;

=

Part 4: The Funding of the Education System; and
+ Part 5: Reconstruction and Development in The ScBgstem.

The second document to emerge weducation White Paper 2: The Organisation,

Governance and Funding of Schools Notice 130 06 1Bgpartment of Education, 1996).

This document articulated:

4+ The structure of the school governing bodies (SasiGhs 3.8-3.16);

+ The roles and responsibilities of public school gyming bodies (See Sections 3.17-
3.21);

+ The employment of teachers in public schools (Sagiéhs 3.24-3.34);

=

The legal personality of schools (See Sections-3.36); and
+ The governance of schools and learners with spedatation needs (LSEN) (See
Sections 3.37-3.41).

The two White Papers mentioned above articulatgabrtant policy decisions that were
subsequently reflected in the SASA (Van Wyk, 20@8;1Bathon et al., 2011:352). Van
Wyk (2002:126) confirms that the principles relgtito governance as proposed in the

44



White Paper on Education and Training, Notice 198.@95were included in the SASA
(RSA, 1996b), which came into effect in January7.99

2.3.1.3 The South African Schools Act (84 of 1996)
The SASA (RSA:1996b) was promulgated on the 15 Ndex 1996. For the purpose of

this study the researcher focuses on the governamdemanagement of public schools

overseen by this Act.

Governance and professional management of publibeals

According to the SASA [RSA, 1996b: Section 16(X}je governance of every public
school is vested in its governing body and a gangrbody stands in a position of trust
towards the school [RSA, 1996b: Section 16(2)].

Functions of all governing bodies
Section 20(1) of the SASA (RSA, 1996b) stipulatee following functions of all
governing bodies. The governing body of a publiwost must, amongst other functions:

+ adopt a constitution;

+ develop the mission statement for the school;

+ adopt a code of conduct for learners at the school;

+ support the principal, educators and other stafthef school in the performance of
their professional functions;

+ recommend to the Head of Department the appointreetucators at the school;
and

+ recommend to the Head of Department the appointmienbn-educator staff at the
school.

All these functions are policy related, a fact whiemphasises the fact that the SGB is

responsible for the governance of the school.
Allocated functions of governing body

+ According to the SASA [RSA, 1996b:Section 21(1)gaverning body may apply to

the Head of Department in writing to be allocateg af the following functions:
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To maintain and improve the school's property, duildings and grounds
occupied by the school, including school hostélapplicable;

to determine the extra-mural curriculum of the sdhand the choice of subject
options in terms of provincial curriculum policync

to purchase textbooks, educational materials oipetgnt for the school.

+ The Head of Department may refuse an applicatiorteroplated in Subsection (1)
only if the governing body concerned does not himeecapacity to perform such a
function effectively.

+ The Head of Department may approve such applicatimeonditionally or subject to
conditions.

+ The decision of the Head of Department on suchiegins must be conveyed in
writing to the governing body concerned, givings@as.

+ Any person aggrieved by a decision of the Head epddtment in terms of this
Section may appeal to the Member of the ExecutivenCil.

+« The Member of the Executive Council may, by notinethe Provincial Gazette,
determine that some governing bodies may exeraigeap more functions without
making an application contemplated in Subsectignifcl

he or she is satisfied that the governing bodiexc@med have the capacity to
perform such a function effectively; and

there is a reasonable and equitable basis for dsmng

Membership of governing body of ordinary public sobl
According to the SASA (RSA, 1996hb: Section 23):
+ the membership of the governing body of an ordimarylic school must comprise:
elected members;
the principal in his or her official capacity; and
co-opted members.
4+ Elected members of the governing body must com@isgember or members from
each of the following categories:
parents of learners at the school;
educators at the school;
members of staff at the school who are not edusasod

learners in the eighth grade or higher at the dchoo
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+ A parent who is employed at the school may notesgmt parents on the governing
body in terms of Subsection (2)(a).

+ The representative council of learners referrednt@ection II(1) must elect the
learner or learners referred to in Subsection §2)(d

+ The governing body of an ordinary public school ethprovides education to learners
with special needs must, where practically possideopt a person or persons with
expertise regarding the special education needsdf learners.

+ A governing body may co-opt a member or membeth@fcommunity to assist it in
discharging its functions.

+ The governing body of a public school contemplate®ection 14 may co-opt the
owner of the property occupied by the school orrtbminated representative of such
owner.

+ Co-opted members do not have voting rights on tveming body.

+ The number of parent members must comprise one tharethe combined total of
other members of a governing body who have votiggts [RSA 1996b: Section
23)].

The SASA [RSA, 1996b: Section 16(3)] states that pinofessional management of a
public school must be undertaken by the principadler the authority of the Head of
Department.

The main thrust of the Act is to provide organisa#sil capacity to do everything for
schools. All stakeholders, parents, educatorsnérarand local community members
should be actively involved in the organisationyvgmance and funding of schools.
Marishane (in Van Wyk, 2002:126) argues that tleaidf involving all the stakeholders
in school governance stems from the strong béiigf $chools run well when governed by
the local people, since these people are well dlagken it comes to identifying the
problems and needs of their schools, but this dépem them being prepared to accept
responsibility for their governance. Van Wyk (2028) asserts that the SASA mandates
the establishment of SGBs in all schools in thentguin order to ensure that parents,
teachers, learners and non-teaching staff willvabti participate in the governance and
management of their schools with a view to prowdipetter teaching and learning

environments.
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While transformation of education in the South édm context involves changing
education for the better, democratisation of edaoatncompasses the idea of a
partnership in which stakeholders such as parlamers, educators and members drawn
from the school community, not only play an actiete in the school activities and
functions, but also jointly constitute a body tha&presents stakeholders and takes
decisions on behalf of the school (Van Wyk, 2008)12

Squelch (in Mestry & Grobler, 2007:176) assert thhamocratic school governance has
been initiated and formalised through legislativancghates intended to exact compliance
with regulation concerning the election, compositamd functioning of governing bodies.
According to Mestry and Grobler (2007:178) there moteworthy consequences of the
SASA and these are:

+ An increased autonomy of schools;

+ Clearer definition of the legal position of the SGRL6);

+ Extension of the powers, duties and responsibilitparents and communities; and

+ The curtailment of the principal’s role as the pimndecision maker.

Mestry and Grobler (2007:178) assert that empowegoverning bodies in shared

decision making requires active participation dftae stakeholders who have a vested
interest in the school. They further argue that thplies creating the necessary climate,
structures, processes and support mechanisms gendaring genuine participation and
involvement. This is essential if all stakeholdare to be involved in raising the quality of

education. Parents now have a potentially gregiporunity, through membership of the

SGB, to have a say in the decision making procedsvaanagement of the school (Mestry
& Grobler, 2007:184; Van Wyk, 2002:123).

The success of the SGB performing the compulsongtions (RSA, 1996b:Section 20)
depends on support, cooperation and trust amotigeeaelevant shareholders (Mestry &
Grobler, 2007:179). They continue by saying thatepes should be empowered and
equipped with the necessary skills to enable thefadilitate learning at home and make
informed decisions about the future of their claldr Mestry and Grobler (2007:183)
argue that most parents have interest, but lackndesssary knowledge and skills to
perform the duties of governors. They thereforedneeactical advice and detailed

explanations on how to be actively involved in saihgovernance and how they can play
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an active role in the education of their childréteétry & Grobler, 2007:183). The school,
together with the education district, should takee tinitiative to plan induction
programmes for new parent governors elected orptedoto SGBs. This developed
programme should help capacitate parents as to riblei and function on the SGB, the
demarcation of their school management duties laae@&ncouragement of parent-educator
collaboration through advisory team links on issis example, pupil behaviour,

discipline and school uniform).

Duke (in Brown and Duku, 2008:414) contends that 3ASA (RSA, 1996b) has been
criticised for being steeply middle class in idgntand for normalising parental
involvement in middle class terms, without mucharefor the underprivileged. Brown
and Duku (2008:414) emphasise that many underpged are products of an apartheid
system which denied them the opportunities to eeagagschool governance. However,
policies of decentralisation are seeking to redtess (Sayed & Soudien in Brown &
Duku, 2008:414). Sayed and Soudien (Brown & DukaQ&414) highlight the fact that
the SASA makes the following 2 assumptions abotgrga:

+ They can all afford personal time to spend on sthotivities, which are not related

to any form of remuneration; and

+ They have the resources to make choices aboutdhiédren’s education.

These implicit assumptions mean that parents, edpyem rural areas, who do not meet
these qualities, might be pushed to the marginchbsl governance participation. The
message of insignificance communicated to this segrof society is often overlooked
(Brown & Duku, 2008:414). When poor and privilegesrents gather, the resulting effect
is often a sense of social tension, rejection, dation and psychological stress. This in
turn often leads to isolation and this is the &ae8is of participation (Brown & Duku,

2008:414).

Lewis and Naidoo (2004:106) write that school pers appear not to want parental
involvement beyond token involvement in fund-ragsiend other support activities, thus
they inhibit parent involvement in decisions abeutriculum and school organisation.
Mestry and Grobler (2007:176) assert that as pardaachers, and the general public
become more involved in school affairs, a shiftpower and authority occurs. They

further argue that a principal can no longer bedl@f an educational fiefdom. Lewis and
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Naidoo (2004) argue that in almost every schooldbeision-making process appears to
be similar to that described by the principal adanship school: decisions are taken after
consultation and a decision is taken by consertdagiever, in practice, the consultation

process is managed by the principal and all stdkder®are not equal participants. Often
consensus is more illusory than real. According Goodman, Baron and Myers

(2005:309), in most schools official power flowstfr the principal down to the teachers
and staff, and then to students and their par&@udsdman et al. (2005:309) state that in all
complex organisations, the flow of power is mordtifaceted than the previous statement
would imply. Koross, Ngware and Sang (2009:63) ardgiat in some cases school
administrators do not actively involve parentsha affairs of the school and such schools

are known to experience financial mismanagement.

2.3.2 International perspective

In this Section, school governance in Britain, RegpRepublic of China (PRC), Kenya,

Lesotho and New Zealand will be briefly discussed.

According to the Education Reform Act (1988: Satti®) in Britain, the governing body
of a school must comprise of the following categsmf people: parent governors, teacher
governors, the head teacher, first governors aadabindation governors. The governing
body is responsible for the governance of school8iitain. No mention is made of
learners in this Act, which may indicate that theg not involved in the governance

structure of schools in Britain.

Gu (2008:573) states that as the highest educatitimority in the PRC, the Ministry of
Education (MOE), determines the education poli@ed curriculum and that these are
applied universally in all schools across the coumiccording to the Education Law of
the People’s Republic of China (ELPRC) (PRC, 1984icle 14), secondary and lower
education is managed by the local people’s govenhmeder the leadership of the State
Council. The departments in charge of educatiodaliaistration under the local people’s
government at and above country level are resplengip the educational works within
the jurisdiction of the respective administratiegion. Other relevant departments of the
people’s government at and above the country lewel responsible for all relevant
educational works within their terms of referen®&®k(C, 1995: Article 15). The ELPRC
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(PRC, 1995: Article 16) states that the State Cibamel the local people’s government at
and above country level shall report to the Pespl®ngress at the respective level or its
standing committee on educational works, budgetsfenrancial accounts of educational
expenditures, and submit these for their supemvisficcording to ELPRC (PRC, 1995:
Article 30), headmasters of schools are respons$ibleeaching and learning activities and
administration. The ELPRC further states that sthaod other educational institutions
shall guarantee the patrticipation of teachers a&aifl in the democratic management and
supervision through an organic form such as thehea and staff congress. This mainly
consists of teachers in accordance with relevaowigions of the state. It is noteworthy

that learners are not mentioned in the governahsehmols in China.

According to the Education Act of Kenya (EAK) (TRepublic of Kenya, 2012: Section
6), every primary school that is maintained by @laauthority shall be managed by that
local authority. Every maintained or assisted sthotmer than a primary school
maintained by a local authority shall be managed Bpard of Governors (BOG). Section
6 of the EAK states that the Minister may estabddBOG for any maintained or assisted
school, other than a primary school. The Educatioihof Kenya (EAK) (The Republic of
Kenya, 2012: Section 11) mentions that an ordexbéishing a BOG shall provide for the
membership of the Board and include representativdhe communities served by the
school, persons representing any voluntary bodghvhias the founder of the school or its
successor, and any other persons or representafil@slies or organisations that, in the
opinion of the Minister, should be included. Thepaiptment and resignation of members
and the continuity of the membership of the boaedadso covered in this section. Koross
et al. (2009:62) assert that over the years, theagement of secondary schools has
changed considerably. The change has been towardsdemocratic decision-making in
schools. They further state that such change ha® @bout due to the changes in school
size, composition, demand for greater accountglalid the fact that parents, who in this
case are the major stakeholders in education, @tteng a lot of resources and time into
the education of their children. Koross et al. @8@) contend that the day-to-day
management of a secondary school is the respadhsibil a school principal appointed
through merit by the Ministry of Education. Eaclt@aedary school in Kenya has a BOG
and a PTA. The BOG is largely appointed by the Btern of Education and has parent
representation while the PTA is elected by parefhthe respective school. Koross et al.

(2009:62) point out that the BOG enjoys legal bagkirom the education legislation
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whilst the PTA does not. The PTA is largely coneernvith resource mobilisation while
the BOG has the overall authority on all schochiast Unlike in the SASA (RSA, 1996b),

learners are not included in the governance ofashn Kenya.

According to the Lesotho Education Act 3 of 201E&QA)[Kingdom of Lesotho, 2010:
Section 20(2)], a principal of a public school $ha¢ appointed by the appointing
authority on such terms and conditions as may beisgd by the Minister in consultation
with the Minister responsible for finance and fopeariod not exceeding 5 years. The
duties of a school principal include the respotisybfor the organisation, management
and day-to-day running and leadership of a schkwmigdom of Lesotho, 2010: Section
21(a)]. The principal is also the chief accountnificer of the school and is responsible to
the school board for the control and use of scliontls [Kingdom of Lesotho, 2010:
Section 21(b)]. Section 25 of the LEA states tha school board shall manage and
administer the school and oversee its proper afesft running. Once again, there is an

absence of learners in the governance structuresatho.

According to the New Zealand Education Act 80 08A9YNZEA) [New Zealand, 1989:
Section 94(1)], the board of a state school shatharise parent representatives and the
principal of the school or, in the case of a coredioard, the principals of the schools
administered by the board, except where the prahagpthe only member of the school, a
staff representative. According to Section 94(2Ytef NZEA (New Zealand, 1989), the
board, except to the extent that a board has ddéadeerwise, it shall have 6 parent
representatives, in the case of a board that adtamsimore than 2 schools; and 5 parent

representatives, in every other case.

The NZEA [New Zealand,1989: Section 75(1&2)] outknthe functions and powers of
the school board. It is required to perform itsdiions and exercise its powers in such a
way as to ensure that every student at the schadile to attain his or her highest possible
standard in educational achievement. The schootipalis the board’s chief executive in
relation to the school’s control and management.oHshe has complete discretion to

manage the school’s day-to-day administration [M@&aland, 1989: Section 76(1&2)].
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It is clear from the above that only South Africeludes learners from grades 8 to 10 in
the governance of schools so that they can comgritouthe decision-making process of

their school.

2.3.3 Conceptualising school governance for thisusty

An overview of the literature highlights the contepdecentralisation. Decentralisation is
the way for governments to democratise the govemar schools by involving all the
stakeholders in the decision-making process in@shdhe principals of schools are no
longer the primary decision-makers; they are p&ar6G@Bs that make many important
decisions at the school. The principal and the S\@ responsible for the day-to-day
running of the school, that is, the professionahaggement of the school, while the SGB is
responsible for the governance of the school. Tieeess or otherwise of the school rests
on the leadership of the principal who is entrustéith the responsibility of coordinating
all the activities that occur within a school. Rbrs to work, there should be cohesion

between all management and governance resporiegilit

2.3.4 Perspectives of educational policies

2.4

Educational policies that are pertinent to schamlegnance in this study are the SASA
(RSA, 1996b), the Education Reform Act (RSA, 99B% Education Law of the People’s
Republic of China (PRC, 1995), Education Act of &rfThe Republic of Kenya, 2012),
the New Zealand Education Act (New Zealand, 198%) the Lesotho Education Act

(Kingdom of Lesotho, 2010). These policies aregieén in any particular order.

FACTORS THAT INFLUENCE PARENT INVOLVEMENT

Michael et al. (2012:70) assert that the followivayriers to parental involvement have

been identified by school managers, members ofrgovg bodies and parents:

+ Apathy: Many parents are apathetic and do not sterfeel a need to become
involved in their children’s education.

+ Transport: Travelling distances to schools andahk of transport are a problem.

+ Financial problems of schools and families: Parantsexpected to contribute to the

finance and fundraising activities of the schodls.a result, poor parents especially
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keep their distance as they feel that if they bexdoo involved at the school, they
could be asked for additional contributions.

+ Working parents: Many parents are not involved ¢homl activities due to work
commitments.

+ Low self-esteem of parents: Many parents feel ttiety cannot communicate
adequately with the educators due to languagedoaror their own poor education.

+ Lack of knowledge: Many parents are ignorant ofuéss pertaining to parental

involvement in schools.

Barnyak and McNelly (2009:39) argue that barrierparental involvement include:

+ Parents’ fatigue;

+ Parents’ lack of awareness of their rights as albf school policies and procedures;
and

+ Limited opportunities for parental involvement.

Barnyak and McNelly (2009:39) further argue thagistical limitations such as a lack of
transportation or child care and language baroéen also exist. They say that families
with a lower SES usually have lower parental ineohent. Their limited involvement

may be due to time demands or work schedules dsawedttitudes and practices within

schools.

Barnyak and McNelly (2009:51) identify the followgnobstacles regarding parent-

involvement:

+ Insufficient teacher education related to pareimablvement;

+ Limited time constraints for teachers and parents;

+ Parents’ and teachers’ diverse goals for children;

+ Parents’ lack of knowledge on how to serve as asotm volunteer or advisory
committee member; and

+ Feelings of a lack of power to influence withinchsol setting.
According to Barnyak and McNelly (2009:52) sometloése obstacles may be eradicated

through school and state leadership, such as thrthegprovision of parental involvement

coordinators. They also argue that in order to mis¢ and alleviate barriers, parental
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involvement practices and the self-efficacy of teas and administrators should be

carefully examined to ensure that they supportcéi.

Arias and Morillo-Campbell (2008:8) assert that baeriers that most often confront the
parents of English Language Learners (ELL) whenoines to engaging with schools
include:

+ School-based barriers such as a deficit schooppetive, unidirectional approach to

parental involvement or the existence of a negaormol climate;

+ The lack of proficiency in the English language;

+ Varied parental educational levels;

+ Disjunctures between school culture and home ajlamd

+ Logistical issues like the timing of meetings, drélare needs and transportation.

Gonzalez-DeHass and Willems (2003:96) contend #yastematic and meaningful
parental involvement is hindered by many obstasta@sh include:

Parents who lack the desire and confidence to becowolved,

Educators who lack the desire to encourage parenalvement;

Teacher’s preconceptions surrounding parent capesbijl

Home-school scheduling conflicts;

Conflicting beliefs about the way parents shouldnyelved in school life;

- F & - &

Vagueness surrounding the changing role of paremablvement during the
adolescent years; and

+ Lack of teacher preparation and administrative supp

Hoover-Dempsey et al. (2005:114) assert that pgreetceptions of their personal skills
shapes their thinking about the kind of involvemtiiat would be possible if they were to
have a reasonable likelihood of achieving succEsmver-Dempsey et al. (1995:115)
write that if parents believe their skills are iegdate, they tend to ask others in the
family to help, ask their child to get more informea at school, or seek additional help
themselves (e.g. by calling the teacher or a kndgdable family member or friend). If
they perceive their skills to be adequate, thergareend to be positive about engaging in
an activity. This finding is clearly consistent Wwifparent tendencies to value their
children’s success. According to Hoover-Dempsegl.e2005), in general, parents’ self-

perceived skills and knowledge appears to figuravie in their decisions concerning

55



school involvement as their children progress frelementary through middle and high

school.

Gonzalez-DeHass and Willems (2003:96) mention dinégéss we address these concerns
among parents, we will not reap the rewards thaespread parental involvement can
offer.Arias and Morillo-Campbell (2008:9) suggdst steps tabulated in Table 2.2 below
if they wish to address the barriers to parentablvement and to increase parental

participation.

Barrier Promoting ELL Parental Involvement

Communication 4+ Provide a home-school coordinator or liaison
Initiate home visits by teachers

Send out bilingual newsletters

Provide a multilingual telephone homework line

Schedule monthly meetings at a local communityreent

School/Parental Acknowledge parents’ cultural values

Perceptions Incorporate community into curriculum

Invite extended family members to school activities

Logistics Modify meetings to accommodate parents work scleedul

i I B e e

Provide child care to facilitate parent attendaateschool
functions
+ Arrange transportation to facilitate student inshent in

school activities

Table 2.2: Addressing Barriers to Increased ELL Paental Involvement
(Source: Arias & Morillo-Campbell, 2008:9)

Hoover-Dempsey et al. (2005:120) suggest the foligwetrategies for schools to enhance

parents’ capacities for effective involvement:

+ Communicate clearly that all parents have an ingmbntole to play in their children’s
school success;

+ Give parents specific information about what thag do to get involved;

+ Give parents specific information about the geneffacts of involvement on student

learning;
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+ Give parents specific information on how their ilwement activities influence
learning;

+ Give parents specific information about curriculand learning goals;

=

Offer parents positive feedback on the effecteirtinvolvement; and

+ Create and support parent and parent-teacher netivothe school.

2.4.1 Conceptualising the factors that influence parentainvolvement in this study

From the literature, the most common factors thiitiénce parental involvement are:
Transportation issues;

The fact that many are working parents;

The SES of the parents;

The education level of the parents;

The time of scheduled meetings; and

- - F =

The parents’ own perceptions of their skills okla€ skills.

All these factors have been elaborated upon ini@e&.4 above. They affect parental
involvement positively or negatively depending ¢ tcircumstances of an individual
parent or group of parents that find themselvea gimilar situation. Each community
should be aware of the challenges the parentsaaex fwith in order to maximise the

participation of parents in the governance of sthoo

2.5 FACTORS THAT INFLUENCE EFFECTIVE SCHOOL GOVERN ANCE

2.5.1 The school environment

The most striking feature is that of inequality. M¢hprivileged and reasonably well
resourced schools exist in the education systeenyaist majority of children continue to
be educated in conditions of extreme neglect (Vark,V2002:136). According research
published by Van Wyk in 2002 (page 137), 1.9 milliearners are still without proper
toilet facilities, 36.4% are without telephones%2do not have access to running water,
and only 54.9% have access to electricity. Van 8®02:137) argues that the lack of
resources implies that many governing bodies, getith the aim of improving the
quality of education provision explicitly, have Ieglaced in a fund-raising role.

Moreover, the burden of establishing, exempting aettieving fees is particularly
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difficult for governing bodies without the requisiéxpertise and skills and most governing
bodies still require extensive training in finacad administrative management (ibid).
More recently, however, the National Education dsfructure Management
Systems(NEIMS) (RSA, 2014:1-6) states that in Mplamga, 97.7% of schools have
electricity supply, 99.5% have a water supply, d§3% of schools are without ablution
facilities, 9.5% of schools do not have fencing,728 have libraries, and overall 37% of

schools in Mpumalanga do not meet adequate stasidard

2.5.2 The school community
2.5.2.1 Widespread poverty and illiteracy

According to Hartshorne in Van Wyk (2002:137) tBeuth African education system
operates in a society in which 18 million peoplediat 45.7% of the total population) live
in poverty and unemployment is estimated to be $@.&ccording taCensus 201(RSA,
2011:42), the average annual household income @s6R8 and the unemployment rate is
29.8% (RSA, 2011:49).Parent involvement in schaalssuch communities is often
difficult as many parents and caregivers are stimiggo survive and have little or no
energy left for social obligations such as becomimgplved in school activities (Van
Wyk, 2002:137). Van Wyk (2002:137) asserts thattlagoproblem which besets parents
in the previously disadvantaged communities in B@\tica is the high level of illiteracy.
Shindler and Bot (in Van Wyk, 2002:137) argue thatestimated 37% of the population
of the country is functionally illiterate. Accordjrto Census 2011RSA, 2011:34) 10.5%
of Black Africans do not have schooling. Coombe &uwbden in Maluleka (2008:35)
argue that the rurality and illiteracy of a largegortion of the population and unrealistic
educational requirements for membership of schaalids are additional challenges to
involving communities in the decision-making prazes local schools. Reiter (2009:353)
concurs saying that parents with very low levelsedfication almost never influence
decision-making. He also found that decision-makifigquently followed the
recommendations of the principal and that parectisdaas active deliberators, but played

secondary extra roles.
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2.5.2.2 Location of schools and representivity

Motala, Vally and Modiba (in Van Wyk, 2002:138) aggthat parents have the right to
choose a school and say that the phenomenon ofieleanigration is widespread
throughout the South Africa system. Van Wyk (2038)1 further argues that many
schools to which learners migrate are situatedréan the children’s homes making parent
participation in school governance difficult or iogsible. In a country where schooling
for different racial groups was segregated and wiseciety is still divided along socio-
economic, language and religious lines, it is ilmpee that SGBs take it upon themselves
to represent the interests of all learners andnpsuia their school community (Van Wyk,
2002:138).

2.5.2.3 Training of school governors

Coombe and Godden in Maluleka (2008:35) argue ttiete is confusion over varying
roles of governing bodies in different categoridssohools. Looyen (in Van Wyk,
2002:138) is of the opinion that training is therarstone of affirming governors in the
execution of their roles and responsibility. Lekalia (2006:100) asserts that the training
of SGBs is imperative for capacity building andllskdevelopment at school level. He
continues saying that this implies that even if Bi@oE provides training, schools must
also have a way of further training. What makes diteation problematic is that broad
policy is determined by the Department of Basic ¢adion (DBE), while the provincial
departments are responsible for the implementaifgpolicies (Valley & Spreen in Van
Wyk, 2002:139). Van Wyk (2002:139) argues thatghavincial departments do not have
the resources to do so and this makes it extremilicult for provinces to provide
adequate training for SGB members. He concludestiigalack of adequate training for
SGBs could defeat the whole object of institutimmyerning bodies as it is unlikely that
governing body members will be able to make infatnmpedgments without adequate
training. Heystek (in Maluleka, 2008:34) assert# tihe limited training of the main role
players in the management of schools, coupled wigir uncertainty regarding their
functions and duties, sometimes makes it diffi¢att principals and parent governors to
work together harmoniously. Although many princgohave long years of experience, the
participative and democratic management approaateve for most of them, with the
result that not even their experience can prepaeentfor this changed situation. This

poses a serious challenge to the functioning oBB8 because principals are supposed to
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guide and even train the governing body memberdheir roles and responsibilities
(Maluleka, 2008:34).

In response to this challenge, Van Wyk and Lem(@meMaluleka, 2008:34) advise that
school principals get intensive training regardingiore participative style of management
that embraces the values of cooperative governaikewise, principals need to develop
a more participatory style of management that alostaff and parents to play a
meaningful role in decision-making. Maluleka (20®8: concludes that the principal is a
central figure in both the effective and efficiénnctioning of the school and so they
should be the most knowledgeable persons regasddiinige aspects of school governance

and governing body functions.

According to Van Wyk (2002:139) the challengestfoe year 2000 and beyond are how
to make the illusion of democracy a reality. Kidaragiam (2003:29) asserts that parents
who lack relevant skills are influenced and maraged by school authorities, namely,
teachers and, in particular, principals. The issueapacity is key to parents being trained
to be able to deal with the highly complex submfcschool governance, a responsibility

that includes the handling of finance, policy fotation and maintenance of schools.

2.5.2.4 Monitoring and control

According to Maluleka (2008:43), it is not only itteag that is important in the
functioning of the SGB Constant monitoring and cohis also crucial to ensure that the
intended functions are fulfilled. He advises thatarder for the SGBs to perform as
expected, they need to be appraised or inspeatedtime to time. This is critical because
of the vast amount of responsibility given to th@Bsby the community and government
through the DBE. Maluleka (ibid) identifies 4 maameas on which the SGBs can be
appraised and inspected:

+ The quality of education provided to the learners;

4+ The quality of standards achieved by the school;

+ The efficient management of the school’s finanaraangements; and

+

The spiritual, moral and cultural development opifsu
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Performance in these areas gives an assurance @B# that the SGB is able to account
for the powers and authority that have been detelgad them. Such appraisals also

provide the DBE with sufficient grounds to deallwibcapable governors (ibid).

2.5.2.5 Access to information and resources

According to Van Wyk (2002:139), governing body niers need ready access to
knowledge and reliable sources. The latter arenafiehe hands of school principals and
provincial education departments who need to ensbheg¢ relevant information is
disseminated and that people are kept up to dakedsvelopments and issues. In this way
they will be in a better position to make informaecisions. Van Wyk (ibid) argues that
overall, only 1 in 5official documents reaches itsended target. Moreover, in many
schools, both governing body members and educatonglain that policy documents and
other directives from the DBE and MDoE are kepthi@ principal’s office and as such are
not easily available to them (ibid). Van Wyk (20D20) writes that in addition, most
policy documents and directives from the DBE andd#Care very difficult to understand
and governing body members are seldom given assestia the interpretation of these

official documents.

2.5.2.6 Leadership of the school principal

Looyen (in Van Wyk, 2002:140) asserts that schaoigpals have for the most part
controlled South African schools with little or neacher and parent participation. Van
Wyk (2002:140) further argues that only the priatip leadership style and frame of
reference drove the school’'s ethos, culture anceing Educators, parents and learners
contributed very little to policy and decision-miadfj for the most part their role was
supportive in nature. According to Maluleka (20@;3there is a general perception of
lack of power among school staff, parents and stirerthe community. Kidanemariam
(2003:29) argues that the locus of control and sieeimaking powers have mainly
resided in school principals with minimal partidipa from teachers, parents or students.
He continues by saying that principals view theosth as their domain, organising and
managing them according to their particular franfieraderence and leadership styles.
Although PTAs have played an important role in s¢hmanagement, this role has been of
a supportive nature, with limited decision-makingmers (Kidanemariam, 2003:29). In

contrast to this centralised, authoritarian and-participative approach, the decentralised,
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cooperative (participative) approach gained inagrepgavour during the 80s and 90s
(ibid). Van Wyk(2002:140) concludes that the demisfe a rigid, centralised and
bureaucratic approach to education brought abouh®8ASA (RSA, 1996b) paved the
way for a more interactive approach to school goaece and management.

2.5.2.7 Appointment and promotion of educators

Van Wyk (2002:140) claims that school governorseh#heir most direct impact on
teaching and learning when they appoint a new membstaff. In many instances the
selection process has been the source of angryeddsetween groups of educators, with
parents inevitably finding themselves at the cemtfeconflicts. Van Wyk (2002:141)
continues to say that in many instances the coscefrthe educators are understandable
because few governing body members have a gradgpeotasks and responsibilities
required at different post levels and thereforeceatandidates on dubious grounds.

2.5.3 Conceptualising the factors that influence schoolayernance for this study

From the literature study the following factorsalamut prominently:
+ Poverty and illiteracy levels among parents;

+ Learner migration to schools far from parents’ heme

4 Training, or the lack thereof of SGB members;

4+ Monitoring and control of SGBs; and

+ The leadership style of the principal.

These constraints or factors may lead to a jostiarigpower and fighting over territory
between the school governors and the school masiagas in turn can impede the
performance and development of the school (Malyl&#®8:35). Thus, Van Wyk and
Lemmer (in Maluleka, 2008:35) maintain that althoughe establishment of
democratically elected governing bodies has chatigegbolitical structure of schools and
the nature of decision-making, principals are iacgice often reluctant to relinquish or
even share their power and authority. This is asmpounded by the SGBs who often

delegate authority back to the principal, thus @nésg the status quo.
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2.6 CONCLUSION
2.6.1 Knowledge

In this chapter the researcher became aware ohergeconcern among stakeholders on
the level of parental involvement especially in t®hip schools and schools in the rural
areas. A number of factors impacted parental iremlent. The SES of the parents
influenced to a very large extent their level ofalvement in school governance. The
parents’ perceptions of their skills or lack of Iskimpacted on their involvement in

school governance, both negatively and positivélihat the researcher learnt is the
importance of communication between the school @arénts, especially on the role that
parents should play in school governance. Trandpetween the parents residences and
school also played a big role on their ability tbead meetings and other activities at
school. This in some cases is as a result of leanigration from the township schools to

the former Model C schools.

The researcher also became aware of the existémcauwnber of frameworks on parental
involvement, but the one that attracted the atbendf the researcher the most is Epstein’s
6 levels of parental involvement as this providesdelines to all the stakeholders in
education. Schools want to involve parents in sthemdivities, but often lack the
knowledge of how to achieve this.

Decentralisation of power is now a global trend akhincludes South Africa. Parents in
South African schools are also more involved indbeision-making process. Froihite
Paper on Education and TraininfDepartment of Education, 199%ducation White
Paper 2: The Organisation, Governance and Fundirfg Schools (Department of
Education, 1996) and finally the SASA (RSA, 1996hg process of the democratisation
of schools progressed well. At this level the dadie to the democratisation of schools
remains a lack of adequate training for the SGB bwam

The literature study also clarified factors thdtuence parental involvement in schools.
Factors that influence parental involvement inclutie school environment, poverty and
illiteracy, the location of the schools affected the migration of learners and the

leadership of the school principal.
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2.6.2 Gaps identified

A study of this nature has not yet been done irBiteyten Circuit. The researcher has not
come across a study that seeks to address thefla@ining programmes for teachers and
principals of schools on parental involvement irs theographical area. The researcher
feels that other areas for research are the inuudwe of fathers in the education of their
children and an investigation into the developmeft a comprehensive training

programme for SGB members on their responsibilineschool governance.
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3.1

3.2

CHAPTER 3: RESEARCH METHODOLOGY

INTRODUCTION

Research methodology focuses on the research grandskind of tools and procedures to
be used. It focuses on the individual (not lineeps in the research process and the most
‘objective’ (unbiased) procedures to be employeab{iBe & Mouton, 2001:75). McMillan
and Schumacher (2010:8) assert that research nwtiggdentails all the ways in which
one collects and analyses data. These methodsdeawnedeveloped to acquire knowledge
reliably and with a high degree of validity. In gshstudy the researcher used reliable

methods consistent with qualitative research tbeyadnd analyse data.

In this chapter the kind of tools, procedures amyswsed to collect, present and analyse
data are discussed. The following concepts andehgons for use and application in the
study are explained: philosophical research pamadigsearch approach, population and
sampling, instrumentation and data collection tepnes, and finally data analysis and
interpretation. The discussion commences with comgnen the philosophical research

paradigm.

PHILOSOPHICAL RESEARCH PARADIGM

According to Filstead (in Ponterotto, 2005:128) axgoligm can be defined as a set of
interrelated assumptions about the social worldctvhprovides a philosophical and
conceptual framework for the organised study oft thvarld. Babbie and Benaquisto
(2010:32) define paradigm as a model or frameworkabservation and understanding
which shapes both what we see and how we understar@uba and Lincoln (in
Mittwede, 2012:36) define paradigm as the basiebslystem or worldview that guides
the investigator, not only in choices of method ioubntologically and epistemologically
fundamental ways. For the purpose of this stugyaradigm is defined as the basic belief

system or world view.

This research is placed within the constructivistirderpretivist philosophical research
paradigm. Lodico, Spaulding and Voegtle (2010:14%eat that traditionally, purely
gualitative research is done by persons who hdldraework referred to as interpretive,

constructivist or naturalistic. They use the teratial constructivism to refer to this
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approach and argue that phenomena must be undératocomplex ‘wholes’ that are
inextricably bound up with the historical, socioromic and cultural contexts in which
they are embedded. Therefore, social construdivettempt to understand social
phenomena from a context-specific perspective. dae@it al. (ibid) further argue that the
researcher must attempt to understand the complé>otien multiple realities from the
perspectives of the participants. Constructivisnheses to a relativist position that
assumes multiple, apprehendable and equally valgdities that are based in human
experience (Schwandt in Ponterotto, 2005; Guba &cdin in Mittwede, 2012).
Ponterotto (2005:129) elaborates saying that esdigntonstructivists hold that reality is
constructed in the mind of the individual, rathkart in it being an externally singular
entity. Charmaz (in Lauckner, Paterson & Krupa, 26} concur that constructivism
assumes that the meaning of experiences and easntsonstructed by individuals, and
therefore people construct the realities in whiobytparticipate. According to McMillan
and Schumacher (2010:6), interpretive or constristtiresearchers use systematic
procedures but maintain that there are multipléaigaconstructed realities. This is unlike
post-positivism which postulates a single realigossey, Harvey, McDermott and
Davidson (2002:718) agree that one of the majdictims is that within the positivist
paradigm it is assumed that an objective realitytroth, exists independent of those
undertaking the inquiry and the inquiry context.uN®n (1997:68) asserts that the
interpretive approach is the systematic analysisoafally meaningful action through the
direct detailed observation of people in naturdirsgs in order to arrive at understandings
and interpretations of how people create and miairtteeir social worlds. According to
Willis (2012:8), interpretivists favour qualitativeethods because these methods provide
better ways of getting at how humans interprettbdd around them.

The constructivist or interpretive approach is lest approach for this study because the
researcher is interested in the meaning that thicipants attach to naturally occurring
phenomena. The researcher is interested in whapaheipants experience and feel in
their natural setting. He has endeavoured to ‘@ackny preconceived ideas about the
phenomenon under investigation and present theriexges and interpretations of reality

from the perspective of the participants.
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3.3 RESEARCH APPROACH

A qualitative research approach is used in thiglstiMartella, Nelson, Morgan and
Marchand-Martella (2013:294) define qualitativeet@sh as research whose concern is
understanding the context in which behaviour occart just the extent to which it
occurs. Qualitative research explores attitudebawieur and experiences through such

methods as interviews or focus groups (Dawson, 23)7

Gaskell (2000:41) contends that the real purposquafitative research is not counting
opinions or people but rather exploring the ranigepmnions, and different representations
of an issue. McMillan & Schumacher (2010:324) assbkat historically, qualitative
researchers cite two major purposes of a studgetzribe and explore, and to describe
and explain. Qualitative research uses an emendgsign where the methodologies may
change throughout the study in order to betteresgnt the reality of the persons and
settings studied (Lodico et al., 2010:143). Accogdio Denzin and Lincoln (in Lodico et
al., 2010:32), qualitative research is a situatetividy that locates the observer in the
world. Qualitative research involves an interpretimaturalistic approach to the world;
this means that qualitative researchers study shimgheir natural settings and attempt to
make sense of, or interpret, phenomena in termteineanings people bring to them
(Lodico et al.,, 2010:32). Qualitative research gesi emphasise gathering data on
naturally occurring phenomena. Most of the datanighe form of word rather than
numbers and, in general, the researcher must saacchxplore with a variety of methods
until a deep understanding is gained (McMillan &&macher 2010; Flick, 2007). The
data are collected in the natural setting, meaneng$ understandings are reached by
studying cases intensively and inductive logic sedito place the resulting data in a
theoretical context (Martella et al., 2013:294).dlow et al. (2010:142) concur that
gualitative researchers use the inductive methodeasoning and strongly believe that
there are multiple perspectives to be uncoverdtiérnresearch. They add that qualitative
researchers focus on the study of social phenometi@n giving voice to the feelings and

perceptions of the participants under study.

Martella et al. (2013) and McMillan and Schumact2&10) present the following major

characteristics of qualitative research:
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Naturalistic inquiry: A study of behaviour as itooes or occurred naturally in a non-
manipulative, unobtrusive and non-controlling manne

Inductive data analysis: Generalisations are indufrem synthesising gathered
information to discover important categories, digiens and interrelationships.
Qualitative data: This is characterised by detailbitk descriptions, in-depth inquiry,
and direct quotations which capture people’s pekperspectives and experiences.
Direct data collection. The researcher collectsa ditectly from the source, and has
direct contact with and gets close to the peopleaon and phenomenon under
study. The researcher’s personal experiences aighis are an important part of the
inquiry and critical to understanding the phenonmeno

Context sensitivity: Qualitative research placexlifigs in a social, historical, and
temporal context and is dubious of the possibility meaningfulness of
generalisations across time and space.

Rich narrative description: Detailed narrativesvimlong in-depth understanding of
behaviour are encouraged.

Participant perspectives: The study focuses on icgahts’ understanding
descriptions, labels and meanings (Flick, 2007:19).

Emergent design: The design evolves and changde atudy takes place. It is open
to adapting inquiry as understanding deepens asti{ations change, avoids getting
locked into rigid designs that eliminate responsess, and pursues new paths of
discovering as they emerge.

Complexity of understanding and explanation: Uni@dedings and explanations are

complex and often embrace multiple perspectives.

This was the best approach for this study becawsedsearcher wished to interact with

the participants in their natural settings and imbtanderstanding of issues from the

perspective of the participants. The researchehadigo witness reality emerging as the

study progressed. Eventually conclusions were difa@m the participants’ understanding

of the phenomena under investigation.
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3.4 RESEARCH DESIGN

This study is a phenomenological research projéxtay (2009:171) writes that

phenomenological ideas were first applied to sosi@éence research by the German
philosopher Alfred Schutz (1899-1959) who arguedt thocial reality has a specific

meaning and relevance structure for people whdi\ang, thinking and experiencing it.

According to Willis (2007:16), phenomenology is ttedy of people’s perception of the
world, as opposed to an attempt to learn whatitséas in the world. Phenomenological
research is the study of everyday, lived experignaed the meanings that people
construct from them (Lodico et al., 2010; Higgs &etry, 2009). Qualitative researchers
are concerned with phenomena such as valuesdasitassumptions and beliefs, and they
explore how these affect the individuals under stigation. Research that is directed at
investigating such phenomena is called phenomegoldartella et al., 2013:303).
Martella et al. (2013:303) assert that phenomenpisdghe study of people’s experiences
in terms of how people make meaning in their lilagsexamining relationships between
what happened and how people have come to undérstese events. According to
Leedy and Ormrod (2010:141), a phenomenologicalysis a study that attempts to

understand people’s perceptions, perspectives aderstandings of a particular situation.

Lodico et al. (2010:37) are of the opinion that mbrenological researchers work to
describe lived experiences. In doing so they attampapture the ‘essence’ of the human
experience by describing with great precision teespnal experiences of the participants
of the study. Lodico et al. (ibid) further arguatiphenomenological researchers attempt
to capture the everyday experiences of those bsingied. Moreover, they stress the
importance of capturing the view of reality desedbin the words of the participants.
Babbie and Mouton (2001:28) write that phenomenstesgemphasise that all human
beings are engaged in the process of making sdrtkeio (life) world. We continuously
interpret, create and give meanings to define,ifjusind rationalise our actions.
Phenomenologists attempt to understand the meariegperiences from the perspective
of the participant (Lodico et al., 2010; Martellaa¢, 2013). They recognise that there are
many different ways to interpret the same expegeand never assume that the

researchers know what things mean to the peopjestiey.
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Martella et al. (2013:303) mention an important agpt in phenomenological research:
bracketing. Bracketing involves a process wheradsearchers explore their biases and
assumptions before their studies begin. It is daangit to maintain objectivity in its
account of subjective experience (Olivier in Mdeteét al., 2013:303). McMillan and
Schumacher (2010:24) concur that the researchekdtsaor puts aside all prejudgments
and collects data on how individuals make sens®fbatparticular experience or situation.
Martella et al. (2013:303) further argue that onhese biases and expectations are

understood, they are set aside so that researchereflect on the world of participants.

Hays and Wood (in Martella et al., 2013:303) suggidm® following steps when
conducting phenomenological research. Researchetdds

+ bracket their assumptions and approach the pheremigin a fresh perspective;

4+ conduct interviews to obtain participants’ unigueggpectives;

+ look for patterns and variations in participantgderiences; and

+ describe the phenomenon, including textual desonptof individuals and of the

group as a whole.

Gray (2009:28) writes that phenomenological redearc

+ emphasises inductive logic;

+ seeks the opinion and subjective accounts andpitiations of participants;

+ relies on a qualitative analysis of data; and

+ is not so much concerned with generalisations tgela populations, but with

contextual description and analysis.
In this phenomenological research, the researclteesy éndeavoured to avoid any
prejudgments on the phenomena under investigationhas allowed the participants to

make sense of reality as they perceive it.

In the next section, population and sampling aseutised.
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3.5 POPULATION AND SAMPLING

The population for a study is that group (usuaflpeople) about whom we want to draw
conclusions (Babbie & Benaquisto, 2002:108). Inti®acl.6.4 it was sated that McMillan

and Schumacher define population as “a group ohetgs or cases.” In this study the
population consists of all the 85 SGB members: tléagh of the 5 selected secondary

schools in the Breyten Circuit.

Babbie and Benaquisto (2002:108) assert that tbeeps of selecting observations is
called sampling. According to Bauer and Aarts (2209 sampling uses a set of
techniques to achieve representativeness. FlicR7¢2) asserts that sampling not only
focuses on the selection of people to be interviewWer example, or situations to be
observed, but also on the selection of sites inclwlsuch persons or situations can be
expected to be found. The meaning of sample’ i® aescribed by McMillan and
Schumacher, and Strydom and De Vos (see Sectiof).1.6

In this study purposive sampling is used. Accordmd.odico et al. (2010:34) purposeful
sampling involves the selection of participants wiave key knowledge or information
related to the purpose of the study. These paaintgp are called key informants.
Purposeful sampling is defined as deliberately ctielg particular persons, events, or
settings for the important information they providléartella et al., 2013; Creswell 2008).
Gobo (2004:448) asserts that purposive samplingistenof identifying cases within
extreme situations for certain characteristics theysess or cases within a wide range of
situations in order to maximise variation, thattesjnclude all possible situations. Patton
(in Lodico et al., 2010:134) writes that the logied power of purposeful sampling lies in
selecting information-rich cases for in-depth stulejormation-rich cases are those from
which one can learn a great deal about issues rafatamportance to the aims of the
research. Lodico et al. (2010:134) argue that & of purposeful sampling is not to
obtain a large and representative sample, butlextspersons, places or things that can
provide the richest and most detailed informatiorhélp answer the research questions.
Purposive sampling groups participants accordingreselected criteria relevant to a
particular research question (Mack, Woodsong, M&=Qu Guest & Namey, 2005:6).
McMillan and Schumacher (2010:326) conclude by rsgthat the samples are chosen
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because they are likely to be knowledgeable anarnmitive about the phenomena the

researcher is investigating.

The researcher chose purposive sampling using therien that participants were

members of the SGB and the SGB executive. In thidysthe sample consists of 15
participants: 3 participants from each of the Soséary schools chosen in the Breyten
Circuit. The 3 participants comprised the chairpersf the SGB, the SGB secretary or
any other parent member, and the principal of th®al. Thus, participants are members
of the SGBs of their respective schools. They wenesidered knowledgeable about the
research problem and therefore the best peoplerdwide the researcher with the

information required to address the research questi

In the next section the instrumentation and tha datlection techniques used in this study

are explained.

3.6 INSTRUMENTATION AND DATA COLLECTION TECHNIQUES
3.6.1 Entry into the field

An important characteristic of qualitative reseaighhat it is typically conducted in the
field, on the participants’ turf. These places aedled the natural settings in which
participants exhibit normal behaviour. They maylude schools, classrooms, universities,
churches, homes and other places where particiggo®sd their time in work or play
(McMillan & Schumacher, 2010:348). In this studyetresearcher studied the behaviour
of the participants in their natural setting antlemted most of the data directly from the

participants.

This research was conducted in the 5 identifieds@ary schools in the Breyten Circuit.
The researcher sought permission from the Mpumaldepartment of Basic Education
to conduct research at the schools identifiedroluision in this study. Once access to the
schools had been approved, the process of datactofi was planned and executed in

consultation with the principals of the schools.

Interviews and document reviews were used in thidys
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3.6.2 Use of in-depth interviews

The interview was the major data collection tobklos study. Interviewing involves an
interaction with at least two people (Olsen, 2032:3Rapley (2004:16) argues that
interviews are, by their very nature, social endertsh where speakers collaborate in
producing retrospective (and prospective) accoontgersions of their past (or future)
actions, experiences, feelings and thoughts. GlagRe00:38) describes qualitative
interviewing as being essentially a technique othmoe for establishing or discovering
that there are perspectives or viewpoints on evahesr than those of the person initiating
the interview. Babbie and Benaquisto (2002:341)erasthat qualitative interviewing
involves asking open-ended questions, listeningrtd recording the answers, and then
following up with additional relevant questions.d®&e and Benaquisto (2002:342) define
the qualitative interview as an interaction betwegninterviewer and a respondent in
which the interviewer has a general plan of inquing not a rigid set of questions that
must be asked in a particular order. Mack et &05229) argue that an in-depth interview
is a technique designed to elicit a vivid pictuffetiee participants’ perspective on the
research topic. Goddard & Melville (2001:49) agthat an interview is a one-to-one
interaction between the researcher and a respandezgwell (2008:226) concurs that the
one-on-one interview is a data collection procasshich the researcher asks questions to
and records answers from only one participant i@ $tudy at a time. Babbie and
Benaquisto (2002:341) also say that beneath thacgyrinterviewing becomes an art and
science requiring skill, sensitivity, concentratianterpersonal understanding, insight,
mental activity and discipline. The interviewer, avitan seek both clarification and
elaboration on the answers given, can record @ikt information about the topic. This
enables the interviewer to have more latitude tderbeyond the answers and thus enter a

dialogue with the interviewee (May, 2001:123).

Semi-structured or less formal, non-focus intemg¢hat were directed at individuals were
used in this study. The researcher conducted coedanterviews with the interviewees
because they allow for privacy and confidentiahich is essential. Lodico et al.
(2010:124) say that the interview is only semi-stueed in that the researcher can change
the order of questions, omit questions, or varywoeding of the questions depending on
what happens in the interview. The researcher caldd add other questions during the

interview to probe unexpected issues that emelge)(iGray (2009:373) concurs that the
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semi-structured interview allows for the probing wWéws and opinions where it is
desirable for the respondents to expand on thewars. Semi-structured interviews are

clearly identified as interviews, with specific #s) dates, and topics identified in advance.

The researcher used an interview protocol thatided the list of questions or topics to be
addressed in the interviews with all the particisarCreswell (2008:233) describes
interview protocol as a form designed by the redearthat contains instructions for the
process of the interview, the questions to be gs&ed space to take notes of responses
from the interviewee. Lodico et al. (2010:124) ntains that an important component of
conducting a good semi-structured interview is ¢o@struction of a written interview
protocol. An interview protocol includes a heademtaining places to record the
interviewer’s name, date and the location of thterinew, as well as background
information on the interviewee. Lodico et al. (2Q12b) explain that the header includes a
brief script that is read to the interviewee, expley the purpose of the study and how the
results will be used. It also includes a statenoégbnfidentiality. Lodico et al. (2010:124)
assert that the interview protocol helps guide dbkection of data in a systematic and
focused manner. Below the header, the preliminalgstions to be used in the interview
are listed and these serve as a starting poinubegarocedures for conducting qualitative

interviews are flexible.

In conducting a good interview the researcher nist&n very attentively and be acutely
aware of his own behaviour, striving at all timesawoid doing things that might change

or bias what the interviewee says (Lodico et &1®127).

The researcher followed the following sequence sstggl by Mack et al. (2005) and
Lodico et al. (2010) when conducting the intervielMsese are that the researcher should:
+ greet the participant in a friendly manner to bezgtablishing positive rapport;

+ re-introduce himself;

+ briefly describe the steps of the interview procéssnind the participant of the
confidentiality of his or her responses, obtairoinfed consent, allow for questions
and answer them, and discuss the matter of reirabnast);

+ obtain informed consent;

=

turn on the tape recorder and verify that it is kimay;

+ verify informed consent orally, with the tape red@ron;
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+ obtain general descriptive information which coitdlude information about the
particular participant or phenomenon being studied;

present all questions starting with the least $iesbr most general questions;

end the question-asking phase of the interview;

strive for neutrality throughout the interview;

give the participant the opportunity to ask questjo

reconfirm the participant’s consent while the tapstill on;

turn off the tape recorder and thank the partidipamd

= F -

reimburse the participant in accordance with stodgedures.

After the interview, the researcher should:
+ check the tape to see if the interview was recqridfatiwas not, he will expand the
notes immediately;

+ punch out the re-record tab;

=

make sure all materials are labeled with the aatimumber;
+ assemble all materials into one envelope, doubéelchhat all the forms have been
completed and that all materials are appropridéddgled; and

+ expand on his written notes within 24 hours if jlolgs

3.6.3 Use of documents, images and artifacts

Documents are printed or written records that mayehexisted before the start of the
study (Lodico et al., 2010:130).According to Crebw2008:230), documents consist of
public and private records that qualitative reseers obtain about a site or participants in
a study and may include newspapers, minutes ofingsetpersonal journals, and letters.
Lodico et al. (2010:130) further explain that imagman include maps or diagrams of a
classroom or programme site or photographs or t@ges of events at a setting. Artifacts
are objects used in the setting such as a manoektor desk (Lodico et al., 2010:131).
Lodico et al. (ibid) assert that documents andaat$ produced by the participants as part
of their regular lives generally include familidnirigs like public records or reports,
minutes from meetings, personal letters, bulletmards, newspapers, yearbooks, or
instructional materials. Typically, these are ooéel from the site and their contents
analysed. Some documents and artifacts, such dstibuboards, meeting minutes,

newspapers, or yearbooks may be publicly availdb@iments (Lodico et al., 2010:131).
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McMillan and Schumacher (2010:361) argue that aotd of present-day groups and

educational institutions may take the form of peealocuments, official documents and

objects. Bryman and Bell (in Gray, 2009:497) suggeshecklist that researchers should

use when making use of documents. The criteriaidec!

+ Who produced the document?

+ Why was it produced?

+ |s the material genuine and produced by someonecetld write authoritatively and
objectively on the subject?

+ Can the events or accounts presented in the dotub®erorroborated by other

evidence?

In this study the researcher reviewed the followafiicial school documents: records of
the election of the SGB members, the constitutiothe SGB, minutes of SGB meetings,
minutes of the SGB sub-committees, school polidiesprds of training for the SGBs,
reports on financial management, records of funsirrg projects and the year plan of the

school.

The researcher maintained a journal for this stiadyecord and examine his subjective
impressions during the study to control researdfi@s. The journal provided a flexible

space for recording and analysing some types af datdico et al., 2010:131).

3.6.4 Ethical considerations

When gathering data in the field, the researcheeidl to ethical principles outlined in

Section 1.9 above. In this study, ethical clearamag obtained as follows:

4+ Ethical clearance for conducting research in thee€ondary schools was obtained
from the MDoE, under whose jurisdiction Breytendit falls (see Appendix E).

+ The Circuit manager signed the consent letter grgnpermission to conduct the
study in the 5 secondary schools in his circuié (&ppendix F).

+ The principals of the 5 secondary schools also gsigeed consent to conduct
research in their schools in a letter that artimdaall the details of the research (see
Appendix C).

+ The participants also gave signed consent in arlétat articulated all the details of

the research, agreeing to voluntarily participatehe study (see Appendix D).The
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principle of informed consent was at all times taketo consideration (see Section
1.9).
+ The principles of safety in participation, privacgnfidentiality, anonymity and trust

were all carefully adhered to (see Section 1.9).

It was of utmost importance for the researcherdohs best and adhere to the ethical

principles as clearly outlined above, and to nelemean the participants in any form.

3.7 DATA PRESENTATION, ANALYSIS AND INTERPRETATION
According to Olsen (2012:65) observer bias refarsttie possibility that there is
sometimes an essentially one-sided viewpoint ocipally grounded standpoint on a
phenomenon. He expounds saying that observer higist malso refer to the ‘affect’ or
emotive aspect of a situation as they are seeesuridbed by an observer.

3.7.1 Coding

According to McMillan and Schumacher (2010:371xcale is a name or phrase that is
used to provide meaning to a segment of data. @adithe process of segmenting and
labeling text to form descriptions and broad thenmeshe data (Creswell, 2008:247).
Babbie and Benaquisto (2010:395) assert that qtisbt analytic coding usually proceeds

in two different phases: open coding and focusetingp

Open coding is one of the initial steps in makiegse of the mass of qualitative data that
the researcher faces (Babbie & Benaquisto, 2010. B#bbie and Benaquisto (2010:395)
state that in open coding the fieldworker read#d figotes line-by-line to identify and
formulate any and all ideas, themes or issuesiigit suggest, no matter how varied and
disparate. Strauss and Corbin (in Babbie and Besiagu2010:394) explain that open
coding is the means by which concepts are discdvdtes at this early stage in the
process where the researcher “entertains all aogbgssibilities,” trying to identify as
many ideas or themes as time allows (Babbie & Beisém 2010:395). At this stage the
researcher is not concerned with how these ide#iseanes will be used or how they may
be related to one another. They argue that codeepis developed in the process of open

coding are the labeled phenomena, themes or ilaasrmerge in the examination of data.
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The next stage in the process is termed focusethgodt is at this stage when the
researcher considers the utility of the themes lamd they may be related (Babbie &
Benaquisto, 2010:395). Themes, also called categjolre similar codes aggregated
together to form a major idea in the database (@s 2008:252). McMillan and
Schumacher (2010:376) agree that themes or cagsgame entities comprised of grouped
codes. A single theme is used to give meaning tiesdhat are combined. Babbie and
Benaquisto (2010:394) further assert that the m®a# coding is the identification and
labeling of concepts. It is the process by whi@ssification of phenomena occurs. Babbie
and Benaquisto (2010:395) write that in focusedirapdhe fieldworker subjects field
notes to the fine-grained, line-by-line analysis ttve basis of topics that have been
identified as being of particular interest. Thddweorker uses a smaller set of promising
ideas and categories to provide the major topictheches for the final report.

Babbie and Benaquisto (2010:396) stress that tloeeps of coding provides the
researcher with a large number of ideas, themekpatential relationships. Writing down
the ideas and insights during the coding procedsetatborating upon them is referred to
as memoing. According to Strauss and Corbin (inbBatand Benaquisto, 2010:396),
memos are the researcher’'s record of analysis,gtiiteuinterpretations, questions and
directions for further data collection. Babbie @&whaquisto (2010:397) contend that code
notes indicate the code labels, provide informabanthe meaning and definition of the

codes and detail information obtained from theeddht types of coding.

In this study the researcher followed the followistgps suggested by Lodico et al.
(2010:180):

+ He prepared and organised the data;

+ He reviewed and explored the data;

+ He coded the data into categories;

4+ He built themes; and
+

He reported and interpreted the data.
Olsen (2012:56) contends that to interpret is tpresent something in a way that delivers

a new meaning. The ultimate goal of qualitativecegsh is to make general statements

about relationships among categories by discovepatterns in the data. A pattern is a
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relationship among categories and is sometimesdaltheme (McMillan & Schumacher,
2010:378).

3.7.2 Analysis

3.8

Data collection and analysis in qualitative reskae inductive processes (Lodico et al.,
2010:180). According to Creswell (2008:244), analys inductive in form and it
progresses from the particular or detailed datg.,(&-anscriptions or typical notes from
interviews) to the general codes and themes. Cikes(2810:246) explains that
transcription is the process of converting audietegrordings or field notes into text data.
Lodico et al. (2010:180) further explain that thigans that numerous small pieces of data
are collected and gradually combined or relatefdnm broader, more general descriptions
and conclusions. Gray (2009:499) argues that qesmms can lay the basis for analysis,
but that researchers need to go beyond descriptioeng need to interpret, understand and
to explain. McMillan and Schumacher (2010:367) arghat inductive analysis is the
process through which qualitative researchers ggith and make meaning from the data,
starting with specific data and ending with catéggorand patterns. In this way more
general themes and conclusions emerge from therdttar than having them imposed
prior to data collection. McMillan and Schumach@010:367) further explain that
gualitative analysis is a relatively systematic gass of coding, categorising and
interpreting data to provide explanations for gErphenomenon of interest. The analyses
of results can be discussed according to 3 intdedl activities: seeking patterns or

themes, description and interpretation and syrghisse Section 1.6.6).

Inductive analysis was used in this study.

CONCLUSION

The researcher has outlined the research methoddthag was used in this study. The
researcher chose the constructivist or interpmgtiyihilosophical research paradigm,
because he was interested in the meaning thatattieipants attach to phenomena. The
philosophical research paradigm chosen influenced tesearcher to select a
phenomenological qualitative research design. Phenology emphasises the study of
the participants’ perceptions of their world, rgalor phenomenon under study. In line

with many qualitative studies, purposive samplirggwsed to select the participants from
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the population. In-depth interviews were used daagothe major data collection tool in
this study was, complemented by the use of docwsnémiages and artifacts. Inductive

analysis was used in this study. The findings ftbemanalysis of the data are shared in the
next chapter.
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4.1

4.2

CHAPTER 4: PRESENTATION AND DISCUSSION OF THE FINDI NGS

INTRODUCTION

It was indicated in Chapter 3 (see Section 3.5)ith¢his study the population consists of
all the 85 SGB members: 17 from each of the 5 ssllesecondary schools in the Breyten
Circuit.The purposive sample consisted of 15 pigidiats:3from each of the 5 secondary
schools. These participants occupied 3 key postionthe SGB: the chairperson, the

secretary or any other parent member, and the sphiacipal.

From School A, Participants 1, 2 and 3 were inea@d. From School B, Participants 4, 5
and 6 were interviewed. From School C, Participant8 and 9 were interviewed. From
School D, Participants 10, 11 and 12 were interegand from School E, Participant 13,
14 and 15 were interviewed.

As stated in Chapter 3 (see Section 3.6.2), data ealected using in-depth semi-
structured interviews with each participant induadly. In addition, the following official
school documents were reviewed: records of thetietewf the SGB members, the
constitution of the SGB, minutes of SGB meetingsutes of the SGB sub-committees,
school policies, records of training for the SGEorts on financial management, records

of fund-raising projects and the year plan of ttleosl.

The following are the findings of the study and tliecussion thereof.

PRESENTATION OF FINDINGS: INTERVIEWS

4.2.1 The level of parental involvement in the goweance of secondary schools in the

Breyten Circuit

4.2.1.1Parental involvement

Parents in general: Participant 3 acknowledged that parent particgpain secondary

schools is rather low; parents are not fully inalvin school activities. Participant 4
concurred that parents in School B were develogimigfidence and said that parental
involvement used to be very poor. In most casey tpesh” (exert pressure on) the

parents who are in the SGB but they remain beHadticipant 3). Participant 3 went on
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to rate parental involvement in School A as satisfiy. Participant 11 said that some

parents failed to play their role. This is evid&oin the following statements:

“Sometimes when you try to balance the number ohdea that we have and the
number of parents who take part in the school éw there is always no balance
because we find very few parents coming to panemstings, and who frequent the
school just to check on the progress or to makellaw up on the progress of their
children.”(School A, Participant 1)

“In most cases if there are parents meetings, thieepts do not come in numbers to
assist those people whom they have elected toGBe Barents will only come when
there are problems, say learners have failed, tkatvhere you will see a bigger
number of parents attending a meeting, or if we gogng to talk about money, and
the budget.{Participant 11, School D).

“I think most parents rely too much on those pedpky have elected into the SGB”
(Participant 11, School D).

Even on book viewing days that are organised bystimols so that parents can review
children’s work, some parents do not attend. Tinikciates a lack of concern on the part of
some parents about the educational needs of thidren. Schools A, C, D and E hold

parents’ meetings on Sundays to accommodate pamasstay on farms some distance

from the schools. In spite of this, attendance raethpoor.

Parents in the SGB:Participant 1 stated that the majority of the ptreriected to the
SGB take their roles seriously: they understandr ttheties at school and their role in
participating in activities at the school. Theyeadd and make inputs during meetings and
ensure that they assist during functions. The pbkason of this SGB is a parent.
Participant 3 concurred that in School A the clespns of all the sub-committees are
parents. The parents also contribute to procuremeditbudget monitoring. Participant 1
emphasised that not all parents understand andtiptdryexpected role. Some agree to be
elected but after election, their role is minim&uch parents do not attend school
functions and usually have excuses to avoid attengiarents meetings. Participantl

further mentioned, If something is organised for them, for examplay y@nt to train
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them on certain things, you organise your own waoks they will always have excuses
Participant 1 remarked that parents form a sigaificpart of the SGB sub-committees,
which includes committees like the disciplinary coittee and finance committee. Some
parents are chairpersons of the sub-committeesicipant 1 also explained that parents
form part of the selection panel during the proaafsstaff recruitment. They assist with
the creation of a shortlist of candidates and ame pf the selection panel during
interviews. Parent members express the feelingiseofieneral parent body (Participant 1).
According to Participant 4, parents are there t&amsure that they are the “eyes” of the
rest of the parents.They are like monitors; they are like supervisotgimes, because
they advise the committees on governdRagticipant 1 concluded by saying that at the
beginning of the year, parents also make inputdheryear programme of the school, such
as important activitieslike tours that the school organises for learndilee functions for
parents, but during school trips, they also accomyptne team to be of assistance in case
there is something that needs to be attended toalba to be just the eyes and the ears of

the parents out theré

4.2.1.2Parenting

Participant 4 felt that there are times when theosts need the parents to be there to
support the school, especially when it comes toiglimary matters. Participant 4 further
argued that schools demand thpérents should be there in front of their kidslingl the
management of the schools about the behaviouredf kds and how best they can be
able to assist the schools in terms of making shaé there are no disturbances in terms
of teaching and learningjIf parents are called to school, they generatipw it is not for
something good, because the majority of the childaee troublesome.Sb the parents
would not want to be embarrassed, hence they wmtldome to school if asked to dd so
(Participant 4). If parents are aware of truancliane and fail to solve the problem, they
could not be expected to discipline the childrerewkhey are at school. Participant 4 felt

this was not possible.

4.2.1.3Procurement

The SGB, with the parents in the majority, is alesponsible for procurement. Through
the Finance Committee, the SGB procures everyttiiagthe school needs. The parents

are in the majority on the Finance Committee. Piaint 3 explained that if School A
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wanted to buy something, they reported it to thd8SThe SGB looked at the budget of
the school, checked the bank balance and checkbdtiitem had been budgeted for or if
it was an emergency issue. Thereafter, dependinigoanimportant that item was, they

recommended the purchase or its inclusion in tligéufor the following year.

4.2.1.4School policies

Participantl asserted that parents are part of S8 sub-committees, which are
responsible for developing school policies. Schégl8, C, D and E each received a disc
with exemplars of school policies. Participant htemded that parents in the SGB assisted
in developing policies as a process for the difiermommittees. The SGBs adapted the
exemplar policies to the needs of their respecsizieools before their adoption. Once

adopted, policies were signed off in a full SGB tmege

Schools B and D started the process of policy agreent with help of the SMT and
proceeded to the SGB for discussion and adoptiotihefpolicies in their meeting. The
reason for this approach is that the level of cbation of the parents in policy
development meetings is, according to Participafpathetic” Participant 4 stated that
most parents do not have any formal training and #at ‘when you talk about the
parents putting rules and regulations, making peb¢ it is something new for them. In
certain areas like HIV/AIDS they were trying; in ttess of security and parent visit to
school, they were fine. There were areas wher@ahnents are blankParents at School B

struggled with homework policy, admissions policygather policies.

4.2.1.55SGB meetings

Participant 1 and Participant 2 acknowledged tlaaemts participate in all the aspects of
SGB meetings, including the decision-making prodes$SGB meetings. Participant 1
asserted that in their case those parents whorateeoSGB are part of sub-committees,
Participant 2 concurred and listed the SGB sub-ciiees: the Finance Committee,
Fund-raising Committee and the Disciplinary Comedtt According to Participant 1,

parents also form part of the meetings of the subroittees of the SGB.
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4.2.2 Factors that influence parental involvemenin school governance

4.2.2.1 Apathy and expectations

Participant 1 said,Most of our parents normally don’t take the edumatof their children
seriously; it’s like a culturg Participant 1 said some parents in School A pasticipated

in the SGB because they were elected. Participatended, It is very pathetic to
understand or to see as part of observation thastitehave parents who do not want to
participate, parents who stand aloof, who are notoived in anything Participant 4
further argued that although the DBE provided fagdior learners in terms of education,
it did not cover everything. Participant 2 arguE8lpme parents in School A do not see the
need to attend meetings because they tell thenssiilakthe education of their children is
the responsibility of the educators. They just hi@mveend the children to school, and the
educators will teach thefmAccording to Participant 1 during SGB electistene parents
got so interested that they canvassed and mob#ispdort from other parents. Once the
SGB began functioning and things did not happenatag they anticipated, they became
reluctant to participate. This is self-interest amd community service. Participant 2 said,
“The challenge is that when elections are condudethe parents decline to be
nominated, hence they end up electing people whavdling to serve but who add little
in terms of the contributions they will makéccording to Participant 7,Some parents in
School C, even if they work, if they see the inamae of their children’s education, they
will find a way to come to the school, but in tleene School C there are parents, who,
even if they stay next to the school, they wontteto the school, they would say this is
the educators’ work, so they would not involve thelwes theré.

According to Participant 2 meetings held during kesels could be a challenge to most
men, who consider weekends their own personal fithey see the school as encroaching
on their time and prefer to enjoy themselves irstdaattending school meetings.

4.2.2.2Attitude of the educators and the principal

According to Participant 1 where there are problevite parents and teachers or parents
and principals, It's because some educators and principals thinkt tharents are
interfering in school busines®articipant 1 further assertedl'fe more you embrace the

parents, the more you show you appreciate theitrdmrtion, the better things will work,
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because some come with the perception that they‘aaéchdogs” According to
Participant 1, The vocabulary of some parents in School A needkdnge. They need to
understand they are partners in education withdtieer stakeholders. All the stakeholders

are there because they have a role to glay

Participant 1 contended that school managers shappdeciate that they cannot run the
school on their own. They need parents. Accordm@articipant 11, the attitude of the
principal towards the parents in the SGB can impadhe participation of the parentft “

is the right thing for the principal to advise t8&B on the decisions that are taken, but
what is happening is that some principals instrtioé parents as to what needs to
happen” According to Participant 11 in School D the papation of the parents has
declined from previous levelSbme of the SGB members in School D do not want to

attend meetings now. They say the principal mugerttae decisions on his own anyway

According to Participant 2 there are educators ¢ho8l A who have a very negative
attitude towards parents. These educators woulcerea&h comments a8Vhat is it that

these people know, this is our worParticipant 2, School A).

Participant 2 went on to say that as a result isfrilegative attitude, relations had become
strained. Participant 8 concurred that the negattt@ude of educators may have
influenced the participation of parents in schootiwties. According to Participant
9,“Some of the educators in School C must refrain fnoaking the comments that they
were not employed by the SGB if they speak whea #re problems at the school. Of
course the parents are not their employers, buy tieach their childreri Participant 2
and Participant 6 maintained that some educato&chool A and School B respectively
always looked down upon the members of the SGRmarin particular. These educators
in School A failed to greet the parents. Howevaeirrjrey interviews for promotional posts,
their attitude changed drastically because thewkiinat SGB members were part of the
selection panel and expected favours during therur@ws. During this period they
greeted parents in an attempt to curry favour {@pént 2).In School B Participant 6 said:
“We feel free if we are alone with the principakde even the other parents show a higher

degree of freedom. But if the educators are innaléace, the challenge starts again.”
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According to Participant 5 parents in School E gelhefear or are uncomfortable around

the educators and this discourages participatiagharSGB.

4.2.2.3Financial management

According to Participant 8, the main source of Gonhfbetween the SGBs and the
principals in a school situation is the use or mésaf funds. Previously in the SGBs old
people would be elected, who did not know much. cHagrperson would be told that
blank cheques should not be signed, and also tiet were not supposed to put their
signature on something they did not understgiftrticipant 8). According to Participant
9, the SGB treasurer of School C, claimed thattilesgyned blank cheques. Participant 9
argued that some of the signatories sometimes @ngal about the signing of blank
cheques. This statement was supported by Partichamo mentioned that he had heard

similar comments at an SGB workshop.

According to Participant 2 some SGB members in 8clAothink that the actions of the
principal should not be challenged. Should casesaofd occur, the parents are unaware
that they can be prosecuted for involvement in \grdoing because they had signed the
cheques without knowing what they would be used Rarticipant 9 argued that if the
suggestions of parents on financial issues weretakgn into consideration and the
questions they asked did not get convincing answibesy were left in a precarious
position. ‘Instead parents are moved from pillar to post, tteldes away the interest of
making a follow up on what is happening at the sthbecause that would show that
there was no transparency, things happen behind#uoks of the parents. Some parents

then decide to withdraw from the SGBarticipant 9).

4.2.2.4lncentives

Participants 2 and 6 argued that the lack of eestpimpacts negatively on the level of
participation of parents in the SGB. Participanént on to say, Some SGB meetings in
School A are held at 18:00 on Fridays, staying @22:00. Instead of coming to the SGB
meetings other parents prefer doing their own thirgg staying with their families.

According to Participant 4 commitment is affectgdthe lack of incentives for the SGBs

as there was no budget from which the SGB memiuerisl de paid:
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“This demotivates and demoralises the SGB memlerause the government seems
to be so generous in terms of giving a lot of pgelsa These people do a lot, they
come, they are using their own time, they sacrifyet they are not paid, that is a very
bad thank you card if one looks at this that they aot getting paid and they are
demoralised, and there are other people who aredwhg anything, yet they get

monthly stipend(Participant 4).

According to Participant 7 at School C, the pareexpectation was that they would be
compensated for SGB membership. Participants 9 $@itien you have been elected in
your area, and not gained anything, you don’'t geicmrespect. Like educators do not

take you seriously, if you are a member of the SGB.

4.2.2.5Level of education

Participant 15 said some parents did not play tred& due to poor literacy or illiteracy.
Participant 15 further said that in their area an@&l E parents’ education level was very
low, which creates a challenge for parents to betet in the SGB. Participant 14 argued,
“The majority of our parents are Iilliterate, that pacts negatively on the level of
participation”” Participant 2 agreed with the other participaartsl went on to say,Those
few parents that are literate do assist, but thtisat are illiterate drag their feet.
Participant 4 explained\When you call some parents of the learners in SdBdbey say
they are not familiar with these things, why shothéy come and assist educators,
professionals, when they themselves are not profeds”Participant 4 further asserted
that parents felt, that the professional is getting paid, and they a” This was
confirmed by Participant 11, in School C who sdibtore especially us who have
children in the public schools, most of our pareats not educated. Issues of education
are not so serious to them. So they don’t evenebathlook at the books of their children
because they would not see anything anyway bedhageare not educated?articipant
14 agreed that the low level of education of theeps of School E affected their level of

participation in school governance negatively.

4.2.2.6Management style of the principal

The level of participation in school governance agst the parents is according to

Participant 6 greatly influenced by the level oenpess and transparency of the school
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principal. If the principal is transparent, takke parents on board on all the developments
at the school, and works together with the parep#sents participate more readily.
However if the principal is not transparent in kigalings, then parents do not come
forward in terms of participating in school actigd. According to Participant 2if‘there
is no openness and transparency from the sideeoptimcipal, there will always be issues
to be solved.Participant 2 elaborated)f“there is information, the principal should not
‘hide’ it from other members of the SGBParticipant 6 affirmed that the principal in
School B was transparent and disclosed all infaonatto SGB members. In School A
Participant 2 indicated,Sometimes principals feel that if they discloseesarformation
to the SGB, they may use it against them becaeyentiay not be doing what is stipulated
in the school policies in the information he isdiny back from the SGBParticipant 2
went on to explain that if a principal deviatednravhat was stipulated, he would not
disclose the information to avoid the SGB challegghis actions. Participant 2 argued
that in one of the workshops they had attended espanents in the Breyten Circuit were
complaining that in their school, blank chequesensll being signed, under the pretext
that in the case of an emergency, they did not wahother the signatoriesytu find that
the principal will be sitting with blank chequesi that case there is no transparency.
Transparency and openness is very important sogbatything that happens is known by
all the SGB members, and there would be ownershgvery decision taken or anything
that happensln School A, Participant 2 said:

“Even if there is a conflict, or if the bank phont#se chairperson and the other

signatories, trying to confirm a cheque, there dtddae no problems, but if we do not

know anything about it, | will say so, and evermpstee cashing of the cheque.”

In cases of conflict, the relationship between phiecipal and the SGB deteriorated and

parents began to lose interest in participation.

4.2.2.7Socio-economic status of parents

According to Participant 4 most parents in Schodli® not have the means to survive.
Some parents worked on farmsiNten you need them you must understand, you are
asking for their time when they are trying to makes meet in farnisParticipant 10
maintained that the unemployed attended SGB mextipgrents meetings and school

activities infrequently. Unemployment and povertynpacted negatively on the
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participation of parents in school governance. aravho are unemployed and poor do
not feel comfortable and are unlikely to particgpat school activities, including school

governance.

4.2.2.8Transport (Location of the schools)

Participant 15 noted that a factor which addedh#ihconsistent attendance of parents in
governance activities is that most parents in SicBamork on farms and finish their work
late. They cannot be released earlier from workchemeetings start late after 18:00 in
most schools. By that time transport is a problem as there ispublic transport where
they stay in farms. Those who have cars can only timse nearby, the rest have a
probleni (Participant 15).

Participants 7 and 9 agreed that School C is tanfwhere most parents stay and there is
no public transport to the school. According totegrant 7, some parents in School C
stay as far as 17 to 20 km from the school. Thagssport becomes a problem. As a result,
some parents from School C who stay on farms daattend meetings or participate in
school governance. Participant 7 explained thab@shin the Breyten Circuit are mainly
rural schools. Only in extreme cases did parenti&ons ever come to school (Participant
7). Participant 9 said even parents who are SGB lmesnin School C find it difficult to
attend SGB meetings as the school is far from wttexe stay. If meetings are held in the
evenings and parents failed to get transport t@dchhey did not attend the meetings

(Participant 9).

4.2.2.9Working hours for parents

Participant 4 indicated that in School B the pasaevito worked on farms found it difficult
to get to the school since they left work late. NMegs were held at awkward hours.
During the day it is impossible to attend meetidgs to work on the farms. The working
hours of the parents in School B made it very clifti for them to actively participate in

school governance.

4.2.2.10Mode of communication
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The mode of communication between almost all th®als and parents are letters that are
given to the learners to give to their parents.dkding to Participant 2 some parents in
School A complained that the learners did not dghwe invitation letters to them. As a
result some parents did not attend meetings. Learfeared that their parents might

disclose poor behaviour in the meeting which wonlgdact negatively on their studies.

4.2.3The performance of the SGBs in the secondary schaadh the Breyten Circuit

4.2.3.1 Behaviour of SGB members

Participant 1 observed that some people agree teldted because of the benefits to
reputation and status, but afterwardsedin to drag their feet Participant 1 further
asserted that during elections, people canvas aaliliee and that indicates their
motivation. However, after the SGB starts workimgways other than anticipated, the
person ends up reluctant to participate. AccordinBarticipant 7 some parents in School
C come to the SGB with their own agendas, but whely are needed the most, they are
not available. Some parents in School C will always tell you atibair commitments and
their problems. Their expectation was that whenythee in the SGB they would be
compensated. Some of them only show up if thexduaction at the schodlParticipant

12 had a problem with certain people in School Dbwehtertained their own ambitions.

When the ambitions were unfulfilled, they withdrew.

Participant 10 found that SGBs usually start vemilvin the first term, but as time
progresses, some parents in School D would stopngpta SGB meetings and numbers
would drop. The principal of School D ended up withly the executive, that is, the
chairperson, the secretary, the treasurer and otveoomore people (Participant 10). This
statement is supported by the followirityly SGB is supposed to be 16, but now you find
we are 5 to 7"(Participant 10, School D).

Another issue that Participant 12 raised is thaemta sometimes were intimidated and
could not stand firm. For instance, if there wasgaous allegation against an educator, the
parents would not raise the issue for fear of beingused of attacking that particular
individual. However, the SGB, especially the parenmponent, should protect the

interests of the learners (Participant 12).
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4.2.3.2Capacity of the SGB to govern

Schools A, B and D conducted their own induction riewly elected SGB members to

increase their capacity to govern schools. Theoigirmed by the following statements;

Participant 10 said‘During their induction, we went through all the jpwes that govern
the SGBs, SASA 84 of 1996, and other documenttatkatbout the roles and functions of
the SGB. We have inducted them about all of therd. I1Asaid initially they were very

active, they were showing all this energy, butime tyoes on, they are just people.”

Participant 1 added:And then what we also do we also conduct our owlndtion after
the elections of the SGBs. We induct all the mesnleaen those that were in the SGB
before. We take each other through the functionketGB.”

Participant 1 said:It cannot be said that because they received tngithen everything is
okay, we still have parents that are illiterate.efthoverall contribution is not zero, they

do participate, but their illiteracy limits theirontribution to some extet

Participant 4 agreedif“these people were trained by competent peopky would be
competent, but since they were trained by incompgteople, they cannot be competent,
but at least they are trying their best, yet theest may not be in the standard we are

expecting, but at least they are tryihg.

Participant 1 argued that some parents do notdattesnworkshops and make excuses. In
School D Participant 10 arguéllty SGB only attended once, when they came back, it
was like the person who was conducting the workstexpnot “fit enough.” According to
them, the following workshops that were arrangesl/tbid not attend, thinking the same

person would be doing the same thing.”

Participant 3 said that SGBs lack the capacity twvegn the schools. Participant 3
explained that this was because some did not kn@etly what they were supposed to
since they did not grasp the functions of the SB&ticipant 15 shared the following\6

| don’t think they are ready for now. There areasdhat are still lacking, mainly because

of the level of literacy amongst other pareh{®articipant 15, School E).
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Participant 7 asserted that it was unfortunate $i@zBs had not been trained. Participant 7
further explained that the SGB members in the sgmgnschools (Schools A to E) learn
“on the joB as they work in the SGB. Participant 15 sailvén now that they are trying,
it's because of the assistance they always get ft@mprincipals of the school# you
were to take the principal out of the equation, nthgou have a very serious
challenge’Participant 1 differed slightly and saidYah, so in terms of capacity they do

have capacity even though we can always do songethimake it bettet

Participant 5 felt if educators gave parents tlodgaition and respect they deserved, the
SGB would gain more from the workshops. Accordiag’articipant 6, the SGBs would
develop capacity if the principals were transpagert did not hide things from the SGB.
Participant 9 said the SGB would govern the schidgisncipals accepted that they were
not the only ones to make decisions. Participasail, WWhen SGBs begin to understand
what they are supposed to do, the term of offieceesoto an end. So this hinders progress
at schools because after every 3 years new peoplelacted, and the whole process of
training the newly elected SGB members starts \&r @gain’ Participant 8 agreed:If*
the term of office could be extended to at leaste&rs, maybe there could be an

improvement in the performance of the SGBs, andd¢hpacity to govern the schodls

4.2.3.3Functions of the SGB

All the participants concurred that the SGB at host is there to govern. Participant 3
pointed out that the SGB is responsible for marggine school finances, procurement,
monitoring expenditure and adopting school policRarticipants 3 and 6 noted that the
SGB forms part of the interviewing panel duringeimiews and recommends the
appointment of staff members. Amongst other fumstjadhe SGBs determines the vision
and mission statement of the schools, decides @is¢hool uniform, decides on the time
of the school, the reporting time and the end tithe, appointment of teachers, the
curriculum issue, budgeting, fundraising, teachemuntary work and the co-option of

people with the skills the school might need. Rgréint 4 mentioned that governance is a
deep-rooted inter-disciplinary activity. Participanfurther mentioned that the SGB has to
govern the finances and the infrastructure, lodkragverything at the school, personnel,

their employment and the security at the school.
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Participant 1 elaborated saying: “TB&B is there to support and to establish a cultfre
teaching and learning that is productive to suppactivities at the school to make sure
that the vision of the school is being realised. e B&B is there to support the school, to
support the management of the school, and to niadasy for the learners, parents and
teachers to work as a unit. One of the functionthefSGB is to draw the school policies,
including the learners’ code of conduct, and thastdution of the SGB.According to
Participant 1 and Participant 2, the SGB must ensiue smooth running of the school.
Participant 2 emphasised working together with 8T of the school. Participant 2
noted, The SGB is also responsible for maintenance, retiebroken furniture, the SGB
must ensure that it is repairédccording to Participant 7 the parent componentha
SGB speaks on behalf of the parents. Participdnttiier stated that if parents play a vital
role in the SGB, the other parents recognise thednnaost of the information the school
gets is through the SGBThe SGB has a mandate that is legislated by theament of
Basic Education that allows them to operate in sthidor a period of 3 years. After 3
years their mandate must be renetiv@ehrticipant 4).

4.2.3.4Governance versus management

Participants 5, 10 and 13 expressed strong viewghenissues of management and
governance. The following represent views of thei@gpants on these issues and the
relations between the principal and the SGB. THeong comments were made by
school-based participants (Participants 10 and @&B8) governance compared to

professional management.

“Usually | would guide them on some issues in teafnthe acts, to say if we take this
decision we may be against this act. And | woulb ahelp them separating the
governance and the professional management. Budlways argue, thinking |1 am

doing their job, I am overpowering them, when | aging to show them that issues
like these are purely management, you cannot erterthis one is governance, where

your competency lie{Participant 10, School D).
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“They would say okay do as you like, as if | wastating to them whereas | was
trying to say this is governance, and this is pssfenal management{Participant
10, School D).

“I have heard of one or two instances where SGB bagscame from the workshop
with the impression that maybe now they will be agamg the school. One of the SGB
members tried to tell my teachers what to @@articipant 13, School E).

Participants 5, 6, 8 and 12 revealed a slightlied#int perspective:

“The SGB manages the schoo(Participant 8, School C)

“According to my knowledge the main function of 8@B is to monitor the school to
establish if there is quality education or not. Wenitor quality of learning and
teaching, by checking the results on a quarterlgisalf there is underperformance
we then try to establish if the problem is with k@rners or with the educators. That
is important because we have to emphasise to thehées that they know what
problem each child has(Participant 8, School C).

“There is a lot that the SGB is supposed to dohattchool. The SGB members are
expected to come to the school just to check whappening at the school, and how

the learners are doing, even the educatofRarticipant 5, School B).

“You don’t have to wait to be told everything, likgarent, you must ensure that you
check everything yourself, come to school to clifeekerything is in order, lessons
are proceeding without any disturbances. You ddw@ve to wait to be told by
children that certain educators do not honour thelasses, and that may be today

there were no classesPgrticipant 6, School B).

“There are other things that are the prerogativetbé SGB, but the principal takes
them as his, and want to do things his own w@atticipant 12, School D).

These comments highlight the challenges at theerdifit schools on issues of school

governance and professional management.
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4.2.3.5Relations

Participant 3 indicated that during SGB electionmeent said they needethén who will
fight” in the SGB. According to Participant 3 this staemt was uttered at an SGB
meeting where the office bearers were to be eledtedas decided that the chairperson,
his deputy and the treasurer should befi and the secretary should be a female. They

claimed that there were things that were not gaieti which should be fixed.

“They just elect those people who can talk, who stamd up against the principal, to
them those people are elite, and they think they g@ood people(School D,
Participant 10)

“And when | tried to show them they resisted, aothfthere our relationship was not
good, and of course they would come to school totter things but their level of
involvement is very poor to the point of dysfunw@idy. This SGB like | said initially
used to invite parents to meetings, and parentsewesponding, since our
differences, no more parents meetings, and theyuatedragging their feet(School
D, Participant 10).

Participant 10 said that young people initially e@ery energetic and helped the school a
lot. Later they became resistant, opposed the ipah@nd interested only in furthering

their own agenda. Participants 11 and 12commented:

“There is a misunderstanding with the principal ®ome issues. In some of the issues
we said to the principal he will see what to dohismown, and we know that is not the
right thing to do. When it comes to the issue ef émployment of educators, the
principal instructs us, and the other members & 8GB get discouraged because
whatever decision is taken, there should be agreerhée other members who were
in the sub committees are now reluctant to go tsehsubcommittee because of the
issue of the recognition of the SGB at the sch@®érticipant 11, School D).
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“Even if they can attend the meetings, they jussthare, keep quiet, and don’t say
anything. Even people you knew actively particigaite discussions, now just sit

passively in the meeting@articipant 11, School D).

“We have been at loggerheads with the principaloat school. Many of the SGB
members want to resign in the SGB, but we alwaytotdiscourage each other from
doing that. The biggest problem is with the emplynof educators, where the
principal will just lay down the law(Participant 12, School D).

These quotations demonstrate a near collapse atfares in certain schools between the

principal and the SGB.

4.2 .3.6Performance of the SGB

In School A Participant 1 said:

“I would give them a satisfactory performance. Itist that good, it's not

exceptional, but I think it is not very bad. It'stisfactory because it's not everything
they are doing that | would love them to do. Fomsoreasons you will find that
parents will think that to be involved in schoolated activities it's a question of
choice if you have time, if you don’'t have timalways comes not as a priority. So
that is why | say it's not exceptional, but sattsfay, but at least we are able to do

what we need to do, the basic things we are td do

Participant 7 and Participant 8 evaluated the perdoce of the SGB of School C as
average. Participant 3 felt that the SGBs did thingphazardly and did not follow what is
stated in the SASA. Patrticipant 3 said that membetee SGB did not know the contents
of SASA so they could not implement it. The follogi comments illustrate this matter,
“What is that by the way? Eish...I do not know é@kvl do not want to lie.”(Participant 5,
School B)

This is response was common among participants ableed about SASA.

4.2.3.7The South African Schools Act(84 of 1996)
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Participant 1 explained that SASA was a framewarlgaide how education should be
conducted in the country. Participant 2, althougisue, explained that SASA is the
legislation which all South African schools shotdtiow. Participant 4 said,Ilt empowers
management in schools in a way, it stipulates ¢yeahat needs to happen in schools in
terms of admissions, in terms of management andrgamice. It speaks in terms of the
powers that are invested in the SGBs, what theyldhme able to do, how it must be done,
in terms of governanceParticipant 2 mentioned that it is legislation iafn all schools
should follow. According to Participant 3 it dealith how SGBs are elected; it gave
guidelines on how to draft school policies and ¢bee of conduct and who adopts it. It
gave specific responsibilities to all the stakekodd Participant 2 further indicated that
SASA was a guide and specifies how schools arecsgubto be run. Participant 1 added
that norms and standards for school funding is pdsbof SASA. It is unfortunate that the
majority of the parents, in their term of officeartlly understand SASA in its totality.
“Because the time is so limited, in 3years’ timese¢hgeople should learn the ABCs, some
of them will even get off the office without havingstered the art, and the knowledge
they were supposed to have mastered becausedatmplicated mattér(Participant 1).

Participant 3 observed that some SGB members ind&) especially the parents, do not

even know what the SASA is and what it containseRigparticipants commented:

“What is that by the way? Eish... | do not knowwiell; 1 do not want to lie.”
(Participant 5, School B).

“I don’t have a clue about the SASA 84 of 199Barticipant 9, School C).

“I am not familiar with the SASA 84 of 199@Participant 14, School E).

“What | understand about the SASA 84 of 1996, I'tdamow, no | can't remember”
(Participant 12, School D).

“I really do not know what is contained in the SA8A of 1996, except that it is
legislation that governs school@articipant 15, School E).
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‘That Act has many policies that we, as the SGRilshimplement. Those policies are

so many”(Participant 8, School C).

These guotations demonstrate that some membehe 8&Bs do not know the contents

of SASA which the SGBs should use to govern schools

4.2.3.8School Policies

School policies must be drawn up by the SGB (RS396b). According to Participants
1, 3 and 7 the SGB sub-committees should come tipthwe draft policies. Parents on the
SGB form part of the SGB sub-committees. The parshbuld submit the drafts to the
SGB for adoption in a special meeting of the SGRrt(Bipant 3). Different schools use
different approaches to draw up draft school pedicas will be seen in the following
paragraph.

Participant 2 said in School A the SGB takes tleefprma policies sent to all schools and
adapts them to the needs of the school. In SchotieASGB is the one that develops
policies. Participants 4, 5 and 6 argued that ihoBt B they use the SMT to start the
process of drawing up school policies. Participehtagreed but added that in School D,
the treasurer of the SGB is also involved in thecpss, fuys that have the backgrouhd.
Participant 10 further remarked)Sually teachers take a leading role in the develept

of policies, the teachers are divided into groupsl day this group go and develop this
policy, that other group go and develop anotherigyolWhen they have developed the
policies they will be discussed in the SGB meelaigr on they would be taken to the
teachers. The input from the parents at the mormoemes from the executive, especially
the SGB treasurer from School D, who seems to lee nlost educated amongst
them”(Participant 10).

Participant 10 said in School Dt's a parent who takes the initiative. He is theeavith a
lot of energy, and he is taking the lead in trytagconsult, here and there, search for
information, but the others are just ordinary peampParticipant 2 indicated that often
school policies end up in a file for policies a¢ tbchool. It would be more helpful if each
SGB member had copies of all the policies becatusedifficult to remember something

not used on a daily basis.
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In School A Participant 2 said parents played aimmah role in the development of
policies. Participant 7 concurred that the contidouof parents in School C in the policy
discussions was minimal.Sobme parents have an inferiority complex which astly
caused by the fact that some of them are illiterated that some of them are unable to
control their children at home. There is very étttontribution that can be expected from
for instance a general worker at the school whaaims SGB membér(Participant 2).
According to Participant 2 most the parents in $tioshifted policy development to the
principal and the educators because they are the who work with the children. This is

evident from the following statement:

In School A Participant 2 saidFor an example, when we grew up pregnant learners
were removed from the school, if such a policyissussed now, such parents would still
support that the learners be removed from the s¢hmmb knowing that that is against the

policy, they don’t know, and you can’t blame them.”

Participant 2 rated the contribution of the parémtgolicy development low. Participant 2
even went further to say if it were possible, onbmmitted people and literate people

should elected to the SGB.

“Most of these things are brought to us ‘developede don’t play a part in the

development of those policie@Participant 9, School C).

“We have not yet had the opportunity to developdtieer policies” (Participant 14,
School E).

“Some of the policies are there, but I don’'t knowwowmade those policies”
(Participant 15, School E).

Participant 9 felt they could not ask too many goes about things that were happening
in School C. He contended|f “you work with people and you keep on asking many
guestions, it sounds as if you have suspicion$iafj$ not being done correctly, hence
they end up keeping things to themsehearticipant 9claimed he was never involved in

the development of any policy at the school in $¢tH®. Participant 5 claimed that the
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SGB they came up with the draft policiedhe whole SGB starts each policy from
scratch” Participants 11 and 12 claimed that they hadigpated in the policies at

School D. Participant 12 explained that he andtthasurer of the SGB in School D
submitted the drafts to the SGB meeting for furitiscussion.

4.2.3.9SGB elections

Participant 1 indicated that the schools have aajime from the DBE in terms of how

governing bodies should be elected. All the papéinis indicated that the correct
procedures pertaining to SGB elections were folibatall the secondary schools in the
Breyten Circuit. Participant 1 further indicatecathithe process started with advocacy,
where communities were made aware of the datdsecélections of SGB members and of
all the processes to be followed in the coursdeaiftmmg new SGB members. Dates for the
election of SGB members were determined at Citeu#l by the circuit manager together
with the principals of schools in the Breyten CitcdParticipant 2 and Participant 4
concurred with Participant 1 on processes follod@dadvocacy. The dates were then
communicated to the different stakeholders throaghbircular from the circuit office.

Participant 1 further alluded to the fact that eachool was expected to compile a voter's
roll where all the names of the parents who havklrgm at the school appear.Later, a
meeting was held with the parents to prepare themtheir role and thereafter the
elections were held (Participant 4).Participantadd smeetings for the election of the
different components to the SGB were called sephrdiy the presiding or electoral

officer, who is the principal of another schootl circuit.

Participant 3 argued that some parents do notdcttes SGB if they are aware that SGB
elections will be conducted because they do not wahe elected to the SGB. According
to Participant 5 usually the first meeting for thkection of parents in School B is
cancelled because the parents do not form a quorbeelective meeting would proceed
the second time around even if the parents doamot the quorum. Parents do not want to
be elected to the SGB because of lack of incent({Azsticipant 5). Some parents in
School B who agreed to be elected just disappete@after, without attending even a
single SGB meeting (Participant 5). Others do eetthe need to attend elective meetings
because it was known who would be voted on to tBB.9n School A Participant 3 said

that in their community a list of eligible people circulated before the elections and
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decided upon by some individuals in the commuritgne of those identified people was
not present when nominations were done, they wphlshe him to come. Participant 3
went on to say at School A the same people araotee and again for the SGB and as a
result parents know who will be voted for. Partanp 1 asserted that invitations for
nominees were made before the election dates wpeople could nominate their
preferred candidates to represent them in the SG defore the election date by
completing nomination forms. Participant 1 addeat the presiding officer would make
sure that the nomination forms were made availabldhe school community before the

election date.

The process of open democratic elections followéetre the neutral presiding officer

presided over the election process by secret balwuring that the processes followed
were free and fair (Participant 1 and Participgntr2 school C, Participants 7, 8 and 9 all
indicated that an agreement was reached that wikehoas for the parent component of
the SGB were conducted, each of the 9 villages fndrare the learners were coming from
should be represented. Participant 1 claimed thaple, whom the different stake holders
believed would represent them well, got electetheoSGB. When all the members of the
SGB members were elected, meetings of the newtyezglenembers were held to elect the
office bearers. Participant 1 explained that op&h @emocratic elections were conducted
at his secondary school in the Breyten Circuit. ¢dacluded by saying that after the

election, the newly elected SGB members were iredlict

4.2.3.10 SGB meetings

All the secondary schools had a year programmeSdBHE meetings were included with

meetings scheduled at least once per term. Urgeetings were held over and above
these. An exception within the circuit was SchooWBich scheduled its SGB meetings
every month (Participants 4, 5 and 6). Schools A Bnconfirmed that they manage to

have their SGB meetings as scheduled, but schad &d E sometimes failed to meet
for their scheduled SGB meetings. Participant 8&eded that they were supposed to hold
SGB meetings twice a term in School C but said éraumstances sometimes dictated

that they held the meetings once a quarter.

This sentiment is echoed by Participant 10 in til®Wing statement;
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“During the first term they would come in numbengm there they are no longer
coming in numbers, | would end up having the exeewnly. By executive in this
case | mean the chairperson, the secretary andrdasurer, and may be one or two
people. My SGB is supposed to be 16, but now ypoue are find 5 to 7, so there
are meetings because the executive is still thrrehaving all of it they are no longer

coming” (Participant 10, School D).

Participant 9 said that in School C they are suppa® have SGB meetings once a
guarter, but sometimes a quarter passes withowedimg: the second term was nearing its
end, but they had not had a meeting since the begjrof the year. When they have to
have a meeting, you find that other parents are@tk, you find that about 5 parents are
at work? Participant 7 said, All the SGB members have the programme for SGB
meetings, but when they are expected to attendingegsome are not available, even if
transport is provided, they would make a lot ofuses as you try to pick them up, as a
result the meeting is aborted. The chairperson @awdrmally consult with the secretary
to decide on the agenda, then the secretary woerd $etters inviting SGB members to
the meeting. The chairpersons of the SGB, who aments chair SGB meetings
(Participant 7).

Participant 6 said issues were discussed and desisvere taken by agreement in the
SGB meetings; decisions were not taken by justineigidual, not even the principal took
decisions for all the people. Participant 1 ackremgked, Decision making becomes a
collective thing, though one cannot expect too nfumim most of the parents because they
never received any training educationally. They rdd have any formal training that
would allow them to argue competeritlyParticipant 4 said all contributions from the
parents must be appreciated and argued further “tNarmally the parents are allowed
decide on matters that are of their capacity, antew they do it, it is normally
appreciated, and we normally stick with that demisio please them so that next time they
are elected, then can still be cooperafivRarticipant 7 said, If the parents are well
conversant with an issue under discussion, theyerdakisions, if they arrive at the wrong
decision, certain things are brought to their atien, after that they are then able to come
to the right decision. In some issues it is dittidar them to make decisions because they

are far from most educational issues, which issuptposed to be.
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Participant 1 acknowledged that issues are disdusseéhe meetings. The chairperson
gave everyone a chance to speak although he téadiiminate discussions. The parents
looked up to him because he was an ex-teacher @avcarmanager. Participant 1 further
conceded, The chairperson does not become bossy all the' thoeever he added that

parents sometimes give the chairpersmo much respect and end up not questioning
some of the things he suggests, but because edgrigdthere in the meeting, he does not

bulldoze everybody

According to Participant 4 the parents in the SGakena contribution in the decision-
making process, especially those employed in thater sector, School B has a few such
parents. Parents in the SGBs in schools A, B, @n® E patrticipate fully in the decision-
making process, although in some instances thegnbedntimidated and fail to express
themselves on the item under discussion (Partitip&h Participant 5 remarketlf we
agree outright, a decision is taken. If we don'tegwith something, we just keep quiet”
(Participant 5, School B).

Participant 3 said some parents in School A deseem to want to be on theifong sidé

of the educators by expressing unpopular viewstidjzant 5 said they were more at
liberty with the principal in private than in theorapany of educators. The reason
Participant 5 gave was that if she expressed haraop she felt it might not be accepted.

In School A Participant 3 said parents were infaezhto a large extent by the chairperson;
they just supported everything he said. In som&antes the parents would bleriefed
before the meetings started and told what decisiortake in the meeting. Participant 3
asserted that other parents in School A would cdorevard after the meeting,
complaining about decisions taken in the meetingcokding to Participant 3, these
parents could not object to the decisions takemudmse thalie had been cagirior to the
start of the meeting. According to Participant 4h&l A uses SGB meetings to give
parents educational information. However, afteledrg new members are elected and the
process of training starts all over again. Pardiotpl3 said when a decision is taken, the
parents in School E always rely on the principal.School E Participant 13 concurred
with this statement:

“They will find decision making by the SMT goodritthey will just rubber stamp it,

and go with that, they will not come with anythfrgm their side.”
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But Participant 12 from School D had a differergwi
“I believe in that if you are in a meeting thereosifid be a dialogue, not just to be told
‘we are going to buy the children uniform’ then pkosay ‘yes,” without even one
person asking why? What | am saying is that in atmg there should be that little

‘argument’until you reach that agreement.”

According to Participant 7 the parents in Schoo&r@ not decisive when it comes to
decision-making. He alleged that they will agreéhwie principal, butthey are supposed
to use their minds to make a decisidParticipant 9 felt that the current SGB of SchGo
of which he is a member, does not have any powarticihant 9 felt that they took
decisions in the SGB meetings, but that nothing waplemented. According to

Participant 7, unavailability and a lack of capaeitnong the parents were serious issues.

4.2.3.11 Time for meetings

Participant 15 said meetings should be held latberafternoon, from 18:00 when most of
the parents have left workYbu will be lucky if they do attend the meeting.vi@ekends
most of the parents are not available, they usuddip't form a quorum if a meeting is

called on a weekend.”

4.3.2.12Training of the SGBs

According to Participant 2 the training they reeelwvas on policy development, how to
develop various policies to assist the SGB, theom@mnce of policies in schools and how
to conduct meetings. The MDoE through the Gert i8leaDistrict Office, conducted the
training on policy development, financial managetnemanagement of physical
resources, how to conduct meetings, procuremepplgwhain management and how to
dispose of old equipment (Participant 6 and Paeiai 9). Participant 3 concurred that
they received training on procurement and nonehenother functions of the SGB. The
workshop also touched on the importance of poliaies the duties of the office bearers of
the SGB (Participant 5). Participant 8 acknowleddedt the workshops wereeye
openers in many waysAfter attending the workshops he said they becaware of
mistakes they and principals had made. Particig@ndid not recall any training on the

functions of the SGB. Training usually lasted famotdays: Saturday and Sunday. There
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was concern about the timing of the workshops, Wwhvere sometimes held towards the
end of the term of the SGBs.

Participant 1 said:
“The rationale behind the workshops is always a ealle, a good one, but may be
the problem is how they are being run, becauseethgesrkshops are actually
conducted such that the school managers like praisiare also part of that with the
parents who are in the SGB... you will always hag&uation where the issues that
are being discussed will not necessarily addressthimgs, the problems that schools
are may be encountering on a daily basis becausg #re addressed at the same
level whereas the role of the principal and theerof the parents is not the same. So
at the end of the day it becomes just a questiopassing on information but not

really addressing some of the key issues withitjie people at the right platform.

Participant 1 would have preferred a situation whagirents were trained specifically on

their role apart from the role of principals beaymrents had their own opinion on

things, whereas the principal had other resporitsds| Participant 1 added:
“For example we do not separate governance relasdes and professional related
issues in these workshops, and that becomes agmnobl they cloud these things.
They make it look like one overlaps on the othem&imes when they conduct these
meetings they don’t give a clear distinction inmerof the roles of the SGB, where
does it end, the parent, how far can he go, thaggal how far can he go...at one
stage they were talking about who was supposedetanvolved in the case of a
teacher misconduct, and then there were some meaiying he could not conduct a

disciplinary hearing without inviting the SGB.

Participant 4 labeled SGB training ath&t pep kind of training.”Participant 4 added,
“The MDoE wants to spend its money nicely because €6 these things are just made
for records. The kind of trainings that are givémey are too shallow. It's a ritual, if it's
not done it, one will be seen as having not conéatimAccording to Participant 4 the
problem is the short duration of training: two daysl a number of months in between.
Participant 4 concluded his argument by assertiag attendance by the SGB members
was erratic.: a SGB member who is available thiskueay not be available the other

month. There are gaps of information because ofntensistency of attendance by SGB
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members in the workshops. According to Partici@@mot all SGB members attend these

workshops; if 5 parents are invited, fewer paréms School C attend.

Participant 7 felt that even if the content of wimttaught is good, some people are
“untrainable” due to level of education or illitesa
“The training material is good, but some parent&aihool C cannot read and write.
You still have older people in the SGBs, who do imte any form of formal
education. These parents in School C cannot appigtvinas been taught in the
workshop, they depend entirely on the principams®f whom manipulate things and

end up running the show, instead of all the staldsdrs taking part.

According to Participant 7 some principals take aadage because of the low level of

education of some parents in their schools.

4.3 PRESENTING THE FINDINGS - DOCUMENT REVIEW

The following official school documents were revaav records of the election of the
SGB members, the constitution of the SGB, minuteS@B meetings and SGB sub-
committees, school policies, records of training fbe SGBs, reports on financial
management, records of fund-raising projects amal pan of the school. Only School D
provided the researcher with copies of sample @slicNo reasons were given to the
researcher by the schools for failing to makeladl trequested documents available when a

follow-uprequest was made. The findings were cagatum the ensuing sections.

4.3.1 Minutes of SGB meetings

The minutes of the meetings held for School A, ®tH® and School C were made
available as requested. For School A, two setsinfitas were in the file for the mid-year
period. For one of those minutes for School A thees no attendance register attached
but there is some evidence of parental involvenretioth sets of minutes. According to
their year plan, School B is supposed to have nipi@BB meetings. At the time of the
interview 3 sets of minutes for SGB meetings wergdenavailable. Only one set of
minutes was accompanied by the attendance regibta. sets of minutes were made
available for School C. There was no attendancestexgfor the second SGB meeting. It

was, however, not easy to determine the level oérmgal involvement on the decision-
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making process for School A, School B and Schobk€ause of the manner in which the
minutes are taken: only the final decisions takenewcaptured, with little indication of the
people who had contributed to the discussion. Agated above, School D and School E

did not furnish the researcher with the requestalichents.

4.3.2 Minutes of SGB sub-committees meetings

School A, School B, School D and School E couldprotvide minutes of any of the sub-
committees of the SGB. Only School C provided theutes of the Finance Committee
meeting for May. The attendance register for thaétimg was not available. The role that

parents played in the deliberations in the meetmgd not be determined.

4.3.3 Reports of financial management

Only issues of purchases and payments were digtussthe minutes of the Finance
Committee meeting for May of School C. There waewidence of controlling the budget
and the compilation of monthly financial reports f&chool C. No records of financial
management or the minutes of the finance committeetings were made available for
School A, School B, School D and School E.

4.3.4 Record of SGB training at school level
No evidence of school-based training of the SGBlddae found in the documents
provided by all the secondary schools.

4.3.5 Records of fund-raising
No record of fund-raising was included in any oé tthocuments reviewed from all the
secondary schools.

4.3.6 Year Plan

The school year plan was available for School Ahdet B and School D. Finance
Committee meetings appeared on the year plansdood A, School B and School D.
SGB meetings also appeared on the year plan foodbeh, School B and School D.
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School D did not provide the researcher with theycof the year plan, instead the

operational plan of a deputy principal was madelalvie.

4.3.7 School Policies

In School A copies of draft working documents forme of the policies were available in
the file for policies. There was no evidence of pteted, signed policies. There was no
copy of the Constitution of the SGB. In school Boies of all the draft school policies
were available in the file for school policies. Fkedraft policies were not signed by the
SGB or the school principal. A copy of the Congitin of the SGB was amongst the draft
policies. School C had the same copies of draitjgsl as School B. That suggested they
might have gotten the draft policies from the samerce. The draft policies had also not
yet been signed. Unsigned policies are not yetiaffschool policies. School C also had a
copy of the Constitution of the SGB.

4.4 DISCUSSION

4.4.1 The level of parental involvement on the gomgance of secondary schools in the

Breyten Circuit
4.4.1.1 Parent involvement

In Section 2.2, Epstein (in Gordon & Nocon, 200&)B2rgues that the term parental
involvement encompasses both the involvement akididal parents in their children’s
education and the collective involvement of pardantschool decision making bodies.
Gordon and Nocon (2008:322) argue that parentadlwevnent in school-based shared
decision making continues to be seen as having raodaatising and legitimising

function.In this study the main focus is on paréimaolvement in the SGB.

In spite of the expectation from the parents orr tin@olvement in the education of their
children, there are still some concerns on theireru level of involvement. Participant 1
emphasised,Not all of the parents will understand and playtthale up to the expected
level. You will find that some of them will comgagree to be elected, but once they are
there, you will find them just disappearing, andithrole becoming very minimal. Such
parents would not come to school functions, eveingyarents meetings they would

always have excusé®articipant 1 further mentionedif‘something is organised for them
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for example you want to train them on certain tsingou organise your own workshop,
they will always have excusd®articipant 1). What Participant 1 describedehisrin line

with what was said in Section 2.2.1.

4.4.1.2 Parenting

The findings show that there are disciplinary davadies in the secondary schools. Schools
need the support of the parents considering tha&eation 10(1) of the SASA (RSA,
1996b), no person may administer corporal punishnera learner at school. What
Participant 4 highlighted in Section 4.2.1.1 waat teven the parents failed to discipline
their children from home. Parents need assistamahild rearing practises (see Section
2.2.2).

4.4.1.3 Procurement

Only two schools (School A and School B) seemefbifow the procurement procedures
correctly. In School D there was a complaint froartieipant 10 that they could not buy
what was necessary because the chequebook was possession of SGB members due
to the on-going rift between the principal and samambers of the SGB. Participant 11
confirmed that they refrained from signing cheqaed that this hampered the progress of

the school.

4.4.1.4 School policies

According to the SASA (RSA, 1996b), one of the fimts of the SGB is to develop
school policies (see Section 2.3.1.3). The findisgewed that parents in the different
schools are part of the process of developing slicbut in different capacities (see
Section 4.2.1.4). This finding is in line with tBASA in the sense that the SGB members
must actually develop the policies (see SectionlZ3This shows the realities that the
secondary schools in the Breyten Circuit are faségd and highlights the low level of

education of some parents (see Section 4.2.1.4).
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4.4.1.5SGB meetings

Parents in the different secondary schools do pakein SGB meetings and the meetings
of the different sub-committees of the SGB. Thetip@ation of some of the parents in

these structures is not, however, satisfactory $&stion 4.2.1.5).

In order to sum up the level of parent participaticompliance with the 6 types of
parental involvement identified by Epstein and mii#d by the Michigan Department of
Education (2002) as the National Standards for Raa@d Family Involvement (See
Section 2.2.2) are used. These are: parenting, cmneating, volunteering, learning at

home, decision-making and community collaboratioh Table 2.1).

With respect to communicating, the findings of tetsidy show that there is room for
improvement; the communication with parents is otimal. Letters from the school to
parents were not always received. Parenting is asarea where communication is not
effective. Parents struggled with disciplining thehildren at home. Student learningis
very difficult to attain due to the fact that mastthe parents have poor levels of parental
education. n the secondary schools in the Breyteouif; little volunteering is taking
place and parents are generally not involved irogkhctivities. In Section2.5.2.1, it was
shown that Reiter (2009:353) argues that parertts weiry low levels of education almost
never influence decision-making and this is conéidnin the findings of this study.
Moreover, school decision making and advocacy iasie¢. Collaborating with
communities remains a challenge considering thaerpaparticipation is low in the

secondary schools in the Breyten Circuit.

4.4.2 Factors that influence parental involvemendn school governance

In Section 2.4, it was discussed that Michael et(2012:70) identified the following

barriers to parental involvement: apathy, transimm issues, financial problems of
school and families, the high level of working pdee low self-esteem of many parents
and lack of knowledge of responsibilities. The fimgs of the study confirm that the
following factors impede parental involvement inhgol governance: apathy and
unrealistic expectations, unhelpful attitudes of #ducators and the principal, financial
management challenges, the lack of incentivesspamation problems, low levels of

parental education, difficult management stylethefprincipals, low SES of parents, long
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working hours and somewhat unsuccessful modes wimamication with parents. The
factors in common with the study of Michael etaak: apathy, transportation and the SES
of parents. Factors that are most pertinent todtudy are the attitudes of the educators
and the principal, incentives, management styles the mode of communication with

parents.

4.4.2.1Apathy and expectations

The findings in Section 4.2.2.1 confirmed what viagnd in Section 2.4, namely that
many parents are apathetic and do not seem tcafeeled to become involved in their
children’s education (Michael et al., 2012:70).

4.4.2.2 Attitude of the educators and the principal

Parents believe that they are not welcome in sshaold reported a high degree of
alienation and hostility towards them (Gonzalez-Bs$] 2003:88, Mestry & Grobler,
2007:177). This was discussed in Section 4.2.2@ the assertion is confirmed by
findings of this study.

These findings confirm the statement (see Sectibr2A) made byReiter (2009:353) that
decision-making always follows the recommendatidnth@ principal and that, while
parents act as active deliberators, they occupgrelzry extra roles. The same findings
contrast with what is expected from the principdl tbe school and what was
comprehensively discussed in Chapter 2(see Seziiha).

It is up to individual schools to deal with the @ats’ perceptions that they are not
welcome in their children’s schools. The principald his educators must be seen to be
making an effort to accept the responsibility torease the level of parental involvement.

4.4.2.3Financial management

The findings are that in some of the secondary @shdhe practice of signing blank
cheques still exists even through this is in tdiategard of sound financial management
norms. The signing of blank cheques coupled wighgérception that the views of parents
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on financial issues are not taken into considematiause unnecessary tensions between

the parents and the principal of the school (seti@e4.2.2.3).

4.4.2.4 Incentives

In Section2.3.1.3, it was shown that the SASA (R$896b) makes 2 assumptions about

parents:

4+ That they can all afford the personal time requi®dpend on school activities and
which are not related to any form of remuneratam]

+ That they have the resources to make choices dbeintchildren’s education (Sayed
& Soudien in Brown & Duku, 2008:414).

The findings of this study indicate a different tpi@ to the assumptions of the above
statement.The issue of incentives for members efSGB came out very strongly. A
number of participants recommended that a stipengdid to members of the SGB,

especially from the parents (see Sections 4.21&146b.2).

4.4.2.5Level of education

In Chapter 2 it was stated that Van Wyk (2002:1839erts that another problem which
besets parents in the previously disadvantaged comties in South Africa is the high
level of illiteracy (see Section 2.5.2.1).This etaent is confirmed by the findings

discussed in Section 4.2.2.5.

4.4.2.6 Management style of the principal

It was indicated earlier in this chapter that ibfsparamount importance that the principal
of the school create a welcoming environment fbstakeholders to be able to function in
cohesion. The finding of this study is that somdh&f principals encourage some of the

parents to engage in unlawful activities (see $acti2.2.6).

4.4.2.7 Socio-Economic Status of Parents

In Chapter 2, Van Wyk (2002:137) was quoted asngphiat parental involvement in poor
communities is often difficult because many paresusl caregivers are struggling to

survive and have little or no energy left for sbahligations, such as becoming involved
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in school activities. The findings of this studyan line with this statement (see Section
4.2.2.6). Mestry and Grobler (2007:177) concur thetents who are among the poorest
cross section of society are locked in a difficattuggle of survival;, they live in
inadequate housing, are badly paid, and work uakbours or are unemployed. With the
increase in either one parent or both parents wgrki more than one job, the children are
often left alone. In such a situation, the parelatsiot actively participate in the education
of their children. They will also not be able teigs their children with their school work
and they will not be able to attend parents’ megtiat the school.

4.4.2.8 Transport(Location of the schools)

The findings of this study are that parents thaly sind work in farms struggle with
transport to be able to attend SGB activities (eetion 4.2.2.8). This is in line with what
Michael et al. (2012:70; cf. Chapter 2) identifiethmely that travelling distances to
schools and the lack of transport have proven t@ lpEoblem in many South African

schools.

4.4.2.9Mode of communication

The findings are that communication between theors#&ry schools and the parents
remain a challenge (see Section 4.2.2.10). Paasataot the sole reason for their lack of
involvement (Mestry & Grobler, 2007:177). Mestrydarobler (2007:177) say that
hurdles to effective parental involvement are tegative communication from the schools
and insufficient levels of training for teacherstwow to reach out to parents (see Section
2.2.1).

4.4.3 The performance of the SGBs in the secondary schaadh the Breyten Circuit

4.4.3.1 Behaviour of SGB members

The findings indicate that some elected SGB memloecp out or decrease their
participation in the SGB over time. Some parentsaskigns of being intimidated by the
presence of educators (see Section 4.2.3.1).

4.4.3.2 Capacity of the SGB to govern
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The finding is that most of the participants fdettthe SGBs do not have the capacity to
govern schools (see Section 4.2.3.2). Unfortunatedyfindings confirm what Squelch (in
Kidanemariam, see Section 2.3) said about thetlf@attdespite the democratisation of the
governance of schools, the decision making ssiisravith the principals of schools.

4.4.3.3 Functions of the SGB

Section 20(1) of the SASA (RSA, 1996b)specifiestaiarfunctions that all governing
bodies are responsible for (see Section 2.3.1.3).these are policy related which
emphasises the fact that the SGB is responsibléhforgovernance of the school. The
finding is that most of the SGB members are notilfamwith the document and do not
know the functions of the SGB (see Section 4.2.33)eed for constant monitoring and

control was also expressed (see Section 2.5.2.4).

4.4.3.4 Governance versus management

The professional management and governance of #cpsthool was explained in
Section2.3.The findings show that there are seraadlenges still to be overcome at the
different schools in the Breyten Circuit, espegialith regard to the responsibility of the
principal and SMT at the schools and the role & 8GB. The pervasive failure to
separate governance and professional managemestiohs is a cause for concern(see
Section 4.2.3.4).

4.4.3.5 Relations

Relations between some of the SGBs and the prilscii@ strained and they do not
always get along well; a lot of misunderstanding&sx(see Section 4.2.3.5). This finding
concurs with what Heystek (in Maluleka, 2008:34§ saamely that the limited training of
the main role players in the management of schamspled with their uncertainty
regarding their functions and duties, sometimesawaikdifficult for principals and parent

governors to work together harmoniously (see Se&i6.2.3).

4.4.3.6 The South African Schools Act (84 of 1996)

The finding is that some of the members of the S@Bthe secondary schools in the
Breyten Circuit do not know the contents of the SAERSA, 1996b) (see Section
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4.2.3.6).The SGBs are supposed to be using thelined of the SASA to govern schools.
If they do not know what it says, this becomesabfam.

4.4.3.7 School Policies

In almost all the secondary schools, educatore®SMT take the initiative of developing
school policies because the level of educationonfies parents in the SGB (see Section
4.2.3.8) is not sufficient to enable them to unaleztthis task.

4.4.3.8 SGB meetings

Through membership of the SGB, parents potentladlye a greater opportunity to have a
say in the decision-making process and managemfetiteoschool than ever before

(Mestry & Grobler, 2007:184; Van Wyk, 2002:123).wie and Naidoo (2004) further

argue that in almost every school, the decisioningabrocess appears to be similar to
that described by the principal of a township s¢ha@cisions are taken after consultation
and decisions are taken by consensus. Howevertactige the consultation process is
managed by the principal, all stakeholders are atgptal participants and consensus is
often more illusory than real. Parents who arénarajority in the SGBs do not seem to
be using that authority to make a difference imteof the very important decisions they

have to make on the SGB.

4.4.3.9 Time for meetings

The finding is that the scheduling of meeting remaa challenge with some parents who
must work late on district farms. They miss mosttlod school activities because they
finish work late and cannot find transportationtfzt time of the day or weekend (see
Section 4.2.3.11).

4.4.3.10Training of the SGBs

Maluleka (2008:35) argues that confusion exists @agying roles of governing bodies in
different categories of schools. According to Looye Van Wyk, 2002:138), training is
the cornerstone of affirming governors in the exiecuof their roles and responsibility.
Lekalakala (2006:100) adds that even if the DBEvjoles training, schools must also have

established ways to train members further.
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4.5

Van Wyk (2002:139) concludes that the lack of adeguraining for SGBs could defeat
the whole object of instituting governing bodiesiass unlikely that governing body
members will be able to make informed judgmentsheut adequate training. Further
training is needed for the SGBs of the secondahpals in the Breyten Circuit (see
Section 4.2.3.12).

CONCLUSION

The findings of the research have been compilech fitte sample as indicated in Section
3.5. The research has amplified the importancehef $ASA (RSA, 1996b) in the
governance of schools in South Africa. Most pgpaaits, who have had the opportunity to
study the SASA agreed on its merit. However, masepts on the SGB did not know its
contents and were disadvantaged in executing &galsd This is also true of several
educators. For the parents to contribute to thectffe governance of secondary schools
in the Breyten Circuit, they need to be familiattwihe SASA as it contains everything
the SGB needs to know about learners, public sshaadl the funding of public schools.
The SGB should be familiar with the Section stiginka the functions of the SGB. If all
the members of the SGB are familiar with its cotgemany problems encountered would

be avoided.

A problem mentioned in the above paragraph is trglict between SGB members and
school principals in relation to school governaacel professional management. If the
training of the SGB was rigorous, most problemsla¢dae avoided and that would result
in effective school governance. At the moment, gnés spent in destructive conflicts that

are playing out in some of the secondary schools.

Another problem is the low level of education ofreparents appointed to the SGB. This
impacts negatively on their ability to argue thesse in SGB meetings. The inability to
read and write limits their contribution, espegialVhen it comes to the development of
school policies. The pro-forma policies and theostipolicies are in English, which is

another barrier which needs to be overcome.
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The challenges which face parents on the SGB ntadél#ficult for the SGB to govern
schools without assistance from the professionalseaschools (i.e. the principal and the
educators, including the SMT). Collaboration betwdbe SGB and the SMT would
enable schools to move forward even though theoresbility of school governance rests
with the SGB. The parents are expected to playjarmale in school governance as they
are the majority stakeholder in the SGB. At the rantrhowever, the parents in this study

have a limited impact as a result of factors higftied in the chapter.
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CHAPTER 5: CONCLUSIONS AND RECOMMENDATIONS

5.1 INTRODUCTION

This study set out to explore the impact of pardeimelvement on effective secondary

school governance in the Breyten Circuit of Mpumgk The study sought to answer the

following main research question:
What is the impact of parental involvement on éffecsecondary school governance
in the Breyten Circuit?

In attempting to answer the main research quedth@researcher employed the following

sub-questions:

+ What is the level of parental involvement on th@agoaance of secondary schools in
the Breyten Circuit?

+ How can the factors that influence parental involeat on school governance be
classified or categorised?

+ How can the performance of the SGBs in the secgrgtdrools in the Breyten Circuit
be determined?

The study took place as a result of the shift imost governance that gives the
responsibility of school governance to the SGBs FASA requires that parents be in the
majority on the SGB which indicates the influen@gnts are expected to have in the
decision-making process as the majority stakeholdier practice, however, serious

challenges exist.

5.2 EMPIRICAL FINDINGS

The findings of the study provided answers to thte-guestions stated in Section 1.3.2.

5.2.1 What is the level of parent involvement on #ngovernance of secondary schools in the

Breyten Circuit?

The study concludes that:
+ Parents participate in decision-making in the S@B they also take part in all the

activities of the sub-committees. There are corceon the level of parental
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involvement currently, but some of these are atlagéier members are elected and
their roles diminish (see Section 4.4.1.1).

Most parents fail to discipline their children amnhe and so basic parenting skills are
a problem. The parents tend not to come to schbehvasked if it has to do with a
disciplinary issue (see Section 4.4.1.2).

Parents play a minimal role in the developmentabios| policies. The reason given
stems from the reality of the low level of educat@mong the parents (see Section
4.4.1.4).

Parents who work on farms struggle to attend SGBtimgs because of their working
hours (see Section 4.4.1.5).

5.2.2 How can the factors that influence parentalnvolvement on school governance be

classified and categorized?

The study concludes that the following identifiedtbrs influence parental involvement:

+

Apathy and expectations: many parents are apatheticdo not see the need to be
involved in school activities (see Section 4.4.2.1)

Attitude of the educators and the principal: maayepts feel unwelcome in schools
because of the negative attitude of some educatadsprincipals towards them (see
Section 4.4.2.2).

Financial management: general mistrust exists kmtviiee SGB and the principal on
the use of money. Blank cheques are allegedlysghed in some schools and this
leads to many potential complications (see Seectidt2.3).

Incentives: the non-payment of SGB members detnenps from participating in the
SGB (see Section 4.4.2.4).

Level of education: the high level of illiteracy angst the parents impacts negatively
on their participation and contribution in the S@GBe Section 4.4.2.5).

Management style of the principal: parents arewidiing to participate in school
activities if the principal is not transparent aen (see Section 4.4.2.6).
Socio-economic status of the parents: parentallveweent in poor communities is
very low as parents are simply struggling to sue\(see Section 4.4.2.7).

Transport (location of the schools): parents stayffom schools and since there is no
public transport, this results in inconsistent ratence of SGB activities (see Section
4.4.2.8).
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*

Mode of communication: parents do not attend soraetimgs because they do not get
the invitations sent out; schools still use lettarsinvite parents to meetings (see
Section 4.4.1.9).

5.2.3 How can the performance of the SGBs in the @ndary schools in the Breyten

Circuit be determined?

The performance of the SGBs was determined by atiatyithe following:

*

The behaviour of SGB members: many parents stemaittg SGB meetings before
the end of their term of office because of lacknaentives (see Section 4.4.3.1).

The capacity of the SGB to govern: at the momeat SiGBs lack the capacity to
govern the schools (see Section 4.4.3.2).

The functions embraced by the SGB: the SGBs hawell knowledge of their legal
functions (see Section 4.4.3.3).

The ability to distinguish between governance arhagement: failure by the SGBs
to differentiate between governance and profesbior@agement functions has an
adverse effect on relations in many schools (se&éd®e4.4.3.4).

Relationships between staff and parents: the l&acknderstanding of their individual
roles puts the SGBs on a collision course with ghacipals of schools. SGBs are
perceived as interfering in professional managerherdtions (see Section 4.4.3.5).
The SASA (RSA, 1996b): most SGB members are unfamilith the contents of the
Act (see Section 4.4.3.6).

School policies: in many schools, the SMT and ettusastill play a pivotal role in
the development of school policies whilst parenéy @ very minimal role. Not even
one school has a full complement of school polieied some only have the copies of
the exemplar policies (see Section 4.4.3.7).

SGB meetings: most schools fail to hold all theBBESmeetings as planned. Schools
blame the failure to hold meetings as planned enntbn-availability of parents and
the problem of transportation prohibits parentanfrattending SGB meetings (see
Section 4.4.3.8).

Time for meetings: parents who stay on farms caati@nd SGB meetings due to
their long working hours (see Section 4.4.3.9).

Training of the SGBs: time allocated for board memipaining is insufficient. Some

facilitators lack the necessary knowledge and skdlfacilitate the workshops. There

121



is also a lack of monitoring the performance of 8@Bs on the side of the MDoE
(see Section 4.4.3.10).

5.3 THEORETICAL IMPLICATIONS
Theories pertinent to parental involvement in 8tigly can be found in Section 2.2.4. The
findings of this study are in line with the Natibn&tandards for Parent /Family
Involvement, built upon Epstein’s framework of &éés/types of parental involvement
(see Section 2.2.2). Parents in the 5 secondargo&chstruggle with 2 of the 6
levels/types: Volunteering and Learning at home.
Education policies on school governance in thislyttan be found in Section 2.3.4. The
SASA is the most relevant piece of legislation e tontext of this study. Everything
pertaining to the SGB is outlined in this Act, frata composition to the functions and
responsibilities allocated to it.
5.4 POLICY IMPLICATIONS
If the recommendations of this study were to bemakto consideration, they would have
significant implications for the realisation of th&ASA (RSA, 1996b). The
recommendations are centered around the follonwspg@s:
+ Eligibility (see Section 5.5.1).
+ Term of office (see Section 5.5.4.)
+ Incentives (see Section 5.5.2).
+ Level of education (see Section 5.5.1).
55 RECOMMENDATIONS
The following recommendations are made:
5.5.1Eligibility

+ 4 of the 7 parents in the SGB should be parents ghtldren at the school, and the
remaining 3 should be members of the community tdnee the requisite skills, even

if they do not have children at the school;
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+ Some people who are unemployed should be made membthe SGB, so that they
could get incentives, irrespective of whether thaye children at the school or not;

+ People who are members of the SGB should be ab&atband write;

+ Community members who have some expertise shouddidgible for election even if

they do not have children at that school.

5.5.2Incentives

+ The MDoE shouldissue certificates of attendanceS®B members who attend
training for SGBs;

+ SGB members should be given a stipend.

5.5.3Mode of communication

+ Schools should insist that parents sign the nofmemeetings and return them to the
school.
4+ Schools should consider using bulk messaging ses\tic communicate with parents.

5.5.4Term of office

+ The term of office of the SGBs should be a mininaffyears.

5.5.5Training of the SGB

+ Parents should be trained specifically on issuegoskrnance and principals should
be trained on issues of professional managemaetddicated training sessions.

+ Workshops for SGBs should be held immediately afer SGB elections and not
towards the end of their term of office.

+ SGB members should undergo intensive training ottemsadealing with the functions
of the SGB for a reasonably long period. Differapiproaches could be used in
clustering schools.

+ Training should be based on challenges identifiethb different schools over time.

+ The MDoE should outsource the training and useapgicompanies registered with
SETA. The MDoE should also consider using unemmoye retired skilled
professionals to conduct workshops.

+ The parents need to be trained each financial aredirequire refresher courses.
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5.6 LIMITATIONS OF THE STUDY

The study focused on 5 of the 6 secondary schaootha Breyten Circuit. Not all the
members of the SGBs in all the secondary schoots werviewed: only the principal,
the chairperson of the SGB, the secretary of th& $Gany other available parent SGB
member were involved. The sample was, howevergesgmtative of the population. The
aim of the study was not to generalise, howeveg, study may be useful in similar

contexts of further research.

5.7RECOMMENDATIONS FOR FUTURE RESEARCH

As far as could be established, a study of thigneatas not yet been done in the Breyten

Circuit.

+ The researcher did not come across a study thks $eeaddress the lack of training
programmes on parental involvement for teachergpaindipals of schools.

+ An area that requires more research is the invodverof fathers in the education of
their children.

+ The development of a comprehensive training progranfor members of SGBs
focusing on their responsibilities in school goweroe is a worthwhile area for

research.

5.8 CONCLUSION

The researcher used the findings of the study thhemd the main research question and
sub-questions. The researcher also consideredhdwetical implications of the study.
Recommendations on a number of issues were madthanithitations of the study were

highlighted. Finally, the researcher made recomragons for further research.
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APPENDIX A: Letter requesting consent: MpumalangaDepartment of Education

11 February 2014
Head of Department
Mpumalanga Department of Education
Building 5
Government Boulevard
Riverside Park
Nelspruit
1200

REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN SCHOOLS

Dear Ms X

My name is Mzungezi Nelson Nhlabati, and | am andEducation Management) student at the Universitgouth Africa
(UNISA). The research | wish to conduct is for madter’s dissertation:

Title: The impact of parent involvement on effeetsecondary school governance in the Breyten GiofiWpumalanga

The purpose of the study is to explore the impdgbasent involvement on effective secondary schgmlernance in the
Breyten Circuit.

This project will be conducted under the supervisid Prof MW Maila (UNISA).Ethical clearance willebgranted by the
Ethics Review Committee of UNISA guided by the UNIResearch Ethics Policy if the application foriedth clearance
meets all the requirements as prescribed by theSBNResearch Ethics Policy.

| am hereby seeking your consent to approach Sehdsthool B, School C, School D and School E @ Breyten Circuit of
Gert Sibande District to provide participants fhistproject. The participants in this research wdw the school Principal,
the Chairperson of the School Governing Body (S@BJ the Secretary of the SGB. The participants euilitribute to the
study through answering questions in an interviedwidually. The interview will take approximateffs minutes to complete.

Participation in the study is completely voluntaBarticipants can withdraw from the study at amgetiwithout reprisal.
Privacy, confidentiality and anonymity will be uptie

If you require any further information, please dat hesitate to contact me on the details providedhe letterheads. The
researcher is a school principal at School F irBteyten Circuit.

Thank you for your time and consideration in thigtter.

Yours sincerely,
Mzungezi Nelson Nhlabati
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APPENDIX B: Letter requesting consent: Circuit Office

03 February 2014
The Circuit Manager
Breyten Circuit
De Clerq Street
ERMELO
2351

REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN SCHOOLS

Dear MrY

My name is Mzungezi Nelson Nhlabati, and | am andMEduc Management) student at the University aftSd\frica
(UNISA). The research | wish to conduct is for madter’s dissertation:

Title: The impact of parent involvement on effeetisecondary school governance in the Breyten GiafuMpumalanga
Province.

The purpose of the study is to explore the impdgbarent involvement on effective secondary schgmlernance in the
Breyten Circuit.

This project will be conducted under the supervisid Prof MW Maila (UNISA).Ethical clearance willebgranted by the
Ethics Review Committee of UNISA guided by the UNIResearch Ethics Policy if the application foriedth clearance
meets all the requirements as prescribed by theSBNResearch Ethics Policy.

| am hereby seeking your consent to approach Séhdsthool B, School C, School D and School E @ Breyten Circuit of
Gert Sibande District to provide participants fhistproject. The participants in this research wdw the school Principal,
the Chairperson of the School Governing Body (S@BJ the Secretary of the SGB. The participants cuilitribute to the
study through answering questions in an interviedwidually. The interview will take approximateffb minutes to complete.

Participation in the study is completely voluntaBarticipants can withdraw from the study at amgetiwithout reprisal.
Privacy, confidentiality and anonymity will be uptie

If you require any further information, please dmt hesitate to contact me on the details providedhe letterheads. The
researcher is a school principal at Warburton CoetbiSchool.

Thank you for your time and consideration in thigtter.

Yours sincerely,
Mzungezi Nelson Nhlabati
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APPENDIX C: Letter requesting permission to condutresearch study and

consent letter: Principal

The Principal
School A

P.O. Box 1234
ABCD

5678

REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN YOGRHOOL

Dear MrY

My name is Mzungezi Nelson Nhlabati, and | am andV{Education Management) student at the
University of South Africa (UNISA). The researctvish to conduct is for my Master’s dissertation:

Title: The impact of parent involvement on effeetisecondary school governance in the Breyten Circui
of Mpumalanga.

The purpose of the study is to explore the imp&giament involvement on effective secondary school
governance in the Breyten Circuit.

This project will be conducted under the supervisid Prof MW Maila (UNISA).

| am writing to request permission to conduct aeaesh at your institution. | hope that the school
administration will allow me to recruit three SchaoBoverning Body (SGB) members (Principal,
Chairperson of the SGB and the Secretary of the)Sf@B1 the school to be participants in the stufly.
approval is granted, the participants will conttéodo the study through answering questions in an
interview individually. The interview will take appximately 45 minutes to complete.

Participation in the study is completely voluntaParticipants can withdraw from the study at anyeti
without reprisal. Confidentiality and anonymity ile upheld. Participants who agree to participate
the research will be given consent forms to beesdgmd returned to the researcher.

Your approval to conduct this study will be greadlypreciated. | will follow up with a telephone Ical
next week and would be happy to answer any questiorconcerns that you may have at that time. If
you require any further information, please do Imesitate to contact me on the details providedhen t
letterheads.

If you agree, kindly sign below and return the sigrform in the enclosed self-addressed envelope.
Alternatively, kindly submit a signed letter of pgssion on your institution’s letterhead acknowledg
your consent and permission for me to conduct tildysat your institution.
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Thank you for your time and consideration in thestter.

Yours sincerely,
Mzungezi Nelson Nhlabati

Approved by:

Print your name and the title Signature Date
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APPENDIX D: Letter requesting consent and consenilter:Participants

INFORMED CONSENT LETTER

Dear Participant

My name is Mzungezi Nelson Nhlabati, and | am andWEduc Management) student at the
University of South Africa (UNISA).

You are invited to participate in a research progtitied: The impact of parent involvement on
effective secondary school governance in the Bre@liecuit of Mpumalanga.

The purpose of the study is to explore the impagiaoent involvement on effective secondary school
governance in the Breyten Circuit.

This project will be conducted under the supervisid Prof MW Maila (UNISA).

Ethical clearance will be granted by the Ethics iBevCommittee of UNISA guided by the UNISA
Research Ethics Policy if the application for edlhidearance meets all the requirements as prestrib
by the UNISA Research Ethics Policy.

If you volunteer to participate in this study, yedll contribute to the study through answering
guestions in an interview individually. The totalmber of participants is 15. This number include
principals, educators and parents. The participauete selected because they are members of the
School Governing Body (SGB), they are the best lgetipprovide the information that is needed for
the study. The interview will take approximately Abnutes to complete. With your permission the
interview will be recorded.

Your participation in the study is completely vdlary. You will be free to withdraw from the study a
any time and/or request that your transcript natde. Privacy, confidentiality and anonymity viad
upheld. No comments will be ascribed to you by namany written document or verbal presentation,
nor will any data be used from the interview thaghm identify you to a third party.

There will be no direct compensation or benefiyaa for participation in this study. However, | l@p
that the information obtained from this study mayé&fit the secondary schools in the Breyten Circuit
There are no anticipated risks or discomforts aaset with participating in this study.

| sincerely hope that you will be able to help m#éhwny research. Once the report is complete d brie
report explaining the findings will be available &l the participants. If you have any queries
concerning the nature of the research or are unaleaut the extent of your involvement in it please
contact me on the details provided on the lettaetbea

Thank you for your time and consideration in thistter.
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Yours sincerely,

Mzungezi Nelson Nhlabati

By signing this consent form, | confirm that | haead and understood the information and have had
the opportunity to ask questions. | understand iinaiparticipation is voluntary and that | am free t
withdraw at any time, without giving a reason aritheut cost. | understand | will be given a copy of
this consent form. | voluntarily agree to take parthis study.

Signed by:

Print your name Signature Date
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APPENDIX E: Informed consent letter: Mpumalanga Department of Education

AFPLIGATION TO CONDUGT RESEARGH STUDY. MR, M.&. NMRLABAT!

WL Private Bag X 113441
H':h. = ,.}':f Malspruit 1200

£ education P e

° DEPARTWMENT: EDUCATION BRI

Mpumalarga Pravines
MFUMALANGA PROVINCE Republlc of South Africa

_L'.in'_kn_k_']'[:mium'vn iimnyargr weFpnnin  Doparfement van Dacenvps  dmnyangn weaekfianon
Emqanries M. Babep 035 TES S4TE

ME. .M. MHLABATI
PO BOX 1586
ERMELO

2350

RE: APPLICATION TO CONDUCT RESEARCH: MR. M.M. MHLABATI

“our applicsiicn to corduct researck wesa receved or che 11 February 2014, The title of your study reads "The
impact of parendzl nvolvement on efective secondzy school governzrce nthe Brayvten Circuil.’ The gims and the
ohjectives and the ceerall design of your sludy raveal thal vour study wil benefit She depadme it ane ir pariou ar
the =ciool govemance section. Your request is approved subject Boyou obserdng the provisions of tha
coparmaental research manual which is aftached. You are also reguested to adhere to wour University's nesearch

etvics as szl out inyaur reseanch ethics dacumest

In szmns af the attached] manual (2.2, bulled number 3 & 6] data or any rescarch activty can anly ke ecrducked after
zchoal nours as oor appointment. ou are gkeo requestcd fo shanz your findings with the relswant secticns of the

departznt 20 Ihat we may consider implamerting your findings i thal will be in the ket interast af the daparmant.

For moreg  infuenaton kindy o isge with  the depadmerts  escarch ounit @ G153 7RG S47R o

2. balowiieducalion.mpw. o 3.

The depatment wishes you well in tis impostant procact and pledges fo give you e necessaor sappark you nay

need.

MPLIMALAHGA
& Parcering it

Sianrka Sifundziza Slve
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APPENDIX F: Informed consent letter:Circuit Office
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APPENDIX G: Semi-structured interview schedule

SEMI-STRUCTURED INTERVIEW SCHEDULE

Introduction of interviewer

Hello, my name is Mzungezi Nelson Nhlabati, andm doing research on “The impact of parent
involvement on effective secondary school govereandhe Breyten Circuit of Mpumalanga Province.”|
am trying to explore this phenomenon. | am reallgriested in hearing what you have to say abost thi
issue.

Biographical Data

1. Age

2. Gender

Male

Female

3. Educational level Never attended school

Grade R — Grade 6
Grade 7 — Grade 12
College

University

Other, specify

4. Marital Status

Single

Married

Never married

Divorced
Widowed
Other, specify
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Main questions

Additional questions

Clarifying questions

+
+
1

Can you tell me everything yo
know about the SGB?

Can you explain how the SG
elections were conducted?

In your experience what isth
level of parent involvement 4
the school?
Can you tell me about th
South African Schools Act 8
of 19967

In your knowledge what are th
functions of the SGB at th
school?

Can you tell me about trainin
you have received on th
functions of the SGB?
Can you please tell me abo

the role that parents play in the

SGB?

Please tell me about th

capacity of the SGB to govein

the school.
How would you say you ar
doing as the SGB of this scho

against what is expected of the

functions of the SGB?
Can you tell me about the SG
meetings?
Can you tell me how youmak
decisions in the SGB meeting
In your opinion what are th
things that influence th
participation of parents in th
work of the SGB?

Please explain to me how y(
go about drawing up scho
policies?

U< Why is this so?
% Why is that a problem?
B4 Why?

e

—

+= D

D

(D

0
e

it

e

a)

pl

B

SR

(ORI

=4

Is there anything else you w.
to tell me?

+
*
+

1

Can you expand a little on this
Can you tell me anything else
Can you give me an example
that?

What did you mean when yd
said ...?

)
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