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ABSTRACT

This study investigated how teachers managed and continue to manage mathematics content
coverage in Grade 3 during the COVID-19 pandemic and now post the pandemic. In particular
my study sought to understand technologies that teachers may have drawn on during the pandemic
in support of curriculum coverage and those that they continue to use. In addition, the study began
with a detailed documentary analysis of all available documentation provided to schools and
teachers about the management of teaching and curriculum coverage during the pandemic as this

provides understanding of the policy and guidelines context in which teachers were working.

Thus, in this research I investigated the research questions: i) How have teachers managed the
stipulated curriculum coverage in Grade 3 mathematics during the pandemic? and ii) How are
teachers continuing to manage this post the pandemic. This included identifying how much and
what type of support teachers were given from various stakeholders in the primary education
system. Here the levels of support from school principals, governing bodies and more importantly

the Department of Basic Education were analysed.

This research, situated within an interpretative paradigm, was guided by the sociocultural theory
inherent in the concerns-based adoption model. The levels of use within the concerns-based
adoption model were adapted to suit the South African context of the study. Participants of the

study were 18 teachers from different quintile schools within the Tshwane South District.

Key findings included that the Department of Basic Education (DBE) provided a range of
documents aimed at adjusting content coverage in response to the altered school calendar during
the pandemic. Notable adjustments, particularly in the Annual Teaching Plans (ATPs) of 2020,
revealed discrepancies in allocated school days and modifications in content areas such as
numbers, operations, geometry, measurement, and data handling. The reduction in the number
range and fluctuations in measurement components were observed. Despite the provision of
guidelines, the study notes challenges in maintaining continuity and optimal learning, with

indications of non-compliance with provided ATPs.

The study further found that teachers in different quintile schools adopted diverse strategies for
mathematics content coverage during the pandemic. Quintile 5 schools, often well-resourced,
reported effective remote teaching using tools like PowerPoint and MS Teams. In contrast,

teachers in quintiles 3 and 4, more impacted by school closures, employed varied methods,
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including extra lessons. Surprisingly, teachers in well-resourced private schools reported gaps in

learners' mathematical knowledge, emphasizing the flexibility they have in curriculum coverage.

Technology played a pivotal role in facilitating remote teaching during the pandemic, with tools
like WhatsApp, MS Teams, and Zoom being widely used, where available. The study underscored

the impact of technology on curriculum coverage, especially in well-resourced schools.

Grade 3 teachers expressed challenges in meeting unrealistic expectations for curriculum
coverage, citing gaps in learners' understanding. The study highlighted a discrepancy between the
resources provided by the DBE and the actual needs on the ground, signalling a need for
policymakers to become more understanding to the situations in schools. The lack of support from
the DBE prompted teachers to become flexible, adapting teaching strategies and supporting each
other to navigate the challenges posed by the pandemic. The study concludes by noting the
evolving mindset of teachers, transitioning through different levels of Concerns-Based Adoption
Model (CBAM), ultimately showcasing their resilience and adaptability in managing curriculum

coverage with the available resources.
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CHAPTER I: INTRODUCTION, RATIONALE AND CONTEXT OF THE STUDY
1.1 Introduction

COVID-19 caused massive changes to education around the world. Priyadarshani and Jesuiya
assert that “change is continual and irreversible” (2021, p. 132). This is further supported by Harari
who states that “change is the only constant [in life]” (2018, p. 231). Despite these philosophical
observations, the pre-service teacher education received by current practicing teachers may not
have adequately equipped them for the unexpected changes of the past few years. Consequently,
understanding the support teachers require to navigate such changes becomes crucial in

maintaining the quality of mathematics teaching and learning.

1.2 Contextual Background

On the 18th of March 2020, South African schools were instructed to close in an attempt to curb
the COVID-19 pandemic. What initially seemed like a quick fix resulted in a loss of up to 83
school days for Grade 3 learners in 2020 (DBE, 20201). Schools in the public sector, specifically
quintiles 1-4, were affected the most, lacking the means to conduct lessons online and relying on
the Department of Basic Education for resources and guidance. Many of these schools faced pre-
existing issues, such as overcrowding, resource shortages, and a lack of quality teaching. These
challenges were exacerbated by the insufficient support they received during the pandemic, and

several schools remained closed until rotational learning was permitted in August 2020.

Upon the reopening of schools on a rotational basis,' numerous learners did not return as planned
and fell behind in their education. While teachers in some schools attempted to distribute work to
learners through platforms like WhatsApp or learning packages, many students were still left
without access. Private schools and quintile 5 schools, with internet access and more resources,
were able to continue their lessons remotely with support from their schools and resources made

available by the DBE.

During the COVID-19 pandemic the Department of Basic Education published many resources
on their DBE platform, such as the CAMI APP and Math Doodle (Department of Basic Education,
2020) that could be used in an attempt to bridge the learning time outside of schools. Many of
these resources, however, required functioning electricity, smart phones, and a stable internet

connection (Department of Basic Education, 2020). Access to the internet and functioning

1 This meant that classes were split into smaller groups (depending on class size — either 2 or three groups) to
allow for social distancing while attending class. Each group attended lessons on alternating days.
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electricity is not available to everyone in South Africa, making it difficult for many learners to
make use of TV- broadcasted lessons or using websites provided by the Department of Basic
Education. The lack of access to the internet denies learners the opportunities for “communication,
learning and development [leaving] learners in [especially rural areas] behind” (Dayimani, 2021).
In addition, Setati (2003) argues that a lack of qualified educators to teach computer literacy and
security issues, such as resources being stolen, further constrain the long-term prospects of
computer and internet literacy in public schools. Fares et al. state that just under 40% of schools,

mostly private, have computers available in their classrooms (2021)

Cassim (2021) mentions that the impact of COVID-19 has highlighted the importance of having
schools and learners connected to the internet. Many teachers in South Africa have, however, not
received formal training in the use of technologies in the classroom or in the use of blended
learning, which made the move to online learning in South Africa extremely difficult during the
COVID-19 pandemic (Jantjies, 2020). A recent study done at the University of Stellenbosch,
found that a learning loss with marks dropping an average of 10% in Grade 3 “core content area
of number operations and relationships” was experienced between 2019 and 2021 (Le Grange,
2021, p. 14). Since this drop is already of a concerning low base and Grade 3 forms the last year
of primary education, one needs to evaluate the impact of such loss of learning. The question arises
how and if teachers are able to manage “the content coverage with the help of strategies that they

might have used during the hight of the COVID-19 pandemic.

1.3 Rationale

I conducted this research because of my passion for teaching mathematics in Grade 3 and the
challenges I encountered in ensuring continued quality teaching during the pandemic. 1 was
personally affected by the sudden instructional change brought about by the COVID-19 pandemic.
Like many other teachers around the world (Kd6nig et al., 2020), I was compelled to create online
lessons for learners who had limited knowledge of the internet and computer usage. The interest
in this topic stemmed from a curiosity to determine whether all teachers received the same level
of support from their schools and the Department of Basic Education, and how teachers
experienced and managed the sudden change. I investigated how teachers coped with and are

coping in the "new normal" (Chan et al., 2021, p. 4) in both a pandemic and post-pandemic setting.

2 Bush & Bell (2020) define curriculum management as a process that includes four steps: planning, implementing,
monitoring and reviewing the curriculum content.

10
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I explored whether teachers are utilizing skills acquired during the pandemic to assist learners in

catching up on lost learning time.

In informal discussions with colleagues, I found that most teachers felt overwhelmed by the
challenge of adjusting to the imposed restrictions in their personal and professional lives. They
also felt the pressure to provide care to their learners in a different setting - on digital platforms
instead of in the conventional classroom (Priyadarshani & Jesuiya, 2021). The question arises as
to whether the loss in teaching time (Fricker, 2021) necessitates a revision of the current
curriculum content or if the adaptation of the curriculum has highlighted areas that are no longer

relevant for the "new normal” for the post-pandemic setting.

In September 2020, the Department of Basic Education announced a "comprehensive catch-up
plan [...] to make up for lost teaching and learning time due to the lockdown" (Mokoena, 2020, p.
1), recognizing that the loss in teaching time could have long-term effects such as "an increase in
dropout rates when these [primary school learners] reach Grades 10-12" (Motsheka, 2021, p. 7).
It is likely that as these learner’s progress to higher grades, the foundational gaps created during

the COVID-19 pandemic will become more significant.

1.4 Statement of the problem

COVID-19 forced teachers worldwide to change their way of teaching overnight. Many teachers
did not receive training, support, or the necessary equipment to teach online successfully (Jantjies,
2020) or to adapt to 'distance' learning without face-to-face teaching. Furthermore, many students,
especially in South Africa, did not have access to the material provided by the Department of Basic
Education or teachers due to a lack of infrastructure such as computers or internet access (Guruli
et al., 2020). The COVID-19 pandemic placed numerous demands on teachers, leaving them
feeling overwhelmed yet pressured to continue teaching and supporting their learners. They were
aware that most learners were also overwhelmed by the pandemic itself or lacked the required
infrastructure to participate in remote lessons (Yang, 2020). To address this, many teachers
resorted to using platforms such as WhatsApp, Zoom, or Microsoft Teams to support their learners
from a distance, aiming to prevent learners from missing essential learning content (Jantjies,
2020). Already overwhelmed, teachers were now tasked with investing more time to make up for
lost teaching time, with many still not having most of their learners back in the classroom. Jantjies

(2020) suggests that, moving forward, the education system should focus on developing an "e-

11
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learning ecosystem" to support teachers, learners, and parents, aiming to minimize future

disruptions in learning time.

To further this investigation, I conducted a qualitative study that primarily aimed to explore how
Grade 3 teachers managed during and post-pandemic mathematics content coverage. My research
contributes knowledge of teachers’ experiences to the field and informs possible future ways
forward for supporting e-learning and possibilities for post-pandemic curriculum coverage. To
inform this, I gathered data on, and analysed, how teachers managed content coverage during the
pandemic. Furthermore, I investigated how teachers experienced the use of digital platforms as an
“emergency remote [teaching method]” (Song et al., 2020) during the COVID-19 pandemic to
identify gaps in the education system that require further development of e-learning platforms,
specifically in South Africa. Lastly, I hope to identify possible tools that teachers might use that

have emerged from the remote teaching environment.

1.5 Research questions

The main question guiding my research was:

How did Grade 3 teachers manage curriculum coverage during the pandemic and how are they

managing this currently in the post-pandemic context?
The sub-questions included:

a) What policy and documentation were provided to schools and teachers about teaching and
curriculum coverage during the pandemic?

b) How did teachers manage mathematics content coverage during the pandemic?

c) How were teachers supported (if at all) by the DBE or schools to manage continued
teaching and learning during the pandemic?

d) How are teachers managing mathematics content coverage currently? And what pandemic
emergent strategies are teachers continuing to use in their current practice?

e) What role did/does technology play in b, ¢, and d?

1.6 Aims of the study

The aim of the research was to:

- Investigate the DBE response to the pandemic in terms of advising teachers on
continued teaching and learning policies and strategies.
12
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- Investigate how teachers taught the content of the mathematics curriculum during the
hight of the COVID-19 pandemic.

- Investigate how teachers are managing the mathematics content in the post-pandemic
classroom.

- Investigate what teaching tools and methods have teachers used during the pandemic

that they are still using the post-pandemic classroom.

1.7 Research design

To understand how teachers managed the content coverage of the Grade 3 mathematics curriculum
during and post COVID-19, a qualitative approach was used. The study utilized three distinct data

collection methods: document analysis, questionnaires, and follow-up interviews.

A qualitative approach to this study, was chosen as the aim was to explain a current situation,
naming the way in which teachers managed to cover the mathematics curriculum content in grade
3 (Lowhorn, 2007). Qualitative data describes events in their natural setting having a subjective

view of life as experienced by the participants (Abusabha & Woelfel, 2003).

A documentary analysis was conducted on all available data provided to teachers by the DBE
between March 2020 and May 2022. The documents were categorized based on themes that
emerged from the data. Subsequently, a detailed analysis was done on the ATP’s made available
to teachers, comparing them to the CAPS (2019) document to better understand the curriculum

adjustments.

Following this, teachers were invited to take part in a questionnaire, with 18 teachers from seven
different schools in Gauteng taking part. The questionnaire aimed to gather data aimed at a general
understanding of how teachers managed the adjusted curriculum and the support they received for
teaching mathematics during the pandemic. Additionally, six teachers participated in more in-
depth interviews. The interview questions were semi-structured and were derived from the
teachers' responses in the questionnaire. This allowed for further probing of aspects reported on
in their questionnaires. A thematic analysis was conducted on the questionnaire data,

supplemented with insights from the interviews.

13
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CHAPTER II: LITERATURE REVIEW
2.1 Introduction to the Literature review

In this literature review I highlight current research that is related to the topic of teaching
mathematics in primary schools and curriculum adjustments (particularly in relation to suggested
reductions in content coverage and stipulation of priority content areas) for distance and online
learning with a focus on developments since the onset of the COVID-19 pandemic. In chapter I,
as part of the introduction to, and rationale of, the study, I outlined some of the South African
context of mathematics education in which the study is taking place. Here I expand on this and
begin by highlighting the impact of the COVID-19 pandemic on education internationally and in
the South African context. Next, I will review literature related to the motivation and need for
increased online and/or at a distance learning and how this connects with the South African context
of supporting mathematical curriculum coverage post COVID-19. I will also engage with issues
of teacher knowledge and school resources required to benefit from online learning opportunities
and ‘distance learning’ resources that impact on student learning, as well as understanding what
is meant by “teachers management of the curriculum”. Lastly, I will discuss the nature of the
various communications provided by the Department of Education regarding teaching during the
pandemic and particularly focus on their communications in relation to teaching of mathematics
in a post-pandemic classroom. These are discussed at a general level in the literature review as
they will be analysed in detail in Chapter IV when responding to the research question focused on
document analysis of all available documented communications sent by the Department of Basic

Education across various platforms from March 2020 to date.

2.2 Impact of COVID-19 on education internationally and locally

This study takes place within the South African context and as such some overview of South
African primary mathematics is important. Between 2015 and 2019 South Africa has scored on
average 8 points worse in the different mathematical areas by Grade 4 on the TIMSS scores (Mullis
et al., 2020) with some of the highest performance gaps in mathematics between the different
school quintiles. The 2012 Annual National Assessment (ANA) showed that “only 36.3% of Grade
3 learners nationally achieved more than 50% for the ANAs” (Graven et al., 2013, p. 134). The
same study found that learners are being pushed into the intermediate phase without having
grasped the foundational knowledge needed for higher grades. The pressure to complete the
curriculum does not allow for teachers to address the backlog and to give the necessary assistance.

As Graven et al. (2013) mention in their research, the “absence [of certain topics] in assessments,

14
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where assessment often drives teaching, is problematic” (p. 131). Since the last ANA was written
in 2016 and no national assessment has replaced it, there is little knowledge of the backlog that

COVID-19 has truly left on schools around South Africa.

With the global onset of the COVID-19 pandemic, teaching worldwide has been forced to
transform and shift to alternative teaching for learning overnight (Gorey, 2020). With the outbreak
of the virus, the World Health Organization (WHO) warned that the “global community [was] not
yet ready, in mindset and materially, to implement the measures that have been employed” (2020,
p. 19) to combat the COVID-19 pandemic. This can be said for various parts of the world
community; both on the health and the educational front. Everyone had to adjust without the
knowledge of how severely the virus would affect the community and how long COVID-19 would
be with us. More than 193 countries around the world had closed their schools by April 2020
(Shepherd & Mohohlwane, 2021). Most countries around the world kept their schools closed for
an average of 34 weeks (UNESCO, 2021) making the education sector the most affected by the
pandemic after the medical sector (Rotnisky et al. 2022).

Although the closing of schools in South Africa on 18 March 2020 seemed to be a quick fix to
stop the spread of the Corona Virus (Isilow, 2020), it became clear that alternative schooling would
need to be considered as the pandemic would affect opportunities for face-to-face teaching for a
while to come. People were instructed to change their behaviour, isolate themselves from the
outside world and only leave their houses for the bare necessities (Isilow, 2020; WHO, 2020). The
so called “quick fix” lockdown in South Africa then turned into a prolonged 740 days (South
African Government, 2022) of ongoing changes in COVID-19 regulations and related changes in

regulations for schooling.

In the extreme lockdown stages all South African schools were physically closed with only some
schools being able to make the transition to teaching being “undertaken remotely and on digital
platforms” (Li & Lalani, 2020). In South Africa “just 6% of youth aged 5-24 (were) participating
in remote learning in 2020” (Wills & van der Berg, 2022, p. 6). Willis and van der Berg further
found that on average 54% of learning time across the grades was lost during 2020 and another
22% of learning time was lost in during 2021. The pandemic thus called for an adaptation of how
to continue teaching and learning through a time frame “where the home became a critical site for

learning” (Vale & Graven, 2022, p. 514).

15
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During the COVID-19 pandemic high levels of learning losses and learner dropouts from school
were experienced in countries all over the world. Onyema et al. (2020) added that if learners were
not engaged in productive activities, they might develop a loss of interest in school, show poor
academic performance and even get involved in youth crimes. Shepherd & Mohohlwane (2021)
assert this in their study that a decrease of about 5%, (which translates to about 700 000 children)
in learner attendance in schools across South Africa was observed by May 2021 and by term three
of 2021 only 45% of Grade 3 learners had returned to school (Wills & van der Berg, 2022). Similar
results were reported in countries with similar resource challenges and populations where the
majority of learners live in poor or poverty circumstances. UNESCO (2021) emphasised the
increased impact on vulnerable leaners and stated, that “prolonged and repeated [...] school
closure [...] have resulted in [...] increased drop-out rates, impacting the most vulnerable students
disproportionately” (p. 1). This was confirmed by Wills & van der Berg (2022) who found, rather
unsurprisingly in their study, that learners in low-to-middle income countries experienced a larger
learning loss and learner drop-out rate than higher income countries. This was due to various
reasons with some noted by Chan, Sabena & Wagner (2021) as being unequal access to internet,
computer and other devices, availability of space at home, uninterrupted time and other
responsibilities in the home that required time. Webster (2021) added that a positive home learning
environment and significant parental input was needed for learners to effectively take part in
distance education. In South Africa only about 8% of learners had access to the internet to be able
to take part in online or remote lessons (Shepherd & Mohohlwane, 2021). With a high number of
learners being left without any means to access remote teaching opportunities, there was little
control from teachers to assist learners from a distance. Therefore Rotnitsky et al. (2022) found
that teachers in primary schools would prefer to go back to face-to-face teaching as it was more

difficult to follow leaners progress during distance learning.

The centre for Development and Enterprise (CDE) (2023) in their study across South Africa found
that the average 4" Grade learner knows less than a Grade 3 learner did prior to the pandemic.
Since Wright (2013) found that learners basic math skills by Grade 1 predict their mathematical
success by the time they reach Grade 5 this reduced knowledge in the early grades is concerning.
It is likely that the learners that have been in Grade 1 during 2020, who missed most of their
learning time have thus been set up for failure, lacking enough number sense and understanding
of quantities to progress. Aubrey et al. (2006) concur about the importance of early establishment
of foundational knowledge stating that learners with little mathematical knowledge at the

beginning of their formal schooling “will remain low achievers throughout their primary years
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and, probably beyond” (p. 27). In this respect it becomes important to understand the increased
learning challenges faced by early grade learners as a result of the pandemic and to look to the
extent to which opportunities or suggestions for enabling curriculum coverage and ‘catch-up’ are

being used.

Increasing opportunities for at home learning opportunities whether through physical take home
materials or online ICT based resources becomes essential — particularly since there has been no
extension to the length of the school day or school term in South African schools that might have
enabled the ‘catch-up’ to occur within the school day timetable. The need for increased at home
and outside of school learning opportunities links to the following section where I discuss the issue
of technological support for mathematics learning and the issue of inequality of access to such
opportunities. This is especially pertinent in the case of South Africa which has one of the world’s
most unequal societies and one of the greatest performance gaps in mathematics assessments
between wealthier and poorer learners where providing quality education to all learners remains

one of the biggest challenges since the start of democracy in 1994 (Graven, 2014).

2.3 Use of technology and inequality

Online learning, a “general concept of learning and teaching with the help of technological tools”
(Rotnitsky et al., 2022, p. 20), has developed rapidly in the past 30 years with content being

broadcast on radio, television and with the use of computer-based learning (Onyema et al., 2020).

Internationally online learning or e-learning has been promoted since 1990 (Song et al., 2020),
however, many obstacles remain for online learning to function properly particularly in developing
world countries. South Africa devotes about 13% of its government revenue to basic education
but still performs well below other low- and middle-income countries, showing that its spending

is ineffective (Schirmer & Visser, 2023).

Song et al. (2020) and Priyadarshani and Jesuiya (2021) have identified several key barriers that
hinder online or open distance learning in the primary sector, one of which is the teacher’s
willingness to record e-material and their lack of guidance in this regard. Keiler (2018) agrees
with this statement, further stating that many teachers feel threatened, as their role in the learning
process changes from facilitating learning (in face-to-face interactions) to supporting learning
(without being face-to-face with learners in a classroom). Teachers’ and learners' attitudes and

expectations of online learning, play a vital role for motivation and learning to be successful
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(Priyadarshani & Jesuiya, 2021). According to Higgs et al. (2010), online learning emphasizes the

relationship between teachers and learners as well as learners and content.

Education ministries all over the world have been encouraging the use of computers in the
classroom to enhance the quality of teaching and to develop learners’ information technology
skills (Bradley, 2003). Harari (2018) calls for a reform of the current school curriculum to include
information that is more relevant and to teach skills that will matter in the next 50 years. This is
supported by Ramrathan (2020), who argues that the current South African curriculum focuses on

content coverage at the expense of the learners understanding the content.

2.3.1 Technology as a tool in a response to COVID-19

The focus of content coverage over learning understanding can especially be seen in the
Department of Basic Education’s response to the COVID-19 pandemic. Learners in public schools
lost up to one school year in teaching time (Fricker 2021), creating an ever-bigger gap between
the different quintile schools. This was acknowledged by the Minister of Education, Angie
Motsheka, who mentioned that “loss in teaching time could lead to long term learning loss and

increase the inequality in learning outcomes” (2020) between the different quintile schools.

The way in which some independent schools have responded to the COVID-19 pandemic has
shown promise for the way in which technology can help transform ways in which teaching and
learning take place (Spencer, 2020). In collaboration with Intel, the DBE released a guide to e-
learning for teachers to make use of when transitioning from face-to-face learning to remote and
especially e-learning (DBE, 2020a). Vale & Graven (2021) suggest that better technology would
have allowed for a smoother transition from face to face to remote learning in all schools. Sadly,
this was not the reality in most South African schools for many different reasons that will be
discussed here. Even before the pandemic started, there was already a need for growth and a
restructuring of education for it to be more technology friendly (Li & Lalani, 2020) and to build
on the increasingly powerful learning opportunities provided by these emerging technologies. In
a report published by the CDE (2023) it is stated that there is the hope that the COVID-19 crisis
would be “an opportunity to reform the education landscape [...] with respect of digital or blended
learning” (Schirmer & Visser, 2023, p.11). However, the lack of access to technological support,
technological equipment required and infrastructure such as high speed and freely available

internet hindered such a reform across the country.
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2.3.2 Inequality in the response to COVID-19 as a result of the ‘digital divide’

This inequality is again highlighted by Guruli et al (2020, p. 10), who mention that “between 14.2
million and 15 million learners did not have access to the internet at school in 2017 [causing a]
digital divide” between those learners that have access to the internet and those who do not. During
the COVID-19 pandemic, these statistics become even more concerning. In a report on the impact
on learning and teaching at the hight of the COVID-19 pandemic Statistics South Africa comments
on the amount of learning time that was lost: “Only 11.7% of schools offered remote learning
options [in South Africa].” (Maluleke, 2022, p. 12). Of these schools, 14.7% were in urban areas
and 7.6% were in rural areas. The report further shows that about 90% of learners in rural areas
did not have access to a computer that would have enabled them to participate in distance
education, whilst 73% of learners in urban areas were able to make use of their smart phones to
assist them where distance learning was offered. This clearly shows that learners in rural areas
where again left behind as a result of the “digital divide” (Guruli et al., 2020). This divide was not
just present in developing countries but across the world. USA, Europe and the UK have estimated
that an increase of about 45% in the curriculum learning gap between disadvantaged learners and

those with access to technology (Webster, 2021).

Countries like Morocco, Spain and South Africa made use of mostly low-cost live television
lessons that were being broadcast (Zacharia& Twinomugisha, 2020). The same study found that
many countries made use of previous sport-dedicated channels to now show educational material,
whilst others made use of private broadcasters. These TV channels and radio stations were
scheduled to start on the 9™ of April and aimed to offer curriculum support lessons to learners of
different ages. In South Africa these lessons for FET learners were broadcast on three SABC TV
channels and 13 different radio stations (DBE, 2020b; DBE, 2020h). Spaull & van der Berg (2020,
16) reported that all the broadcasted TV- lessons for Grades 10 -12 would only amount to “less
than 5% of the instruction time learners would be receiving if they were in school” (p.16). This is
assuming that learners watched all available lessons for their grade and subject. Additional lessons
were shown via satellite and decoder broadcasters for learners between Grade R-9 (Sheperd &
Mohohlwane, 2021). However, radio, TV and zero-rated® websites still required the user to have
access to either a TV, smartphone, or computer, limiting the number of recipients. Although

StatsSA (2019) reported that about 60% of South Africans have access to a smartphone with

3 A Zero-rated website can be accessed by all South Africans without having to pay for the mobile or fixed data
(McKane, 2020)
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internet access, it cannot be assumed, that learners had access to these phones to be able to
successfully take part in online lessons or access zero rated websites that the DBE provided.
Furthermore, having a device that can access the internet does not mean that one is able to pay for
the access to the internet which is still relatively expensive in South Africa as compared to other

countries (Bottomley, 2023).

Learners across all grades in South Africa are now up to other year behind in their education SA
News, 2022). This is due to learners having off days when doing rotational attendance, grade
specific attendance days and sporadic school closures when a COVID-19 case had been identified.
This resulted in school children losing about 54 % of their teaching time between March 2020 and
June 2021 when attending the allocated attendance days (Fricker, 2021).

Shepherd & Mohohlowane (2021) substantiate this claim by referencing the findings of Reddy et
al.'s (2021) study. According to Reddy et al. (2021), the study forecasts that the already
considerable differences in mathematics performance between students in fee-paying and non-fee-
paying schools, as revealed in the 2019 Trends in International Mathematics and Science Study

(TIMSS)), s likely to be further amplified as a result of the COVID-19 pandemic.

2.4 Curriculum coverage and adjustments during and post COVID-19

Curriculum has different meanings in different contexts. In the school context the curriculum is a
“blueprint and set of materials that guides students’ acquisition of certain [...] concepts,
procedures, intellectual dispositions and ways of reasoning” (Samara & Clements, 2019, p. 3).
Mathematics is a subject where content is learnt and built on progressively and this is evidenced
by curricula across the world paying careful attention to the sequencing of curriculum content and
a body of research, largely building on constructivist perspectives of learning, paying attention to
learning trajectories and learning progressions (Samara & Clements, 2019). This means that if
fundamental base concepts are not taught or understood, further learning and higher skills cannot
be acquired. Leaners need to move through a developmental progression for them to achieve
specific goals. It is important to keep in mind that learning trajectories are not always linear but
can assist in learners’ acquisition of mathematical knowledge. Graven (2016) has argued that a
‘one-size’ fits all approach to systemic interventions often makes it difficult for teachers to meet
the specific needs of their learners who might, especially in particularly disadvantaged contexts,
be several grades behind and thus teaching for grade specific curriculum coverage can be

challenging.
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Mathematics helps us to organise our life and to understand the world around us. Le Grange (2019)
in Brodie et al. (2021) argues that mathematics arises from people’s life experiences and should
be taught in relation to these. Teachers do, however, need the support of the curriculum and
textbooks to be able to successfully link mathematics learning to learners lived experiences and to
organise the learning experiences of learners in a logical sequence to support learning progression.
When teaching mathematics, we should make use of concrete examples that help learners to
connect to their real world such as making building blocks available when dividing and grouping
(Meier & Naude, 2018; DBE, 2020d) or by giving context to data shown in graphs (Brodie et al.
2021). Learners were required to learn mathematical skills without the tools to help them solve
problem. Silvera-Alarcon et al. (2023) further mention that “mathematical modelling develops
problem solving skills based on real environment problems” (p. 157). They go on to say that ICT
(Information and communication technology) can be used as an effective tool to enhance learning
as it forms a link between mathematical learning and students when available. As previously
mentioned, such technologies are not readily available to all learners in South Africa leading to

the high divide between learners.

2.4.1 Primary Mathematics in South Africa

Challenges of curriculum coverage and learning lagging behind on Grade level content knowledge
have been widely noted prior to the pandemic. Weitz & Venkat (2013) mentioned that
mathematical performance in primary schools is decreasing and that learners are performing well
below their Grade level expectations. Silvera-Alarcon et al. (2023) found that teachers do not agree
with the national curriculum (of Peru), as it prioritises the mathematical content instead of placing
focus on developing skills needed to solve problems effectively. If leaners are not given the
necessary tools to address and solve problems, they are automatically being left behind. Several
researchers have studied the impact of learners’ early achievements in mathematics and reading
and that this success can predict and have a significant impact on the learners overall scholastic
success (Wright, 2013). The same study emphasises the importance of ensuring that learns

understand quantities and numerals.

One of the biggest challenges is that number problems are still being solved using unit or one-to-
one counting, even when working with larger numbers in higher Grades (Weitz & Venkat, 2013;
Graven, 2016). Further studies show that learners are not making use of mental mathematics
during their assessments although the curriculum allocated at least 10 minutes to the start of each
mathematics lesson to mental maths (Graven et al., 2013). Spaull & Kotze (2015) found that
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learners by Grade 4 are already up to 4 years behind their expected level of mathematical
competence. One possible reason is, as previously mentioned, that learners to not move beyond
the one-to-one counting towards more abstract methods of computation in the primary school.
Another possible reason for poor learner performance, is that learners are promoted to the next
grade, without having mastered the foundational concepts of the previous grade and ignoring such
gaps in learners’ foundational mathematics knowledge sets learners up for failure in later grades.
These gaps in foundational knowledge, inhabit coherent development of number sense and
teachers do not have the time to recap mathematical skills leaving learners behind (Graven, 2016).
The consequence is then, that each class is in effect a “multi-grade” class filled with learners of
different abilities and depth of foundational mathematical knowledge (Schollar, 2008, p. 8). These
“multi-grade” classes are not only present in South Africa, but rather all over the world. Spaull &
van der Berg (2020) reported that more than 50% of mathematical learning was lost in during the

COVID-19 pandemic in the U.S. increasing the diversity of learning abilities in the classroom.

Spencer (2020) mentions that education can therefore no longer follow the “one-size-fits-all
approach that has been in place for a couple of hundred years” (p.1). This is further supported by
Priyadarshani and Jesuiya (2021) who mention, that in conventional classrooms students are often
“spoon-fed” which leaves little room for in depth discovery of the subject content. The focus is on
“cramming information” (Harari, 2018), which is flooding learners with irrelevant information
instead of teaching them. Furthermore, learning in the conventional setting is seen as “reproducing
what the teacher wants” (Higgs et al., 2010, p. 138) and the learner is simply the recipient of such

information.

2.5 Strategies communicated by the Department of Education for managing COVID-19

education disruptions

At the outset of the pandemic, the Department of Basic Education (DBE) provided schools with a
curriculum differentiation regarding curriculum trimming (or prioritisation) with the intended
implementation date of the 1st of June 2020 (DBE, 2020d & Hoadley, 2020). This was
communicated and summarised in a document called the Curriculum recovery plans (DBE,
2020c). In this document a trimmed version of the current CAPS curriculum was provided in an
attempt to save the academic year of 2020. The purpose of the so-called curriculum recovery plans,
that were incorporated into the annual teaching plans (ATP), was to reduce the content coverage
to manageable core content including values, skills, knowledge, and attitudes while leaving

enough room for meaningful learning (DBE, 2020c¢). For Grade 3 mathematics this meant several
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changes in the 2020 ATP. Number sense was reduced from 1000 (CAPS, 2016) to 800 (DBE,
2020c). Within the realm of measurement, a significant shift occurred, with an emphasis on
foundational concepts. This included a concentration on fundamental skills such as identifying
currency notes and coins when working with money, as well as engaging with time and mass-
related topics. Consequently, the curriculum in 2020 did not include the study of length, mass, and

perimeter for Grade 3 learners.

These modifications in the 2020 ATP for Grade 3 mathematics had a substantial impact on the
curriculum content, focusing on core skills and knowledge allowing ample room for meaningful
teaching in the available time while excluding certain topics traditionally covered in the

curriculum.

Further differences will be discussed in more detail in the document analysis in Chapter V. The
decision on which ‘trimmed’ revised curriculum programme to follow, was given to the schools,
depending on the amount of teaching time that was lost. This allowed for increasing the inequality
gap in education again (Hoadley, 2020). Similar to previous interventions by the Department of
Basic Education, as mentioned by Graven (2016), the system focused on checking what is taught
and how it aligns with assessment standards, ignoring the unequal context in which the curriculum

needed to be taught.

To understand how teachers managed the adjustment of the curriculum during and after the
COVID-19 pandemic, it is important to clarify what curriculum management is. Bush & Bell
(2002) define curriculum management as a cyclical process that includes four steps namely:
planning, implementation, monitoring and evaluating and lastly review and audit. This is further
supported by Yulieana (2020) who states that curriculum management requires teachers to plan
lessons, organise suitable materials, implement the curriculum content, monitor learners progress
and evaluate their own lessons. This is echoed by Gupta (2023) who states that teachers play a
crucial role in bridging the curriculum with the students by translating it into meaningful learning

experiences and fostering a positive and supportive learning environment.

In September 2020, the Department of Basic Education (DBE) stated that it would follow a 3 year
“comprehensive catch-up plan [...] to make up for lost teaching and learning time due to the
lockdown” (Mokoena, 2020). As the loss in teaching time could have long-term effects such as
“an increase in dropout when these [primary school learners] reach Grades 10-12” (Motsheka,

2021, p. 7). The DBE provided schools with a curriculum differentiation regarding curriculum

23

Inge Damaske



trimming - these were called the Curriculum Recovery Plans and served to accommodate the
negative impact of COVID-19 on the education system over the course of three years from 2020
to 2023 building on the core concepts and increasing the content each year (Writer, 2020). Within
these adjusted Annual Teaching Plans (ATPs) were distributed to educators giving them a weekly
overview of the core curriculum content that needed to be covered (see Appendix 7). The decision
on which of the suggested adapted curriculum programmes a school should follow, was given to
the schools, depending on the amount of teaching time that was lost, increasing the inequality gap
in education again (Hoadley, 2020). The purpose of the so-called “curriculum recovery plans”
(DBE, 2020c, p. 1) was to reduce the content coverage to manageable core content including
values, skills, knowledge, and attitudes while still aiming to leave enough room for meaningful
learning. The content trimmed was done in alignment with the available teaching time during the
COVID-19 pandemic. These ATPs were implemented from the 1% of June for Grade 7 and 12 and
for all other Grades by the 9™ of July 2020 (Hoadley, 2020).

Before providing schools with the Curriculum Recovery Plans, the DBE suggested the use of, as
previously mentioned, TV programmes and radio stations to provide learners with some form of
educational activity. Some of the Where possible, teachers were encouraged to make use of zero-
rated websites and to share these with their learners as another form of educational activity. Some
of these websites included the National Education Collaboration Trust (NECT) that provided
teachers with online teaching resources such as the learners workbooks and the CAPS curriculum
and later the adjusted ATPs (National Education Collaboration Trust, 2023). Another Website that
was made available was Certificate in Online English Language Teaching (COELT). In
collaboration with the British Council, the DBE made resources available to teachers that showed
teachers, how to make use of WhatsApp as an online teaching tool and setting up video
conferences on tools such as MS Teams, Google Meet and Zoom (British Council, 2021).
However, as previously mentioned, these did not reach the majority of the intended audience

because of the lack of internet access to majority of teachers and learners.

When schools were allowed to re-open but without learner attendance, some schools gave parents
the option to pick up workbooks (Vale & Graven, 2023). Material was assigned to learners in an
attempt make home learning opportunities available to learners. However, not all learners made
use of such offering, making it difficult for teachers to provide equal treatment to all learners.
According to StatsSA (2022) only 11.7% of schools offered remote learning options nationally

with most schools opting for rotational options instead. The divide between urban and rural
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schools was prominent, as twice as many learners had the option of continuing their learning with

remote learning options in urban areas.

Once face-to-face teaching was made possible again, principals were instructed to find their own
ways of adhering to the 50% capacity and social distancing rule (DBE, 2020f). The DBE provided
different models for principals to make an informed decision when selecting a rotational model
(DBE, 2020¢). Some made use of weekly rotations, where each grade was allocated a specific
grade. Others rotated learners on a 5-day — 3-week principle. Here each learner was allocated a
group number and rotated within a 5-day cycle. To ensure that each learner had the same amount
of teaching time, these rotations were done over a 3-week period. (National Education
Collaboration Trust, 2023). Many schools followed these rotational plans until the 6™ of February
2022 (Motshekga, 2022).

In summary, the COVID-19 pandemic has disrupted many aspects of education worldwide. The
literature demonstrates that in countries like South Africa, the digital divide has widened,
exacerbating inequality in the quality of education received by learners. Teachers are grappling
with challenges in managing curriculum content coverage, as they are burdened with the task of
keeping pace with the curriculum while accommodating learners who have missed significant
portions of their foundational mathematics education. Despite efforts by the Department of Basic
Education (DBE) to minimize non-contact lessons, the literature indicates that the majority of

learners in South Africa did not participate in face-to-face lessons for nearly two years.

The literature review has provided a comprehensive understanding of the various perspectives,
debates, and findings within the field of inquiry. Drawing upon this synthesis, the theoretical
framework for this study is established. The chosen theoretical framework provides a lens through
which to interpret and understand how teachers managed teaching mathematics during and post-
pandemic. By grounding the research in a well-established theoretical foundation, the study aims
to extend existing knowledge and offer new insights into the subject matter. This theoretical
framework will guide the formulation of research questions, the design of the study, and the
interpretation of findings, ensuring a rigorous and theoretically informed approach to the research

endeavour.
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CHAPTER III: THEORETICAL FRAMEWORK
3.1 Theoretical frameworks: Introduction

This section will discuss the frameworks used for the study and explain key components of these.
The theoretical framework of a study forms the connection between the research question and all
other aspects of the study (Grant & Osanloo, 2014). The study made use of two frameworks that
cohere with each other, and both focus on the way in which new learning takes place. Firstly, the
sociocultural theory of learning by Vygotsky (1978) that states that learning is social and
dependant on the environment and interaction with other people. Secondly the use of a concerns-
based adoption (CBA) model that unpacks how development and learning take place when a
concern is introduced and unpacks how learners (in this case teachers) adapt to a new situation
through adopting new methods or technologies is given. The latter was considered particularly
useful given that the sudden COVID-19 pandemic necessitated speedy adaptation of teaching to
new methods requiring increased technology use (even if only basic use of cell phones) to allow

for continued teaching and learning at a distance.

Vygotsky’s socio-cultural theory serves as the meta-theory informing the study while the
concerns-based adoption model provides an analytic and theoretical frame tailored to teacher

learning in relation a new learning and skills that are deemed important.

3.2 A socio-cultural perspective on learning

Vygotsky’s sociocultural theory of learning assumes, that learning is socially and culturally
mediated and that skills are acquired through dialogue and interaction with more knowledgeable
members of society (Shah & Rashid, 2017). The theory describes the “zone of proximal
development” (Vygotsky, 1978) which can be seen as the gap between current independent
abilities and knowledge and our “potential development [...] in collaboration with more capable
peers” (p. 86). To learn one must be presented with tasks that are at the edge of our ability range
and solve these problems in collaboration with peers. While the covid pandemic affected
physically face-to-face teaching and learning opportunities learning still required mediation of
learning opportunities and the provision of tasks and activities that could pull learners into their
ZPD and build on their existing mathematical knowledge to actively construct new knowledge
and to progress mathematically. This theory coheres with the concerns-based adoption model

which understands that learning takes place in phases and in collaboration with peers.
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3.3 Concerns-Based Adoption model (CBAM)

In this section I explain the concerns-based adoption model followed by a focus on the
implementation of the model in the study. Herein the seven stages of concern that teachers may
go through when being confronted with a new challenge or innovation will be explained.
Thereafter, the model will be described and adapted to focusing on the implementation of
curriculum change during the pandemic. Lastly, focus will be placed on the innovation
configuration. This will provide a way of analysing the data that is collected in the study and
provide ways to understand (and a language of description for) how teachers manages teaching
during and post-pandemic. Focus will be placed on the levels in which teachers used these so-

called new teaching innovations.

3.3.1 Concerns-based adoption model (CBAM)

The choice of the Concerns-based Adoption Model framework for this study is based on the idea
that professional development takes place when support is given in the teaching process (Loucks-
Horsley, 1996). Mugweni (2012) further explains that the Concerns-based Adoption Model
(henceforth referred to as CBAM) supports the idea that teachers go through a process of change
whenever they are confronted with an idea that is new to them. Loucks-Horsley (1996) assumes
that when teachers are faced with innovative ideas for change or innovations, such as a change in
the curriculum, they have questions that range from how these changes will affect them personally
to finally asking if the change is working for the learners. This is supported by Hall (1974:4), who
states that the institution that wants to implement change should be seen as a system of individuals
who all have their own “concerns, problems, skills, agendas and needs.” The concerns that
teachers might have with innovative ideas being introduced need to be addressed and, depending
on the level of support that is given during the process, teachers may choose to “ignore, resist,

adopt and adapt [to] change” (Mugweni, 2012, p. 76).

The CBAM is mainly used by researchers to understand how teachers develop as they learn about
curriculum changes and the implementation thereof. The teacher is seen as “the focal point in
school curriculum change and implementation efforts” (Mugweni, 2012, p. 77). In this study, the
stimulus for teacher change and learning was COVID-19 and thus managing learning at a distance
and requiring increased use of technologies, the CBAM is used to identify the support of school
management of the “change facilitator” (Mugweni, 2012, p. 82) offered to teachers in the
implementation of moving teaching from face-to-face to distance teaching at the onset of COVID-

19 and during the closure of schools. The CBAM identifies three major components that are
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discussed in the following sections, namely: Stages of concern, Levels of use and Innovative

configuration (Olson et al. 2020).

3.3.2 Stages of concern

Hall (1974) identifies seven stages of concern that summarise the experiences a teacher might
have towards the implementation of an innovation. Olson et al. (2020), named the first stage as
“stage 0” and can also be referred to as the stage of unawareness (Hall, 1974), In this stage teachers
feel their work and conditions are unrelated to the innovation (or required innovation — in this case
becoming distance education teachers) and take on an expression of no concern. In stage 1 teachers
are aware of the innovation and they feel an urge to gather more information about the change that
is being implemented. In this case, teachers might have felt an urge read up on ways in which they
could reach their students whilst “direct contact” was not allowed. In stage 2, teachers begin to
wonder how the change might affect them personally (Loucks-Horsley, 1996). Loucks-Horsley
goes on to define the next stage (3) as a stage of exploration, in which the time that is required to
understand the innovation or new way of reaching their students, is calculated. Stage 4 is one of
consequence or limited impact, in which teachers realise that the change might have an impact on
the learners and might start to question how the innovation can be adapted to better suit their
learners. Here teachers might have tested various methods in which to contact their learners to
continue teaching and now want to adjust their teaching to better reach learners. Next, a stage of
collaboration is developed, and the teacher finds ways in which the innovation can be used together
with other teachers’ ideas. Lastly, Mugweni (2012) explains the final stage of refocusing, in which
teachers share and develop ideas of their own to make the innovation even better. The stages are

shown in Figure 1 along with possible teacher responses.

Figure 1

Stages of concern
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In this study, the stages of concern provided a possible analytic frame for analysing how teachers
may have experienced changes in the method of teaching and their views towards possibly having
to continue to use such a method of instruction in the future. However, as will be seen in the data
analysis (and in Figure 2), modifications and simplifications to this model were required in order
for it to be useful for providing a lens for understanding the evolution of teacher responses and
change in relation to their pandemic prompted learning. Thus, a contribution of the study is the
way in which it speaks back to, adapts, and refines the model and the stages to suit the data

emerging from the South African context.

3.3.3 Levels of use

This section focuses on the levels in which teachers begin to use and implement curriculum
changes or innovations in their classroom. This includes teachers’ changes in behaviour that can
clearly be marked by seven decision points (Mugweni, 2012). These points will especially be
important in understanding the impacts teachers’ behaviour towards distance teaching had on the
use and implementation of such a method of teaching. Figure 2 shows my adaptation of Hall &
Hord’s (2020) levels of use model to include possible behaviours linked to the ‘levels of use’

teaching adaptations and innovations required by COVID-19.

Figure 2
Levels of use

The first level of use is described as “non-use” (Hall, 1974; Loucks-Horsley, 1996), where the
teachers have no interest in acting on the innovation. In the next level (2), the teacher decides to
become familiar with and learn more about the new development. During the “preparation” level
(level 3), the user, or in this case the teacher, has plans to begin to use the new curriculum (Olson
et al. 2020). In level 4, also referred to as the mechanical level, the teacher makes changes to the

innovation to be able to better use it. Level 5 can be separated into two parts: firstly, routine and
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secondly, refinement. Hall (1974) describes routine as the teacher making little or no changes to
the innovation and establishing a pattern of use. Refinement on the other hand, is, when the teacher
does make changes to increase the outcome of the innovation. The next level of use (level 6) is
when the teacher deliberately tries to coordinate their use of the innovation with colleagues. Lastly,
renewal (level 7), is seen as the teacher adjusting the innovation to be more effective. Mugweni
(2012) describes the lower levels as being the teachers’ day-to-day adaptations of an innovation,
such as a new curriculum or for the purpose of this study, a new way of teaching at a distance.
Mugweni goes on to say that the higher levels then describe a more meaningful interaction
between the teacher and the subject area. Possible behaviours and levels of use are shown in Figure

2.

The levels of use were then further adapted within the South African context after rigorous analysis

of the data (discussed in Chapter V and VI) as shown in Figure 3.

Figure 3
Levels of Use adapted to the South African context

Levels of use adapted to suit the South African context of remote teaching during the COVID-19 pandemic.

The first two levels of use (level 0 and 1) are described as ‘variations of non-use’ of distance
learning during the pandemic. Level 0 ‘non-use’ is described as the teacher who showed no interest
in creating opportunities for learning. Such teachers assumed (or hoped) that the pandemic would
not influence them or might be over after the initial 21 days of lockdown. In the next level, the
teacher response to the pandemic was a sense of powerlessness, feeling overwhelmed, and a
resulting lack of educational agency. They focused on health and safety needs rather than
education needs. During levels 0 and level 1, teaching and learning (T&L) are out of focus as the

focus is placed on the teacher’s needs.
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‘Variations of use’ describe the next five levels of use of the innovation of distance teaching.
Within the next three levels teaching is not in focus yet, but teachers are aware that change to what
teaching is like is inevitable. Focusing on teaching and learning are on the horizon. In level 2, also
referred to as orientation, teachers took an active role in preparing for the unknown. Although
unsure of what to expect, they ensured they had the correct contact details of the learners and
parents in their class. This demonstrated their awareness that the pandemic might not be over as

fast as the teachers in the first two levels.

During the “preparation” level (level 3), the teacher took home resources in case learning needed
to take place in a different form. The teacher was unsure of what the future of teaching would look
like but prepares for the unknown. Teachers also sent home learners workbooks when the initial
21-day lockdown was announced. In level 4, also referred to as the teacher focused level, the
teacher made contact with the school, colleagues, or learners to plan for teaching to take place in

some form or to gather information of what the future of teaching would look like.

The integration level (level 5) moves towards teachers making use of different teaching tools,
either synchronous or non-synchronous. Teachers in this level of use integrated learning into the
learners’ everyday life during the pandemic. The last level - ‘renewal’ can be understood as
teachers who developed more effective ways of teaching during the pandemic and in the post-
pandemic classroom. Some teachers made use of technologies by integrating them into the

classroom or as a tool to communicate with parents when learners are absent from school.

3.3.4 Innovation Configurations

The innovation configuration “represents the pattern of use that results when different teachers
implement change in their classroom” (Mugweni, 2012, p. 92). The use of the innovation
configuration construct enables innovators the opportunity to ensure that the innovations are
implemented according to the needs. Hall (1974) mentions that data that comes from whether the
innovation configuration construct can be used to identify and address problems that arise with
the implementation of innovations. Such problems can then be addressed and supported

accordingly.

The innovation configuration was used in this study as a method of analysing ways in which
teachers managed the use of technologies and remote learning as a new method of teaching and
the support that was given by school management and the Department of Basic Education. Loucks-

Horsley (1996) emphasise that “change is a process, not an event [and] that changes in classroom
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practice can take anywhere from three to five years to be fully implemented” (p. 4). During the
COVID-19 pandemic, teachers were given only a few days to move their teaching from in-person
to digital learning. Change is always highly personal and involves dispositions and skills that need
to be learnt (stages of concern - feelings and levels of use - skills). Without help along the way,

acquiring a new method of teaching can become difficult or even impossible.

To better analyse occurring changes Loucks-Horsley (1996) and Olson et al. (2020) make use of
the “bridge” (p. 6, p. 55). The bridge describes the sequence that is followed by people to
implement innovations and to analyse the success of such innovations. The bridge model and
metaphor focuses on the prerequisites that are needed for an innovation to ‘cross over’ from an
idea to a successful reality. The lower stages of concern (awareness, information, and personal
development) occur on the prerequisites or training side of the bridge (Loucks-Horsley, 1996).
When the teachers begin to implement the innovation, they are standing on the bridge. The bridge
is held up by the support and guidance of the implementors of the innovation, in the case of this
study, school management. Without support, the innovation fails, or coping strategies are
implemented that could result in poor implementation. With the necessary support, the innovation

can be institutionalised (Olson et al. 2020).

Linking the CBAM with that of Vygotsky’s social-cultural theory, we can see that Vygotsky’s
emphasis on social interaction aligns with CBAM’s recognition of the importance of addressing
individual concerns during the process of adopting a new innovation. Similar as to how Vygotsky
highlights the role of interacting with more knowledgeable individuals in guiding learning, the
CBAM recognises the significance of providing support and addressing concerns at various stages
of adoption to allow for successful implementation of the innovation. Both frameworks emphasise

the social and contextual aspects of learning and adoption, although from different angles.

In the next chapter I outline the research design and methodology. The chapter also includes details
of the data analysis process as well as the research sample, significance and limitations of the

study.
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CHAPTER IV: RESEARCH DESIGN AND METHODOLOGY
4.1 Introduction

The research design provides the structure or framework for a study (Sileyew,2019). It involves
the collection, analysis, and interpretation and analysis of data. The research design can be based
on different models with each having a specific procedure associated with it. This study adopts an
interpretative approach with the focus on understanding the way in which teachers managed the
content coverage in Grade 3 mathematics in different quintile schools in the Tshwane area,

Gauteng.

Having been personally affected by move to remote teaching, I directly experienced the impact of
the COVID-19 pandemic on teaching. As such, the data that gathered for this study focused on the
teachers’ own experiences in moving during and post-pandemic from face-to-face teaching to
distance teaching. Furthermore, I enquired about the teaching methods and strategies that teachers
state they used to manage the mathematics content coverage - and which of these methods and
strategies teachers carried through to their current teaching with the view to supporting content

coverage.

The findings were analysed and interpreted as required by the interpretative approach within the
theoretical framework of the Concerns Based Adoption model (Grant & Osanloo, 2014). This
study made use of a qualitative approach. A variety of data collection methods were used to collect
data to ensure that the study is valid and non-biased (Creswell, 2014). The qualitative approach
was needed to understand how teachers managed the implementation of different teaching
methods during the COVID-19 pandemic. Qualitative research aims to explain the participants’
behaviour within their natural social setting (Lowhorn, 2007). Therefore, qualitative data
gathering methods (discussed below) were used to understand the diverse ways in which teachers

managed the shift to remote teaching with little preparation time.

4.2 Research Methodology

This study is framed within an interpretative paradigm and informed by the sociocultural theory
that underpins the concerns-based adoption model. The study is focused on understanding the way
in which teachers managed the content coverage in Grade 3 mathematics in different quintile

schools in the Tshwane South Area.
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The data collected for this study primarily centres on the first-hand experiences of teachers as they
transitioned from in-person teaching to remote instruction, both during and after the pandemic.
Additionally, the study explored the teaching methods and strategies teachers reported employing
to effectively cover mathematics content. This examination allowed identification of the methods
and strategies teachers integrated into their current teaching practices to support comprehensive

content delivery.

A variety of data collection methods, informed by the qualitative approach, were used to collect
data to ensure that the study is valid and non-biased (Creswell, 2014). The qualitative approach is
essential in understanding how teachers managed the adoption of different teaching methods amid
the challenges posed during the COVID-19 pandemic. Qualitative research seeks to provide
insight into the participants’ behaviour within their natural social setting (Lowhorn, 2007).
Therefore, interviews and questionnaires were used to understand the diverse ways in which

teachers managed the shift to remote teaching with little preparation time.

In the next section I unpack the specifics of the data gathering techniques of documentary analysis,

questionnaires and interviews for my study.

4.3 Data gathering techniques

Different data gathering methods were used linked to different research questions. For RQ 1 the
technique of document analysis was used. For RQ 2-5 data gathering methods included

questionnaires and interviews.

4.3.1 Method of document analysis

As part of the research, a documentary analysis was conducted on education-related
announcements made by the Department of Basic Education during the period from March 2020
to April 2022. This timeline was selected due to its significance in the context of the COVID-19
pandemic's impact on the education sector. Documents were selected based on specific criteria.
These included timeframe and keywords. Documents within the timeframe of March 2020 to April
2022 were considered. Documents that included the terms "COVID-19 regulations," "guidelines,"
"ATP" (Annual Teaching Plans), and "curriculum" were included in the analysis. All selected
documents meeting the established criteria were compiled into an Excel spreadsheet for systematic
analysis (see Appendix 6). The documents were sorted according to the theme they related to and
by date in the Excel spreadsheet. The identified themes included : information on the school

calendar between 2019 and 2023; guidelines from the DBE regarding the health and safety during
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the pandemic; assessment policies; ATPs for Grade 3 mathematics, and other guidelines.
Documents in each theme were then sorted in order of date of publication. This compilation
process ensured that all relevant information was centralized and organized for further

examination.

A more comprehensive overview was then made of the Grade 3 mathematics Annual Teaching
Plans between 2020 and 2023 (see Appendix 7). These plans were also added into an Excel
spreadsheet and analysed according to the CAPS (2019) themes. This was done to get a better
overview of any changes that had been made to the mathematic content coverage. In some cases,
no data was available for a certain topic and the field was then colour coded in grey. Yellow colour
coding was used for fields that seemed to be illogical and could not be explained with the help of

other DBE resources such as DBE provided PowerPoint presentations (DBE, 2020g).

By conducting this documentary analysis, the study gained insights into the Department of Basic
Education's responses and guidelines for educators during a critical period in the COVID-19
pandemic, particularly concerning its impact on the education sector. This method allowed for a
comprehensive review of official announcements and their implications for educational practices
and enabled answering Research Questions: What policy and documentation were provided to
schools and teachers about teaching and curriculum coverage during the pandemic? How were
teachers supported (if at all) by the DBE or schools to manage continued teaching and learning

during the pandemic?

4.3.2 Questionnaires

Once participants indicated willingness to participate, they were given the choice of how to
complete the questionnaire. Participants were given different options of how to complete the
questionnaire with some opting to fill out the questionnaire electronically via Google Forms,
others chose to fill out the forms on an editable PDF document and further participants chose to
fill out printed copies of the questionnaires that had been distributed to them. The questionnaire
consisted of 18 questions of which the last two invited participants to take part in an in-depth

interview and share their contact information should they agree to the invitation.

All questionnaire responses were then added into an Excel spreadsheet for analysis (see Appendix
8). A thematic analysis was then conducted of the questionnaire responses and compiled into one

document (See Chapter VI).
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On the questionnaire form participants had the option to agree to participate in a more in-depth
interview. Six participants accepted this invitation. This comprehensive data collection method
allowed for flexibility in how participants engaged with the research, accommodating various

preferences, and ensuring a diverse range of responses.

4.3.3 Interviews

Hobson & Townsend (2010) say that interviews are a versatile method of generating rich data
which can be used to address a wide range of issues wherein humans can “tell you things about
themselves” (p. 227). I made use of interviews to get an in-depth understanding of how teachers
managed the mathematics content coverage in Grade 3 mathematics during the pandemic and in
the post-pandemic classroom. Interviewees were given the option to respond in the language of
their choice. As I speak English, German and Afrikaans teachers opted to have the interviews in
one of these three languages. The interviews repeated many questions that had been addressed in
the questionnaire to allow for richer verbal responses and to provide opportunity for teachers to
elaborate on their written responses. The interviews were semi-structured (see Appendix 5) and
allowed the participating teachers to discuss their experiences. The English interviews were
transcribed using the Microsoft Word transcribe option. Interviews held in German and Afrikaans
were transcribed by me. Participants were given the option to read through the transcribed

documents for accuracy.

The interview responses were then thematically analysed and sorted with the questionnaire

responses.

4.4 Data analysis

Data analysis was separated into two sections. First was the document analysis. Documents that
have been released by the Department of Basic Education between March 2020 and May 2022
have been categorized into three main themes (Appendix 6). The first theme identified was the
different school calendars that have been released. This was necessary to understand the
management of mathematics content coverage in Grade 3. Next was general COVID-19
regulations that have been released around the re-opening of schools and the safety regulations
around it. The last theme was the distribution of Annual Teaching Plans (ATPs). These have been
analysed in detail and sorted according to the academic year (see Appendix 7). The ATPs haven

been analysed in detail and will be discussed separately.
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The second section of the data analysis was that of questionnaires and interviews. The
questionnaire answers were entered into an excel spreadsheet (Appendix 8) and coded into teacher
number (1-18) and then assigned a letter according to the school quintile the teachers work at (P-
private, q5, g4, g3 — quintile 5-3). Each question was then analysed, and themes identified. Where
relevant, two or three questions were combined, as the themes were similar. Interview participants

were assigned a pseudonym and were used to confirm and strengthen questionnaire outcomes.

4.5 Research sample

Initially, gate keeper consent was obtained from the Rhodes University Ethics Committee (2023-
7107-7523) and the Gauteng Department of Education. Subsequently, consent was obtained from
the relevant schools. Participants were invited based on specific criteria, including the grade and
subjects they teach. The focus was on teachers responsible for teaching mathematics in Grade 3
within the Tshwane South District. While I invited over one hundred teachers from 45 different
schools from a range of quintiles to participate in my research my research participants are those
18 teachers who agreed to participate (and thus took the time to answer the provided initial
questionnaire). Most of the teachers had more than 5 years of teaching experience however, a
small group of participants with less experience were also included. Participants were provided
with informed consent forms, outlining the research and their participation. These forms explained
the research process, including the data collection methods. Teachers who completed the
questionnaires were all invited to participate in interviews — six of the 18 teachers agreed to these

interviews. Thus, the interview sample size is six.

4.6 Ethical considerations

Ethical guidelines have been put in place and include requesting gatekeeper permission from
Rhodes University Ethics Committee (protocol number 2023-7107-7523.) (Appendix 1), the
Department of Education, and the principals (Appendix 2) of every school that have been
approached. Informed consent has been obtained from all participants within the research process,

either on a signed form or on Google Forms (Appendix 3).

The participants were invited to participate on a voluntary basis. Before agreeing to participate in
the study, time was set aside to ensure the research project was explained to teachers in detail and
they were informed of their right to withdraw from the study at any point and that they would
remain anonymous throughout the study. Anonymity was maintained. Teacher numbers along

with the school quintile were used for questionnaire responses (e.g. T12 -Q4) and teacher names
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additionally allocated to interviewees (e.g. Fatima, T17 -Q3/4) are pseudonyms). The outcome of
the study would be made available to them upon request. Teachers’ responses on the

questionnaires have determined the questions that have been asked in the in-depth interviews.

4.7 Data validity

While validity is broadly defined as research that is conforming to acceptable principles or having
a good quality (Cypress, 2017). In a qualitative study validity, according to Lincoln and Guba
(1985) is understood to have four criteria including credibility, confirmability, dependability, and
transferability. Maxwell (1992) further distinguishes between different types of validity in
qualitative studies. He defines interpretive validity as the research having the ability to “catch the
meaning, terms, interpretations, [and] intentions [...] that participants have themselves” (p. 290)
of the phenomenon being studied. The research should make use of terms that are used by
considering the participants feelings, views, and viewpoints (Maxwell, 1992). I have ensured
validity by considering the context, from which teachers share their experiences during and post-
pandemic and by using the participants terms and meanings. As far as possible I have shared the
verbatim words of teachers rather than to paraphrase my understanding of what they meant. This
allows the reader direct access to the data and allowed them to judge the sensibility of the
interpretations made in the analysis. Teachers were provided with transcripts of interviews for

member checking.

4.8 Trustworthiness

The researcher acknowledges that data from interviews can be subjective. Sfard & Prusak (2005)
explain that the audience can influence that way a story is told, shaping its content. While the
researcher does not claim that the participants statements represent the objective truth, these
narratives still provide valuable insight into their experiences of the way in which they managed

teaching mathematics during and post-pandemic.

4.9 Significance of the study

There is limited evidence regarding the challenges posed to teachers regarding the content
coverage in mathematics and a gap in the availability of data regarding how teachers are managing
the content coverage in a post-pandemic environment. This study therefore aims to address this
gap by exploring how teachers managed content coverage during the COVID-19 pandemic and in

a post-pandemic environment. A focus was placed on Grade 3 mathematics, as this is the final
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year in the foundation phase where foundational knowledge should be mastered. Limited data was

available on the impact of COVID-19 on this age group.

4.10 Limitations

Some limitations were that only teachers in the Tshwane South area were included in the sample.
The relatively small number of participants (18 teachers) with no teachers from quintile 1 and 2
schools is another limitation. Contacting quintile 1-3 schools was challenging, as their contact
details were often incorrect. When visiting them directly, many principals gave their permission
for the research but when approaching the Head of Departments and the teachers directly, they
declined to take part in the research. Further limitations were that some teachers who participated
in the questionnaires then opted to not take part in the in-depth interviews often due to time
constraints. Another limitation was, that the Department of Education allowed the data collection
time frame of April — October 2023. This left little time to contact schools, get their permission
and connect with teachers. By the end of June many teachers were busy with assessments and
reports and did not feel they had the time to participate. A few schools were willing to fill in the
questionnaires over the June holidays but some. schools that only replied later stated that the time
constraint with assessment by the end of September before the spring holidays prohibited their

participation.

In conclusion the study took on an interpretive paradigm to understand the lived experience of
how teachers managed the curriculum coverage in Grade 3 mathematics. To do this the study made
use of a variety of data collection techniques that allowed for meaningful interaction with both
content of the curriculum as well as understanding teachers perspectives on the topic. The study
takes into account the limited data available that was gathered in the research sample. The data
collected 1s, however, sufficient to adequately answer the research questions and draw
conclusions. Although data from interviews and questionnaires might be subjective they still
provide valuable insight into teachers perspective on teaching and managing the curriculum during

and past COVID-19 pandemic.
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CHAPTER V: DATA PRESENTATION — DOCUMENT ANALYSIS AND DISCUSSION

5.1 Introduction
In this section I address the sub-questions the document analysis phase of the research and focus

on sub-questions a and c as listed below.

What policy and documentation were provided to schools and teachers about teaching and

curriculum coverage during the pandemic?

How were teachers supported (if at all) by the DBE or schools to manage continued teaching and

learning during the pandemic?

To answer these questions all relevant documents were found on the official Department of Basic
Education website, downloaded and thematically analysed. Three major themes were identified:
school calendars, ATPs and general health and safety guidelines. Each theme was analysed

separately as listed below.

5.2 Document analysis

In this documentary analysis I will first analyse the Annual Teaching Plans (ATPs) provided from
the Department of Basic Education between 2020 and 2023. These were compared to the Grade 3
Mathematics CAPS (2019) document, which was seen as the curriculum standard.
I then analysed all further communication sent out by the DBE between March 2020 and April
2022 to gain insight into the guidelines that were provided to the teachers.

5.2.1 Insights from the school calendar

Before analysing the content of the ATPs, it is worth mentioning the number of school days that
were provided in the planned curriculum. Here 2019 will be used as a ‘guideline’ to the expected
number of school days (i.e. in the pre-pandemic year). All school calendars between 2019 and
2023 were used in this analysis as well as calendar information found in the published ATP
documents and health and safety guidelines. The figures in brackets indicate the actual number of
days vs the planned number of days. The footnotes provide links to the various documents from
which this data is sourced. Table 1 shows a tabulated summary of school days provided by the
DBE between 2019 and 2023.
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Table 1

Number of school days between 2019 and 2023

2019 2020 2021 2022/23
Total 199 days* | Planned  total 158 | Total 198 days® | — Total 1998 days
(amended — max. 116 | (amended — 191
for gr. 3)° days)’
Term 1
. 48 46 50 (45) 47/51
(in days)
Term 2
. 51 35 (actual 5)° 50 (49)!° 5311/ 4912
(in days)
Term 3
) 53 3513 50 (49) 52/ 52
(in days)
Term 4
‘ 47 53 48 47/47
(in days)

When looking at the number of school days it is evident that 2020 ATP was based on the

assumption of having a total of 158 school days, however Grade 3 had at least 83 (119 in 2019 —

116 in 2020) days less than in other pre-pandemic school years. Even though 2021 also shows a

reduction in school days compared to 2019 (12 days less) and 2022/2023 (8 days less), it was not

as severe as in 2020. It is also noteworthy that the 2020 and 2021 school calendars were amended

twice during the COVID-19 pandemic. The number of school days do not add up in the table as

there is very different data available in different documents as listed in the footers. The number of

school days shown on the ATP calendar does not take into account the phased return of grades to

the school and the rotational school attendance of learners and are therefore not a true reflection

4 DBE (2017)
S DBE (2020i)
6 DBE (20201)
7 DBE (2021a)
¢ DBE (2022b)
9 DBE (2020j)
10 DBE (2021b)
11 DBE (2022a)
12 DBE (2022¢)
13 DBE (2020k)
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of the number of school days learners attended school. The school days are shows as the maximum
number of days available for learners in the classroom as many schools opted for different methods
of learner attendance with many schools in quintiles 1-4 opting for rotation of learners on a bi-
weekly basis as recommended by the DBE (2020e). This was confirmed in the interview with
Fatima (pseudonym) (T17-Q3/4), as discussed in Chapter VI, who mentioned that “the contact
time was too little. They come in for a day and if they missed a day in the week, they only saw us
twice a week and if you are not there you missed out on the content [...] and some did work and
some did no work [at home]”. Teacher 4 (T4 — P) further emphasised this point by stating that it
“was a big problem [that] the children missed a lot of work, and it happened a lot [...] [that they
missed a day] and that child is very confused when he comes back because he missed a lot of
work” and that some days teachers would only see “about 8-10 learners a day” out of a class of 40
learners. The shown school days can therefore only be seen as the maximum number of school
days for learner attendance. Similarly, 2021, as learners full return to school was only resumed in

February 2022.

5.2.2 Insights from the ATPs published by the DBE

Table 2 shows a tabulated summary of the content overview of the Grade 3 mathematics ATPs as
provided by the DBE between 2020-2023 (see Appendix 7 for a full overview). Included is also

the CAPS curriculum for reference. Each content area that was adjusted is discussed separately.
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Table 2

Mathematics content as published by the DBE between 2019 and 2023.

Content CAPS 2020 2021 2022 2023
(2019)
Numbers, Up Up to 800 Slowed but up to Slowed butup Up to 1000
operations, and 1 t
rgationshi’ps to 1000 . °
1000,
inconsistencies
in the terms
Geometry Positions, 3D objects, 3D objects, 2D 2D shapes, 3D objects, 2D
views, 2D shapes shapes symmetry, 3D  shapes,
direction, (unexplained  (unexplained objects symmetry
2D shapes, order order change), (unexplained
3D objects  change), symmetry, views order change),
symmetry, and position on symmetry
informal map
Measurement volume, Time, Time, mass, time, volume Time, length,
time, volume (both length, perimeter, mass, volume
length, reduced) volume, area
perimeter,
mass, area
Data Collect, Recognise Only represent Collect and Collect,
Represent,  data, data represent represent,
analyse: represent, analyse: Table,
Table, analyse (only tallies, label,
tallies, 1-1): Tally, graphs
label, graph table, bar,
(bar and pictograph
pictograph)

When looking at numbers, operations, and relationships one sees that the number range for these

operations was reduced from 1000 to 800. This was then reverted to ‘normal’ in the 2021 ATP.

When taking a close look at the different terms of each year, there seem to be differences in the

number range that is being worked in. In 2021 Term 1 introduced the number range to 200, and

2022 Term 1 introduced to 300 before 2023 reverted to introducing up to 500, making a slow

return to ‘normality’ or to a pre-covid curriculum coverage. It appears there is the assumption that

working to 800 is easier than to up to 999. And that reducing the number range in the first terms

of the following years would make ‘catching up lost teaching time’ possible, however then

compacting the remaining content into the last two terms. Working with fractions was removed
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from Term 2 in 2020, only working with fractions in Term 3 and 4 by focusing on sharing leading
to fractions. As the stated ATPs focus was on core skills and knowledge, one can assume that

fractions do not form a part of the core skills that Grade 3 learners need to know.

Further looking at the different terms, the CAPS (2019) document suggest that Grade 3 learners
should be able to recognise, identify and read number symbols from 1-1000 in Term 2 but should
only be able to read and write number names from 0-250 even though they already wrote number
names 0-500 in Term 1. Such unexplained errors are not only present in the CAPS document but
are evident all through the ATPs 2020-2023. Another unexplained adjustment is shown in Term 2
0f 2020, wherein learners should read number names from 1-250 but only write the number names
from 1-200, assuming that learners are expected to write all number names from 1-250 and
therefore reducing this number range would somehow ‘win time’ that was lost due to the pandemic
as learners now need to write 50 number less. This trend is continued in Term 3 where number
names are read to 500 but only written to 400. By making use of the term “to” or “up to” teachers
are restricted in the number range that they introduce to the learners hindering optimal learning.
This is confirmed by Westaway et al. (2023) who mention that this restriction in the number range
reduces the learners’ opportunities to see and understand patterns in the place value system by

only introducing a new place value every year of schooling.

Next, I analyse adjustments to the content coverage of geometry. The CAPS document includes
positions, views, directions, 2D shapes, 3D objects and symmetry into the broader geometry
cluster (as is evident in the 2019 pre Covid column and the third row in Table 2 above). In the
ATP for 2020 geometry was another key area that received curriculum trimming. Geometry was
reduced to symmetry 3D objects and 2D shapes. It is noteworthy to mention, that 3D objects were
introduced in term 3 and 2D shapes only in Term 4. It is unclear whether this was an intentional
change or an error, because in 2019 ATPs and CAPS 2D shapes precede 3D objects) — the change,
however, is unexplained and would not be matched by changes in the ordering of the workbooks.
The 2021 ATPs then reintroduced views and positioning on maps but reduced these again (within
the mathematics ATPs) in 2022 and 2023. It is evident that positions, views, and direction do not
form part of the core knowledge and skills for Grade 3 mathematics as they have not been
reintroduced to the mathematics curriculum. However, according to the DBE PowerPoint on the
implementation of the 2020 revised curriculum (see Appendix 9), “the skill is not lost as [it] is

also covered in Language and in Life Skills” (DBE, 2020g, slide number 13).

44

Inge Damaske



Measurement in the CAPS document is broken up into volume, time, length, perimeter, mass, and
area. Learner should be able to convert between the different units of measurement and work with
them in context. During the pandemic year pf 2020 the measurement was reduced to time and
volume only. The argument here in the DBE PowerPoint was that length is taught in Grade 1,
mass in Grade 2 and volume in Grade 3 and completely removing area and perimeter from the
curriculum. However, the next years do not take this into account as the 2021 ATP reverted to the
original CAPS content coverage of these measurements. Following this however, perhaps due to
the realisation that teachers were not managing curriculum coverage in the time available the ATPs
again removed all content other than time and volume. The 2023 ATP then saw a reintroduction
of length and mass into the curriculum. No reason is given for the decision to exclude area and
perimeter from the curriculum other than that it does not form part of the core skills learners need
to master by the end of Grade 3. It is worth noting that most other content areas reverted to the
original CAPS structure by the end of 2023, measurement is, however still being reduced to the

core content.

Lastly looking at data handling as a core skill, the DBE states that no changes have been made to
the content coverage in 2020 (see Figure 4). This however contradicts the content coverage
suggested in the ATPs. The DBE encourages that daily register and weather charts are used as a
way to engage with data. It is further recommended that data handling skills should “be infused in
space and shape where sorting is done” (DBE 2020e, pg. 15). Learners should be able to collect
and organise data about their class or school to answer specific questions using lists, tallies, and
tables. This data should be represented in pictographs and bar graphs. This data should then be

analysed and interpreted.

In 2020 this was reduced to learners being able to recognise data (no longer collecting their own
data about the class or school), then representing the data and analysing it on a one-to-one basis.
This means that one car for example is represented by a car in a pictograph. In 2021 content was
reduced even more to learners only having to represent data and in 2022 having to collect and
represent before returning to collecting, representing, and analysing data in 2023. It becomes clear
that data representation remained a core skill in the curriculum progressively returning to the full

curriculum coverage in 2023.

In the following Chapter VI, I analysed and discussed teacher experiences of the ATP changes.
Of interest in relation to this Fatima (T17-Q3/4) mentioned in her interview that she was aware of

the changes in the ATPs but ignored them stating: “I do what I think the learners should know [...]
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[because] it doesn’t seem like they know what they want” (They referring to the DBE). This was
echoed by Nafeesah (T15-Q3/4) who also mentioned that reducing the number range from 1000
to 800 did not make sense “because you teach the concept” and she never stopped teaching until
1000”. This makes it clear that many teachers did not follow the ATPs provided by the DBE
especially during 2020. Figure 4 shows an extract from the PowerPoint presentation circulated by

the DBE to guide teachers in the use of the adjusted curriculum.
Figure 4

Extract from the DBE PowerPoint presentation on guidelines for teachers implementing the ATPs.

DBE (20202)

While the focus here has been on Grade 3 — Appendix 9 shows the key ATP adjustments
summaries for grades 1-3 — here we see that for Grade 1, 2 and 3 significant removals of content.
See slide above that shows the ‘removed’ across E.g. for measurement Grade 1 did length only,
Grade 2 did mass only while Grade 3 did volume only. Yet the 2021/2022 and 2023 do not seem
to adjust specifically for these removals and seemingly assume the ‘removed’ content in Grades 1
and 2 will simply be caught up in Grade 3 even while the learners will not have had exposure to
foundational concepts that build towards the content coverage in the progressive grades.
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5.2.3 General guidelines published by the DBE

During the pandemic the DBE released a variety of documents containing important information
regarding the reopening of schools and safety of staff and student at the school during the COVID-
19 pandemic. Documents have been chosen based on their relevant to the studies topic and sorted
into four categories naming: school calendar adjustments, COVID-19 regulations and hygiene
guidelines, mathematics curriculum coverage (ATP), and other such as life skills curriculum and

changes in assessment requirements.

It is noteworthy to mention that under all the documents found on the DBE website, there was
only one link that showed the TV channels and radio schedule and even here there was no mention
of any TV or radio programmes suitable for Grade 3 mathematics. As mentioned in the literature

review in Chapter II, the focus of the available TV programmes was on Grade 10-12.

To conclude, the DBE provided a large number of documents during the pandemic in an effort to
assist schools and more specifically teachers and learners to keep learning loss to a minimum. On
paper the DBE seemed to provide the teachers with enough information to make use of and manage
the adjusted curriculum. It becomes evident, however, that these documents somewhat
contradicted each other and seemed to cause more confusion and frustration amongst teachers as

will be discussed in the next chapter.

47

Inge Damaske



CHAPTER VI DATA PRESENTATION TEACHER QUESTIONNAIRES AND
INTERVIEWS

The collected data will be presented visually with the use of tables. The data in these tables will
then be explained before being analysed in Chapter 7. To answer the posed research questions, the
research made use of questionnaires and interviews containing open-ended questions, keeping in
line with the criteria of qualitative data collection methods. As sub-questions b, d, and e focused
on the way in which teachers managed the mathematics curriculum, interviews and questionnaires

were used to gain insight into the teachers' current situation.
The questionnaire and interview analysis addressed the sub-questions b, d and e:

b. How did teachers manage mathematics content coverage during the pandemic?
d. How are teachers managing mathematics content coverage currently? And What
pandemic emergent strategies are teachers continuing to use in their current practice?

e. What role did/does technology play in b, ¢, and d?

6.1 Insights from Questionnaires

The questionnaire responses offered valuable insights into teachers' experiences of teaching Grade
3 mathematics during and after the pandemic. The findings also point to additional challenges
posed by the pandemic that teachers faced, along with an examination of the support they received

from both the Department of Basic Education (DBE) and school management.

6.1.1 Analysis of questionnaire data

In order to connect responses to particular teachers from various quintiles each of the 18 teachers
was allocated a number T1-T18. Table 3 below shows the distribiution of the 18 teachers responses

across different types of schools.
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Table 3

Teacher participants across different quintiles '

School type Number of participants from each school
Private school (P) 5 from 3 schools (T1-T5)

Quintile 5 (Q5) 6 from 2 schools (T6- T11)

Quintile 4 (Q4) 3 teachers from 1 school (T12-T14)
Quintile 3/4%° (Q3/4) 4 from 2 schools (T15 - T18)

All participants were female which is not surprising given that the majoirty of Foundation Phase

teachers are women.

All teacher questionnaire responses were transcribed to enable analysis. In the reporting of the
analysis of the data we share teacher codes to indicate the teacher who generated the data along
withthe quintile of the school they teach in. Thus for example T3-P indicates the third teacher in
the data set from a private school while T12-Q4 indicates the 12 teacher in the data set from a

Quintile 4 school. Each questionnaire responses (see Appendix 8) has been coded in this way.

Five teachers voluntarily additionally participated in face to face interviews. These were T1, T2
and T3 from a private school and T15 and T17 from a Q3/4 school. These teachers were given the
pseudonymns Lesedi, Elena, Katarina, Nafeesah and Fatima respectively. The pseudonymns
support the reader to link the data of each teacher across various sections more easily than simply

using the numbers that have been used on the questionnaire data that includes 18 teachers.

Recall from the methodology section that the questionnaire included 16 questions. Responses to
all sixteen questions were thematically analysed. The analysis below focuses on teacher responses

to each question with some questions grouped together when they provided similar information.

14 Data bank has detailed information on school quintiles.
15 For two schools there was some discrepancy between the teacher stated quintile (or that on the school’s
website) and that of the DBE website. We thus refer to the quintiles for these schools as Q3/4.
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Similarly the interviews of the five teachers were analysed per question, however in the reporting
of this data I have integrated this data with the questionnaire data in order to provide a richer
picture of the emergent themes. The interview responses were coded in correspondance with
teacher questionnaire codes. For example teacher T1-P was coded as T1-P-I where the added 1
indicates that the quote is from her interview response and not her written questionnaire
response..This is provided for all interview responses to all questions other than the final question
which did not directly link with the questionnaire questions. This question asked for feedback to

policy makers and I thus report on this separately.

The questionnaire was aimed at gathering data towards developing understanding of how teachers
managed to cover the Grade 3 mathematics curriculum during the COVID-19 pandemic and how
they are currently managing to cover the content in a post-pandemic classroom setting. It was
important to understand the role that technology played in managing the curriculum content.
Schools from different quintiles were approached to have a comprehensive overview of how
teachers in different school settings managed to cover the curriculum. It was also important to

understand in what way teachers were assisted in this sudden move to distance learning.

Summary and analysis of teacher responses to how they prepared themselves for the closure of

schools (Question 1)

Analysis of all 18 teacher responses highlighted three themes related to preparation for school
closures. Namely that teachers either: actively planned for distance teaching, gathered resources
for an unknown future or did not take action (considered a more passive approach with some
indicating experiencing powerlessness or a lack of agency in relation to the fear of the pandemic
and the unknown future. Table 4 shows the distribution of the 18 teachers’ responses across the

three different response categories to school closures.
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Table 4

Three different ways in which teachers responded to the closure of schools.

Active planning for | Gathered resources for the | Passive response — lack of agency
distance teaching unknown future

7 teachers 5 teachers 6 teachers

T5-P, T2-P, T4-P, T1-P, T3-P,

T6-Q5, T7-Q5, T8-Q5, | T10-Q5, T11-Q5, T13-Q4, T15-Q3/4, T17-Q3/4,
T18-Q3/4

T9-Q5, T16-Q3/4,

T12-Q4, T14-Q4,

Table 4 shows that seven teachers indicated that they actively planned to continue teaching either
online or via other methods and began these plans at the point of school closures. For example,
T9-Q5 wrote about how they planned for online teaching “We prepared by turning everything
digital. For example, MS Teams and videographer to help capture lessons and send it out via MS
Teams and PowerPoint.” On the other hand, T12-Q4 wrote about planning for distance teaching

other methods “We made booklets, readers”.

Five teachers wrote that they took resources (e.g. physical resources, parent numbers and learner
data) home without knowing what they were planning on doing. T2-P mentioned “I collected all
of the school-given materials and took them home for the duration of the closure. Specifically,

books, work sheets and teacher handbooks.”
Elena elaborated in her interview:

“I remember that I definitely took the textbooks home. All of them and not just two
notebooks or something, but I took them all home and also extra material to copy. I also
took things like that with me. Yes, but I hadn't given the children anything. Because. But
for us, the holidays were right then. We used to just go on holiday and that made it an
official break. And then you didn't give the children anything anyway.” (Elena (T2-P), Int-
Line 6).
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Six teachers however indicated that the pandemic was ‘too sudden’ or ‘unexpected’ and they
therefore did not plan any work. In this respect they took a more passive approach to managing
their work during the pandemic and indicated a lack of agency. For example, two of the six
teachers (T15-Q3/4 and T17-Q3/4) reported that their principles had shared information in the
form of ‘official circulars’ about the school closures with them but did not indicate any planning
for managing distance teaching. In her questionnaire response T3-P said: “my main concern was
the learners and how far we will be behind the scheduled curriculum.” She elaborated on this in

her interview:

“In the beginning, I didn’t really think a lot about it, but once it [COVID-19 Lockdown
level 5] started to extend a little bit more, obviously we were worried about not only our
jobs, but also how the kids will be impacted, and we also know that it’s going to be
impacting them from then forward. So [I was] quite stressed, but we didn’t know what to

expect.” (Katarina (T3-P) Int-Line 4)

Similarly in the other interviews Nafeesah reported that she did not send work home with her
learners as for most schools it was “end of term and we don’t take any work home for the holidays”
(Nafeesah (T15-Q3), line 6). This was also confirmed by Katarina and Elena. Elena for example
explained: “I hadn’t given the children anything because for us, the holidays were right then”

(Elena (T2-P) Int- line 6).

However, Lesedi mentioned that she told her learners to take home their books and said for the

initial 21 days “the focus goes in maths and English” (Lesedi (T1-P) Int-line 6).

Considering these responses against the CBAM model teachers responses align with Level 0 with
the level of use ‘non-use’ in terms of adapting to distance education. That is, they either had a
passive response, did not take any work home with them and/or were scared for their well-being.
Some, although passive, stated concern for the well-being of their students and how it might
impact them. This aligns with Level 1 of the CBAM. Teachers showed a lack of educational
agency and feelings of powerlessness. In the next section some teachers planned for the unknown.
A teacher reported that she made sure she had the correct contact details of the parents in her class
in-case she needed to make contact with them. This response aligns with teachers orientating
themselves within the unknown as seen in Level 2 of the CBAM. Other teachers either packed in
their books or took other resources home with them while some more sent books home with the

learners. These teachers prepared for distance teaching to take place I some form aligning with
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Level 3 of the levels of use. In the last phase of the responses, teachers took an active role in
ensuring no teaching time is lost. They prepared for online lessons -either synchronous or non-
synchronous, by putting together work packages or creating MS-Teams profile for the learners.
This response can be seen in Level 5 of the CBAM, where teaching and learning is put in focus

and continuing either non-synchronous or synchronous.

Summary and analysis of teacher responses to how teachers were instructed to continue teaching

during COVID-19 (Question 2)

Analysis of all 18 teacher responses showed that teachers made use of three main ways of
continuing teaching during the COVID-19 pandemic. Participants made use of online teaching
(synchronous), asynchronous teaching and two received other instructions on the continuation of
teaching during the pandemic, such as “maintain distance and wearing masks” (T16-Q3/4). Table
5 shows the distribution of the 18 teachers’ responses across the three different response categories

to Question 2 about how teachers continued teaching during COVID-19.
Table 5

Three ways how teachers continued teaching during COVID-19

Online (via MS Teams/ | WhatsApp other
video)
11 teachers 5 teachers 2 teachers

T1-P, T2-P, T3-P, T4-P, | T12-Q4, T13-Q4, T14-Q4, T17- | T15-Q3/4, T16-Q3/4
T5-P, T6-Q5, T7-Q5, | Q3/4, T18-Q3/4
T8-Q5, T9-Q5, T10-Q5,
T11-Q5,

Eleven teachers were instructed to continue teaching using synchronous methods. Synchronous
video conference methods are live video tools such as Zoom or Microsoft Teams (Vale & Graven,
2022). It appears that only teachers in private and quintile 5 schools had the necessary resources

to be able to do synchronous teaching. A teacher from a well-resourced private school explained:

“[The ways of teaching] changed over the course of lockdown. First it was weekly work
plans/ learning packages. Then online classes via Teams were added. These online classes

could also be weekly for each learning group / class. At the end it was supposed to be a
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combination between online classes, online course work (via Teams) as well as paper-

based learning packages. (T2-P).

This response aligns with Level 5 of the levels of use in the CBAM. Teachers integrated
synchronous and non-synchronous teaching into the everyday life of learners. As T2-P explained,
teaching changed over the course of the pandemic showing a move into Level 6 of the CBAM,

where teachers try to find more effective ways of teaching both during and past-pandemic.

Five teachers, from a range of quintiles, made use of asynchronous video tools such as WhatsApp
or Facebook. This also included teachers that handed out workbooks to learners and gave
instructions to learners via WhatsApp. T17-Q3/4 explained the instructions that she received as

follows: “Walk in walk out- fetching worksheets booklets and online activities.”

Lastly a teacher (T16-Q3) was instructed to “maintain distance and wear [a] mask™ and a further
teacher relied on the school to take over responsibility for parent communication: “The principal
established a group and communicated in the group. Parents must fetch learners’ booklets and
online activities” (T15-Q3/4). This teachers’ initial response to the pandemic falls into Level 1 of
the levels of use. She showed a lack of educational agency and teaching and learning was out of

focus.

Summary and analysis of teacher responses to what guidelines they received from the DBE and

the schools (Question 3)

When asked what guidelines teachers were given to teach mathematics four themes were identified
from the 18 teacher responses. Teachers made use of ATPs, presentations or videos, other
guidelines or received no guidelines from either the DBE or their school. Table 6 shows the
distribution of the 18 teachers’ responses across four different response categories to Question 3

about DBE guidelines received.
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Table 6

Guidelines teachers received from DBE or their school in continuing mathematics teaching.

ATP Presentations/ videos other No guidelines

2 teachers | 6 teachers 3 teachers 7 teachers

T12-Q4, | T6-Q5, T7-5, T8-Q5, | T16-Q3/4, T17-Q3/4, | T1-P, T2-P, T4-P, T5-P,
T15-Q3/4 | T9-Q5, T10-Q5, T3-P | T18-Q3/4, T11-Q5, T13-Q4, Tl14-
Q4

It becomes evident from this question that many teachers across the quintiles received no
guidelines on how to continue teaching. For example, T4-P mentioned: “No guidelines were given.
I took my own initiative and made videos where I explained the different concepts for the
learners.” On the other hand, T11-Q5 explained that she was unaware of any guidelines from either
the school or the DBE. Interestingly a majority of teachers in private schools received no
guidelines on how to continue teaching even while these independent schools belong to

independent school bodies.

Teachers in Quintile 5 stated that they were mostly instructed to create videos or PowerPoint
presentations. For example, T6-Q5 explained the use of “PowerPoint presentations, online videos
using a visualiser and with the use of CAPS and ATPs”. Similarly, T9-QS5 wrote: “We used
mathematical concepts but simplified them on a PowerPoint then used our previous teaching

experience to teach it online.”

The majority of teachers in quintiles 3/4 seemingly received other guidelines. For example, T16-
Q3/4 noted: “To give enough time to learners and not expect them to do as they were before.” On
the other hand, T17-Q3/4 said that she attended a virtual workshop on how the ATPs should be

used and on problem solving.

Fatima mentioned when asked about the guidelines she received from the DBE to teach

mathematics in her interview:

“They had to come up with ways on how they would be able to catch up on the work that
was done. And I think that is where the problem comes in. I don’t come up to you and say

‘look here is a child. How far did this child get with the work. [...] But I think the
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Department abandoned us by not giving clear guidelines on how to catch up the backlog
or set up a separate something. [All the DBE did] was give us a watered-down version of

a thing.” (Fatima (T17-Q3) Int-line 16-18).

A similar response was reported by Nafeesah (Int-line 89) that although the ATPs were given by
the DBE, the learners books did not change, and she therefore rather followed the learner books
than the ATPs. Katarina on the other hand mentioned: “We were guided well, but also a lot of
pressure to do things in a certain way but we were kind of told what to do because [instructions]
comes from the head office.” (T3-P, Int-line 18). Although T1-P mentioned in her questionnaire
response that they were not given any guidelines she mentioned in her interview that “the school
emailed the educators with regards to the updates on what is happening and when schools would
open up and they emailed the students with the same information” (Lesedi (T1-P), Int-line 10).
This was similar for T2-P. In the questionnaire response she mentioned “No guidelines in
particular were given. However, we got suggestions for online content such as learning videos and
apps. Especially the learning App Anton played a significant supporting role”. In her interview

she, however mentioned that

“At the very beginning [the instructions] were very vague. As far as I remember it was just
that we should have something for each subject and give work assignments that there is
something to do for each subject at home. And later, they added how much working time

should be spent on each subject.” (Elena (T2-P), Int-line 14).

Fatima on the other hand said that the DBE “rather wanted to catch up on the backlog that was
created but it was actually the initiative of the teachers. They had to come up with ways on how
they would be able to catch up on the work that was done. And I think that’s where the problems
come in.” (Fatima (T17-Q3), Int-line 16).

T3-P painted a different picture on the support she received by stating:

“We were given training from the curriculum head on how to record the lessons and how
to upload but we had to use our normal classroom routine to create video lessons. We had
to make use of tangible items, pictures, and then abstract methods. This was more
challenging as the tangible items weren't tangible over a screen. Later we started teaching
live. We still had to use the normal classroom routine. We did have to create a Google

Forms after every lesson, to check if the learners understood the concept/skill taught.”
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T16-Q3 reported different advice. She stated that she was instructed “to give enough time to

learners and not expect them to do as they were before.”

Summary and analysis of teacher responses to what contact teachers had with the school, parents

and learners during the pandemic (questions 4,5 and 6).

Questions 4, 5 and 6 are combined for analysis as the questions are connected and the responses
were similar across these questions. These questions focused on the communication that teachers
used with their school, learners, and parents. Two key themes that were identified: use of
synchronous and use of asynchronous communication tools. Table 7 shows the distribution of all

18 teachers’ responses to questions 4,5 and 6 within the two themes that have been identified.
Table 7

Contact teachers had with school, parents and students

Synchronous Nonsynchronous

11 teachers 7 teachers

T1-P, T2-P, T3-P, T4-P, T5-P, T6-Q5, | T12-Q4, T13-Q4, T14-Q4, T15-Q3/4, T16-Q3/4,
T7-Q5, T8-Q5, T9-Q5, T10-Q5, T11-Q5 | T17-Q3/4, T18-Q3/4

Teachers in the private and quintile 5 sector seemingly had access to digital resources that enabled
them to make use of synchronous teaching methods. Even if not all learners had access to these
resources, Katarina reported that they allowed parents to come and use their internet access at the

school to be able to access digital resources (T3-P), Int-line 28). Lesedi explained:

“So the school emailed the educators with regards to the updates on what is happening and
when schools would open up [...] school management at some point [had a meeting] on
how they wanted us to implement and restructuring of the curriculum would be [...] and
how we would make sure that the students get onto the MS Teams platform” (Lesedi (T1-

P), Int-line 10 &12).

Later in her interview she mentioned another important aspect of online learning:
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“In the beginning, I think for some it was a challenge and then it became something that
they could look forward to seeing that they couldn’t leave their houses and they started
looking forward to the times that we would meet online. But then filtering towards the end
it became potent. IT became monotonous and they were actually not coping with being

online anymore” Lesedi (T1-P) Int-line 25).

Teachers in quintiles 3 and 4 had significantly different experiences of contacting parents, school
and learners linked to the differences in availability of technology available to learners and their
families. For example, T13-Q4 mentioned: “We had a WhatsApp group for office admin, for the
learners and educators. We created groups for group 1 and group 2 on alternate days (2 cycles).”
On the other hand, T17-Q3/4 explained that work packs were created for learners and
“appointments with parents to collect on certain days.” Nafeesah explained that “we relied a lot
on the parents for [learning taking place at home] because we were not as privileged to be able to
do online teaching” (T15-Q3/4- I, Int-line 26). She further explained her experience of making use
of WhatsApp as follows: “We had the parents’ numbers on the WhatsApp groups and the parents
were in contact with the teachers that way. But many teachers said that the parents kept phoning

and bothering them” (T15-Q3/4), Int-line 105).

Although the communication with parents via WhatsApp was important, parents now had the
teachers’ personal numbers and Fatima explained: “some parents really did ask for the work and
the homework so that their children can do the work and they can help their children” (Fatima

(T17-Q3/4), Int-line 46) while others miss-used the platform outside of teaching hours.

These responses showed that as the pandemic progressed teachers started to make contact with the
school, colleagues and parents as shown in Level 4 of the levels of use. Initial contact then turned

into platforms of either synchronous or non-synchronous teaching as seen in Level 5.

Summary and analysis of teacher responses to what communication tools they still made use of

past pandemic (Question 7)

Question 7 sought to understand what communication tools teachers still made use of past
COVID-19 that they used during the pandemic. Two main responses were identified: yes — still
making use of communication tools and no- not making use of communication tools. The first

section was separated into two sub-categories being: WhatsApp and Synchronous communication
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tools. Table 8 shows the distribution of the 18 teachers’ responses across different responses with

two sub-categories to Question 7 about communication tools that teachers still use post-pandemic.

Table 8

Teachers still making use of communication tools post COVID-19

Yes No
WhatsApp Synchronous tools
10 teachers 4 teachers 4 teachers

T4-P, T6-Q5, T10-Q5, | T1-P, T7-Q5, T8-Q5, T9- | T2-P, T3-P, T5-P, T18-Q3/4
T11-Q5, T12-Q4, T13-Q4, | Q5
T14-Q4, T15-Q3/4, Tl6-
Q3/4, T17-Q-3/4,

Most teachers reported that they do still make use of WhatsApp as a communication tool with
parents. T4-P explained her use of WhatsApp as follows: “We still use WhatsApp for main
communication with parents if learners are absent and they need to inform teachers.” T15-Q3/4

mentioned that she still made use of WhatsApp groups as a communication tool with the school.

Some teachers mentioned that they still make use of synchronous platforms such as MS Teams.
Those teachers that reported that they are still making use of MS Teams mentioned, that they used
it “if learners are absent, they can continue with work” (T7-Q5) or “to do quiz activities with the

learners” (T1-P). Elena elaborated in her interview:

“I still used teams to make the work available to sick children who were ill at home or to
upload all the content before a class assignment. Communication with parents also still
took place via this system. In some cases, parents were guided through it” (Elena (T2-P),

Int-line 38).

Only four teachers reported that they no longer make use of any communication tools that they
used during the pandemic to communicate with parents. For example, T2-P explained: “No, at this
point I don't use them anymore. But post-pandemic while I was still at my old school, I did use
MS Teams from time to time to send out missed work and to support students at home.”
Synchronous methods of communication were phased out rather than just stopped abruptly to

allow a smoother transition from distance teaching back to in person teaching.
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Summary and analysis of teacher responses what guidance they received from the DBE or their

school on the management of the mathematics curriculum coverage (Question §).

Question 8 considered the teachers experiences for the guidance they received from either the
DBE or their school in terms of managing the mathematics curriculum during the pandemic. Three
themes have been identified: no guidance, guidance from the DBE and guidance from the school.
Table 9 shows the distribution of the 18 teachers’ responses across three different response
categories to Question 8 about DBE and school specific guidelines teachers received to manage

the stipulated mathematics curriculum coverage.
Table 9

Guidance received from DBE or school

None DBE School

4 teachers 11 teachers 3 teachers

T3-P, T4-P, T5-P, T11-QS5, | T1-P, T6-Q5, T7-Q5, T8-QS5, | T2 -P, T16-Q3/4

T13-Q5, T9-Q5,T10-Q5, T12-Q4, T14-
Q4, T15-Q3/4, T17-Q3/4, T18-
Q3/4

It becomes clear that majority of teachers received support from the DBE who sent out adjusted
teaching plans (ATPs). T6-Q5 explained the guidance as “adjusted ATPs was provided from the
Department of Education regarding mathematics and other subjects.” This support was also
reported by T15-Q3/4. T18-Q3/4 said she received the following detailed advice and support:
“Annual Teaching Plans were amended. Learners attended [lessons on school premises] in groups
to maintain social distancing. All COVID-19 protocols were adhered [to]. The department of basic
education hired education assistants and general assistants to various schools to assist teachers
with sanitizing learners and help to maintain social distances.” Two teachers, T12-Q4 and T14-
Q4 mentioned that they attended virtual workshops hosted by the Gauteng Department of
Education on a district level. T2-P mentioned the support and guidance she received as follows:
“[no support] from the Department of Education. From our school's side we were told that we do
not need to worry about covering the full curriculum. But rather focus on the most important

content.” Given that this teacher is at a private school the absence of direct communication from
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the DBE is possibly expected though one might have expected some communication from the

independent schools’ body.

Of the five teachers that reported not receiving support from the DBE or their school, two
mentioned that they did however receive support from their colleagues. One of which was T4-P,
she explained: “No guidance was given from the Department of Education. Teachers guided each
other and helped where they could, as everything was still new to everyone.” A similar response
was given from T5-P, who took matters into her own hand and helped her colleagues as she was
most experienced in online teaching. T3-P was unsure of any support given from the DBE directly
but mentioned “[...] we might have used their updated catchup curriculum to structure our
curriculums a bit.” In her in-depth interview Katarina then explained that the school she taught at
made use of the Prime curriculum from Singapore were mathematics and English were adapted

slightly by the school leaders to accommodate remote teaching (T3-P, Int-line 24).

Although most teachers reported receiving support from the DBE Fatima mentioned in her
interview that she would have liked more support and felt “the Department abandoned us by not

giving clear guidelines on how to catch up the backlog” (T17-Q3/4), Int-line 18).

Summary and analysis of teacher responses what additional support they required from the DBE

or their school (Question 9)

Analysis of all 18 teacher responses showed that two-thirds of teachers required additional
support. Here five themes were identified. Teachers either required no additional support or
support in four different ways: professional development, data, resources or hardware. Table 10
shows the distribution of the 18 teachers’ responses across five different response categories to

Question 9 about additional support teachers required from the DBE and their schools.

Table 10

Additional support teachers would require from the DBE and school

None Professional Data Resources Hardware
development

6 teachers 4 teachers 2 teachers 4 teachers 2 teachers

T4-P, T8-Q5, T1-P, T3-P, T11- | T2-P, T5-P T6-Q5, T7- T17-Q3/4, T18-

T9-Q5, T10- Q5, T15-Q3/4, Q5, T13-Q4, Q3/4

Q5, T12-Q4, T16-Q3/4

T14-Q5
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A third of the participants mentioned that they required no further support from the DBE during
the pandemic. Another five teachers had similar feelings as T4-P explained in her response: “There

is no additional support that the Department of Education could give me.”

T2-P required “compensation for extra data costs. Maybe during the course of the pandemic an
updated, official curriculum.” Another teacher said, “I managed very well on my own however, I
know most teachers would have enjoyed some help in means of data as not everyone had access
to the internet” (T5-P). Many teachers would also have liked access to “example resources of
activities (worksheets, assessments)” (T6-Q5). T3-QP mentioned that she would have liked “to
slow down and adjust the plan completely - to actually come and see what is happening in schools
- to be in the field” (T3-P). Those teachers that were required to teach online mentioned that they
would have like to be given the skills to effectively teach online. T11-Q5 would have liked the
school/DBE to be “equipping teachers with skills to make good PowerPoint presentations so it is
easy for learners to use it, giving teachers something that can help them focus on the most

important facts (all the facts in one book, something like that).”

Lesedi explained that she would have liked more support in the use of technology not just during

COVID-19 but in general.

“I think that [the DBE] can definitely help by bettering the IT equipment that is at school,
giving teachers training on the advancement and modernization of IT like ChatGPT.
Everything that is developed in technology shouldn’t be seen as if it is a competition with
developing us as teachers, it should be a tool that we can use in the classroom. [...] I would
just like to add that it could be amazing if policy makers were teachers and not specifically
retired teachers [...] because what is on paper is not always going to work on ground level”

(Lesedi (T1-P), Int-line 66 &71).

T18-Q3/4 had a similar response to what she additionally required from the DBE in hardware: “I
wanted the Department of Education to provide projectors, laptops, smart board to make teaching

and learning enjoyable to learners and teachers.”

Summary and analysis of teacher responses to what websites that the DBE published during the
COVID-19 pandemic they made use of (Question 10).

In the analysis of teacher responses to question 10, two categories were identified: teachers either
made use of Websites provided by the DBE or not. No interview data was added to this question,
62

Inge Damaske



as this question did not form a part of the interview schedule. Teachers that participated in the
interviews either did not make use of the websites or indicated in their questionnaire response that
they made use of different websites not provided by the DBE. For example, T1-P mentioned the
use of ‘Teacher Made’ and ‘Pinterest’ for inspiration. Table 11 shows the distribution of the 18
teachers’ responses across the different responses to Question 10 about the use of websites

provided by the DBE.
Table 11

Teachers who made use of DBE provided websites.

None Yes

10 teachers 8 teachers

T2-P, T3-P, T4-P, T5-P, T6-Q5, T7- | T1-P, T9-Q5, T12-Q4, T13-Q4, T14-Q4, T15-
Q5, T8-Q5, T10-Q5, T11-Q5, T16- | Q3/4, T17-Q3/4, T18-Q3/4,
Q3/4

Ten teachers reported that they did not make use of any websites or resources that the DBE
provided, while of the other 8 teachers only two mentioned specific resources that they made use
of. T18-Q3 mentioned that she made use of “NECT and COELT to download stories, songs,
rhymes and big books” while T9-Q5 mentioned that she made use of “six-bricks” and T1-P
mentioned the use of Pinterest and T12-Q4 mentioned the use of Google which, however, were
both not websites provided by the DBE. Of the 10 teachers that did not make use of any DBE
websites T4-P mentioned the following: “No, I immediately started to do research on different
ways learners can be taught and which apps would make it easier for learners to learn their
subjects. I think that the pandemic hit very fast and that the Department of Education was also
new to online schooling.” Similar to this response was that of T5-P: “No, I jumped into using
websites on my own as the Department were also not ready for what was coming however, once

they suggested websites, | was already using most of them.”

Summary and analysis of teacher responses to how they managed learner attendance on a

rotational basis or remotely (Question 11).
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Analysis of all 18 teacher responses showed three themes. Teachers reported either no rotation of
learners, rotation of learners in combination with remote teaching and just learner rotation. Table
12 shows the distribution of the 18 teachers’ responses across the three different response
categories to Question 11 about the management of learner attendance on a rotational basis or

participation in remote learning.
Table 12
How learner rotation was conducted

No rotation Remote teaching while rotating | Rotation

5 teachers 5 teachers 8 teachers

T4-P, T5-P, T6-Q5, T7- | T1-P, T2-P, T3-P, T8-Q5, T9- | T10-Q5, T11-Q5, TI12-Q4,
Q5, T16-Q3/4 Q5 T13-Q4, T14-Q4, T15-Q3/4,
T17-Q3/4, T18-Q3/4

Public school classrooms are aften filled beyond their capacity. This became clear during the
pandemic when schools were forced to adhere to social distancing rules in the classroom. Learners
were not able to return all at once but rather had to make use of rotational learning. This allowed
only a certain number of learners in the class at a time. As mentioned in Chapter II, principals
were instructed to come up with a rotation system that best suited their needs. Most private schools
and quintile 5 schools returned to school with full learner attendance once they were allowed to

do so.

Although quintile 5 schools did not rotate learners one teacher mentioned that “learners who were
booked off because of covid had to come fetch their books and their parents had to keep them up
to date until they're back” (T11-Q5). T2-P mentioned that her school made use of remote teaching
while rotating by using “online platform on MS Teams to accompany my lessons with online
coursework. So, everything that was part of the in-person lessons, could also be found online.”
Similar for T3-P who stated: “We continued with the newly planned curriculum plan. Kids would
be at school every second day. We would teach the ones at school and then have a slot where we
would go and teach the same topic to the online class. The ones that could attend their day at
school sometimes enrolled into the online class.” Katarina further stated in her in-depth interview

that
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“When the kids came back to school, we had half kids back. So, half of them would be
online on that day. And then half would be at school. Then the next day, it would be the
other way around” (Katarina (T3-P), Int-line 56).

The schools that did rotate learner attendance at the school did mention that “teachers forgot topics
to teach according to their groups and learners used to forget what they have learnt the previous
week” (T18-Q3). Two teachers (T15-Q3 and T17-Q3) both reported that they had to repeat the
lessons. Further two teachers (T12-Q4 and T14 -Q4) reported that they explained new work to the
learners that were present at school and learners that were at home were given tasks to complete.
This was also confirmed by T10-Q5 who mentioned: “Work was still given weekly. Leaners would
attend class every other day and work at home on the other day. Attendance was not good. Some
leaners had to isolate. We covered the required math work.” Nafeesah also mentioned that “we
relied at lot on the parents for [completing work] [...] for those two months that learners were on
their own [...] and it was a big problem, the children missed a lot of work™ (Nafeesah (T15-Q3),
Int-line 26& 28& 30).

Summary and analysis of teacher responses to how they currently manage the curriculum

coverage and if they made any adjustments (Question 12)

Four themes were identified from 18 teachers’ responses on the questionnaire for question 12.
Some teachers reported that they made no adjustments to how they are currently managing the
mathematics curriculum coverage. Majority of teachers reported that they made adjustments
which included time constraints, use of ATPs or offering extra lessons. Table 13 shows the
distribution of the 18 teachers’ responses across the four different categories to Question 12 about

the current management of mathematics curriculum coverage.

Table 13

Current curriculum coverage and the adjustments

No adjustments Time constraints Make use of Offering extra lessons
made Curriculum

adjustments
8 teachers 3 teachers 5 teachers 2 teachers

T2-P, T4-P, T5-P, | T8-Q5, T10-Q5, | T1-P, T3-P, T13-Q4, | T16-Q3/4, T18-Q3/4
T6-Q5, T7-Q5, T9- | T11-Q5 T15-Q3/4, T17-Q3/4
Q5, T12-Q4, T14-Q4
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Most teachers noted that no adjustments have been made in their post covid classroom. One
teacher mentioned: “The curriculum is followed the same as always, the only thing that changed
was that we had PowerPoint that we can use that came in handy” (T9-Q5). T4-P explained “there
are no adaptions made. All the content is being covered” and T6-Q5 said that her “current
management of content coverage is similar to the curriculum before covid. Adaptations have been

made through observing each age group’s needs.”

Three teachers mentioned that they had time constraints and reported the following: “Sometimes
I feel pressed with time and don’t give enough time on certain concepts” (T8-Q5). This included,
as TP17-Q3 reported “slowing the place where difficult concepts are concerned.” Nafeesah further

reflected on her teaching post-pandemic as follows:

“I wouldn't say my style of teaching changed but my tempo changed but I would say my
style may be a little yes I went a lot more onto their level and then a lot more practical
work because remember when you have the whole class you can't do that those practical
activities although we try to do them even when they are 40 (Nafeesah, (T15-Q3/4), Int-
line 52).

Furthermore, teachers mentioned the use of adjusted curriculums. T1-P for example mentioned
that she combined “chapters such as introducing money with addition and subtraction” and she
saw the adjusted curriculum in a positive light as “you actually manage to put a bit of quality into
the teaching as opposed to just ensuring that the content is covered” (T1-P), Int-line 52). Another
teacher mentioned that “we use the ATP of the Department and just working slower with difficult
topics like time mathematical concepts™ (T15-Q3/4) and similarly for T17-Q3/4 who stated “We
used the ATPs form the Education Department. Slowing the pace where difficult concepts are

concerned.”

Katarina made a point that as mathematics teacher the curriculum is never really covered by

saying:

“I feel like math, you never cover [the maths curriculum] in any way, whether there was
COVID-19 or not. So COVID just made it even worse [and I managed better during
COVID because] I feel, and it sounds horrible, but there we didn’t know if kids fell behind
because it was online. So, even though you tested [learners’ knowledge and

understanding], you kind of kept going. Where now, because it is more interactive and it’s
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more personal, you kind of link more to the kids [...] and you don’t move on until they get
it right. It was easier over video, but it wasn’t practical. It was very distant where this [in
person] is more of a relationship so you kind of take longer” (Katarina (T3-P), Int-line 82

&86).

Lastly two teachers mentioned that they offer extra lessons “especially to children who are

struggling” (T16-Q3/4) and “[for]learners who are behind to catch up” (T18-Q3/4).

Summary and analysis of teacher responses to if the mathematics curriculum could be reduced to

better manage the curriculum coverage (Question 13)

Analysis of 18 teacher responses to question 13 on whether the mathematics curriculum could be
adjusted and if teachers felt any topics to be no longer relevant. Two main themes were identified:
no adjustment and adjustments to be made. Table 14 shows the distribution of the 18 teachers’
responses across the two different responses to Question 13 about possible adjustment that could

be made to the current mathematics curriculum.
Table 14

Adjustments that could be made

No adjustments Adjustments

14 teachers 4 teachers

T2-P, T4-P, T5-P, T6-Q5, T7-Q5, T8-Q5,T11- | T1-P, T3-P, T9-Q5, T10-Q5
Q5, T12-Q4, T13-Q4, T14-QS5, T15-Q3/4, T16-
Q3/4, T17-Q3/4, T18-Q3/4

Question 13 asked the participants to share their thoughts on how the mathematics curriculum
could be reduced and all, but three teachers mentioned that there are no changes that should be
made to the curriculum as they find all topics relevant as T17-Q3/4 explained “all topics are

equally important.”

T1-P mentioned that she would like to reduce or remove the probability from the current Grade 3
curriculum as to make more time to practice the fundamental mathematics skills. T10-Q5 said that

“some content could be improved to move back to more basic but effective math work.” When
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teachers were asked the same question in the interview Nafeesah responded that although the
curriculum did change a bit “I think at the moment we are overwhelmed with work and overloaded
with work” (T15-Q3/4, Int-line 60). She further went on to suggest that fractions could be reduced
to ensure that learners understand the fundamental mathematics skills like whole numbers before
introducing fractions and that learners often get confused with fractions (Int-line 83). Katarina felt
that the whole curriculum should be revised to see what learners really need to know at a certain

age group. She believes that you can cut certain topics but in a staggered manner:

“This year we can leave this one, that one we can leave one. But I do believe numbers,
numbers and operations is the one that you cannot skimp on. So that one should always be
there. It's majority of the time data because it never changes really. And measurement
because it always stays the same [...] and geometry because [...] it never changes. So that
you can always skip one, bring the other one in, skip one, bring the other in. I think it's a
reconstruction of what is really important [that is needed in South Africa because] the kids
in our country only need 33% to pass. So, they have almost 70% that they don't know. But
yet you want to bring in more complex things into the school, but they can't even cope with

the basic things yet” (Katarina (T3-P), Int-line 94 & 98).

Although all other teachers focused on mathematics content when answering this question, T9-Q5
mentioned that life skills topic “post-pandemic [...] about hygiene and masks was no longer

relevant.”

Summary and analysis of teacher responses to what support they are currently receiving from the

DBE or their school (Question 14)

In the analysis of teacher responses to question 14 on the support that teachers are currently
receiving in terms of catching up last teaching time, three categories were identified namely: no
support (with a sub-theme of teachers taking their own initiative to provide extra lessons), taking
part in workshops and making use of adjusted curriculums. Table 15 shows the distribution of the
18 teachers’ responses across the different responses to Question 14 on advice or support teachers

are currently receiving to catch up lost teaching time that occurred during the pandemic.
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Table 15

Advice or support teachers are currently receiving to catch up lost teaching time

No support Workshops Curriculum adjustments
none teachers own initiative
7 teachers 5 teachers 3 teachers 3 teachers

T2-P, T4-P, T5-P, T8- | T7-Q5, T9-Q5, T16-Q3/4, | T12-Q4, T13- | T1-P, T3-P, T6-Q5,
Q5, T10-Q5, T15-Q3/4, | T17-Q3/4, T18-Q3/4 Q4, T14-Q4 | T11-Q5
T17-Q3/4

Teachers who reported not receiving any support in catching up lost teaching time did so for
different reasons. Some teachers such as T4-P reported “No work was lost during the pandemic
because we continue as normal with online teaching”. In support of this T5-Q5 expressed “There
is no need to catch up as we never cut the curriculum. The normal curriculum was followed right
through the pandemic.” Another teacher felt “[further support] is not necessary with the current

Grade 3 group” (T10-Q5).

Five teachers mentioned that they received no support from the DBE but rather “provide those
learners [that have not yet fully understood concepts] with extra classes in order to support them”
(T7-Q5) and “have extra classes to help learners who might struggle” (T9-Q5). This was further

seen by T16-Q3/4 who mentioned that she is “giving extra lessons every day and homework.”

Some teachers stated that they still made use of adjusted curriculums such as T6-Q5 who said
“Lost teaching time is combined with day-to-day activities and the curriculum. No extra school

hours or educational changes was needed to adapt after covid and lockdown.”

Summary and analysis of teacher responses to how they perceived the differences in learners

mathematical learning (Question 15)

In Table 16 the distribution of teacher responses as to their perceived differences are shown across
two main categories — with two subcategories (negative and positive) for those who perceived a
difference. Table 16 shows the distribution of the 18 teachers’ responses across the different
responses to Question 15 about the difference in learners mathematical learning now compared to

that of ‘pre-COVID-19’ learners.
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Table 16

Difference in learners mathematical learning compared to pre-COVID

No difference Yes difference

5 teachers negative Positive

T8-Q5, T10-Q5, T12-Q4,
T13-Q4, T14-Q4 10 teachers 3 teachers

T1-P, T2-P, T3-P, T4-P, T5-P, | T9-Q5, T15-Q3/4, T17-
T6-Q5, T7-Q5, T11-Q5, T16- | Q3/4
Q3/4, T18-Q3/4

Four teachers mentioned that they don’t notice a significant difference in learners mathematical
learning. T11-Q5 did mention, however, that “learners expect to receive everything and don’t want

to think and figure it out for themselves.”

Of the teachers that did report a difference in learners mathematical learning, 10 mentioned a
negative experience. T18-Q3/4 stated: “Yes, there is a vast difference because during the pandemic
some topics were removed and we did not support learners with barriers, we were just pushing the
curriculum coverage.” Katarina mentioned in her interviews that learners “don't retain
information. They have challenges to actually remember like their long-term memory has been, |
don't know, like impacted. And they don't know their multiplications and their bonds. And I think
if they, the ones that weren't closed during that time were kind of like forced through it. So, the
basic part of math is not there. And because they can't retain, they struggle to remember the

multiplication and the bonds” (T3-P), Int-line 96).

This is further supported by T4-Q5: “Learners are struggling more than before. I think the concepts
were taught online, but they did not much attention because they were at home.” Further T16-Q3
mentioned that “learners are too slow compared to previous times before COVID-19.” Nafeesah
explained that children missed a lot of work, and it happened often that learners missed a day of
rotational attendance and therefore missed the instructions to new work and those children would

be very confused when coming back the following week. She further went on to explain:

“A lot of children had gotten used to the little work and the little learners in the class [...]

and I think the government is doing the learners wrong [...] because they have felt what it
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is like to be less children in their class and how to get more attention in class” (Nafeesah

(T15- Q3), Int-line 30&40).

Three teachers did, however, report a positive change on the learners’ mathematical learning. T15-
Q3 said: “I would say they perform better when they were smaller groups during the pandemic.
We had more time to help learners that struggled with some concepts.” Although T13-Q3/4 had a
different response in her questionnaire, this was confirmed in her interview. Nafeesah mentioned:
“I think the learners that went through COVID can cope a lot better. These that actually came in
and did their work [...] made it fun to work with them because they were in smaller groups. |
really hoped the department would keep it that way with the 20 learners but instead they topped
up all the 20 learners with another 30 learners.” She added:

“During the COVID time you could accomplish much more because of the smaller groups
that we had. One can say in a weird way it was a good time. Except for the fact that children
got sick and things like that. It was actually a good time [...] it wasn’t just a bad time. [...]
We are finding ourselves in this time now and we can see the difference and how weak the
people are getting, and we can say the department is doing a lot of nonsense from what we

did and how we adapted and how we taught and were taught” (Int-line 94&96).

Similarly, Elena mentioned the following in her interview regarding the differences in learners’

mathematical abilities post-pandemic:

“So positive maybe. Only that this generation, which is currently in class three four, which was
strongly affected by it at that time, has become much better in its media competence. But that
has nothing to do with maths, but I would say that in any case, and also more flexible learning,
that it is easier for the children nowadays when they have a source and material and they are
supposed to pick something out here, that they can then work with it more flexibly, because |

think they know this independent work better” (T2-P, Int-line 20).

Another teacher mentioned that she noticed a bettering in mathematics but a struggle in the
learners reading especially when reading instructions (T9-Q5). Lastly T17-Q3/4 stated that “it was
easier to managed and assist the learners when they were in smaller groups. We could easily detect

a problem” during the pandemic when learners attended lessons on a rotational basis.

Summary and analysis of teacher responses to how they adjusted their teaching methods in the
past pandemic classroom (Question 16)
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In the analysis of 18 teachers’ responses to the last question on the questionnaire, two categories
of response were identified. Teachers either adjusted their teaching methods post COVID-19
pandemic or resorted back to their teaching style as it was pre-pandemic. Table 17 shows the
distribution of teachers’ responses to how/if they adjusted or changed their teaching methods in

the post-pandemic classroom.
Table 17

Teachers adjusting their teaching methods

No change Yes changed

6 teachers 12 teachers

T8-Q5, T11-Q5, T13-Q4, | T1-P, T2-P, T3-P, T4-P, T5-P, T6-Q5, T7-Q5, T9-Q5, T10-Q5, T12-

T15-Q3/4, T16-Q3/4, T17- | Q4, T14-Q4, T18-Q3/4
Q3/4

A third of the participants mentioned that they noted no change in their teaching. T16-Q3/4 found
this unsettling noting: “It didn’t change, it actually disturbed me a bit, however, it was fine

eventually.”

Two thirds of teachers, however mentioned that they did adapt their teaching in the current post-
pandemic period. Of these, six participants mentioned that they focused more on teaching concrete
rather than abstract mathematical concepts. “Not quantity but quality” (T12-Q4) became important
to them. More focus on concrete examples in their classes was also mentioned by T1-P “I have
become much more flexible with pacing learners and incorporating real life experiences to the
classroom” and by T7-Q5 who now uses more concrete examples when giving one-on-one support

through the use of extra lessons.

The other six participants (who changed their teaching) noted different ways in which they
adjusted their teaching methods. These included flexible teaching, understanding learners who

work at a slower pace and making use of technology in the classroom.

Nafeesah, for example, mentioned in her interview: “I wouldn’t say my style changed but my
tempo changed [...] I went a lot more onto their level and then [did] at lot more practical work™

(T13-Q3- I, Int-line 52). This was also mentioned by T1-P “I have become much more flexible
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with pacing learners and incorporating real life experiences to the classroom [and] I have more
understanding for learners who work slower. I use more technology in my lessons than before.”
(T4-P). Katarina reported that she still makes use of videos in her lesson as she feels “you reach
kids sometimes more with the video or with a different way of explaining it” (T3-P), Int-line 66)
and “since the scholars are more used to technology, I do try to implement technological aspects

in the lesson” (T3-P).

Most teachers have shown a shift to renewing their teaching styles in the post-pandemic classroom.
As Level 6 of the levels of use in the CBAM shows. Teachers on this level try to seek more
effective ways teach and integrate what they have learnt and used during the pandemic into post-
pandemic classroom. The focus of these teachers is for teaching and learning to take place and to

continue taking place regardless of the circumstances.

6.2 Insights from Interviews
As mentioned in the methodology in Chapter IV, interviews were not analysed separately but
rather in combination with the questionnaires. One interview response that captures well how
many teachers felt about policy makers was noted by Lesedi:
“It could be amazing if policymakers were teachers and not specifically retired teachers.
You know that they are actively in the profession of teaching because what is on paper is
not always going to work on ground level.” (Lesedi (T1-P), Int-line 71)
Of note was that all teachers gave a similar response of frustration and little understanding and
support from policy makers in the interviews. Their responses were included in the analysis as a

way to show possible points of improvement for future classroom policy making.

Summary and analysis of teacher interview responses to further comments they would like to give

to policy makers.

This section was added from the interview responses teachers gave when asked whether they
would like to give any comments to policy makers for the future. Interestingly all five teachers
felt that policy makers were no longer in-touch with what is happening in schools, however there

are some slight differences in the nature of the responses that I share below.

Katarina explained with some frustration highlighting the way in which children’s needs have

changed over time with little recognition from the DBE of these needs:
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Are they (DBE) still actually in schools? Do they know what's going on? Do they have
their own idea? Do they have a fantasy image of what they would like the schools to be?
And then they think it's like that. I think they are detached from reality. I think they do not
know the pressure because they always load, and they don't really understand what we deal
with. Because it's not your normal kids of 40 years ago. They have emotional needs. They
don't have manners and discipline. So, we need to teach that. Like there's all the admin. It's
a lot of things that take time from actual teaching. So yeah, I think they need to be taken
to reality again. (Int-line 104)

Nafeesah similarly expressed frustration at the seemingly unfair expectations placed on teachers
and the pressure they feel of teaching with limited time given for learners to master mathematical

concepts:

Leave us to practice. When you’re not even done with plus then we need to move to minus
again. It’s not even been mastered then you need to move to timetables again. But nothing
has been mastered but they expect the learners to have understood everything. So, we are
aware that we have to cover all the work just give us the time to do that. Just enough time
to finish a concept. It’s really frustrating when you have jut taught a concept and have the
feeling the learners are starting to understand then they come and ask you were the next
work is. It’s just a rush the whole time and nothing is being mastered at all. I think it’s a

really big problem. (Int-line 137).

Further comments addressed the need for policy makers to address the fact that the pandemic has
caused classrooms to become multi-grade level classrooms, filled with learners of different
backgrounds with different needs, without the curriculum speaking to these challenges. Fatima

felt that policy makers have little understanding of learners’ backgrounds and needs:

Please come and visit our schools. They have to come down to our level. They cannot just
think of things and write them down and send them to us. You must have a bit of
background and understanding of how far the children are and with what type of children

you are working. (Int-line 130).

Similarly, Elena explained her frustration with teaching in a classroom with learners coming from

multiple cultural and socio-economic backgrounds:
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So, the bottom line is that the [...] the children come from all kinds of different
backgrounds, socio-economic backgrounds, family backgrounds. They all grew up
differently, somehow or other linguistic conditions, and you have to absorb that somehow
in the lessons, and all of that was reinforced by Corona. So that was amplified in the
pandemic and that's why it's so acute and so topical at the moment. And I think that many
at the higher levels have no view and no understanding or simply no comprehension of
what this means in practice. They know that this is the situation, but they don't know how

it affects teaching and the teaching process. (Int-line 76)

From Elenas response, it becomes clear that teachers all over the world, not just in South Africa,
are faced with similar problems such as classrooms filled with learners from various backgrounds

and that these challenges need to be addressed when structuring the curriculum.

It becomes clear from these responses that teachers feel left in the dark by those that should be
guiding them. They feel that policy makers are no longer aware of the conditions that teachers
face in the classroom and seemingly do not have the best interest of the learner or teacher in mind.
Teachers noted that while policy guidelines can look good on paper they cannot always be
implemented practically in the classroom. Teachers overall expressed that they were overwhelmed
by the workload, seemingly unrealistic expectations, and felt their teaching conditions were not
appreciated or understood by policy makers on school, district and government level. Taking the
evidence into account it becomes clear that teachers are facing many challenges when it comes to

managing the curriculum content, not just in mathematics but in all subject areas in Grade 3.

The next chapter will summarise the study, providing insights into practical implications and
theoretical significance. Moreover, it will propose actionable recommendations for future research
endeavours that could build upon the evidence presented, thus fostering continued advancement

in the field of managing curriculum content while teachers are face many challenges.
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CHAPTER VII: CONCLUSION AND RECOMMENDATIONS
Introduction

In this chapter I provide a brief overview of the findings and give suggestions for possible further

research. | further gave a personal reflection of the study and round off with a conclusion.

7.1 Summary of findings

The study drew on three main data collection methods in order to answer the posed research
question and five sub questions. The first section focused on sub questions a and c. To answer this

question an in-depth analysis of all documents provided by the DBE was made.

7.1.1 Analysis 1: Policy communication and teacher support
Research question a: What policy and documentation were provided to schools and teachers about

teaching and curriculum coverage during the pandemic?

The DBE provided a wide range of documents that focused on adjusting the content coverage to
better suited the adjusted school calendar. It was evident that the greatest adjustment to the
curriculum in the ATPs was that of 2020. The data showed that the highest number of school days
was lost during this year. In all the documents that the DBE provided, some discrepancies were
found. First was the number of school days allocated per school year. The ATPs were based on
the maximum number of school days available, although these did not correspond with the actual
number of school days especially in the lower quintile schools where learner rotation was done
until February 2022. This means that private schools and schools in quintile 5, who have less
learners in a classroom and did not need to use rotational learning, had better opportunity to use
the adjusted curriculum appropriately. Whereas lower quintile schools had less contact time with

the learners therefore less opportunity to complete the adjusted curriculum.

Secondly discrepancies were identified in the ATPs. Notable adjustments were identified in
content areas such as numbers, operations, and relationships, geometry, measurement, and data
handling. Changes included a reduction in the number range, alterations to geometry coverage,
and fluctuations in the inclusion of measurement components. Data handling skills were also

modified, with shifts to an emphasis on collecting, representing, and analysing data.

The reduction in number range as seen in the 2020 ATP, was likely an attempt at adjusting teaching
to accommodate lost teaching time. However — a simple reduction in number range does not

necessarily save teaching time as the concepts that need to be taught and the principles underlying
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them remain. For example, shifting from being able to read, write and say numbers from 999 to
500 does not save time unless students are actually writing out every number. If one learns how
to read, write and say numbers to 500 one can also do this for example for 824 or 998. The
reduction implies that teachers and students would be writing out, counting all number names and
symbols instead of focusing on the concept of writing numbers and counting. Additionally, the
2021 ATP showed a discrepancy in order on the topic of geometry where the order of 2D shapes
and 3D objects was changed without explanation. It is unclear whether this was done intentionally
or if it was a mistake. It would be illogical for teachers to first introduce 3D objects before having

introduced 2D shapes, as one should build on the other.

Similarly, the fluctuation in the inclusion of measurements in the ATPs for different years, was
unclear. It seems as though in the later ATPs area and perimeter are no longer relevant to the Grade
3 mathematics curriculum, as these were excluded in both the 2022 and 2023 ATPs. Yet no related
adjustments were made in the later grades to accommodate for this omission. After having
analysed the curriculum, it also became clear, that the content of data handling was significantly
reduced during the pandemic and has only fully been reintroduced in the 2023 curriculum. One
can assume that focus was placed on other areas of the curriculum until schools no longer made

use of rotational learning.

Research question c: How were teachers supported (if at all) by the DBE or schools to manage

continued teaching and learning during the pandemic?

On paper it seems like teachers were given sufficient guidelines to be able to manage the
curriculum coverage during the pandemic. Despite the provision of important information, the
study notes a lack of specific guidance on distance education and the implementation of the

curriculum during rotational learning.

In summary, the analysis of documents from the DBE website highlights significant adjustments
in curriculum planning, school calendars, and teaching methodologies during the pandemic. The
study identifies challenges in maintaining continuity, optimal learning, and curriculum coverage,

with teacher responses indicating a degree of non-compliance with the provided ATPs.

7.1.2 Analysis 2: Management of content coverage
Research question b: How did teachers manage mathematics content coverage during the

pandemic?
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Teachers from different quintile schools managed the mathematics content coverage differently.
Most teachers in quintile 5 schools reported that they managed the curriculum well, with little to
no backlogs. Most teachers in this quintile reported that they were able to continue mathematics
teaching remotely by making use of PowerPoint presentations and video tools such as MS Teams.
These teachers also mentioned that the adjusted ATPs were sufficient support from the DBE for

them to manage covering the curriculum.

Some teachers in quintiles 3 and 4 reported the use of ATPs to manage the curriculum coverage.
While others stated that they offer extra lessons to learners who have gaps in their understanding
of mathematical concepts. Although these teachers were impacted the most by the closure of
schools and the rotation of learners, most did not see the pandemic as a negative thing. Some
teachers felt that they had enough time during contact lessons on a rotational basis to engage with
learners who are struggling with certain concepts. Smaller classes meant that no child was lost in
the masses. Teachers from these quintiles emphasised the need for smaller classes even post-

pandemic.

Surprisingly teachers in the private sector, from well-resourced schools who made use of remote
teaching, still reported a gap in learners’ current mathematical knowledge. However, most of the
teachers in the private sector also reported that they never truly cover the mathematics curriculum

in the way stipulated but have the freedom to shuffle content around.

Research question d: How are teachers managing mathematics content coverage currently? And

what pandemic emergent strategies are teachers continuing to use in their current practice?

Most teachers mentioned that they reverted to their old methods of teaching with few teachers
reporting adjusting the pace at which they teach or being more patient with learners that show
signs of not having understood previous mathematical concepts. Teachers indicated that they have
learnt to become more flexible in their teaching and found it important to focus on the

fundamentals of mathematical teaching.

Research question e: What role did/does technology play in research questions b, ¢, and d?

Technology played a vital role in the continuation of mathematics teaching during the pandemic.
In well-resourced schools, teachers indicated that they used technology to teach remotely with the
use of either synchronous or nonsynchronous video tools. All teachers that participated reported

the use of some form of technology to communicate with parents, colleagues and learners. As
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WhatsApp was a form of low-cost communication tool, it was used by majority of teachers to send
out instructions and tasks for learners to complete at home. Synchronous video tools such as MS
Teams and Zoom were used by teachers in private and quintile 5 schools, where most students
also had access to such tools. These tools allowed teachers to continue with the stipulated
curriculum coverage remotely in some way. Where such tools were not available, the impact of
COVID-19 and loss of teaching time will be even more significant. Teachers that have the
resources, mentioned that they make use of PowerPoint presentations and videos they created or
used during the pandemic. A limited number of teachers reported still making use of synchronous

video tools for teaching.

To conclude the summary, I return now to answer the main research question which is informed

by the findings from the various sub-questions discussed above.

Main Research question: How did Grade 3 teachers manage curriculum coverage during the

pandemic and how are they managing this currently in the post-pandemic context?

Overall teachers expressed feeling overwhelmed with the unrealistic expectations placed on them
when teaching Grade 3 mathematics. Participants mentioned gaps in learners mathematical
understanding that need to be addressed while also feeling the pressure of having to complete the
stipulated mathematics curriculum. Similarly, Hadisaputra (2024) found in a study done in
Indonesia, that teachers are overloaded with the responsibility of having to prepare lessons and
create and mark assessments, that they have little room left to effectively manage the curriculum
content. As previously mentioned, where the resources were available teachers stated that they
managed the content coverage better than the teachers who had limited access to technology.
When looking at the resources the DBE made available to teachers, it appears that policy makers
were not sufficiently in tune with the situations in schools in terms of a lack of access to internet
resources and opportunities for remote teaching. Many suggestions were highly dependent on rich
resources and technological infrastructure. Although the ATPs were helpful to teachers, the
illogicality of some adjustments showed a lack of understanding of what teachers needed to cover
the core of the curriculum. This was further echoed by teachers who participated in the interviews
and called for policy makers to reevaluate what is truly important in teaching mathematics

successfully.
The evident lack of support from the DBE, as stated by the teachers in this research, forced

teachers to become flexible and resilient in their own teaching and supporting each other rather
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than depending on the school or the DBE. The realisation that teachers were left to somehow

manage the curriculum seemingly caused a shift in the mindset of most teachers.

When looking at the teacher data in relation to the CBAM levels of use, many teachers started out
displaying a lack of agency in relation to the fear of the pandemic. Some teachers felt powerless
in the attempt to somehow teach in the midst of a global pandemic. As the pandemic prolonged
these teachers showed a clear attempt of using the ATPs in an attempt to salvage what they could
of the academic year. Some teachers that started on CBAM level 0, where adapting teaching was
not considered a priority for them, progressed to level 5 by integrating either synchronous or
nonsynchronous methods of teaching into their everyday routine. Even teachers that had a clear
understanding of their responsibilities of continuing teaching in the height of the pandemic by
taking resources home (level 3 of the CBAM levels of use), showed their progression from
integrating teaching (level 5) to renewing and adjusting their teaching strategies post-pandemic
(level 6). In conclusion, most teachers became flexible in their teaching and were able to manage
covering the mathematical content to the best of their abilities with the resources they had
available. These findings point to many strengths in the resilience and adaptability of South

Africa’s mathematics primary teachers.

7.2 Contribution of the study

The study contributes empirically to the field of mathematics education in that it analysed the
challenges posed to teachers regarding the content coverage in mathematics during and post-
pandemic and further analysed how teachers Grade 3 mathematics teachers are managing and
managed the set mathematics curriculum during and post-pandemic. The focus was placed on
Grade 3 as this grade level forms the final year in the foundation phase and all foundational
mathematics skills and knowledge should be mastered by the end of this year. The study also
found that, while understandable with the sudden change needed during the pandemic, the DBE
communication with teachers in terms of communicating guidelines was problematic. Some
communication was found to be contradictory while other information was unclear in terms of
guidelines. Furthermore much did not reach teachers which left teachers having to navigate for

themselves appropriate ways to respond to school closures and reduced curriculum coverage.

The study makes a theoretical contribution in its adaptation of the CBAM model for teachers’
management of content coverage through adoption of distance education possibilities (including

through technology).
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7.3 Implications

The implications of the study are separated into two parts. Firstly, the implications for teachers

and then the implications for the DBE and policy makers.

7.3.1 For teachers

As teachers were affected by the sudden shift from face-to-face learning to remote teaching, the
study highlights several implications for teachers: There is a need for teachers understand their
role in managing the curriculum content to ensure that learning loss is mitigated, thus emphasizing
the crucial role of educators in addressing the educational challenges highlighted by the study.
Teachers need to be aware of the curriculum content and understand the learning level of learners
to be able to pick up were the learner’s current knowledge as to not create larger learning gaps by
just rushing to complete the curriculum. Furthermore, teachers need to be included in the decision
making in terms of curriculum development and possible adaptations to it necessitated by possible

future pandemics or crises that may result in school closures.

7.3.2 For the DBE and policy makers

Although the DBE sent out a lot of circulars, adjustments to the year plan and guidelines for
teachers and schools on how to adjust teaching during the pandemic, these did not always reach
teachers and furthermore were not always communicated in a manner that was useful to teachers.
Therefore, the DBE should work on setting up effective websites that are accessible to teachers.
This includes providing teachers and schools with the necessary internet access to be able to access
these websites. The DBE’s support structures were not of a nature that assisted teachers to be able
to continue teaching in an effective manner. The DBE should therefore put structures in place that
teachers can fall back on should face-to-face teaching be required again. This could be due to
weather conditions, national strikes or another pandemic that prevents learners and teachers from

accessing the school premises to collect workbooks, as to not lose out on valuable teaching time.

The study further highlighted the need for policy makers in the education sector to communicate
more with teachers on the ground in order to better understand the needs of both learners and
teachers during times of crises. This can be done by doing regular school visits, providing schools

with internet access and involving teachers in decision-making.
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7.4 Suggestion for further research

A limitation of this research was the relatively small sample of teachers and the absence of teachers
in Quintile 1 and 2 schools. This was not due to a lack of invitation to teachers in these schools. It
is crucial to explore strategies for establishing partnerships with teachers in Quintile 1-3 schools.
Understanding the challenges, they encounter is essential for future research endeavours. The
pandemic has shifted the way in which technology is used in most schools and classrooms to
varying degrees. Understanding how to support teachers across all quintiles in how to maximise
technological opportunities in order to support ‘catch-up’ due to losses of teaching time is
important and particularly important in poorer (lower quintile) schools where resources are limited
and where the greatest loss in teaching time was experienced. Thus, further studies should be made
win schools in quintile 1-3 schools in rural areas who had even less access to resources, internet
and parent communication. The study could also be extended to higher grades to see the way in
which high school teachers are managing the mathematical content coverage in preparation for the
matric exams. A similar study could be made on the way in which teachers are managing teaching
languages to learners in Grade 3 who had little to no contact teaching time during Grade 1 and 2

and relied on parents to teach letters and sounds.

7.5 Personal reflection

Embarking on the journey of conducting a master's thesis on "Investigating Teachers’ Post-
Pandemic Management of Mathematics Content Coverage in Grade 3" has been a profound and
multifaceted experience. The primary objectives of the study included exploring the Department
of Basic Education's DBE response to the pandemic in terms of advising teachers on continued
teaching and learning policies, examining how teachers navigated the mathematics curriculum
during the height of the COVID-19 pandemic, investigating their strategies in the post-pandemic

classroom, and exploring the use of teaching tools and methods adopted during the pandemic.

One of the most prominent struggles encountered throughout the research process was the
reluctance of teachers to participate, resulting in a limited number of participants. This limitation
significantly impacted the breadth and depth of the study, making it challenging to draw
comprehensive conclusions. The frustration stemming from schools' hesitancy, coupled with
prolonged waiting periods for consent from both the DBE and individual schools, added layers of

complexity to the research timeline.
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The timing of approaching teachers also proved to be a considerable hurdle. Contacting teachers
just before the winter holidays and then again shortly before the October holidays inadvertently
clashed with crucial periods in the academic calendar. Teachers, understandably overwhelmed
with marking and administrative tasks, felt pressed for time and were less inclined to participate
in the study. Despite efforts to extend the outreach after the June holidays, the process of obtaining
gatekeeper permission from schools was time-consuming, limiting the window for teacher

interviews.

The interviews, conducted between August and September, provided insight into different
teachers’ perspectives of having taught mathematics during the pandemic and offered
understanding of the challenges and innovations in mathematics education post-pandemic.
However, the desire to conduct more interviews and capture a broader spectrum of experiences

was hindered by the reluctance of many teachers to allocate additional time for the study.

An additional layer of complexity arose from the time gap to the pandemic. Many teachers
struggled to recall specific details, leading to inconsistencies between questionnaire responses and

interview statements.

In reflection, while the journey was fraught with challenges, it was also marked by moments of
insight and personal growth. As a teacher, I understand that teachers are under enormous pressure
and finding time to participate in research for which there is no clear benefit to their work as a
teacher, 1s a challenge for them. It points to the need for establishing partnerships with teachers or
professional learning communities that provide mutual learning opportunities to which research
can be added. Navigating the intricate process of obtaining consent, facing setbacks, and adapting
to the evolving dynamics of educational settings provided invaluable lessons in resilience and
adaptability. The frustrations encountered in participant recruitment underscored the unpredictable

nature of research, emphasizing the importance of flexibility and strategic planning.

Despite some limitations, the study has contributed to a deeper understanding of post-pandemic
mathematics education in Grade 3, highlighting the need for more nuanced approaches and
continued support for educators. The journey has been a testament to the complexities inherent in
educational research and the importance of perseverance in the pursuit of knowledge. The findings
have furthermore challenged deficit perspectives of teachers and shown their resilience,

adaptability and care for their students’ education and well-being at a time of enormous
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uncertainty and the way in which these experiences continue to inform their pursuit of quality

mathematics teaching and learning.

7.6 Concluding remarks

In conclusion the study sought to understand the challenges faced by Grade 3 mathematics
teachers in managing the curriculum content during and after the COVID-19 pandemic. The
investigation revolved around the policies and guidelines provided by the DBE, teachers
strategies for content coverage and the role of technology during and post-pandemic. The study
highlights the need for policy makers to be actively engaged in the field, actively engaging with

teachers' needs and aligning their strategies with the situation faced by teachers and learners.

Despite limited school response and teacher participation, the research has contributed valuable
insights into post-pandemic mathematics education, emphasizing the need for nuanced

approaches and continued support for educators.

In essence, this study serves as a snapshot of a momentous time in education, capturing the
resilience and adaptability of Grade 3 mathematics teachers. As I conclude this study it is
evident that the journey of understanding the post-pandemic landscape in mathematics education
is ongoing, with further research needed to unravel its complexities and inform future education

strategies.
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inveshigating teachers' post pandsmic management of mathematics contant coverage it
grade 3

The objectives of the shudy are

{a) Tounderstand how teachers managed mathernatics contant coverage during and
post pandeamic.
(B Toinvestigate what resources were used to manage the content coverage:

| am hereby seeking your consent to invibe teachers from your school to participate in &
questionnaire and interview. To assist you in reaching a decision, | have attached fo this letter

{al A copy of an ethical clearance certificate issued by tha University
(Bl A copy the research questionnaire which | intend using in my research

| would ask that you identfy grade 3 mathematics teachers that have been teaching
mathermatica from 2019 until pow. The teachers should be filling out the guestionnaing in their
own tirme, Should you not have printing facilities or access to the inlernet for teachers to fill out
the questionnaires caling, | am willing to send printed copies to you and to collect them again
once they have been filled out

Rhodes University, Research Office, Ethics
Ethica Coordinator athics-commitee &Sl a0 28
t: +27 (0} 46 603 7727 £ +27 {0) 88 616 7707

Room 220, Main Admin Building, Drostdy Road, Grahamsiown, 6139
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The potential benefits of the study are to inform how teachers might manage future
pandemics better in terms of mathematics education. You will have an opportunity to engage
with the results of the research findings in @ manner that suits you.

Thus, for example. you will be provided with the report, a summary slide show of the key
findings and | would be wiling to make a presentation to you and the fellow teachers at your
school should you request this.

Should you require any further informabion, please do not hesitate to contact me or my
supervisor. Our contact details are as follows:

Inge Damaske Prof. M. Graven
ingedamaske@amail.com m.graven@ru.ac.za
0815863348

Upon completion of the study, | undertake to provide you with a feedback of the outcomes fo
the study

Your permission to conduct this study wil be greally apprecated

Yours sincerely,

ln?y Damaife 20 Layke
Name Siganture
Approved by

I # 2;}%{4&5

Principal name

Rhodes University, Research Office, Ethics
Ethics Coordinator: ethics-commitee@ru.ac.za
t; 27 (0) 48 803 7727 - +27 (0) B8 616 7707
Room 220, Main Admin Building, Drostdy Road, Grahamstown, 6139
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APPENDIX 3: TEACHER CONSENT DECLARATION

Inge Damaske

v

RHODES UNIVERSITY

Where leaders learn

PARTICIPANT INFORMED CONSENT DECLARATION

(To be signed by research participant/s)

Project Title:
Investigating teachers’ post pandemic management of mathematics content coverage

in grade 3

As a fellow grade 3 teacher, | have become interested in the how teachers managed the
stipulated curriculum coverage in grade 3 mathematics during the pandemic and how they are
continuing to manage this post pandemic. This includes identifying how much and what type
of support teachers were given from various stakeholders in the primary education system.
Here the levels of support from school principals, governing bodies and more importantly the
Department of Basic Education will be analysed.

| hope to learn from other teachers’ experiences in order to understand teacher experiences
more broadly than my own and in this process, | am studying for my master’s degree and will
use the data, with your permission in my thesis.

As an invited research participant, should you agree to participate | will request that you fill
in a questionnaire in the method of your choice (on paper, online, via WhatsApp voice note,
on a recorded phone call or any other means that is comfortable to you). Thereafter you may
be invited to an interview, at a place (or telephonically) and time that suits you.

The potential benefits of the study are to inform how we as teachers might manage future
pandemics better in terms of mathematics education. As a participating teaching you will
have a chance to reflect on your teaching during and past the COVID-19 pandemic and will
have an opportunity to engage with the results of the research findings in a manner that suits
you. Thus for example, you will be provided with the report, a summary slide show of the key
findings and | would be willing to make a presentation to you and the fellow teachers at your
school should you request this.

Inge Damaske (23D9007) from the Department of Primary and Early Childhood Education, at
Rhodes University has requested my permission to participate in the above-mentioned
research project. .

The nature and the purpose of the research project and of this informed consent declaration
have been explained to me in a language that | understand.
| am aware that:

1. The purpose of the research project is to understand how mathematics content
coverage was managed by teachers during and post pandemic.

2 Rhodes University has given ethical clearance to this research project 2023-7107-
7523 and | have seen/may request to see the clearance certificate by contacting the

Ethics Coordinator (ethics-committee@ru.ac.za)

Rhodes University, Research Office, Ethical Review

Ethics Coordinator: ethics-commitee@ru.ac.za
t: +27 (0) 46 603 7727 f: +27 (0) 86 616 7707
Room 204, Main Admin Building, Drostdy Road, Grahamstown, 6139
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By participating in this research project, | will be contributing towards understanding
what support teachers might need to manage content coverage better and what tools
they might need to do so and how future pandemics or emergencies can be better
handled.

I will participate in the project by completing a questionnaire and possibly being a part
of an in-depth interview.

My participation is entirely voluntary and should | at any stage wish to withdraw from
participating further, | may do so without any negative consequences.

I will not be compensated for participating in the research, but my out-of-pocket
expenses for transport will be reimbursed.

The following risks are associated with my participation: no risks are foreseen

The Researcher intends to publish the research results in the form of a thesis that will
be kept on a password protected USB. However, confidentiality and anonymity of
records will be maintained and my name and identity will not be revealed to anyone
who has not been involved in the conducting of the research, unless I indicate to the
contrary/recognize that as a public figure my identity will inevitably be/become
known, in which case | agree to accept the loss of anonymity.

In terms of the Protection of Personal Information Act (No. 4 of 2013) it remains my
right to request the Researcher to provide me with a detailed explanation of exactly
how confidentiality and anonymity of the data | provide will be achieved. | may also
request to know exactly how my personal information will be stored securely, for how
long it will be stored.

If any data collected from me for this research project is to be used by the Researcher
for any further study, | am to be informed in writing and my written consent requested
again. | need not give consent for the new research if it is incompatible with the initial
purpose of the present study (POPIA, s15(3)). Equally, | can simply reject the request.
In such cases, a formal request needs to be made to me by the researcher via the

Ethics Coordinator (ethics-committee@ru.ac.za).

In terms of the POPI Act, | possess the right to receive feedback about this research.
This will take the form of a password protected document sent via email unless / elect
not to receive this feedback.

Any further questions that | might have regarding the nature of the research and/or my
participation in it will be answered by Inge Damaske via g23d9007@campus.ru.ac.za.

By signing this informed consent declaration, | am not waiving any legal claims, rights,
or remedies. A copy of this informed consent declaration will be given to me, and the
original will be kept on record by the Researcher.

Rhodes University, Research Office, Ethical Review

Ethics Coordinator: ethics-commitee@ru.ac.za
t: +27 (0) 46 603 7727 f. +27 (0) 86 616 7707
Room 204, Main Admin Building, Drostdy Road, Grahamstown, 6139
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14. | agree/disagree (delete inapplicable) to the Researchers request to take
photographs, or videoing me as part of this research project, recognizing that
agreement here is likely to raise the risk of compromising my anonymity and that steps
will be taken to ensure this will not happen it my consent is given.

15. | agree/disagree (delete inapplicable) to the Researcher's use of voice recording of
my comments and opinions during interviews, the purpose of which is to ensure the
accurate recording of my views/responses. Furthermore, | have the right to request a
coii of the interview transcriptions to confirm that my opinions are accurately recorded

R e e . T T, RN SO S RT Rt , have read the above

information / confirm that the above information has been explained to me in a language that

| understand and | am aware of this document’s contents. | have asked all questions that |
wished to ask, and these have been answered to my satisfaction. | fully understand what is
expected of me during the research.

| have not been pressurised in any way and | voluntarily agree to participate in the above-

mentioned project.

i * Moafiz3..
Participants signature Witness Date

Rhodes University, Research Office, Ethical Review
Ethics Coordinator: ethics-commitee@ru.ac.za
t: +27 (0) 46 603 7727 f: +27 (0) 86 616 7707
Room 204, Main Admin Building, Drostdy Road, Grahamstown, 6139
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APPENDIX 4: QUESTIONNAIRE

Research questionnaire:

Name: Surname:
School: Date:
Teaching experience: years

l. With the onset of the COVID-19 pandemic, how did you prepare yourself for the closure

of schools?

2. How did the school instruct you to proceed teaching during the lockdown?

3. What guidelines, if any, were you given to teach mathematics?

4. Whilst at home, in the lockdown, what contact did you have with your school and
learners?

5. Did you arrange for learners to complete work at home in the form of providing work

packs or sending homework home? If so, explain WhatsApp, MS Teams, Google Meet,

Websites or any other? Please name \all that you used (even if limited) and how you used it.

6. Have you used communication tools or strategies during the pandemic such as
WhatsApp, MS Teams, Google Meet, Websites or any other? Please name all that you used

(even if limited) and how you used it.

7. Are you still using any of these communication tools in relation to supporting
mathematics teaching and learning? Please say which you use and how you use them? (Example:

WhatsApp as form of communication or MS Teams to send out missed work).

8. Please describe guidance (if any) from the Department of Education or your school on

managing mathematics content coverage during the pandemic?
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0. What additional support might you have wanted from the Department of Education, if

any?

10.  Did you make use of the websites, apps and other resources suggested by the Department

of Education? If any, please state which ones.

11. How did you adapt your remote teaching strategies once learners started to return on a

rotational basis?

12.  How are you currently managing content coverage of the mathematics curriculum and

have you made any adaptations to it?

13. Are there certain topics that you feel are no longer relevant (or not a priority) in a post-

pandemic classroom? Please briefly state why and what content?
14. What support, if any, are you receiving now in terms of catching up lost teaching time?

15. Do you notice a significant difference in the learners’ mathematical learning now than

prior to the pandemic? Please explain.
16. How, if at all, have your teaching methods changes in the post-pandemic classroom?

Thank you for taking the time to fill out this questionnaire.

17. Would you be willing to participate in a follow-up interview?
Yes /No
18. If yes, please provide me with contact details on which I can contact you to arrange a

time and date that suits you.
Email:
Cell phone number:

Your contact details will remain confidential.
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APPENDIX 5: INTERVIEW SCHEDULE

1.

10.

1.

12.

13.
14.
15.
16.
17.
18.
19.
20.

21.

22.

23.

When first hearing about the COVID-19 virus in South Africa, how did you think it
would impact you on a professional level?

When schools were instructed to close in March 2020, did you instruct the learners to
take any workbooks/resources home? Explain.

During the level 5 lockdown between march and April 2020 did you have any contact
with the school or the learners/parents during this time? E.g., Via email/ WhatsApp/
phone calls etc. Explain

After April did your school provide you with any guideline before July 2020? Explain
What guidelines did you receive from the DBE/HoD/ Principals on how teaching should
take place during the pandemic?

Did you teach mathematics remotely at all? Exp: by handing out workbooks, worksheets,
WhatsApp, teams/ phone calls, SMS etc.?

How do you think the pandemic and possible remote learning impacted your learners in
terms of their mathematics education?

Did you find ways to adapt to remote teaching either by yourself (initiative) or through
support from the school?

Working and sharing struggles with fellow teachers, often gives insight into how
teaching can be optimised. Did your fellow teachers collaborate with you at all on
managing content coverage in mathematics?

Can you share any insights you developed on ways to support learners to continue their
mathematics learning at home (during and post Covid)?

Did you make use of any technology when teaching mathematics during the pandemic?
Exp: WhatsApp, Teams, Videos etc (and how)?

Are there any teaching strategies that you used during covid that you still use now?
Exp: using videos as a way to introduce a topic?

What do you understand by/ or have been told about the adjusted mathematics
curriculum and what that means for your teaching?

What are your thoughts on the adjusted mathematics curriculum (number sense reduced
from 1000-800, exclusion of length and mass, reduced working with time)?

How did you find math adjustments compared to other subjects?

Are you managing to cover the reduced mathematics content?

Did you manage content coverage better/worse before the pandemic? Explain

Are learners benefitting from the adjusted curriculum? How/Why not?

The adjusted curriculum was made available from 2020-2023. Do you feel ready to
return to a full curriculum in the next year? If not when - Explain

Do you think your learners would cope with a full curriculum in the next year? Or are
there certain aspects of the curriculum that should still be left out? Explain

Your current grade 3 learners missed much teaching time in grade R in 2020 and grade 1
in 2021. Do you notice a significant difference in the learners’ abilities now compared to
the learners in grade 3 you taught before the pandemic? Explain

What would you require from the DBE to help you to cover the needed mathematics
curriculum?

Any general feedback you think policy makers should know

Thank you so much for your time....
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APPENDIX 6: DOCUMENT ANALYSIS

https://d.docs.live.net/27bdd63{3fb1607a/Master/Document%20analysis%20-

%20update%20current%20.x1sx

[Name of the document [Author Date [Source [Important parts [Themes identified DBE instruction
2019 School Calender for Public Schools DBE 11 January 2017 m“z 1;9'0” e . ent20171 ool calender 2019 school days
Diferent modes for rolation of learmers during covid 19 when models of otation for lar
(GUIDELINES FOR DEVELOPMENT OF THE SCHOOL - ez [Mosiisecionz? org zao- returingto school: latooning, aematig days perweek orb [ schools that camol ader
TIMETABLESREOPENING OF SCHOOLS COVID-19 for-imetabling. ot |weekly rotatons,pririty o gr. 1217, foundaion phase emphasis o socialdistancing withor
on lteracy and numeracy rotation
=T
ooret Ecucaion Py Act Amended 2020 Shool Calendar for Pl g iwezoo  |Mlumsonslioanaiiiontehiainsotia  amernded schoolcaender - Total of 174 days school days revised schol days
gives oniine ks to guidelnes to maintane hygiene , retun to
Disaster Management Act: Direcion: Re-opering of schools and hitps . gov.zaldocuments/disaster-managemert-act. —|*07050h00lS need to meat hygie requrements and have - phased retum ofloarners
e e mmcy st e T | wen i - s dsasiermar covid preventatvie meastres in place, constant reporing of covid|and reguiations around the reguationson when and
o Creciors cases, falre to meet standards wil esults in schools being  |retun and reoping of |how schools may reopen
closed again, wehen tocahers/ stafis alowed on premesis, [schools
Iparents to
National Ecucation Policy Act: 2020 school calendar for publc schools: s v o ofocumentsnstiosl educato: ol act:2020- | Amended school calender - now tota o 158 days, 16 days (for
[Amended DBE TAGIL2020 o caendar pubcschool amendec:11-aug 20200000 grade 12 and 7, rade 3 only started on school days revised school days
= ‘“':‘;"':;'“""" B2l ol A Al UCE RO 1 - 020ctober 2090 [ hnensovsfaaunensiaionledalinSIad i enied calender 2021 - 195 school days school days revised school days
o smendnent 2ot
i i lwon o Leducaton ol actlaest:
.;J.Ti'cﬁ:f e R A A S Qe G (WS 16 Febnry g0z | /eessalioamenshatonat suaton sl B anendeg sonool calender 2021 - 192 chooldays, 3 daysess [schooldays vised school days
ended 2021:schookcalendar.ub
2022 SCHOOL CALENDAR DBE 25 May 2021 e Em—— GRZ?‘TF‘;:“' 2022 | ool calender 2022 - 199 school days school days school days
Winster Angie Motshekga on th retur of schools fo dlly atendance |DBE 06 Febriary 2072|1108/ 00U ZESpeCCHES IS b0 OIEGE: |y me ttncare forlearers from 7 Febrary 2022 retum of learers
s edueaton govaa] 7oA
2023 School Calender DBE 18 March 2022 20235205chooK20Calendar.pdf school calender 2023 - 199 school days school days school days
= role o the school nterms of contining the spread of covid vius
e for chicarefaciies and schooks on COVIDAA9 - v [tesinngo Guiceinesfo princpas, teachers and admin tff.Includes acton) (Guidelnes to contan
are.pof hat neds to be taken when a case has been dentfied, Y spead of covid in schools
suspected, or confirmed .
=1
' ) hitps . Y
Disaster Management Act: Direcions: Re-opering of schools tnder | DBE EICE I s on dates of eturn forlearners from 1 June 2020 (grade 3 - 6 Juy)
(Coronavirus COVID-19 lockdown 9
dates of eturn forlearners from 1 June 2020 (grade 3 - 6 Juy),
ates ° imetable models (pg. 13) )
Disaster Management Act: Dirction: Re-opering of schools under I g0 Y issueing of permils for eachers and eamers, HOD, MaylJune —|ppg e iy 1o schaol tht dorit comply
A Dse 01 June 2020 ams moved to Nov/Dec, health and safty regulation to be __ {with directons wil remair
(Coronavirus COVID-19 lockdown: Amendment 143381gen304 pdf " MS10be  laccommodate lost teaching
implemened, symptom screening, useof PE, sosal distancig | dosed.
and timetable models. me
fisaster Management Act: Directions: Measures to address, prevent and Ihttps://www.gov.za/documents/disaster-management-act- (Aopication for zerp-rated websites and critera to apply for zero-
combat the spread of Coronavirus COVID-19: Zero-rating of websites for |DBE 05 June 2020 directi dd i g [P P PRy
i rated websites to use in DBE, DHET, DoH
[Education and Health 20 |Zero-rated websites
IRELOPENING OF EARLY CHLDHOOD DEVELOPHENT hitos:unw. g0 Circular regarding preparaton to reopen ECD cenires and self- assessment for readinest
PROGRAMMES DBE Bk lreparation,pdf lasssessment to establish readiness to open centre. School readiness to reapen,  ocoen
Disaster Management Act Directions: Measures (o address, prevent and Hips:/onrv.o0 el | o oaners (0 school and plarned retom dates
combat spread of Coronavius COVID-18: Re-opening of schools under ~[DBE 204ne2020 | hools-and (Gonda 6.1y " " Jschool days
ert Level 3 jrevent-and Y
D e e oSy oS ol e eesrealo s /v gov.a/documents st management act repenn cates for leamers 0 Teu oy i after evel
adress, prevert and combat the spread of Coronavirus COVID-19: ~[DBE 07 Juy 2020 ool e " |Phased retum of earners in 2020 to school according to
chools-and measure-adres preventan-combt spred lockdown
[Amendment grades
. Ihttps://www.goy ment-act-re-|
Disaster Managemert Ac: Recpening of shoolsard measires 0| o7 sy 2020 1001221 sa emert erciment 0 the panmed prased reun ofeamers toschool |
adress, prevent and combat the spread of Cororavirus COVID-13 d (Grade 3-20 Juy)
P (combat-spread
(=t
HoD must ensrue schools coninue fo conduct assessments of
learners and provide feedback tolearnersiparetns. All school go
on break form 27 Juy. Principlas and school managemet stays
at school. Feeding continues. Return ofleamers fter planned
Dt Margorent At recions: essrs o attoss, vt —— et 755k Mssers s oty o 7 At re
combat spread of Coronavius COVID-19: Re-opening of schools under ~[DBE 2Aug 2020 direct ddress-prevent-and-combal-sp 9 (Guidelnes for princials
e IAugust. With fearners retun - socaldistancing must be adhered
ko, schools with permits may continue deviated plan ofleaners
return, offcls are on cuty even i school i on break, Principlas
and management must work out own rolationalplan of leaners.
(Guidelnes for parents who choose to not send learners back to
school. APplcaion form fo learners to b exempt from school
[Parents need 10 regsiste
eamers for
homeschoolng. And
Disaster Management Act: Dirctions: Measres to address, prevent and htos . gov zaldocumentsisaster-managemert-act- - Learmers who dort reun o shool - ke learig materal [ eachers to make mater
combat spread of Coronavius COVID-18: Re-opening of schools se 21 August 2020 diect dd ¢ . [avalabe. Leamers who do ot reunt o school needfobe (10700 o avaibale for learers at
[Amendment: Commenis invied 2 formally expemied. home, DBE to provide
teacting and learning
material, provide where
L o
non-contact sport training, arts and culure evenls may resume
Disaster Management Act: Directions: Measures to address, prevent and Ihttps:/fwww. go ment-act-  |without spectaros, quidelines for how many people may take part
combat the spread of Coronavirus COVID-19 relatng to re-opening of ~[DBE 2toco0 1S aments/ds - health and safety
A 16-0.|(50% capacity, 250 indoor, 500 outdoor). Records must be kept
> of all visiting learners and covid safety procedures adhered to.
Disaster Management Act: Directions: Measures to address, prevent and tos:/fwww.q I goment-ac. (9ot ;ﬁ"e’:f":"s"%;"l::";‘;‘rs ‘"‘:::Lni‘;“’:as‘:;n‘ls N
combat spread of Coronavius COVID-19: Re-opening of schools for he —[DBE 2y 2021 |d dd tand-combat-spreac- (¢ 0o o Rt Ao return of learers
2021 Academic Year under Adjusted Alert Level 3 delay reopening or two weeks after 15 January, safely
procedures stil apply under lockdown level 3.
uidelnes and direction for the retur of learners to schools
Detailed reguations of heaith and safety and procedures to ollow
. Ihttps://www.goy ment-act-  [when a positive case has been identified. Monitoring of school
Su‘::':SM:fs;“g;‘: :‘n?wﬁgeém;:‘:E’;Z'f;’d“u'f:;gz’;";g; DBE 12 Feb 2021 t-and-combat-spread learner attendance. Application for exemption of leamers from | health and safety
s penng covid-19-10 attending contact school. Opening of hostels and sporting everts,

symptom screening, social distancing and timetable models with
Ipossible rotations, curriculum trimming and reorganising
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Disaster Management Act: Directions: Measures to address, prevent and DeE 27 March 2021 :mn ;” Lgo ” P m—ant to school sport, physical education, extra-curricular | physical education
lcombat spread of Coronavirus COVID-19: Re-opening of schools 40 c . lactivites, inter-school sport tournaments. ammendments
Disaster Management Act: Directions: Re-opening of schools and Inttps:/fwww.go I gement-act- {0 previous document of directions for school sport
imeasures to address, prevent and combat the spread of Coronvirus DBE 23 April 2021 direct D hools-and- dr and extra curr\c:\ar actites. P (further ammendments
COVID-19 in the Education Sector lprevent-and-0
lrimary school learners ful return to daly attendace from 26 Juy
Disaster Management Act: Directions: Re-opening of schools and Ittps: /1w gov.zaldocuments/disaster-management-act- 2021 provided risk adjusted differentiated strategies are it an safty for retun
Imeastres to address, prevent and combat the spread of Coronvrus |DBE 28 May 2021 direct pening-schools-and d i Jeaming maytake place utside of cassroom, HoD | i’ear:ers salety for relu
(COVID-19 inthe Education Sector orevent-and-1 Imust provide reasonable support to enable schoos safely retun
lto traditional timetable model, all contact sport is suspended,
IAll schools to close 31 June 2021, reopen on 19 July for all
hitos . tact llearners, adminnistrative and non-teaching staff 2 July,
Disaster Management Act: Directions: Measures to prevent and combat  [DBE 29 Jun 2021 directions-measures-prevent-and-combat-spread- we']e"daln schols {0 cose for o weeks '@" 30.Jre 2021, retur of learers
N B y winter school for grade 11-12 to continue, traditional time table to
the spread of Coronavirus COVID-19 in education: Amendments (coronavirus-covid-2 N
continue from 26 July for grade R-7, teahcing to continue from 19
|July untillfull return on 26 July,
Disaster Management Act: Directions: Measures to prevent and combat Ihttps:/fwww.go\ _( 106}
ihe spread of Cororavius COVID-19 ineducafon: Amendmerts DBE 29 June 2021 447790en393.00f |Amended school calender during covid school days (dates for return for schools
Disaster Management Act Diectons: Re-apering o schools and i oo ’ .
imeasures to address, prevent and combat the spread of Coronavirus DBE 15 July 2021 m :853 en 4;; o ifesigeis documenti202107) (daily or weekly school rotational attendance form August 2021 ::::Eggeleamer | dates for return for schools
COVID-19 in the Education Sector: Amendmen preemiLed
raditonal dail attendacenf or grade R-7 from 2 August 2021,
Socialdistancing in primary school reduced to 1 meter not 1,5.
; - § Ittps:/fwww. gov.zaldocumentsdisaster-management-act-  [principlas and HoD to inform district by August f they want to
Diseser Management Act: Directors: Re-openng ofschools and - 1A 202t en-sroctons rogardng s o . i rtationel ot ilhrason fof nancomplaee eaith and safety for retun
imeasures to address, prevent and combat the spread of Coronavirus of learners
A schools-0 indoor activites no more than 50 and out door 100 for sporting
COVID-19 in the Education Sector: Amendment " 4nd listarok "
lactivites, social distancing adhered to at all times for sporting
levents,
_|
[Disaster Management Act: Directions to address, prevent and combat the Ihttps://y g0 it/files/gcis_document/202112} N
spread of Coronavirus COVID-19: Amendment DBE 10 December 2021 45611gen707 0.0t imarking of examination regulations matirc forcused
Disaster Management Act: Directions: Re-opening of schools and . ;
Ittps: / 1 9
Imeasures to address, prevent and combat the spread of Coronavirus | DBE Moamay 2z [0 iflos/octs_document202201, ?"g’:ﬂ"‘f fpe“a:f's‘ a :';?ons;vem with no more then 50 % and | o0y aions heaith and safety
(COVID-19 in the Education Sector: Amendment Fereeniied © melers apartat school verts
Disaster Management Act: Directions: Full time return of learners to Ihttps:// 90 I gement-act-  [full time return of all learners with no social distance form 7 removal of quideline sin
schools and measures to address, prevent and combat the spread of | DBE 06 February 2022 [directions-ful-time-refurn hools-and IFebruary 2022, but il keeping to covid regulations of saniising ~|return of learners ot g
(Coronavirus COVID-19 in the Education Sector laddress land regular handwashing
X ttps: fwwo-education. gov.zalCurricuum/C (Caps documents updated 2016 for grade r-12 (National
Curriculum and Assessment Policy Statement DBE 03 July 1995 " APS)ICAPSF ) (Curricdum Statement) CAPS
- tps: fwww. educafion gov.za/Portals/0/Documents/Polies [ )
NATIONAL PROTOCOL FOR ASSESSMENT GRADES R - 12 DBE 28 December 2012 NetProthssess pdf2ver=2015-02-03.154935-303 INational protocoll for assessment grade r-12 assessments
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